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Abstract 

i 

Abstract 
 
This research e[amines the relationship betZeen primar\ postgraduate (PGCE) students¶ 
conceptions of geography, knowledge and pedagogy and their development as teachers of 
primary geography over two years ± the primary PGCE course and the first year of 
teaching. The methodology is essentially qualitative and based on the principles of 
grounded theory. Personal Construct Theory (PCT) has also informed the choice of 
research techniques, PCT being seen to be appropriate for a research project that aims to 
access and therefore examine a range of alternative constructions. Concept mapping was 
used at the beginning and end of the geography component of a PGCE Primary course to 
elicit all students¶ conceptions of geograph\, teaching and learning. Analysis of the 
concept maps from the Zhole cohort (n=79) shoZ that primar\ students¶ conceptions of 
geography are generally rather simplistic and reflective of the descriptive-rich and 
scientific persuasions identified by Barratt Hacking (1996). Only a few students¶ maps 
reflected environmental or humanistic/welfare persuasions. The concepts maps were also 
sorted into four categories from most sophisticated to least sophisticated conceptions of 
geography. It was noted that of the eight students in category one (most sophisticated) only 
one had a geography degree.  
 
A sample of 11 students was then interviewed (using a stimulated recall technique 
(Calderhead 1986)) about their conceptions using the elicitation data as a stimulus for the 
discussion. This enabled the researcher to both probe students¶ conceptions in greater 
depth, and to validate initial analysis of the elicitation data. Finally, three students ± one a 
geographer (with a geography degree) and the others non-geographers ± were observed 
teaching geography and interviewed directly after the observations on three occasions over 
the two years. A coding system was developed from all the data, and was then used to 
analyse the interviews using Microsoft Word index and cross-referencing functions. These 
analyses, along with elicitation data, formed the basis of case studies of the development 
of three students as geography teachers over two years. 
 
A model for beginning teacher development in the field of primary geography is then 
proposed.  The model emerged from interpreting and synthesising the evidence from the 
three case studies, and through the use of the constant comparison technique (Strauss & 
Corbin, 1998). The model is applied to the series of lessons observed for each case study 
providing an overview of their development as teachers of primary geography. 
Comparison of the three cases over two years shows some startling similarities as well as 
some differences in their development. It seems that each of them, whether they held a 
geography degree or not, discounted the geographical knowledge they have gained from 
life experiences as a valuable base to work from, despite the relevance of this knowledge 
to their teaching. It also seems that each of them, when observed during their PGCE 
course, were most likely to draw on their memory of geography lessons from when they 
were a pupil as a model to inform their teaching. As the two years progressed, and their 
pedagogical knowledge developed, they began to replace these early experiences with ones 
more suited to effective teaching ± that is, their more recent experiences as teachers.  Of 
the three beginning teachers, only David, who had a geography degree, developed to 
become an effective geography teacher during the research period. However, it is 
considered that, for the majority of primary teachers, the most that can be expected is that 
they will develop into effective teachers of primary geography because it is unlikely that 
they would have opportunities to develop the depth of subject knowledge required to be an 
effective geography teacher.  
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ii 

 
The thesis concludes by offering some thoughts for the development of primary 
geographical education. It proposes that primary geography could be usefully 
conceptualised as µever\da\¶, or µethno-µgeograph\, that is a geography that recognises 
and seeks to address the µfalse split between practical, ever\da\ knowledge and abstract, 
theoretical knowledge¶ (Frankenstein & Powell, 1994). This is a geograph\ that e[plicitl\ 
values the geographical knowledge that we all build up from everyday experiences in the 
world and that, in conjunction with the development of a geographical imagination, might 
form the basis of a primary geography framework.  
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1. Introduction. 

 

From an early stage in my career I was keen to reflect on, and develop, my professional 

knowledge and skill in order to improve the quality of learning experiences for the pupils 

in my care. As my career progressed and I became an advisory teacher for primary 

humanities my interest in learning began to focus on geography, the subject I studied at 

university. When I moved into Initial Teacher Education (ITE) the focus of my interest, 

while continuing to be geographical education, shifted to the learning of undergraduate and 

post-graduate student teachers. My Masters dissertation (Martin, 1997) examined the 

relationship between students images of geography and the teaching styles they adopted in 

the classroom. The research was philosophically and practically rooted in Kelly¶s (1970) 

Personal Construct Psychology (PCP), which had been part of the Masters programme and 

appealed for two main reasons: 

 

1. Images have been used in research as representing both cognitive and affective µways 

of knowing¶(Johnson, 1992; Leat, 1996) and PCP has been shown to be a useful tool in 

eliciting constructs that have both affective and cognitive dimensions. 

2. As a theoretical framework PCP seemed to offer plausible explanations for the ways in 

which people construe situations and phenomena which I could apply to the notion of 

images and their impact on learning. 

 

As the research progressed it became clear that PCP theory and techniques were also being 

useful as a metacognitive teaching approach. In other words, the act of doing the elicitation 

exercises and discussing the results encouraged students to become more aware of their 

images and their effects on learning, with (in many cases) beneficial results. For ethical 

reasons I had chosen to conduct research in such a way that it was beneficial to the 

participants as well as myself; therefore I was keen to adopt a similar approach to this 

current project.  

 

In brief, the results of the Masters research suggested that there was little relationship 

between a student¶s image of geography and the teaching style adopted in the classroom.  

This partly challenged my own assumptions that a complex image that has breadth as well 
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as depth would lead to more successful geography lessons. It seemed as though something 

more fundamental than images of geography and subject knowledge was affecting these 

students¶ teaching styles and that this might relate to the ideological positions that underpin 

these images. In addition to the questions about the apparent lack of relationship between 

students¶ images of geography and their teaching style, many other questions were raised 

as a result of the research. 

 

x How could I, during the time span allocated for geography on the PGCE Primary 

course (14 hours), develop students¶ knowledge and skills sufficiently that they 

could begin teaching geography with some degree of success?   

x How could I take account of students¶ differing starting points / experiences before 

coming on course?  

x What effect would students¶ images of the subject and of teaching have on their 

learning and development?  

x How would all this affect the difficult choices that would have to be made about the 

geography component programme?   

x Should the programme aim to enhance subject knowledge and an understanding of 

how children learn in geography, or would it be more effective to present students 

with a series of µtips for teachers¶ so that they had 6 or 7 examples of what 

constitutes µgood¶ teaching in geography? 

x In short, would it be more appropriate to go for a µsurface¶ or µdeep¶ approach to 

learning (Askew & Carnell, 1998)? 

 

These questions led to my wish to use the Masters dissertation as the foundation for this 

research project. In the early stages of formulating the research proposal I spent time 

reading and talking with colleagues in order to clarify what I intended to focus on. My 

research diary at this time shows an entry (4/12/98) where I played around with a number 

of possible titles, analysing and evaluating each in turn. This involved considerations of 

both the feasibility of each study (in terms of research methods, time and access) and the 

relevance of the study to current research and professional knowledge in the field. The title 

decided upon at the time was: 
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An analysis of the relationship between primary student teachers¶ professional 

values and their development as effective teachers of geography. 

 

and the research aims (appendix 1) were: 

 

1. To critically review previous research into the relationship between teachers¶ values 

and effective professional practice. 

2. To identify student teachers¶ values about geographical education in ways that allow 

them to be appropriately represented, understood and acted upon. 

3. To explore the impact of student teachers¶ values on their development as effective 

teachers of primary geography. 

4. To consider the impact of the findings for ITE course design and implementation 

 

As the research got under way, a pilot study was completed and ideas were discussed in 

various fora (National Geographical Teacher Educator conferences, a seminar held at the 

Centre for Research in Environmental Education), it became clear that values, and 

professional values, as a focus for research was problematic both conceptually and 

methodologically, and so there was a shift away from values to conceptions and the title 

became: 

 

The relationship between beginning teachers¶ prior conceptions about geography, 

knowledge and pedagogy and their development as teachers of primary geography. 

 

The rationale for this focus will now be discussed by reference to the need within the 

geographical education community, and the gaps that exist in our knowledge of how to 

meet this need. 

 

1.1 Why is this research needed? 

 

This research is needed for two key reasons: 

 

x Geography, as a school subject, is in some crisis. Numbers of pupils choosing 

geography as an option for GCSE are dropping for the first time in many years, 
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and the standard of geography teaching and learning in primary schools, as 

reported by OFSTED, is generally only satisfactory. There is an urgent need to 

train teachers who will present the subject as exciting, dynamic and relevant to 

pupils in today¶s society. 

 

x A key solution to standards of subject teaching in primary schools has been 

seen, since the early 1990s, to be the development of teachers¶ subject 

knowledge (Alexander et. al. 1992) 

 

Ofsted reports (2002, 2004) show that the quality of geography teaching in primary 

schools is good in only just over a third of classrooms, and pupils¶ achievements are good 

in only just over one fifth, while µvery much of the rest of geography teaching and learning 

is regarded as satisfactory¶ (Catling, 2004:1). Catling lists some of the features of good 

geography teaching, identified from the Ofsted reports, and these include: 

 

x appreciating the key ideas to develop in a geographical topic 

x supporting children in their geographical enquiries 

x indicating confidence in his/her geography teaching, and 

x recognising µgeography¶s distinctive contribution to the wider primary 

curriculum¶ (Ofsted, 2004:8) 

 

all of which imply secure subject knowledge. As part of their monitoring role, the 

Qualifications and Curriculum Authority (QCA) commissioned two small-scale research 

studies on monitoring primary geography (Catling et. al. 2002 & 2004). The first study 

gathered data from 25 primary schools in 2001-2 and the second study revisited 15 of these 

in 2003-4; these schools were selected to be representative of five regions across England, 

but the small-scale nature of the research means that generalisations must be viewed with 

caution. Data were gathered through in-depth interviews with the geography subject 

leaders, and analysis of school documentation. The key findings that emerged were that, 

for these schools, there is a high turn-over among geography subject leaders, they receive 

little support for their role, geography is often one of several posts of responsibility held, 

the subject leader does not necessarily have a geographical background and often receives 

no In-service training (Catling et. al. 2004). Ofsted (2002) has identified the crucial role a 
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subject leader plays in raising the status and standards of their subject in primary schools. 

Good geography teaching requires certain levels of subject knowledge and it appears as 

though subject leaders are often not in a position to offer levels of support required to staff 

who are, in the main, non-specialists in the subject. This potentially leads to standards of 

teaching in primary schools which do not enthuse the pupils, coupled with a drop in pupils¶ 

achievements in geography at KS3 (Catling et. al. 2003) who are then less likely to select it 

as a subject for GCSE and beyond. There is therefore an urgent need to improve standards 

of geography teaching in primary schools.  

 

A key focus for the development of effective subject teaching is seen to be the 

enhancement of teachers¶ subject knowledge (Smith & Neale, 1989; Alexander et. al. 

1992; Summers & Kruger, 1994; Ofsted 2002). However, µthis supposition has been 

brought into question in recent years¶ (Parker, 2004:832) and it is now accepted that it is 

not sufficient to have a subtle and detailed knowledge of a subject, but that teachers also 

need to combine this µwith a complex array of various types of knowledge to promote 

learning¶ (ibid), a combination known as pedagogical content knowledge (PCK).  Without 

certain levels of subject knowledge primary teachers are not going to be in a position to 

identify key geographical ideas, ask appropriate geographical questions, recognise 

misconceptions in pupils¶ knowledge or show confidence in their geography teaching. 

However, my own experience and conversations with colleagues at conferences indicate 

that geography is offered as a taster course in most Primary ITE courses. There has been a 

reduction in the numbers of Higher Education Institutions (HEIs) offering primary 

geography as a specialism in ITE, and in PGCE primary courses the norm is for the 

geography component (if it exists) to receive between 4 ± 16 hours taught time on the 

course. In a content-rich subject, working with students who are not geographers, the 

challenge of developing their geographical subject knowledge to a sufficient level is great. 

There is therefore a great need to better understand the factors that affect beginning 

teachers¶ development as teachers of primary geography. 

 

1.2 What gaps in knowledge does the thesis address? 

 

The types of professional knowledge that beginning teachers need to develop has been well 

documented (Shulman, 1987, Bennett & Carré, 1993; Turner-Bisset, 1999) and of these 
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subject content knowledge and pedagogical content knowledge are those that are pertinent 

to an understanding of subject teaching. Parker (2004) emphasises how, if relevant subject 

knowledge is concerned with how to represent subject matter µat the teaching/learning 

interface¶ (p.832) knowledge of learners¶ perspectives becomes paramount.  By this he 

meant not just the learners in classrooms, but student teachers as learners themselves. 

Research by Walford (1996) and Barrett Hacking (1996) has examined PGCE secondary 

geography students¶ conceptions of geography, Leat (1996) has examined PGCE 

secondary geography students¶ conceptions of teaching & learning, and Barrett Hacking 

and Leat have also briefly considered the relationship between these conceptions and 

action in the classroom. Many researchers (Bennett & Carré, 1993; Collinson, 1996; 

Calderhead & Shorrock, 1997; Hauglustaine-Charlier , 1997; Sugrue, C, 1997; Entwistle 

et. al., 2000) have examined primary students¶ conceptions of teaching and learning and 

their impact on teaching,  but no studies have been found that examine PGCE primary 

students¶ conceptions of geography and pedagogy and the relationship between these and 

their classroom practice. 

 

Entwistle, et. al.¶s (2000) research (with primary PGCE student teachers) showed that 

students¶ ideas about µgood teaching¶ were heavily influenced by prior experiences in the 

family, culturally and in school. As a result of the PGCE course their  

 
µconceptions seem to retain their core earlier beliefs … [and] none of the students felt that 
the course had fundamentally changed their way of thinking about µgood teaching¶, rather 
it had enabled them to articulate their beliefs better and had shown them how to 
µoperationalise¶ their ideas during teaching practice¶ (Entwistle et. al. 2000:13) 

 

µThe lack of fundamental change in students¶ prior beliefs about teaching during the course 

must cause concern to teacher educators¶ (ibid), particularly when beliefs strongly interfere 

with effectiveness in the classroom. Entwistle et. al. suggest that it is important to explore  

 

µways of identifying students¶ beliefs and conceptions¶ because it would lead to a µgreater 
understanding of the process by which conceptions develop in teacher education¶ and µit 
should become easier to help students reflect on a range of alternative conceptualisations 
… [and allow] them to think more imaginatively and flexibly in their future teaching 
careers, without being constricted by a fixed and unconsidered belief about µgood 
teaching¶¶ (Entwistle et. al. 2000:14).  
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If this is true for conceptions of teaching the same must be the case for conceptions of 

geography. These beliefs and conceptions have been identified by some (Naish, 1996; 

Brookes, 2004) as going beyond those about the subject itself to include conceptions about 

the nature of knowledge and the purpose of education. 

 

Gamache (2002) points out that university students often have inappropriate conceptions of 
learning and what it involves. They tend to see knowledge as an external body of facts, and 
learning as the recapitulation of this data. He suggests that development of an alternative 
epistemological view would help students to see themselves as creators of µpersonal 
knowledge¶. (Parker, 2004:834) 

 

 

Parker and Gamache were working in the field of primary science, but no completed 

research has been found that has investigated the relationship between conceptions of 

knowledge and learning in the field of geographical education. 

 

Little is known, therefore, in the primary sphere, about the conceptions of geography and 

knowledge that student teachers hold or the relationship between these, their conceptions 

of pedagogy and their professional practice. In addition, we do not know how primary 

student teachers¶ conceptions change over time or what processes might enable this to 

happen. While research into primary beginning teacher development has focused on stages 

in development of students¶ ideas about teaching and learning (John, 1996; Furlong & 

Maynard, 1995; Calderhead & Shorrock, 1997; Wood, 2000) none could be found that 

focuses on stages in development of their subject knowledge and how this relates to 

changes in their pedagogical knowledge. In addition, all the research found into beginning 

teacher development on PGCE courses stops at the end of the PGCE year and, in the 

context of continuing professional development, there is a need to better understand how 

development in one phase (Initial Teacher Education) relates to that in another (Induction 

for Newly Qualified Teachers).  

 

To sum up, not enough is known about: 

 

x primary student teachers¶ conceptions of geography and knowledge 

x the relationship between their conceptions of geography, knowledge and 

pedagogy 
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x the relationship between their conceptions and their development as teachers of 

primary geography 

x the processes that support the development of subject and pedagogical content 

knowledge 

x how this development continues in their first year of teaching 

1.2.1 How does this thesis fill these gaps? 

 

The overall aim of the research is to understand better the factors affecting beginning 

teacher development in the field of primary geography and the focus is therefore on 

geographical education and learning to teach geography in the primary school ± that is, are 

there any special aspects to teaching geography in a primary school rather than a secondary 

school context? Students¶ professional knowledge ± subject content knowledge and 

pedagogical knowledge ± is affected by their prior conceptions about geography, pedagogy 

and knowledge and underlying these conceptions are also beliefs, or assumptions about, 

the purpose of education. The proposal is built on the notion that a relationship exists 

between all these conceptions and students¶ practice in planning, teaching and assessing 

children¶s geographical learning in the classroom. Because we are not usually called upon 

to articulate our conceptions or beliefs, they are often tacit and research (Entwistle et. al. 

2000) shows that we are more likely to change them if they are explicitly examined and 

compared with alternatives. For this reason the thesis not only examines beginning 

teachers developing conceptions about geography, pedagogy and knowledge, it also 

focuses on the context within which this development takes place. In addition, it gathers 

data for the three case studies over two years enabling analysis of their development over 

time. The overall research question can therefore be broken down into several 

supplementary questions which have also helped to frame the research focus and research 

design: 

 

1. What conceptions about geography, knowledge and pedagogy do student teachers 

hold? (Cognitive component) 

2. What beliefs about geography, knowledge and pedagogy do student teachers hold? 

(Affective component) 

3. What is the relationship between these conceptions and beliefs? 

4. How do these conceptions and beliefs change over time? 
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5. What is the relationship between conceptions, beliefs and action in the classroom? 

6. How do student teachers develop as teachers of primary geography? 
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2. Geographical Education 

 

µThe VWaUWing poinW iV Whe belief WhaW VXbjecWV VhoXld noW be YieZed aV monoliWhic enWiWieV 
but as social communities containing groups with conflicting loyalties and intentions and 
with variable and changing boundaries. The major groups or factions of subject 
communities often ally themselves to particular traditions and three main traditions have 
been WenWaWiYel\ diVceUned: Whe academic, Whe XWiliWaUian and Whe pedagogic¶ (Ivor Goodson, 
1983:3) 

 

Geography is a subject about which people hold many different conceptions. Like other 

diVciplineV, iW iV d\namic and deYeloping. GoodVon¶V fUameZoUk foU anal\Ving Whe naWXUe 

of geography and its development defines the academic tradition as one that values those 

aspectV of Whe VXbjecW noW µimmediaWel\ XVefXl in YocaWion oU occXpaWion¶ (1983:29), Whe 

utilitarian1 tradition as one that values those aspects of the subject useful in society (for 

living and working), and the pedagogic tradition as one that values those aspects that 

conWUibXWe Wo childUen¶V deYelopmenW and leaUning WhUoXgh acWiYe, enqXiU\-based methods.  

 

DiffeUenW geogUaph\ WUadiWionV haYe led Wo a mXlWipliciW\ of µgeogUaphieV¶ ZiWh debaWeV 

aboXW Zhich µgeogUaph\¶ VhoXld be Whe focXV of Whe VWaWXWoU\ cXUUicXlum, not least among 

those who were members of the National Curriculum Geography working group. In 

addition, politicians, Non-Governmental Organisations (NGOs), and the media (amongst 

others) all had particular ideas about what they thought the geography curriculum should 

include. 

 

Perhaps the pressure from those outside the academic community led Kent (1999:103) to 

call foU geogUapheUV µaUoXnd Whe ZoUld « Wo UeVeaUch Whe peUcepWionV [of Whe diVcipline] 

held by non-geographers in our respective societies and based on these, propose, share and 

carry out strategies for promoting an up-to-date and accurate knowledge, understanding 

and WhXV peUcepWion of Whe VWXd\ of geogUaph\¶. AlWhoXgh WhiV implieV agUeemenW ZiWhin Whe 

subject community, which is far from the case, it nonetheless echoes a concern among 

many geography educators that the image of geography among non-geographers is often 

peUceiYed aV being µa bXUden on Whe memoU\ UaWheU Whan a challenge Wo Whe mind¶ (KenW, 

1999:103). This, what might be called, utilitarian view of geography as a body of 

 
1 Utilitarian is used by Goodson as an adjective, relating to usefulness or function in society; it should not be 
confused with utilitarianism, the philosophy of the greatest happiness for the greatest number 



 
Chapter 2: Geographical Education   

10 

knowledge about locations, products, landforms and so on, has had a powerful effect on 

the development of the National Curriculum for Geography precisely because non-

geographers had a role in the decision-making process. The initial draft for geography in 

the national curriculum included values (DES, 1990) but the final orders (DES, 1991) were 

content-laden, over-prescriptive and, as perceived by some, less relevant to children and 

education than certain other subjects. The debate did not stop there. There were 

opportunities at each major review (DFE, 1995; DfEE, 1999) for the various communities 

to have another chance at influencing the curriculum.  

 

As a subject geography has also suffered from two further government interventions. The 

first, a letter sent in 1998 from the then secretary of state for education, invited primary 

VchoolV Wo µUela[¶ Whe pUimaU\ cXUUicXlXm dXUing Whe peUiod in Zhich Whe\ ZeUe coping ZiWh 

implementing the National Literacy and Numeracy Strategies (DfEE, 1998b). The second, 

a circular from the Teacher Training Agency (TTA, 2001), set out revisions to the 

framework for Initial Teacher Training in England (DfEE, 1998a) which allowed ITE 

providers to develop primary courses which could offer students a choice of studying 

history or geography, art or design and technology, music or Physical Education. With 

these continuing pressures on subjects vying for a place in the curriculum there is an urgent 

need to present geography as an exciting, dynamic subject which is highly relevant in 

Woda\¶V VocieW\ and can help Wo infoUm iVVXeV Zhich aUe of µZideVpUead conceUn¶ (KenW, 

1999).  

 

For these reasons, where a geography component exists in primary ITT courses it needs to 

focus as much on developing studenWV¶ XndeUVWanding of Whe VXbjecW aV iW doeV WheiU 

understanding of how to teach it. Many teachers of primary geography are non-

geographers and may well have an image of geography that is partial, out-of-date, ill-

formed and mis-informed. These are the teachers of tomorrow and if we are to influence 

Whe VXbjecW¶V image in Vchool, ZiWh paUenWV, and ZiWh Whe pXblic and Whe media, iW iV 

paUamoXnW WhaW IniWial TeacheU EdXcaWion challengeV pUimaU\ VWXdenW WeacheUV¶ ideaV aboXW 

geography and gives them sufficient opportunities to explore the nature of the subject, its 

benefiWV Wo childUen¶V deYelopmenW and iWV Uole in modeUn VocieW\. 

 

Changes in its substantive and syntactic focus are, in part, a reflection of the influence of a 

number of dynamic traditions from within and beyond the geographical community, 
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influenced by broader social and educational theory. This chapter explores the nature of 

academic geography and its recent development, and relates these developments to 

changes in the primary school curriculum. It explores key influences from within and 

beyond the subject community that have contributed to it being such a hotly contested 

VXbjecW, befoUe oXWlining UeVeaUch UelaWing WheVe inflXenceV Wo VWXdenW WeacheUV¶ concepWionV 

of geography. 

2.1 The Nature of Geography 

2.1.1 Terminology (1) 

 

Term  - used by  Meaning (UeVeaUcheU¶V inWeUpUeWaWion) 
Conception ± Leat 
(1996), Walford (1996), 
Naish (1996), Corney 
(1998, 2000) 
Image ± Johnston (1993), 
Leat (1996) 
Persuasion ± Barrat 
Hacking (1996) 

A Za\ of conVWUXing µUealiW\¶ Zhich alloZV foU Whe 
peUVpecWiYe of Whe indiYidXal. In Vome caVeV µconcepWion¶ iV 
more cognitive in nature, whereas image and persuasion are 
more holistic allowing for both cognitive and affective ways 
of knowing.  
 

 A conception, or persuasion, tends to be influenced by more 
than one tradition and ideology and is thus inclusive. 
Individuals are often not aware of the influences on their 
conceptions so they are likely to be tacit, and, as such, fluid, 
and open to change 

Paradigm ± Slater (1992) 
Tradition ± Goodson 
(1983),  Hacking (1992), 
Reid (1998) 
 
 

A way of construing reality by academic communities, 
leading to a classification of types of geography and 
enabling changes in a subject to be tracked over time. 
Paradigm differs from tradition slightly in that it is possible 
to see the influence of more than one paradigm within a 
tradition (Hacking, 1992).  

Ideology ± Fien (1993, 
1998), Slater, (1992) 
Orientation ± Fien (1993, 
1998) 
 

A philosophical VWance, oU µV\VWem of beliefV, concepWV and 
YalXeV¶ (Fien 1993) Zhich pUoYide a Za\ of looking aW Whe 
world. This has been likened to a lens which affects the 
ways in which the world is conceived and perceived.   
Ideology will, consciously or unconsciously, inform and 
underpin traditions and conceptions. 

 Paradigms, traditions and ideologies are developed within a 
community and, once defined and articulated in the public 
domain, tend to become, by definition, fixed and exclusive. 
This is not to say that they are not open to different 
interpretations. 

 

Table 2.1: Terms used in the literature on geography and education. 
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One of the challenging aspects of analysing and synthesising the literature on the nature of 

geography is trying to understand what each author intends to convey by the terms that are 

used to describe the influences on, and perceptions of, the subject. What is called an 

µimage¶ b\ one (JohnVon, 1992) iV called a µconcepWion¶ b\ anoWheU (CoUne\, 1998), 

whereas some use both terms apparently interchangeably (Leat, 1996). Table 2.1 provides 

a summary of these terms, indicating the authors who have used them on the left, and their 

meanings as I have interpreted them on the right. 

 

The focXV of WhiV WheViV iV on VWXdenW WeacheUV¶ concepWionV ± about geography and about 

teaching and learning. However, for most students, these conceptions will have been 

formed within the context of a British educational system and so have been influenced by 

paradigms, traditions and ideologies. Reference will therefore be made to these when 

appropriate.  

 

2.1.1.1  Critical Theory  

A second, more fundamental, challenge has been to understand the ways in which the term 

µSociall\ CUiWical¶ iV XVed in Whe liWeUaWXUe. Since Whe WeUm iV XVed WhUoXghoXW WhiV thesis, it 

seems imperative to discuss its meaning from the outset and to be clear about the way in 

which I intend to use it.  

 

In geogUaphical edXcaWion ciUcleV Whe WeUm µVociall\ cUiWical¶ haV cXUUenc\. IW iV a WeUm XVed 

by many writers (Greig, et. al. 1987; Barratt Hacking, 1992; Slater, 1992, 1995; Steiner, 

1996; Fien, 1999; Hicks, 2003; Sterling, 2003) without an accompanying explanation of its 

antecedents, with the exception of Fien (1993). However, as used in these contexts the 

term socially critical has little connection with the Critical Theory of the Frankfurt school 

which has its roots in social and educational theory developed by those such as Adorno, 

Benjamin and Habermas (http://www.uta.edu/huma/illuminations/ 2004). Socially critical, 

as it is used within geographical and environmental education, draws on aspects of Critical 

Theory but applies it in a new educational context. 

 

For example, Fien, writing in the context of environmental education (1993) which he then 

applies to geographical education (1999) puts forward his understanding of socially critical 

http://www.uta.edu/huma/illuminations/
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aV iW UelaWeV Wo HabeUmaV and CUiWical TheoU\. Fien XVeV HabeUmaV¶V µconcepW of hXman 

inWeUeVWV¶ aV a meanV of anal\Ving WhUee oUienWaWionV in edXcaWion ±vocational/neo-classical, 

liberal-progressive and socially critical. 

 

Habermas 
Empirical-analytic disciplines (sciences) are guided by an interest in manipulation and control ± the 
concepts used, data collected and explanations generated are orientated by the assumption that 
knowledge would enable us to control the world of nature. 
 
Fien  
The Technical interest involves the need for mastery and control over the physical world, giving 
rise to the need for instrumental knowledge (and education) which can satisfy physical and 
economic needs and allow one to fit into society as it is presently constructed. This underlies the 
vocational/neo-classical orientation in education. 
 
Habermas  
Hermeneutic or interpretive disciplines (humanities) are guided by a practical interest in reaching 
an intersubjective understanding, rather than control. Orientated by the need to communicate with, 
and convince others about, what our community or tradition was really like. 
 
Fien  
Humans inhabit a social as well as a physical world, so they have a Practical interest in 
understanding and participating in the cultural traditions that shape social life; this is satisfied by 
approaches to education which provide for personal and social development as well as induction 
into the major traditions of academic and cultural thought. This underlies the liberal-progressive 
orientation in education. 
 
Habermas  
EmancipaWoU\ diVciplineV (MaU[iVm and pV\choanal\ViV, and µinWo Zhich caWegoU\ HabeUmaV 
ZanWed Wo place CUiWical TheoU\¶) aUe gXided b\ a Uefle[iYe inWeUeVW WhaW enabled hXman beingV Wo 
have a greater autonomy and self-determination. These recognise the importance of causality and 
hermeneutic understanding but see the need to go beyond understanding of tradition to, through a 
pUoceVV of conVcioXV UeflecWion, µWake Xp a diffeUenW aWWiWXde WoZaUdV WhingV Ze pUeYioXVl\ accepWed 
in an aXWomaWic Za\¶ (HoZ, 2003:126). CUiWical TheoU\ iV WheUefoUe µboWh heUmeneXWicall\ VenViWiYe 
and aZaUe of hoZ e[WeUnal (XnconVcioXV) foUceV µcaXVe¶ diffeUenW behaYioXUV aW Whe leYel of 
everyday life. If it is successful it breaks up these distortions by bringing them to consciousness, 
allowing individuals to be more self-determined and less governed by external factors in what they 
Whink and do¶ (ibid) 
 
Fien  
The emancipatory or critical interest derives from a desire to be free of the constraints of 
ignorance, authority and tradition upon human reason. This is satisfied by socially critical 
orientation in education which seeks to educate students to be aware of the ideological origins of 
their existing beliefs and purposes in life, conscious of the inequalities and other problems created 
by unequal power relations in society, and willing and empowered to think and act in the interests 
of social justice and democratic principles. 
 
 

Table 2.2: The UelaWionVhip beWZeen HabeUmaV¶ µKnoZledge conVWiWXWiYe inWeUeVWV¶ (HoZ, 
2003) and Fien¶V (1993, 1998) edXcaWional ideologieV 
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Habermas contends that humans have three distinct categories of needs and interests which 

he WeUmV µknoZledge conVWiWXWiYe inWeUeVWV¶ (Fien 1993:19). HabeUmaV idenWifieV WheVe aV 

being empirical-analytic, hermeneutic, and emancipatory (How, 2003). Fien identifies 

them as being technical, practical and critical and relates them in turn to vocational/neo-

classical, liberal-progressive and socially critical orientations in education. The table above 

(table 2.2) shows hoZ WheVe WZo appeaU Wo UelaWe Wo each oWheU, VWaUWing ZiWh HoZ¶V 

(2003:116-118) inWeUpUeWaWion of HabeUmaV, and When VWaWing Fien¶V inWeUpUeWaWion  (Fien, 

1993:19) (the latter shown in italics). 

 

Whilst acknowledging that these are brief summaries which cannot properly represent the 

complexities of Critical Theory, there would seem to be broad similarities between the two 

sets of ideas.  Like Habermas, Fien represents a critical approach as one that questions the 

VWaWXV qXo. µIW iV a challenge Wo Whe Za\ that uncritical educational practices accept and 

reproduce the Dominant Social Paradigm as a taken-for-gUanWed and µnaWXUal¶ Za\ of 

interpreting people-enYiUonmenW UelaWionVhipV¶ (Fien,1993:16).  In WhiV VenVe iW VeemV 

similar to the notion of being able to µWake Xp a diffeUenW aWWiWXde WoZaUdV WhingV Ze 

pUeYioXVl\ accepWed in an aXWomaWic Za\¶. HoZeYeU, WhiV ma\ be ZheUe Whe VimilaUiWieV 

end. Fien, and others like him, have taken from Critical Theory those elements that best 

suit his own goals ± radical change through a process of challenging the Dominant Social 

Paradigm, which he perceived as being counter to any real change for ecological 

sustainability. This is the meaning which will be ascribed to the term throughout the thesis. 

How Fien, and others, then relate critical and socially critical approaches to different 

educational or subject paradigms, and the implications of this for pedagogical practices, 

will be explored in greater detail in the sections below. 

 

2.1.2 The development of academic geography since 1960 

 

All subjects have a set of organising principles and frameworks which set them apart, but 

for geography this is a more complex matter than for some other subjects. It has been 

observed (Walford, 1996) that for as many geographers as you ask for a definition of the 

subject you will get as many answers. Geography is a subject that embraces the arts on one 

hand, and Whe VcienceV on Whe oWheU; µWheUe aUe geogUapheUV Zho aUe, aW heaUW, VcienWiVWV, 

geographers at heart humanists, and geographers who are social reformers, which is not to 
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Va\ WhaW Vome geogUapheUV aUe noW all WhUee!¶ (SlaWeU, 1992: 100). WiWh VXch a YaUieW\ of 

views one might question whether there are core aspects of the subject that all geographers 

can agree upon. One might also question whether consensus is important ± perhaps its very 

breadth is a strength in the way it contributes to the dynamic nature of the subject on the 

one hand, and reflects the diversity of the world it seeks to represent on the other. To 

understand why this variety exists it is necessary to give a brief overview of how the 

subject has developed during the last 50-60 years. 

 

Geography as an academic subject has undergone several stages in development over the 

last century. Slater (1992) and Hacking (1992) have provided useful overviews of these 

developments which can be broadly related to each other, and a summary of which is 

shown in Table 2.3. Although this is evidence that there have been significant changes to 

the nature of geography over the years, it is also possible to identify some common strands 

that run throughout ± for example, the centrality of the spatial dimension whether it is 

being described, explained, hypothesised about, or critically investigated. Other common 

strands that can be identified are the human, physical and environmental components. 

However, the relationship between them and the extent to which any one is emphasised 

varies according to the tradition. Thus the way in which geography is µWhe VWXd\ of maWeUial 

and hXman phenomena in Vpace¶ « and Whe idenWificaWion of µpaWWeUnV of, and YaUiaWionV in, 

WheVe phenomena¶V diVWUibXWion in Vpace, aW a YaUieW\ of VcaleV, aW paUWicXlaU WimeV oU oYeU 

Wime¶ (Reid,1998: 70-71) is a common thread; it is the approach to the study of this central 

thread that alters depending on your view from within a paradigm. When it comes to 

relating academic geography to school geography (see 2.1.3 p.17 for further detail), in 

ShXlman¶V WeUmV (1987) WheUe iV Vome degree of consensus over the core substantive 

element of content knowledge  [the facts, concepts and organising framework of the 

VXbjecW, µknoZing WhaW¶], bXW a YaUieW\ of peUVpecWiYeV on Whe V\nWacWic elemenW  [iWV 

pUocedXUeV and pUoceVVeV, µknoZing hoZ¶].2 

 

 

 

 

 

 
2 Shulman¶s knowledge bases for teaching (1987) are referred to in greater detail in chapter 2 
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Major 
periods 

Paradigm  
(Slater, 1992)  

Characteristics of 
paradigm 

Tradition  
(Hacking, 1992) 
 

Emphases of tradition 

Pre 
1965 

Descriptive-
rich  
 
 

Detailed descriptions of 
places based on careful 
observation 
Strong on locational 
knowledge and study of 
regions 
 

Areal 
 

Natural regions 
Descriptions of areas and 
regions of the world and 
their distinctiveness 
Empirical knowledge 
(µcapeV and ba\V¶) 

1960s-
1970s 

Scientific  
 
 

Makes use of scientific 
methodology 
Gathering of objective, 
measurable data 
Focus on spatial distribution 
and interaction 
Use of models to explain the 
µUeal¶ ZoUld 

Spatial 
 

Attempts to find patterns in 
space using quantitative 
techniques 
Abstract models to simplify 
reality and explain patterns 
and processes 

1980s – 
present 

Humanistic  
 
 

A reaction against scientific 
approaches 
Considers subjectivity of 
personal experiences as they 
relate to places 
Place-feeling, sense of place 
are key concepts 
 

People-
environment 
 

Humanistic approach: 
feelings, perceptions and 
values of people are 
essential in order to study 
changing environments 
Bridging physical and 
human geography 
Ecological approach 
Management strategies 

Late 
1980s - 
present 

Radical-
welfare  
 
Also referred 
to as the 
µVocial 
cUiWiqXe¶ 
paradigm 
 
 

Who gets what, how and 
why? 
Studies impact of power and 
vested interest on spatial 
patterns and processes 
Raises awareness of 
individual, societal and 
organisational opportunities 
and constraints 
Sometimes takes historical 
approach to analysis 

Critical 
 

Welfare and radical 
approaches: focus on social 
inequalities (explanation and 
action) 

1990s New 
paradigm? 

Shift from people/environment relationships to people/people relationships at 
individual levels, groups and society at large. 

 

Table 2.3: Development of different geographical paradigms 1960s - 2000 [my summary 
of Slater (1992) & Hacking (1992)] 
 

The development of each successive paradigm or tradition is largely in response to a 

mixture of dissatisfaction within the geographical community with the previous tradition, 

and the influence of developments in education and social studies beyond the geographical 

community. The influence of a critical approach can be seen in the radical-welfare 

paradigm and the critical tradition and, although neither Slater nor Barratt Hacking identify 

the possible source of this more critical approach to geography, it is possible that it stems 

fUom PeeW¶V (1978) µµRadical GeogUaph\¶ «[Zhich ZaV] « a collecWion « of eVVa\V of 
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VcholaUV Zho had become diVillXVioned ZiWh Whe ³VcienWific´ appUoach Wo hXman geogUaph\ 

espoused since the 1950s, largely because of the perceived inability of this approach to 

iniWiaWe majoU Vocial changeV¶ (GoodVon, 1983:81). PaUallel inflXenceV WhaW haYe affecWed 

the school geography curriculum can be identified in the Environmental Education and 

Development Education movements in the 1980s (see section 2.1.4) underpinned, perhaps, 

by broader critical theorists such as Freire (1972). 

 

TheUe iV noZ a moYe WoZaUdV a UeconcepWXaliVaWion of geogUaph\, UepUeVenWed in Whe µneZ 

paUadigm¶ in Wable 2.3, bXW Zhich haV \eW Wo be foUmaliVed and pXblicl\ aUWicXlated. This is 

evident in the activities of organisations such as the Qualifications and Curriculum 

Authority (who commissioned work on Geography in the 21st century as a deliberately 

blues skies thinking piece) and the Geographical Association (who, led by the new Chief 

Executive, began a series of meetings to consider the future of geography in 2003). The 

move to reconceptualise geography is perhaps the reason for the controversial debate (see 

section 2.2.2.1, p.30) started by Standish (2002) that has appeared in recent issues of 

Geography (GA 2003; Standish, 2004). Whatever the outcome of these discussions, it 

VeemV aV WhoXgh WheUe iV a deViUe Wo moYe aZa\ fUom Whe eclecWic µmi[¶ WhaW iV geogUaph\ 

towards defining what it is that makes geography distinctive (and thus, presumably, 

justifies its place in the curriculum). 

 

2.1.3 The development of school geography since 1960 

 

Academic geography, as reflected in Higher Education, is broader and more inclusive of 

different traditions than the school geography curriculum with the latter generally lagging 

behind in responding to the nature of the subject as it evolves. Although it is evident, 

through changing geography curricula, that these shifts have been reflected in school 

geography (Rawling, 2001), this has mainly been identified in the context of the secondary 

phase, particularly post Key Stage 3.  But Rawling (1999) also observes that, due to 

µchange faWigXe¶, WheUe haV been liWWle deYelopmenW oU innoYaWion in Whe cXUUicXlXm and iWV 

delivery over the last ten years or so because efforts have been focused on the impact of 

change at two levels: firstly, at school level, on coping with and implementing almost 

continuous change within the National Curriculum (DES 1991; DFE 1995; DfEE/QCA 

1999); and secondly, at national leYel, ZiWh µfighWing baWWleV oYeU VWaWXV and UeVoXUceV¶ 
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(Rawling, 1999:276). Where she does see gains are in (a) the higher status of geography in 

primary curriculum compared to the 1980s, (b) the confirmation of the importance of 

geographical enquiry in curriculum 2000, and (c) the re-emphasis of the importance of 

geogUaph\¶V conWUibXWion Wo enYiUonmenWal edXcaWion in 1991, 1995 and 1999 docXmenWV. 

  

The development of geography in the primary phase has been a little different to that in the 

secondary phase. From my own knowledge of the history of geography in the primary 

curriculum I have identified a development which is summarised in table 2.4. The shifts in 

emphasis between different geographical paradigms can be seen to be as much to do with 

government intervention as developments in academic geography. During 1985-1991 the 

humanistic and radical-welfare traditions are evident and, with their focus on people, social 

jXVWice and acWiYe inYolYemenW in change, WheVe coXld be Vaid Wo UeflecW GoodVon¶s 

pedagogic tradition. During 1989-1991 there was an attempt to incorporate these more 

radical, pedagogic traditions into the National Curriculum Geography orders, but this was 

over-ridden by concerns of government and the nature of geography as viewed by the 

general population. At this time, and over the last 10-15 years, a significant amount of 

media Wime ZaV deYoWed Wo aiUing Whe YieZV of pUeVVXUe gUoXpV VXch aV Whe µReal 

EdXcaWion¶ gUoXp and Whe pXbliVhing of WeVW UeVXlWV UeYealing pXpilV¶ lack of locaWional 

knowledge, all of which fuelled the non-geogUapheU¶V YieZ of Whe VXbjecW aV one Zhich 

conceUnV iWVelf ZiWh µWhe heighW and lengWh of YaUioXV feaWXUeV¶ « µ ga]eWWeeU infoUmaWion 

aboXW Whe locaWion of placeV¶ and µliVWV of Whe pUodXcWV gUoZn oU made in various towns, 

UegionV oU coXnWUieV¶ (KenW, 1999: 103). AV a UeVXlW Whe eaUlieU, moUe XWiliWaUian WUadiWionV 

prevailed. During the last revision period the pedagogic tradition has had some impact 

once more but, since the brief for the Qualifications and Curriculum Authority (QCA) has 

been to not substantially alter the nature of the original orders (Rawling, 2001) this has led 

to a rather eclectic representation of the subject which, it is possible to say, has no central 

guiding ideology and which, therefore, leaves itself open to many interpretations. 

 

Whatever the reason for the eclectic mix of paradigms, the fact that the geography 

curriculum is open to different interpretations has implications for teacher and trainee 

teacher education. 
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Primary 
geography 
curriculum 

Characteristics 
 
Link to paradigms  ± strong  weak 

Geography 
integrated into 
µTopic WoUk¶ 
Post Plowden 
(1967) 

PUoceVV of planning µTopicV¶ focXVeV on conWenW and WheUefoUe Weaching and leaUning iV 
largely knowledge based. Very often not explicitly recognised as geography. Nature of the 
subject blurred with History and/or science, and later R.E. 
 
Descriptive-rich, scientific 

Introduction of 
HMI 
Curriculum 
Matters Series 
 
 
 1985-1991 

Areas of learning and experience identified ± geography and history linked under the area 
µHXman and Social¶. InWUodXcWion of Whe µElemenWV of LeaUning¶ ± knowledge, concepts, 
skills, attitudes ± for each area. Suggests that sometimes it is more appropriate to teach 
subjects separately in upper primary, but the reality continues to be content-led topic work. 
 
Humanistic, people-environment 

Geography 5-
16 (DES 1990) 
draft proposals 
for the National 
Curriculum 
 
 
 
1989-1991 

µGeogUaph\ e[ploUeV Whe UelaWionVhip between the Earth and its peoples through the study 
of place, space and environment. Geographers ask the questions where and what; also how 
and Zh\¶ (DES, 1990).  GeogUaph\ iV idenWified aV a foXndaWion VXbjecW and iV Wo be WaXghW 
as a separate subject. The geogUaph\ ZoUking paUW\¶V pUopoValV VXggeVW a cXUUicXlXm in 
which skills, places and themes are integrated; which aims to provide clarity about the 
character and value of enquiry in teaching and learning of geography; and which places 
equal emphasis on knowledge & understanding and values & attitudes. 
 
Humanistic, People-environment, Radical-welfare 

National 
Curriculum 
Statutory 
orders for 
Geography 
 
 
 1991-1995 

µGeogUaph\ iV conceUned ZiWh Whe VWXd\ of placeV, Whe hXman and ph\Vical pUoceVVeV 
which shape them and the people who live in them. It helps pupils to make sense of their 
VXUUoXndingV and Whe ZideU ZoUld¶ (NCC, 1991). The cXUUicXlXm emphaViVeV VepaUaWe 
elements rather than the integrated nature of human-physical-environmental relationships. 
Enquiry, as an element of the programmes of study, has been removed. Locational 
knowledge to be learnt at each key stage is specified. 
 
Descriptive-rich, scientific, humanistic 

Dearing 
review: 
Revised 
Geography 
Orders  
 1995-1999 

The nature of geography remains unchanged, however there is a clearer emphasis on the 
Programmes of Study and the need to integrate the study of skills, places and themes. 
Reduction in the number of themes, particularly at Key Stage 1, results in a heightened 
focus on Place study at different scales. 
 
Descriptive-rich, scientific, humanistic 

Government 
µUela[ing¶ of 
the primary 
curriculum  
 1998-2000 

In order for primary school to focus on the newly introduced National Literacy and 
National Numeracy Strategies, primary schools are given the freedom to reduce the 
amount of time given to foundation3 subjects, and to teach them without making reference 
to the statutory orders. Where expertise is low, and due to pressures of the core subjects 
and ICT, status of geography diminishes. 

Revised 
Curriculum for 
KS1±3 
 
 
 
 
 
 
 2000 

Statutory requirement to follow the National Curriculum Programmes of Study is 
reinstated. The organisation of the geography orders makes the syntactic framework much 
more explicit, and for the first time of Geographical Enquiry is included as a key approach. 
Global CiWi]enVhip iV UefeUUed Wo in Whe oUdeUV, and µEnYiUonmenWal Change and Sustainable 
DeYelopmenW¶ iV idenWified aV a ke\ aUea of knoZledge and XndeUVWanding. ThiV coXld be 
interpreted as a reinstatement of the values and attitudes element contained in the original 
draft orders of 1990. 
Specified locational knowledge remains. 
 
Humanistic, radical, environmental, scientific, descriptive-rich 

 

Table 2.4: The development of geography in the primary curriculum 1960s-2000 

 
3 The National Curriculum for England distinguishes between core subjects (English, maths and science) and 
foundation subjects (art, design and technology, geography, history, music and Physical Education) 
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2.1.4  Influences on the development of school geography  

 

As mentioned earlier, Slater (1992) discussed how, as geography develops a greater 

number of paradigms is evident; it is not simply a matter of one paradigm being replaced 

by the next.  Changes in geographical paradigms are therefore gradually reflected in the 

school curriculum, and it is now possible to find elements of all paradigms (albeit with 

different emphases) in different schools and geography schemes across England. Slater 

also points out that paradigms are linked to certain ideologies which will, in turn, have 

their own priorities and values. 

 

This section will outline those influences that are considered to have had most impact on 

the primary school geography curriculum, and attempt to relate them to their ideological 

foundations.  

2.1.4.1  Environmental Education 

 

Environmental education has been an explicit element of the Geography National 

Curriculum since its inception in 1990. This close relationship between geographical and 

enYiUonmenWal edXcaWion iV alVo eYidenW in pXblicaWionV VXch aV µUndeUVWanding 

Geographical and Environmental EdXcaWion¶ (WilliamV, 1996) and µInWeUnaWional ReVeaUch 

in GeogUaphical and EnYiUonmenWal EdXcaWion¶ (UeVeaUch joXUnal VponVoUed b\ Whe 

International Geographic Union [IGU]). Environmental education has been described as 

µan aUea of leaUning Zhich VeekV to interest and involve students in issues of environmental 

qXaliW\¶ (TilbXU\ & WalfoUd, 1996:64), and enYiUonmenWal geogUaph\ aV VWXdieV WhaW µpXll 

ph\Vical and hXman WhemeV WogeWheU and Uemind XV « WhaW Whe « VXUYiYal of Whe hXman 

race depends on our mainWaining Whe healWh of  « Whe bioVpheUe¶ (Baile\ & Fo[, 1996:22). 

Due to the close relationship between Environmental Education (EE) and Geography it 

VeemV appUopUiaWe Wo WUace EE¶V deYelopmenW Vince Whe 1960V (Wable 2.5).  

 

As for geographical education, environmental education has shifted from a focus that is 

predominantly scientific, to one that encompasses social and economic issues and is more 

change orientated. Again, as for geographical education, as each new development 

emerged it built on, rather than replaced, the previous one. This has resulted in all 

traditions continuing to be evident today in stances that exist in a spectrum from the 
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technocentric, with its belief in the rights of human scientific intervention on the one hand, 

to the ecocentric, with its belief in the rights of nature and notions of stewardship on the 

other. (Fien, 1993). 

 
Development of 
environmental 
education in the 
English curriculum 

Characteristics 
 
Link with geographical paradigm (ref. Table 2.2 ) 

Plowden report (DES 
1967) has section 
deVcUibing µUVe of Whe 
enYiUonmenW¶ 
 

1967 

Emphasis is on exploring the local area and the focus is mainly on physical 
aspects of the environment 
 
 
 
scientific 

The environment 
provides the context 
for cross-curricular 
topic work 
 

1970s 

EmphaViV UemainV on local and WakeV on an µacWiYe leaUning WhUoXgh enqXiU\ and 
inYeVWigaWion¶ appUoach ZheUe VchoolV¶ local enYiUonmenWV pUoYided Whe conWe[W 
for topic work. Focus on visual aspects ± physical and human features ± and 
begins to incorporate notions of environmental quality. 
 
scientific 

Schools Council series 
µPUojecW EnYiUonmenW¶ 
introduce 
 

1974 

UndeUpinned b\ Whe need Wo µUe-edXcaWe VocieW\ Wo iWV UeVponVibiliW\¶ and focXVeV 
on issues such as resource use, pollution, environmental quality. The emphasis is 
on understanding issues, not indoctrination. 
 
People-environment 

Environmental 
Education / 
Environmental Studies 
 

1980s 

Learning in, through and about the environment. At this time it was also not 
uncommon for Environmental Studies to be an umbrella term for history and 
geography. 
 
scientific 

Environmental 
Education / 
Environmental Science 
 
 
 

Late 1980s 

Caring for the environment and notions of conservation are emphasised. 
At the same time, John Huckle, writing in 1988, argues that EE should not just 
focus on learning in, through and about, but also for the environment. This 
encouraged consideration of social justice and equity ± implying a broader 
conception of environment. 
 
People-environment, radical-welfare/critical 

Environmental 
Education as a cross-
curricular theme. 
 

1990 

The National Curriculum Council introduces Environmental Education as a 
cross-curricular theme (NCC, 1990). Distinctions between education about, in 
and for the environment are explicit. 

Curriculum 2000 
Education for 
sustainable 
development 

Cross-curricular themes are given less emphasis. The geography national 
curriculum orders make specific reference to environmental change and 
sustainable development. The emphasis now is on enabling pupils to take action 
in poViWiYe Za\V foU VXVWainable change Zhich WakeV accoXnW of peopleV¶ Vocial 
and economic needs, as well as those of the environment. The aim, supported by 
a curriculum for Citizenship, is to promote informed and critical understanding of 
issues and to develop the skills to debate and act responsibly.  
 
Environmental, radical-welfare/critical 

 

Table 2.5: The development of Environmental Education in the English curriculum 
(source Kimber et. al. (1995) for the period 1967-1993). 
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It was in the 1980s that a more radical stance on environmental education appeared. This 

has been related to events during the late 1970s that were a reaction to environmental 

edXcaWion¶V µnaUUoZ focXV « [Zhich] « Wended Wo concenWUaWe « Xpon Whe local 

environmental, natural and human-made, or upon the purely biological or geographical 

aVpecWV of enYiUonmenWal VWXd\¶ (GUeig eW al. 1987). TheUe ZaV a call foU a mXch bUoadeU 

and more holistic approach leading to the statement of three key goals for environmental 

education at the Intergovernmental Conference in Environmental Education at Tiblisi in 

1977: 

 

1. To foster clear awareness of, and concern about, economic, social, political 

and ecological interdependence in urban and rural areas 

2. To provide every person with opportunities to acquire the knowledge, 

values, attitudes, commitment and skills needed to protect and improve the 

environment 

3. To create new patterns of behaviour of individuals, groups and society as a 

whole towards the environment 

 

(Tiblisi Recommendations, cited in Greig et. al. 1987:26) 

 

Whilst there is still a clear conservationist agenda, these goals seem to represent a move 

towards what is now a sustainable development perspective on environmental education, in 

that they recognise the importance of a holistic approach to any considerations of action 

for the environment. The third goal is also transformative in its focus, taking a much 

stronger and more radical view of the purpose of education than previously. Like 

developments in geographical education, whether this is directly the influence of Critical 

Theory is hard to say, but it does seem to imply a principle of challenging the status quo 

and seeking change, not only in individuals, but at societal level. In this sense it seems to 

be a socially critical approach to education. 

  

The direct influence of EE on the geography curriculum can be seen in the inclusion of an 

enYiUonmenWal VWUand (DES 1991), Zhich became a Wheme, µEnYiUonmenWal Change¶, in Whe 

1995 orders, (DFE, 1995) and a key area of knowledge and understanding,  

µEnYiUonmenWal Change and SXVWainable DeYelopmenW¶ (DfEE/QCA, 1999) in Whe moVW 

recent review. Whether a strand, theme or key area, each reflects the focus on the issues 



 
Chapter 2: Geographical Education   

23 

and environmental quality identified by Tilbury & Williams (1997) and, in this respect, 

provides a values dimension to the geography curriculum, and as the nature and purpose of 

environmental education changes, so will the values that underpin it. 

 

2.1.4.2 Development Education 

In Whe laWe 1970V DeYelopmenW EdXcaWion (DE) µgUeZ oXW of a moXnWing conceUn « oYeU 

µThiUd WoUld¶ poYeUW\¶ (GUeig eW. al. 1987:23) and haV aV iWV focXV an XndeUVWanding of 

development processes, at a range of scales from local to global and individual to societal, 

that lead to the marginalisation of groups within society. The aim is to understand these 

processes from a variety of perspectives, including non-Western, with a view to 

encouraging people to play their role in bringing aboXW µchange foU Whe beWWeUmenW of Whe 

indiYidXal, Whe VocieW\ ZiWhin Zhich Whe indiYidXal e[iVWV, and Whe ZoUld aW laUge¶ (GUeig eW. 

al. 1987:25), clearly reflecting the radical-welfare paradigm. DE was not the only response 

to concerns of social injustice ± others include human rights education, peace education, 

and anti-racist education ± but it is highlighted here because it was more visible in that, 

from the late 1970s onwards, a number of Development Education Centres (DECs) were 

established in the UK with the express purpose of influencing both the curriculum and 

teaching and learning approaches in the classroom. 

 

The Development Education Association (DEA), established in 1993 to support the work 

of, among others, DECs, defines development education as lifelong learning that  

 

x explores the links between people living in the "developed" countries of the North 

with those of the "developing" South, enabling people to understand the links 

between their own lives and those of people throughout the world 

x increases understanding of the economic, social, political and environmental forces 

which shape our lives 

x develops the skills, attitudes and values which enable people to work together to 

take action to bring about change and take control of their own lives 

x works towards achieving a more just and a more sustainable world in which power 

and resources are more equitably shared. 

(DEA, 2004) 

 



 
Chapter 2: Geographical Education   

24 

The fourth point has a clear social justice agenda and incorporates sustainability in the 

same way environmental education has in the 1990s. DE has been extremely influential in 

the work of Non-Governmental Organisations (NGOs) such as OXFAM and Save the 

Children, who support the work of DECs, through funding, and schools, through resources 

and it is clear that DE is about a particular approach to teaching and learning (the 

pedagogic tradition (Goodson, 1983)) as much as it is about educating for social justice. It 

is possible to link these approaches to the seminal work of Freire who, in his pedagogy of 

the oppressed (Freire, 1972) set out an approach to education (and particularly informal 

and popular education) which promoted informed action, was transformatory in nature, and 

based on collaborative learning in which the roles of teacher and learner would become 

blurred Smith (1997).  

 

The importance of this movement is that, for those geographers who were adopting a more 

humanistic and then radical-welfare approach to their subject, it had much to offer and was 

therefore, prior to 1991, influential at both individual and curriculum level, although not an 

explicit element of the GNC (DES, 1991; DFE, 1995). However, in the late 1990s the 

pXblicaWion of Whe CiWi]enVhip pUogUammeV of VWXd\ (DfEE/QCA, 1999) and µDeYeloping a 

Global DimenVion in Whe School CXUUicXlXm¶ DfEE/QCA (2000), provided a clear opening 

for the inclusion of DE again, through what has become Global Citizenship Education 

(OXFAM, 1997; Hicks, 2003). So while DE appears to have no influence on the 1990 and 

1995 versions of the geography curriculum, in 1999 the revised curriculum made explicit 

reference to global citizenship where, at KS2, pupils are expected:  

 

µ3g Wo UecogniVe hoZ placeV fiW ZiWhin a ZideU geogUaphical conWe[W [foU e[ample, aV paUW of 
a bigger region or country] and are interdependent [for example, through the supply of 
goodV, moYemenWV of people]¶ (DfEE/QCA 1999:19).  

 

The noWe foU 3g in Whe maUginV VWaWeV WhaW µWhiV pUoYideV a baViV foU pXpilV¶ XndeUVWanding of 

global ciWi]enVhip aW KS3¶ ZheUe WheUe iV µaW leaVW a Uecognition (if teachers are able to 

appreciate this) that global is a scale and a peUVpecWiYe¶ (RaZling, 2001:132). FXUWheUmoUe, 

when the addition of sustainable development in the revised GNC is combined with the 

focus on global citizenship it suggests that the agendas of the EE and DE movements are 

coming WogeWheU in ZhaW haV been called µthe issue of the twenty-fiUVW cenWXU\ « ZheWheU 

we can create a more just and ecologically sustainable society for ourselves and future 

geneUaWionV¶ (HickV & Holden, 1995). In WhiV UeVpecW Whe GNC 2000 aUgXabl\ µoZeV moUe 
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Wo Whe cXUUicXlXm deYelopmenW moYemenW of Whe 1970V Whan iW doeV Wo Whe 1991 oUdeU¶ and 

µfle[ibiliW\ noZ e[iVWV foU innoYaWion Wo occXU¶ (RaZling, 2001:82). WhaW WhaW fle[ibiliW\ 

might be, and the ideologies underlying alternative interpretations will now be discussed. 

 

2.2 Ideology and Geographical Education. 

 
µHoZ a WeacheU WeacheV iV baVed on aVVXmpWionV aboXW hoZ people leaUn « dUaZn fUom a 
combination of deeply held values about other people and education [and subjects], as well 
aV memoUieV of WheiU oZn leaUning e[peUienceV¶ (Cla[Won eW. al., 1996:174) [m\ addiWion] 

 

The literature reviewed above suggests that there is a distinction to be made between 

academic geography and school geography. Rawling (2001) looks briefly at the 

relationship between the school subject and the academic subject and identifies how, 

despite the lag between developments in academic geography and those in school 

geogUaph\, WheUe iV a dialecWic UelaWionVhip beWZeen Whe WZo and WhaW µWhey are related by 

common aimV and bUoad pUincipleV¶ (RaZling 2001:21). ThiV W\pe of UelaWionVhip e[iVWed 

until the inception of the National Curriculum, when curriculum development became 

centralised and no longer influenced primarily by the academic community.  

 

There is a similar distinction to be made between that of Geography and Geographical 

Education. AV a VWXdenW VWaWed, Whe academic diVcipline, geogUaph\, µdoeVn¶W pUepaUe \oX 

foU Weaching Vchool geogUaph\ aW all¶ (BaUUaWW Hacking,1996:85). CeUWainl\ VWXdenWV¶ 

knoZledge aboXW µWhe VWUXcWXUe, Whe Za\V of knoZing Whe diVciplineV, eYen WhaW Zhich Whe\ 

gUadXaWed in¶ iV ofWen pooU (BenneWW eW. al., 1993 p.212). ReVeaUch b\ CaWling (2003a, Vee 

VecWion 2.4 foU deWail) VXggeVWV WhaW Whe qXeVWion µZhaW iV geogUaph\?¶ eliciWV a UeVponVe WhaW 

iV faiUl\ naUUoZ and focXVeV on conWenW knoZledge ZheUeaV Whe qXeVWion µZh\ do Ze Weach 

geogUaph\?¶ eliciWV a UeVponVe WhaW iV bUoadeU and encompaVVeV Whe edXcaWiYe benefiWV foU 

children, and in order to consider what is valued in geography one has to consider the 

purpose of education. Geographical education therefore brings the purpose of geography 

and the purpose of education together. The following section thus relates geographical 

traditions to educational ideologies, and how this has led to the current debate within 

pUimaU\ geogUaph\. FiUVW of all, Whe concepWV of µideolog\¶ and µYalXeV¶ aUe bUiefl\ 

explored. 
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2.2.1 Terminology (2) 

 

Fien (1993:16) UecogniVeV WhaW µideolog\ iV a cenWUal concepW in neaUl\ eYeU\ modern 

diVcipline¶. AV a concepW iW iV elXViYe and µ « like man\ concepWV, iWV meaning changeV 

accoUding Wo Whe conWe[W in Zhich iW iV XVed¶.  NeYeUWheleVV he idenWifieV WZo geneUal bXW 

fundamentally different meanings for the term which are not mutually exclusive. The first 

iV a µV\VWem of concepWV, beliefV and YalXeV¶ Zhich WogeWheU pUoYide a Za\ of looking aW, 

and behaving in the world. In this respect ideology contributes to a sense of personal and 

gUoXp idenWiW\, pUoYideV a YieZ of ZhaW Whe ZoUld µVhoXld be like¶ and WhXV a VeW of cUiWeUia 

against which to judge or evaluate phenomena, and the values that underpin the ideology 

µacW aV a gXide Wo, oU conWUol Xpon, Whe acWionV of indiYidXalV oU gUoXpV WhaW VXbVcUibe Wo iW¶ 

(Fien, 1993:17). In this respect values are conceived almost as guiding principles. 

 

An alWeUnaWiYe (MaU[iVW) XndeUVWanding of ideolog\ µVeeV iW fXncWioning aV a V\VWem of 

beliefV Zhich legiWimaWe and UendeU µnaWXUal¶ aV\mmeWUical UelaWionV of poZeU and ZealWh 

in VocieW\¶. In WhiV Za\ a pUeYailing ideology can exercise cultural domination over society 

and pUomoWe Whe YeVWed inWeUeVWV of VocieW\¶V moVW poZeUfXl gUoXpV¶ (Fien, 1993:17).  ThiV 

notion of ideology can be seen in the purpose of education as espoused by the government 

who, it might be said, has applied a particular ideology to the National Curriculum for 

schools and Initial Teacher Training ± the former representing an ideological position on 

the nature of subjects and the latter an ideological position on the nature of teaching and 

education. As Fien states, these two definitions of ideology are not mutually exclusive and 

the way in which ideology is enacted will relate, perhaps, to intent ± whether to guide 

personal or group actions, or to exercise social or cultural control.  

 

CleaUl\ in boWh WheVe caVeV ideologieV VeW oXW ZhaW iV µYalXed¶, and indicaWe WhaW WheUe iV a 

relationship between values (or principles), perception and action. But, as Morgan (2000) 

demonstrates, values themselves are not well understood. He suggests that there is a need 

to examine the way in which values are conceptualised ± they tend to be portrayed as 

enWiWieV Zhich can be acceVVed, bXW WhiV iV noW neceVVaUil\ Whe caVe. People can µhold 

ambiYalenW and conWUadicWoU\ YieZV aboXW iVVXeV¶ (MoUgan, 2000: 81); Whis often appears to 

be the case in education when a teacher might profess to value a particular approach to 

teaching, or a particular aspect of a subject, but in practice demonstrates otherwise. 
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HoZeYeU, µYalXeV¶ aV a WeUm iV ofWen XVed in Whe liWeUaWXUe and, during the 1990s some 

joXUnalV deYoWed Zhole iVVXeV Wo Whem (IRGEE, 1998), eYen Whe phUaVe µValXeV EdXcaWion¶ 

began to appear, with the implication that it is possible to teach particular values. In 

addition, there is the complex matter of how values, beliefs and attitudes relate to each 

other ± something there is not space to discuss here. Suffice to say that, when the term 

µYalXeV¶ iV XVed in WhiV WheViV iW UefeUV Wo WhingV WhaW aUe peUceiYed Wo be of YalXe b\ an 

individual or a group. These may be represented by principles or assumptions that 

underpin a particular way of thinking, for example about subjects or teaching, which may 

in turn lead to expression in action. 

 

2.2.2  Ideology and Education. 

 

A number of educators (Naish, 1996; Fien, 1993, 1998; Rawling, 2001, Sterling, 2003) 

have set out classifications of ideologies (sometimes called orientations) in education. Here 

I e[amine WZo WhaW occXU geogUaphical edXcaWion liWeUaWXUe and UelaWe Whem Wo GoodVon¶V 

educational traditions (shown in italics, WableV 2.6, 2.7) and HabeUmaV¶ CUiWical TheoU\. 

 

 

Utilitarian 
Utilitarian 

Progressive 
Pedagogic  

Liberal 
Academic  

Reconstructionist 

Work centred, 
focuses on 
development of 
skills, processing 
information and 
leaUning µhoZ¶. 

Values development of 
the whole person. Takes 
child-centred approach, 
with emphasis on 
personal growth and 
relevance. Uses 
experiential, discovery 
and problem solving 
approaches; helps 
pupils make sense of 
experience etc. 

Focuses on subject 
and study of 
disciplines, passing on 
of culture, rational 
thinking and cognitive 
development. Values 
development of the 
mind. 

Students encouraged 
to develop a critical 
consciousness so as to 
understand notions of 
power, vested 
interests; become 
aware of alternative 
viewpoints and 
question the status 
quo. Values social 
change. 

 

Table 2.6: SlaWeU¶V claVVificaWion of edXcaWional ideologieV (NaiVh 1996)) 

 

 

 

 

Vocational / neo-classical Liberal/progressive Socially critical 
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Academic, utilitarian Pedagogic  
Sees education as a preparation 
for work; it views socialisation, 
education and training as similar 
processes and seeks to help 
students to find their place in 
society by providing them with 
the skills required to fulfil their 
work roles. It is an education 
which accepts technocratic and 
managerial values and, insofar as 
it uncritically accepts existing 
social structures and hierarchies, 
may perpetuate injustice, 
inequality and the status quo. 

Sees education as preparation for 
life rather than work. It seeks to 
help students fulfil a wide range 
of life roles through a broad 
general education based as much 
upon the humanities and liberal 
arts as upon science and 
technology. This orientation seeks 
development and improvement of 
society through the education of 
autonomous individuals. It values 
individual excellence and 
achievement and adopts a 
reformist approach to social 
change. 

Sees education as a challenge to 
social injustice and the status quo. 
It is founded upon a belief in the 
need for education to play a role, 
along with other social institutions 
and agencies, in creating just and 
democratic societies. Personal 
development is valued, but seen to 
be insufficient in a world that is 
structurally unequal. 

 

Table 2.7: Fien¶V claVVificaWion of oUienWaWionV in edXcaWion (Fien, 1993: 17-22) 

 

An observation that could be made of the two educators is that Slater presents her 

ideologies straightforwardly, while Fien, (true to his stated preference) defines his 

orientations by the extent to which they do, or do not, compare favourably with the socially 

cUiWical peUVpecWiYe. When compaUed ZiWh GoodVon¶V academic, XWiliWaUian and pedagogic 

WUadiWionV, all WhUee aUe eYidenW in boWh claVVificaWionV. HoZeYeU, neiWheU SlaWeU¶V 

reconVWUXcWioniVW noU Fien¶V Vociall\ cUiWical ideologieV Veem Wo haYe a paUallel in 

GoodVon¶V WUadiWionV, peUhapV becaXVe he ZaV ZUiWing in Whe eaUl\ 1980V and WhiV ideolog\ 

has had an impact in the field of geographical education since then. This is the ideology 

that appears to have its roots in Critical Theory and which, whether called reconstructionist 

or socially critical, has had quite an impact on geographical, environmental and 

development education over the last 20 ± 30 years. If one accepts the term as defined by 

Fien (table 2.7) it is possible to see its influence on the radical-welfare / critical 

geographical paradigms of Slater and Barratt Hacking (table 2.3), on education for the 

environment and sustainable development (table 2.5) and on the whole development 

education movement as outlined in section 2.1.4. 

 

SlaWeU haV made looVe connecWionV beWZeen ideologieV and paUadigmV (1992:104). µSome 

ma\ Vee a coUUeVpondence beWZeen « a hXmaniVWic YieZpoinW and a child-centred position, 

and a social reconstrucWioniVW poViWion and a Uadical geogUaph\ « To ZhaW e[WenW, Ze ma\ 

aVk, can VcienWific geogUaph\ be linked ZiWh Whe XWiliWaUian poViWion?¶. ImpliciW in WhiV 

proposition is that this is not a connection that has been explicitly recognised by either 

individuals or, perhaps, groups of people who subscribe to a particular paradigm.  
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When related to the Geography National Curriculum (GNC) 2000, all of the ideologies can 

be identified (table 2.8). All of the elements of geography have been present since the 1990 

GNC with the exception of sustainable development and global citizenship which emerges 

here for the first time (Rawling, 2001). As Rawling indicates in the table, it would be 

possible to take both a socially critical or a utilitarian perspective on sustainable 

development and citizenship education ± thus the potential for a more socially critical 

approach to geography has been explicitly introduced in the curriculum 2000 programmes 

of study, but it is questionable whether this will be seen in practice, particularly within the 

pUimaU\ conWe[W (SlaWeU and Fien¶V ideaV haYe been deYeloped in Whe VecondaU\ conWe[W). 

 

Elements of the geography curriculum 2000 Ideological tradition 
Map skills 
Locational knowledge 
Literacy/numeracy references 
 
Physical and human geography  - patterns, processes and 
spatial analysis 
 
Geographical enquiry 
Values and attitudes 
Issues and questions 
 
Sustainable development education 
Citizenship 
Global perspectives 
 
Key skills 

Utilitarian, vocational / neo-classical 
 
 
 
Liberal humanism 
 
 
 
Progressive  
 
 
Reconstructionist / socially critical 
(oU NeZ LaboXU¶V moUe XWiliWaUian 
agenda?) 
 
Utilitarian, vocational  

 

Table 2.8: The Geography National Curriculum in England, 2000 ± a mixture of 
ideologies (adapted from Rawling, 2001: 145) 
 

A view is emerging of the importance of exploring ideology and, an integral part of this, 

epistemology as influential factors on the curriculum and pedagogical practice. The need to 

grapple with the relationship between epistemology and pedagogy is important because, as 

Claxton (1996) says: 

 
µThe  impliciW epiVWemolog\ embedded in Whe pUeVenWaWion [of knoZledge] inflXenceV Whe 
learning strategies that people select, and this in turn influences the kind of knowledge base 
that is established in Whe leaUneU¶V mind¶ (Cla[Won, 1996:51) 
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In oWheU ZoUdV, if a WeacheU¶V acWionV in geogUaph\ leVVonV aUe Wo be XndeUVWood Whe\ mXVW 

be viewed in the context of the influences of ideology, persuasions and conceptions of 

geography, education and pedagogy. These will, in part, be expressed in both the 

curriculum that the student is learning to teach, and the curriculum provided for the subject 

within the ITE course. With evidence of ideological confusion in the GNC programmes of 

study it is not surprising that there is currently great variation and some contention over the 

nature of geography affecting both secondary and primary schools and the ways in which 

the curriculum is interpreted. 

 

2.2.2.1  Primary Geography: Curriculum Contested in the 21st Century. 

 

That there is by no means agreement within the geography community about the nature of 

the subject and its role in the curriculum is evident in a recent debate played out, in the first 

instance, in the geography forum pages of a web-based geography network (Staffordshire 

Learning Network, 2003) and subsequently in the pages of Geography (2003-4), the 

GeogUaphical AVVociaWion joXUnal. The debaWe ZaV on Whe VXbjecW of µTeaching YalXeV 

UaWheU Whan VkillV¶ and led Whe Chief E[ecXWiYe of Whe GeogUaphical Association to question 

ZheWheU µWhe VoXUce of geogUaph\¶V XnceUWain poViWion in Whe cXUUicXlXm iV Whe lack of 

clarity not only among the public but also teachers of geography, as to the identity of the 

VXbjecW¶ (LambeUW, 2003). TheUe iV noW Vpace Wo go into detail here, but at its core the debate 

conceUned Whe UeYiVed cXUUicXlXm¶V (DfEE/QCA 1999) focXV on global ciWi]enVhip, 

environmental change and sustainable development ± knoZn aV Whe µNeZ Agenda¶ 

(Grimwade et. al., 2000a, b). The thrust of the argument (Standish, 2003) is that the revised 

cXUUicXlXm pUomoWeV µgUeen poliWicV¶ ZheUe Whe µknoZledge conWenW of Whe geogUaph\ 

curriculum is being replaced by the New Agenda of values and attitudes and personal life 

VkillV¶ in Zhich WeacheUV µaUe moUe conceUned with telling pupils how to think and act in 

UelaWion Wo Whe ZoUld aUoXnd Whem¶ (SWandiVh, 2003:149). In UeVponVe, MoUgan (2003a) 

points out that Standish is making a false distinction between factual geographical 

knowledge, and a geography that focuses on YalXeV and aWWiWXdeV. In MoUgan¶V YieZ, µWhe 

appaUenWl\ µfacWXal¶ alZa\V inYolYeV paUWicXlaU Za\V of VelecWing, YalXing and 

XndeUVWanding e[peUience¶ (2003a:151) Vo SWandiVh¶V aUgXmenW iV WheUefoUe aboXW Whe 

UeplacemenW of pUeYioXVl\ agUeed VeWV of µfacWV¶ ZiWh neZ VeWV of µfacWV¶. ElliV (2003), on 

Whe oWheU hand, cUiWiciVeV SWandiVh¶V naUUoZ poUWUa\al of YalXeV edXcaWion and Vpecificall\ 
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the pedagogical approaches that might be employed by teachers. He identifies five distinct 

objectives for teaching about values ± values inculcation, values analysis, moral reasoning, 

values clarification and action learning ± and suggests that Standish focuses on values 

inculcation and ignores the other, more complex, approaches (Ellis, 2003:234). 

 

The debate continues in a later issue of Geography (Standish, 2004) with misunderstanding 

between the different viewpoints appearing to remain. Whilst debate within a subject 

community is no doubt healthy and a reflection of the dynamic nature of the subject, it 

does seem as though there is a difference of opinion which is not helpful in the context of a 

climate in which geography has very low status and a poor image in terms of its relevance 

in a curriculum for the 21st century, concerns highlighted by many authors in a recent 

publication (Catling & Martin, 2004). Perhaps the lack of clarity and degree of 

misunderstanding is because the debate is really about something more fundamental than 

geogUaph\¶V idenWiW\. IW iV aboXW Whe pXUpoVe of edXcaWion iWVelf. 

 

Fien (1993) has expanded his three-fold classification of educational orientations to 

demonVWUaWe Whe impacW of each oUienWaWion on epiVWemolog\, leaUning WheoU\ and WeacheUV¶ 

and leaUneU¶V UoleV in a leaUning ViWXaWion (Wable 2.9). If WhiV claVVificaWion iV applied Wo Whe 

debate about knowledge or values in geography, the criticism of New Agenda geography 

(Standish 2003, 2004) appears to come from a vocational/neo-classical position:  

 
«Whe onl\ YalXe WhaW maWWeUV iV knoZledge. OWheU YalXeV, VXch aV conceUn foU Whe 
environment, social justice and a respect for diversity are about moralising and have no 
place in a curriculum with the goal of intellectual and personal development of the 
indiYidXal¶. (SWandiVh, 2004:89) 

 

It is made clear that this is knowledge held by teachers and other authoritative sources. 

Implicit in this is criticism of both the liberal/progressive ideology (the geography 

curriculum should be adult, not child-centred) and the socially critical ideology (which is 

tantamount to indoctrination).  
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 Vocational / neo-classical Liberal / progressive Socially critical 
Ed

uc
at

io
na

l o
ri

en
ta

tio
n 

Sees education as a preparation 
for work; it views socialisation, 
education and training as similar 
processes and seeks to help 
students to find their place in 
society by providing them with 
the skills required to fulfil their 
work roles. It is an education 
which accepts technocratic and 
managerial values and, insofar as 
it uncritically accepts existing 
social structures and hierarchies, 
may perpetuate injustice, 
inequality and the status quo. 

Sees education as preparation for 
life rather than work. It seeks to 
help students fulfil a wide range 
of life roles through a broad 
general education based as much 
upon the humanities and liberal 
arts as upon science and 
technology. This orientation 
seeks development and 
improvement of society through 
the education of autonomous 
individuals. It values individual 
excellence and achievement and 
adopts a reformist approach to 
social change. 

Sees education as a challenge to 
social injustice and the status 
quo. It is founded upon a belief in 
the need for education to play a 
role, along with other social 
institutions and agencies, in 
creating just and democratic 
societies. Personal development 
is valued, but seen to be 
insufficient in a world that is 
structurally unequal. 

N
at

ur
e 

of
 k

no
w

le
dg

e 

Knowledge is objective - a public 
matter; exists in books; mostly 
described as skills and 
information, (facts, concepts) 
which have their meaning and 
significance in occupational or 
disciplinary contexts; special 
concern is for the 
technical/rational/scientific/mana
gerial interest of knowledge 
(knowledge for control). 
 
 

Knowledge is subjective, a 
µprivate¶ or individual matter; 
e[ists in accomplishments or µin 
the head¶ of the individual; 
mostly described as learning, 
attitudes and living skills which 
have meaning and significance in 
individuals¶ life conte[t and 
culture; special concern is for the 
practical / expressive / cultural 
interests of knowledge for 
communication, deliberation and 
refinement. 

Knowledge is dialectical, an 
interplay of subjective views of 
the world and the historical and 
cultural frameworks in which 
they are located. Sees knowledge 
as socially constructed. Thus, 
knowledge is not easily specified: 
its meaning is context specific. It 
places a central value on the role 
of knowledge in social action: the 
emancipatory interests of 
knowledge.  

Le
ar

ni
ng

 
th

eo
ry

 

Behaviourism: deficit models of 
the learner, transmission theories 
of learning 

Constructivist-interactionist: sees 
the learner as building cognitive 
structures through interaction 

Social constructivist-
interactionist: sees the learner as 
reconstructing a social reality that 
is socially constructed and 
subject to reconstruction through 
historical and political processes 

Te
ac

he
r

¶
V r

ol
e An authority, transmitting 

knowledge, structuring and 
sequencing what is known to 
allow the learners to achieve 
mastery 

A µmentor¶ or facilitator, 
organising learning opportunities 
to allow the learner to take 
advantage of opportunities and 
achieve autonomy 

A project organiser and resource 
person, organising critical and 
collaborative projects in 
negotiation with learners and 
community 

Le
ar

ne
r¶

V 
ro

le
 

A receiver of transmitted 
knowledge, more or less prepared 
or motivated to achieve within 
the framework of what is taught 

An active constructor of 
knowledge through experience 
and opportunities to discover and 
enquire, more or less able to take 
advantage of opportunities in 
terms of preparation and own 
previous experience 

A co-learner, using available 
knowledge through interaction 
with others in socially significant 
tasks of critique or collaborative 
social action 

 

Table 2.9: Classification of orientations in education: implications for learning theory, 
teachers and learners (Fien, 1993: 17-22) 
 

These criticisms focus on (a) the perceived content focus of the New Agenda geography, 

and (b) the teaching approaches he assumes this will imply. Because of a lack of 

understanding of (a) assumptions about (b) are mistaken. If the only focus of the New 
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Agenda were values and beliefs then this might lead to values inculcation because the 

knowledge that originally led to those values and beliefs would be hidden; pupils might be 

aVked Wo behaYe in ceUWain Za\V ZiWhoXW haYing acceVV Wo Whe µfacWV¶. ThiV ZoXld be acWion 

predicated on stereotypical beliefs, not knowledge. These are the approaches Standish is 

critical of, and he has some evidence to suggest that these are approaches used by some 

geography teachers. However, as Morgan highlighted (2003a, and refer back to p. 31), this 

is not what the New Agenda, or a liberal/progressive or socially critical ideology, implies. 

The shift is not from facts to values and beliefs, it is from one set of facts to another. 

 

Both liberal/progressive and socially critical geographers have as their goal that pupils 

should consider the values and attitudes that underpin certain geographical phenomena, but 

the means by which they seek to achieve this is on the basis of knowledge. The question is 

ZhoVe knoZledge. BoWh gUoXpV Veek Wo µpUoblemaWiVe¶ knoZledge b\ pUoYiding a nXmbeU 

of different perspectives, including those that are non-Western and WhaW dUaZ on childUen¶V 

geographies (Catling, 2003b; Morgan, 2003c); the purpose is to raise awareness that not 

eYeU\one µknoZV¶ Whe ZoUld in Whe Vame Za\ and, aV a UeVXlW, Wo encoXUage pXpilV Wo UeYiVe 

WheiU fUameV of UefeUence oU µ« Wo WUaYel ZiWh a diffeUenW YieZ¶ (SlaWeU, 1992). Up XnWil WhiV 

point the goals of liberal-progressive and socially critical geographers are similar. 

However, a liberal-progressive would take a more liberal stance and see individual, rather 

than societal, development as a key purpose of education, whereas a socially critical 

geographer would ultimately privilege societal over individual development because of a 

belief that there are some actions that are fundamentally wrong (for example, in the context 

of human rights) since they lead to injustice in the world. For this reason they go further to 

encourage pupils to identify social, economic, political and environmental structures that 

have led to these inequalities and injustices, with a view to encouraging individuals to 

work for social change. This is informed action for social change that involves the agent of 

change in a critical analysis of the sources of this information, and is very different to 

indoctrination. It is akin to values analysis, clarification and action learning and, as such, 

focXVeV on leaUneUV µhaYing a reasoned base for whatever actions they might take in 

UelaWion Wo Vpecific Vocial and enYiUonmenWal iVVXeV¶ (ElliV, 2003:234). 

 

To summarise, the geography curriculum continues to be hotly contested, each argument 

being underpinned by sets of assumptions and principles that relate to particular ideologies 

and paradigms. These assumptions and principles are not always acknowledged and, in the 
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case of the everyday practice of classroom teachers it could be argued that the level of 

awareness of the relationship between ideology and practice outlined by Fien is not 

necessary. However, in the case of educators who are responsible for the development of 

geography teachers, whether at the stage of initial or in-service training, such a level of 

awareness and understanding could be considered crucial. Also, as suggested by the 

literature (Askew & Carnell, 1998; Connor, 1998; Corney, 2000; and see also chapter 4), 

students need to be explicitly aware of their conceptions and why they hold them in order 

to change them into forms more appropriate for teaching. 

 

2.3  SWXdenW WeacherV¶ concepWionV of geograph\. 

 

If teachers can interpret the geography curriculum in a variety of ways it is possible to see 

that it can be interpreted in a variety of different ways by the learners. Students on PGCE 

secondary geography courses, for example, tend to hold conceptions of geography that will 

have been influenced by their experiences in school, their geography degree and the 

tradition(s) and paradigm(s) that are reflected in each. It may be expected, therefore, that 

student teachers at the beginning of a PGCE secondary ITT course will have a range of 

conceptions of geography. This is certainly borne out in the literature and is why Barratt 

Hacking XVed Whe WeUm µgeogUaphical peUVXaVion¶ Wo deVcUibe heU VWXdenWV¶ concepWionV ± 

because they represented a number of different paradigms or traditions. 

 

BaUUaWW Hacking¶V (1996) UeVeaUch inYeVWigaWed Whe µnaWXUe of a noYice WeacheU¶V 

geogUaphical peUVXaVion and iWV inflXence on pUofeVVional leaUning¶ (p. 77) in VeYeUal 

stages. The iniWial VWage of Whe UeVeaUch collecWed infoUmaWion on noYice WeacheUV¶ 

geographical persuasions and classified them according to geographical schools of thought 

(Wable 2.10). In WhiV conWe[W, µgeogUaphical peUVXaVionV appeaU Wo be mXlWi dimenVional and 

to inclXde an indiYidXal¶V VXbjecW conWenW e[peUWiVe inWeUeVWV; appUoacheV Wo Whe VWXd\ of Whe 

subject; relationship with schools of thought; subject ideology; political ideology; and 

enYiUonmenWal ideologieV¶ (BaUUaWW Hacking, 1996: 81). The VWXdenW WeacheUV were able to 

YalidaWe Whe UeVeaUcheU¶V YieZ on WheiU peUVXaVion WhUoXgh inYolYemenW in a pUoceVV of 

cross-checking. In this respect the terms used reflect those used by the students themselves. 

 

            School of Thought Number of novice teachers (n=16) 
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Environmental/people environment 9 
Humanistic 5 
Welfare 3 
Post-modern 3 
Other 3 
Regional 2 
Spatial 1 
Radical 1 

Eight novice teachers were influenced by one school of thought, five novice teachers were 
influenced by two schools of thought, three novice teachers were influenced by three 
schools of thought. 

 

Table 2.10: The influence of schools of thought on novice teachers (Barratt Hacking, 
1996: 81) 
 

Barratt Hacking reports how these combine for six student teachers: 

 

1. Environmental ± physical 

2. Welfare 

3. Humanistic ± perception 

4. Environmental ± humanistic 

5. Environmental ± humanistic ± regional 

6. Environmental 

 

Clearly there is a variety of persuasions, as might be expected, although the strongest 

influence seems to be the environmental school of thought. No explanation is offered for 

why this might be the case. 

 

In another study Walford (1996), during the period 1990-1994,  asked his secondary PGCE 

VWXdenWV aW Whe beginning of Whe coXUVe µWhaW iV GeogUaph\?¶. WalfoUd, alWhoXgh 

identifying alternative categories to Barratt Hacking, notes that the traditions most evident 

are environmental and humanistic but that also, within the majority of definitions the 

traditional linkage of the human-physical elements of geography is still evident, despite the 

diversity of degree courses attended.  

 

Primary student teachers, on the other hand, will mainly be non-geographers and may well 

have elected not to study geography beyond the age of fourteen so clearly their 

conceptions, and the influences on their conceptions, of geography will be different from 
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those of secondary student teachers. However, Martin showed that, while their images 

ZeUe qXiWe VimpliVWic, PGCE pUimaU\ VWXdenWV¶ imageV of geogUaph\ ZeUe pUedominanWl\ 

µknoZledge-baVed « [and] ZiWhin Whe knoZledge caWegoU\ WheVe VWXdenWV haYe an image of 

geography that focuses on the traditional human-ph\Vical linkage¶ (MaUWin, 1997:61) and 

CaWling foXnd WhaW pUimaU\ VWXdenWV¶ imageV µappeaU Wo be limiWed Wo an infoUmaWion-

oriented sense of geography as a subject that studies physical and human geography and 

Whe inWeUUelaWionVhip beWZeen Whem¶ (CaWling, 2003a:16), confiUming WalfoUd¶V UeVeaUch. IW 

is acknowledged that all learners learn from informal as well as formal experiences, but 

these students did not appear to draw on their informal experiences when setting down 

their image of geography. In addition, their formal educational experiences may affect 

ZhaW Whe\ peUceiYe aV geogUaphical in infoUmal µlife¶ e[peUienceV ZiWh Whe UeVXlW WhaW WheVe 

ma\ be diVcoXnWed Zhen aVked ZhaW µgeogUaph\¶ iV.  ThiV lack of UecogniWion of an 

e[peUience aV µgeogUaphical¶ (MaUWin, 1997) ma\ indicaWe the need, during the process of 

this research project, to take a more grounded approach to the classification of student 

WeacheUV¶ concepWionV. HoZeYeU, Zhen aVked Wo compleWe Whe VenWence µWhe pXUpoVe of 

pUimaU\ geogUaph\ edXcaWion iV Wo «¶ almoVW 60% pUovided a reason that emphasised 

enYiUonmenWal knoZledge and XndeUVWanding, miUUoUing BaUUaWW Hacking¶V findingV (1996). 

Clearly the question posed will elicit different responses and, in the context of this 

research, it will be important to ask questions about the purpose of geography in the 

curriculum as well as about its nature.   

 

If pUimaU\ VWXdenW WeacheUV¶ eaUl\ e[peUienceV in VecondaU\ Vchool aUe Whe laVWing inflXence 

on non-VpecialiVW pUimaU\ VWXdenWV¶ concepWion of geogUaph\, iW iV poVVible Wo h\pothesise 

that their conceptions are more likely to be difficult to articulate and perhaps more deep-

seated and resistant to change. Depending on the age of the student their conception may 

also be out-dated and not reflect the more radical elements of the National Curriculum at 

all. AV CaWling VXggeVWV, iW iV neceVVaU\ Wo enable VWXdenWV µWo Ziden WheiU concepWion of 

geography to take into account all the aspects of the subject that make up geography in the 

pUimaU\ cXUUicXlXm¶ (2003a:14). IW can be Veen, Wherefore, that it is important to help 

students articulate their conceptions and to have opportunities to compare them in an 

explicit way with other conceptions ± both with peers, geography educators and that in the 

National Curriculum.  
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The implication is WhaW, Zhen e[amining people¶V concepWionV and Whe YalXeV WhaW XndeUpin 

them, consideration of context is important. Mair (1977) has offered a theory of the 

µcommXniW\ of Velf¶ aV a meanV of e[plaining hoZ people can hold conWUadicWoU\ YieZV 

about issues, which has context at its core in the sense that, in the context of acting as an 

environmentalist I might hold a view about an issue that is different to that which I might 

hold in the context of acting as a teacher or friend. Mair refers to these different contexts as 

µbaVeV¶ and heU WheoU\ ZaV XVed Wo help e[plain hoZ a VWXdenW mighW conceiYe of 

geography differently from the base of learner than from the base of teacher (Martin, 

1997). An understanding of bases from which people act and how this might apply to 

becoming a geography teacher is expanded in chapter 4.  

 

 

2.3.1   SWXdenW WeacherV¶ concepWionV of geographical edXcaWion in pracWice. 

 

If VWXdenWV¶ concepWionV of geogUaph\ aUe likel\ Wo be WhoVe oXWlined in VecWion 2.3 aboYe, 

are these what are also evident in practice in the classroom? While Barratt Hacking notes 

that experienced WeacheUV¶ VXbjecW peUcepWionV and WheiU VXbjecW maWWeU knoZledge baVe 

influence their approach to planning and teaching, the data gathered from PGCE secondary 

student teacheUV VhoZV WhaW µVWXdenWV VXVpend WheiU geogUaphical peUVXaVion in WheiU 

Whinking and planning in Vchool¶ and WhaW µWhe noYice WeacheUV¶ ideaV aUe UemaUkabl\ 

similar given that different geographical schools of thought appear to have influenced 

Whem¶ (BaUUatt Hacking, 1996:82-85). This led her to conclude that, at an early stage of the 

coXUVe VWXdenWV¶ lack of e[peUience of Weaching, and coUUeVponding lack of confidence, 

UeVXlWV in WheiU adopWion of Whe Vchool depaUWmenW¶V oZn appUoacheV and planning VchemeV 

rather than the development of their own.  

 

MaUWin (1997) alVo e[ploUed Whe UelaWionVhip beWZeen PGCE pUimaU\ VWXdenWV¶ concepWionV 

and their teaching styles and the findings mirrored those of Barratt Hacking in the sense 

WhaW VWXdenWV¶ choiceV in conWenW ZeUe UemaUkabl\ VimilaU and did noW UeflecW WheiU µimage¶ 

elicited at the beginning of the course. A possible explanation for this, given that these 

were primary trainees, is that due to the stress of initial school experiences they fall back 

on a conception of geography and teaching gained from their long apprenticeship as pupils, 

which may be stronger than their current conception. The results also showed that while 
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few students held a broad, complex image of geography (represented by constructs elicited 

for the full range of geographical knowledge, concepts, skills and values) those who did 

were not those who had a geography degree. Equally, it was a student who had a very 

narrow image of geography who employed the most interactive style when teaching 

geography at KS1. The conclusion tentatively drawn at the time was that perhaps 

pedagogical content knowledge is a more important factor than subject knowledge, in 

which case all students are novices at the beginning of their PGCE course. 

 

More recently Corney (1998) has reported research on secondary student geography 

teachers conceptions within the field of environmental education. At an early stage of data 

analysis Corney noted that the evidence suggested, in contrast with Barrett Hacking and 

Martin, a clear relationship between conceptions of geography and environmental 

education and action seen in the classroom. A brief case study is given that shows how, for 

one VWXdenW in paUWicXlaU, hiV µbeliefV in libeUal and child-cenWUed edXcaWion « and hiV 

beliefs WhaW enYiUonmenWal VXbjecW maWWeU iV comple[¶ (CoUne\, 1998:102) aUe eYidenW in Whe 

level of pupil involvement in lessons through the use of role-play and in the selection of 

UoleV WhaW ZoXld UepUeVenW a nXmbeU of µinWeUeVW gUoXp YieZpoinWV emphaViVing µconflicts 

ZiWhin conflicWV¶. In a laWeU aUWicle (CoUne\, 2000) he iV moUe WenWaWiYe and makeV a 

distinction between the relationship between conception of subject and action in the 

classroom, and the relationship between pedagogical conception and action in the 

classroom, the former of which appears to be clearer. The extent to which these students 

develop and their conceptions change during the PGCE course will be considered in 

chapter 4.  

 

2.4 Summary 

 

This chapter has set out aspects of the literature on the nature of geography and 

geographical education. It has identified values inherent in different conceptions of the 

subject and that these, implicitly or explicitly, derive from educational ideology and 

understandings of epistemology. It has made distinctions between conceptions and values 

held by individual teachers, novice and expert, and conceptions and values evident in the 

school curriculum and how these have developed and changed over the latter part of the 

20th century. The chapter finishes by considering whether there is a relationship between 



 
Chapter 2: Geographical Education   

39 

VWXdenW WeacheUV¶ concepWionV and YalXeV, in a VXbjecW conWe[W, and WheiU acWion in Whe 

classroom. 

 

Some useful classifications of geographical persuasions, educational ideology and 

epistemology have been identified and these will be adapted and used as tools for 

gathering and analysing data (see chapter 6). 

 

Some ke\ poinWV aboXW VWXdenW WeacheUV¶ concepWionV and YalXeV haYe alVo been idenWified 

which have informed the range of factors to be explored (chapter 4) in this research 

project, and which will be revisited in the analysis and discussion (chapters 7-11) 
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3. Learning to Teach 
 

Teaching is a complex process. During the 1980s and 1990s research into teaching and 

learning to teach has had a number of foci. Calderhead (1996) provides a useful summary 

of some of this research. Some studies have focused on the professional knowledge and 

skills required to teach (Bennett and Carré, 1993) while others have focused on stages in a 

teacher¶s developing competence from beginning to experienced teacher, or from novice to 

expert (Fuller & Bown, 1975; Furlong & Maynard, 1995). Yet other studies have 

examined the process by which these skills and knowledge are acquired (Bennett and 

Carré, 1993) and how this varies at different stages of development (Turner-Bisset, 1999; 

2001).  

 

 
Professional Knowledge 

Subject matter knowledge 
Curricular knowledge 
Pedagogical knowledge 

 
Interpersonal Knowledge 

Human relationships with students 
Educational community 
Local community 

 
Intrapersonal Knowledge 

Ethics 
Dispositions 
Reflections 

 
 
Table 3.1: A Triad of Knowledge for Becoming an Exemplary Teacher (Collinson 1996:8) 
 

In one stud\, Collinson (1996) proposes µa triad of knowledge¶ (Table 3.1), informed b\ 

Gardner¶s theor\ of multiple intelligences, and asserts that µdeveloping this triad of 

knowledge ± professional, interpersonal, and intrapersonal knowledge ± is necessary for 

becoming an exemplar\ teacher¶ (Collinson 1996:7).  

 

The purpose of this research, however, is to examine the relationship between students¶ 

conceptions of subject, knowledge and pedagogy ± in other words their professional 

knowledge ± and their development as teachers of primary geography. Subject knowledge 
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and curricular knowledge have already been discussed in chapter 2. This chapter therefore 

focuses on pedagogical knowledge and reviews the literature under the following headings: 

 

1. Knowledge bases for teaching 

2. Learning to teach 

3. Students conceptions of teaching and learning 

 

3.1  Knowledge bases for teaching. 

 

It is clear from the literature that different groups of people place different emphases on the 

importance of certain types of professional knowledge. In particular this discussion has 

focused on the form in which it is useful to µknow¶ about a subject. For example, 

government reports and recent legislation in England and Wales (DFE 1993, DfEE 1998, 

TTA 1998) provide evidence of the value placed on subject content knowledge, while 

other publications emphasise the importance of pedagogical content knowledge (Shulman, 

1987; Bennett & Carre, 1993; Turner-Bisset, 2001). A number of research projects in the 

late 1980s and early 1990s looked at the effect of developing subject knowledge with 

practising teachers ± particularly in the area of science concepts - on teacher and pupils¶ 

performance (Smith & Neale, 1989; Summers & Kruger, 1994; Carré, 1993). As a result 

educators began, on the basis of the evidence, to believe µthat development of content 

knowledge by itself is not sufficient to guarantee any substantial improvement in the 

quality of classroom teaching. It is also necessary to identify appropriate pedagogical 

content knowledge in relation to the particular ideas and concepts being taught¶ (Summers 

& Kruger, 1994, p. 517).  

 

Shulman (1987) has been influential in this shift from content knowledge to pedagogical 

content knowledge. His work on knowledge bases (table 3.2) has informed educators¶ 

thinking about the knowledge that teachers need in order to teach effectively, and therefore 

the knowledge that needs to be included in initial teacher education.  
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Knowledge base Characteristics 
Content knowledge The amount and organisation of knowledge in the mind of the teacher. 

This includes both substantive and syntactic structures of a subject, 
i.e., the variety of ways in which the basic concepts and principles of 
the discipline are organised, and the ways in which truth or falsehood, 
validity or invalidity, are established. 

General pedagogical 
knowledge 

With special reference to those broad principles and strategies of 
classroom management and organisation that appear to transcend 
subject matter 

Curriculum 
knowledge 

With particular grasp of the materials and programmes that serve as 
µtools of the trade¶ for teachers. 

Pedagogical-content 
knowledge 

That form of content knowledge that embodies the aspect of content 
most germane to its teachability. It includes, for any given subject, the 
most useful forms of representation of those ideas, the most powerful 
analogies, illustrations, examples, explanations and demonstrations. In 
other words, the ways of representing and formulating the subject that 
make it comprehensible to others. 

Knowledge of learners 
and their 
characteristics 

Knowledge of pupils¶ social and cultural backgrounds, knowledge of 
how children learn.  

Knowledge of 
educational contexts 

Ranging from the workings of the group or classroom, the governance 
and financing of schools, to the character of communities and cultures. 

Knowledge of 
educational ends 

Purposes and values, and the philosophical and historical grounds. 

 

Table 3.2: Shulman¶s 7 knowledge bases for teaching (Bennett & Carré, 1993: 7) 

 

Whilst some of these knowledge bases have been identified in one form or another by 

others (Cooper & McIntyre, 1996), Shulman introduced a new element, that of 

Pedagogical Content Knowledge (PCK). The nature of PCK has been summarised by 

Calderhead (1987b): 

 
µ « the abilit\ to represent the subject matter is an important aspect of an individual¶s 
subject matter knowledge. If teachers want to develop understanding in their students, they 
must be concerned with the representations students develop in their effort to comprehend 
the content of instruction. To facilitate the development of powerful, appropriate 
representations, teachers need to evaluate their own understanding of the subject matter¶ 
(Calderhead, 1987b:109) 

 

That PCK is (a) different to subject content knowledge and (b) a necessary element of 

knowledge for teachers has been demonstrated in research. For example, the need to 

evaluate their own understanding of subject matter has been powerfully stated by a student 

teacher: 

 



 
Chapter 3: Learning to teach 

43 

µI don¶t think even people with an undergraduate degree have enough [subject matter 
knowledge] « the\¶ve studied it but it¶s just not reall\ available to them.¶ (Wilson, 
Shulman and Richert, cited in Calderhead,1987b:121) 

 

This notion of µavailabilit\¶ is drawn on b\ Bennett & Carrp (1993) who suggest that the 

form subject matter knowledge takes is not, in itself, enough for effective teaching and that 

Pedagogical Content Knowledge is a crucial part of this process.   

 

Since 1987 Shulman¶s model of knowledge bases for teaching has received some criticism. 

These criticisms are summarised by Turner-Bisset (1999) who also states how, with 

Neville Bennett (1993), she found that µit was impossible to distinguish between content 

knowledge and pedagogical content knowledge; in the act of teaching, all knowledge was 

presented pedagogicall\ in some wa\¶ (1999: 42). Turner-Bisset¶s (1999, 2001) 

dissatisfaction with Shulman¶s model led to the development of a µmore comprehensive 

model¶ (appendix 2).  Where this model varies from Shulman¶s is in its detail (knowledge 

of learners is further sub-divided into cognitive and empirical aspects), in its connectedness 

(as outlined above), and in its inclusion of µKnowledge of Self¶ which was not present in 

Shulman¶s categories. It also varies in the wa\ in which PCK is shown as being so 

fundamental that, rather than it being seen as one base among several, it should be 

construed as an overarching base which feeds into and draws from the others.  

 

Several other studies have shown that, in the act of teaching, a number of different types of 

knowledge and skills are integrated and often unconsciously (Calderhead and Shorrock, 

1997; Medwell et. al., 1998) so it would be natural to expect that subject knowledge and 

pedagogical content knowledge would also be hard to separate in the act of teaching. Using 

this model as a tool for anal\sing beginning teachers¶ practice Turner-Bisset showed that, 

at an earl\ stage of development as a teacher, µonl\ some of the knowledge bases are 

combined; for example, a teacher may have good subject knowledge in science, but « 

limited pedagogical content knowledge, so that she may not be able to share her scientific 

knowledge with her learners¶ (1999:48). More recentl\, Parker (2004) has shown how, if 

student teachers are  

 
« to become expert in synthesising subject and pedagogy they will need to build up their 
own personal knowledge of not only the subject itself but also the difficulties for learners 
inherent within the relevant conceptual area. (Parker, 2004: 830) 
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The implication is that through situated learning ± i.e. placing the students themselves in 

active learning situations which focus on specific concepts ± pedagogical content 

knowledge is more effectively developed.  However, Parker suggests that students need to 

be explicitly aware of both the domain-specific (subject) and generic (pedagogic) features 

of the learning process in order to understand how they relate to each other and combine to 

become PCK. This will be returned to in chapter 4. 

  

Knowledge bases of effective, experienced teachers has been the focus of research 

conducted by Medwell et. al. (1998).  In the context of exploring what makes an effective 

teacher of literacy they observed that, while educators had a fair amount of empirical 

evidence to draw on that informed understanding of effective teaching, there was little on 

effective teachers. Their decision to focus on the latter led to a shift in emphasis from the 

process of teaching to the knowledge, skills and qualities of the teacher. In particular they 

focused on the subject knowledge that effective teachers have that novice teachers do not. 

In addition, their research investigated how this subject knowledge is utilised by teachers 

in ways that make them effective. For these reasons the bulk of their data were gathered 

from teachers identified as effective teachers of literacy by their head teachers and, to a 

lesser extent, from novice teachers to enable some form of comparison to be made. 

 

Their results suggested that µit did not seem to be the case that the teachers selected 

appropriate ways to represent (pedagogy) pre-existing knowledge (content) to children. 

Rather, they appeared to know and understand the material in the form in which they 

taught it.¶ (Medwell et. al. 1998:76, m\ italics). In other words, effective teachers¶ 

knowledge about content and teaching and learning strategies was integrated, µthe 

knowledge base of these teachers thus was their pedagogical content knowledge¶.  This 

supports the views of Turner-Bisset (1999) in differing from Shulman¶s idea of selecting 

content and then thinking about how to best transform it. However, Medwell et. al. (1998) 

did find that novice teachers were more inclined to act in a way described by Shulman and 

Parker (2004), suggesting that this sequence is a necessary stage before Content 

Knowledge can become embedded in practice as Pedagogical Content Knowledge as it is 

with expert teachers. 

 

Setting aside the inter- and intra-personal aspects of teacher knowledge (Collinson, 1999), 

it is clear that conceptions about teaching and learning, and their associated beliefs, will 
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affect how learning to teach is conceptualised. These conceptions and beliefs will be held 

by both the educators and the student teachers and it is the ways in which those interact 

that will affect students¶ development as teachers. The following section will examine how 

teacher educators conceptualise learning to teach in the context of ITE, and the final 

section (3.3) will examine student teachers¶ conceptions of teaching and learning to teach. 

3.2 Learning to teach 

 

The literature on teacher educators¶ conceptions of learning to teach relevant to this stud\ 

fall into two broad categories: models of teaching and learning to teach, and stages in 

student teacher development while learning to teach. These will be examined in turn. 

 

3.2.1 Models of teaching and learning to teach. 

Higgins and Leat (2001) have attempted to map the various models of teaching and teacher 

development and found that µalthough the mapping process failed, it reinforced an 

understanding that the models are not mutuall\ exclusive. « the\ represent different 

perspectives, generated b\ different contexts and insights.¶ (Higgins & Leat, 2001: 60) 

Some of these models seek to describe, for example, the difference between expert and 

novice teachers, stage models of development, or the types of knowledge deemed 

necessary for teaching; others are more explanatory, for example socialisation and 

enculturation as an explanation for teacher development and effectiveness, or the impact of 

teachers¶ beliefs and images on development.  

 

Turner-Bisset (2001:2). has discussed what she calls the µmultiplicit\ of paradigms, which 

claim to be good wa\s of conceptualising teaching¶. These, along with a useful summar\ 

of each, are listed as: teaching as a common-sense activity; teaching as an art; teaching as a 

craft; teaching as an applied science; teaching as a system; teaching as reflective practice; 

and teaching as competence. More detailed accounts can be found in, for example, Schön 

(1987), Elliot (1993), Cooper & McIntyre (1996), and Calderhead & Shorrock (1997). 

Turner-Bisset acknowledges that µthese paradigms do not alwa\s manifest themselves in 

pure or discrete form, whether at the level of teachers¶ professional work, or at the level of 

national trends and policies. However, they can be detected in various writings about 

teaching.¶ (2001:2). There are also elements of similarit\ between paradigms, for example 
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teaching as craft can be said to have led to the teaching as competence view held by 

government and portrayed in the first of the circulars (DFE, 1993) designed to provide a 

clear framework for Initial Teacher Training. The continuing influence of this paradigm 

can be seen in subsequent publications (DfEE, 1998a; TTA, 2002). The model adopted for 

developing these competences could be said to be the apprenticeship model, as evidenced 

by the increasing amount of time student teachers are now required to spend in the 

classroom. Criticisms of this model include that of John (1996) who suggests that, because 

the knowledge, understanding and skills of µgood¶ teachers are not [necessaril\] visible to 

the apprentice, she/he focuses on personal characteristics of the teacher instead ± warm, 

friendly, and enthusiastic ± with the result that they place undue emphasis on the 

development of these qualities, rather than knowledge bases required to teach. 

 

The influence of these paradigms can be seen in the two contrasting models of 

professionalism (or professional knowledge) put forward by Fish (1995) (table 3.3). While 

other models could clearly be proposed, these deliberately contrasting ones serve to 

illustrate how the way in which teaching is conceptualised can affect what counts as 

professional knowledge.  Here the technical-rational model has elements of the teaching as 

common-sense, craft, system and competence paradigms, while the professional-artistry 

model has elements of the teaching as reflection and teaching as art paradigms. 

Professional-artistr\ seems to be similar to the µnew¶ paradigm that Turner-Bisset proposes 

± that of teaching as a knowledge-based profession, where knowledge µencompasses 

concepts, facts, processes, skills, beliefs, attitudes and values¶ (Turner-Bisset, 2001:159) 

and in which teaching knowledge is not static but constantly under revision. 

 

As table 3.3 shows, each model puts forward a view of, for example, what counts as 

professional activity, and what constitutes quality in teaching. Each will, in turn, lead to a 

model of teacher education: the technical-rational giving rise to the competency-based 

approach to Initial Teacher Training and the professional-artistry view underlying the 

reflective practitioner philosophy of Initial Teacher Education. In the former, practice in 

the instrumental sense is all important. In the latter, what is important is µan approach to 

teaching and learning to teach which enables teachers ³to work at their practice, modif\ it 

and keep it under critical control´ (Eraut, 1989, p.175)¶ (Fish, 1995:50). The term 

reflection is central to this approach. 
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The Technical-Rational view The Professional-Artistry view 
Follows rules, laws, schedules; uses routines, 
prescriptions 

Starts where rules fade; sees patterns, 
frameworks 

Uses diagnosis/analysis to think about teaching Uses interpretation and appreciation to think 
about teaching 

Wants efficient systems Wants creativity and room to be wrong 
Sees knowledge as graspable, permanent Sees knowledge as temporary, dynamic, 

problematic 
Theory is applied to practice Theory emerges from practice 
Visible performance is central There is more to it than surface features 
Setting out and testing for basic competences is 
vital 

There is more to teaching than the sum of the 
parts 

Technical expertise is all Professional judgement counts 
Sees professional activities as masterable Sees mystery at the heart of professional 

activities 
Emphasise the known Embraces uncertainty 
Standards must be fixed; standards are 
measurable; standards must be controlled 

That which is most easily fixed and measurable 
is also trivial ± professionals should be trusted 

Emphasises assessment, appraisal, inspection, 
accreditation 

Emphasises investigation, reflection, 
deliberation 

Change must be managed from outside Professionals can develop from inside 
Quality is really about quantity of that which is 
easily measurable 

Quality comes form deepening insight into 
one¶s values, priorities, actions 

Technical accountability Professional answerability 
This is training This is education 
Takes the instrumental view of learning Sees education as intrinsically worthwhile 
 

Table   3.3: Two models of professionalism (Fish, 1995:43) 

 

While Fish is unequivocal in her assertion that teaching should be viewed as professional 

artistry, Higgins and Leat (2001:60) believe that being aware of the full range of models of 

teacher development, and the assumptions that underlie them, enables a more informed and 

deliberate selection appropriate to context or person. In this context, Higgins and Leat 

would view the µmultiplicit\ of paradigms¶ (Turner-Bissett, 2001) in ITE positively.  

 

Perhaps this accounts for the number of ideologies, or orientations that Calderhead and 

Shorrock (1997) say are evident in Initial Teacher Education courses in the UK. They 

provide a summary of conceptual orientations in Initial Teacher Education (derived from 

Zeichner, 1983 and Fieman-Nemser, 1990): 

 

x Academic orientation ± the emphasis is on subject expertise; liberal arts education 

background is a crucial part of teacher preparation 
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x Practical orientation ± teacher as craftsperson; apprenticeship models of learning 

to teach 

x Technical orientation ± behaviourist view; favours micro-teaching, competency 

view 

x Personal orientation ± emphasises the importance of relationships; favours 

personal development through experimentation and discovery  

x Critical enquiry orientation ± schooling is a process of social reform; promotion 

of democratic values; social context of learning is important; teachers are seen as 

agents of change. 

 

Because ITE often reflects aspects of all five orientations, it leads to courses that employ a 

range of types of learning experiences for student teachers ± knowledge accumulation, 

performance learning, practical problem-solving, learning about relationships and the 

process of assimilation ± which arguably provides them with mixed messages about 

pedagogy. Indeed, how teacher educators themselves conceptualise pedagogical 

knowledge has been largely under-researched (Higgins and Leat, 2001). Teacher 

educators¶ own beliefs and the wa\s in which the\ impact on course design is implicit 

rather than explicitly acknowledged and, from personal experience, it is a matter for 

individual reflection rather than for course team discussion. This may seem a rather strange 

state of affairs for ITE departments or schools of education, but it is possibly the product of 

a number of factors including external influences on courses, the enormous pace of change 

within ITE over the last decade, and the subsequent workloads of course tutors. However, 

it is clear that the variety of models of teaching described would, if providing theoretical 

underpinning, lead to a variety of different course designs and roles for universities, 

schools & tutors, and potentially enormous philosophical and practical tensions within 

these courses. This is usefull\ explored b\ Klein (2001) who recognises that µpre-service 

teachers are faced with enormous conflicts and contradictions¶ in courses where tutors 

µappeal to hearts and minds while students¶ lived realit\ of learning their subject is ver\ 

different¶ (2001: 263). In the English ITT context an example of this might be where the 

government imposes a curriculum set around competences & standards (practical 

orientation), some tutors¶ teaching reflects a sociall\ critical perspective on the curriculum 

(critical enquiry orientation), and yet other tutors and school mentors may adopt a style 

that reflects a mixture of practical and personal orientations. The question of whether it is 
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more effective to devise ITE courses on the principles of a common, agreed ideology or to 

take a more eclectic approach selecting µhorses for courses¶ will be revisited in chapter 4. 

 

3.2.2 Stages of development in learning to teach 

 

There has been criticism of models and paradigms that conceptualise learning to teach 

because the\ are µideologicall\ rather than empiricall\ derived¶ and µthe\ take into account 

neither the complexities nor the developmental nature of professional learning¶ (Furlong 

and Maynard, 1995:179). The contention is that students typically go through different 

stages in the process of learning to teach and therefore any initial teacher education course 

needs to take these into account. Calderhead & Shorrock agree that stage models are useful 

µheuristics in highlighting the complexit\ of teaching and the possible routes of 

professional development¶ (1997:186). The\ add a cautionar\ note that, while such models 

are useful they are also generalisations, can oversimplify data, and that each case must be 

seen in its context.   

 

In 1975, Fuller & Bown conducted a study which identified four stages in student teacher 

development. At the beginning of the course students often had simplistic ideas about 

teaching and learning, felt confident and therefore displayed no concerns. Once in school 

and with responsibility for children in their class, they displayed survival concerns such as 

keeping children on task and managing behaviour. As their understanding of the nature of 

teaching developed they moved on to teaching concerns, and finally, they displayed pupil 

learning concerns characterised by deep thinking about how to plan, teach and manage the 

learning environment in ways that enabled all pupils to learn. 

 

Berliner, in 1988, developed cognitive performance model, which identified five stages of 

development from µnovice who has difficult\ identif\ing classroom situations to the expert 

whose performance is fluid and responsive as the teacher¶s perceptions and actions appear 

to be remarkabl\ coordinated¶ (Calderhead and Shorrock, 1997:186). Berliner (1987) 

makes a useful distinction with regards to the notion of µexpert¶ teacher. Expert does not 

mean more experienced, it means those who have learnt from more experience. Berliner 

noted that novices are still concerned about the detail of students and classroom because 

they have not had sufficient experience to know what is or is not important to focus on and 



 
Chapter 3: Learning to teach 

50 

therefore they make haphazard choices when planning. Expert teachers, on the other hand, 

because they have developed schemata about students and classrooms and are confident in 

their ability, they can generalise and be more systematic in their planning. Furlong and 

Ma\nard (1995) criticise the notion of µnovice¶ in that no student, when they enter the 

classroom on teaching practice for the first time, is a complete novice because they all 

have prior experience as learners in classrooms to draw on. Since these experiences have 

the potential to be vastly different, some may move along the development from novice to 

expert more quickly than others. However, the terms novice and expert are, as least, useful 

as a meta-language to talk about teacher development if one takes these reservations into 

account. 

 

Furlong & Maynard (1995) conducted their own research into student teacher development 

and identified five stages in student learning: early idealism, personal survival, dealing 

with difficulties, hitting a plateau and moving on. They note that in this development 

students µdid not so much think about different things as they grew; they thought about 

things differentl\¶ (Furlong & Ma\nard, 1995: 97) and the things the\ thought about 

differently were pupils and content of activities (table 3.4). 

 

Stages in development 

Pupils viewed as Children and allies En masse, as a class, 
even as enemies 

As individuals and 
learners 

Content of 
activities viewed as Medium of control Chance to impress 

(teacher, supervisor) Vehicle for learning 

 

Table  3.4: Student teachers¶ changing perceptions of pupils and activities during their 
training 
 

Furlong & Maynard note that this movement from one stage to another is not simply linear 

and that students may demonstrate more flexible, differentiated and complex thinking in 

one situation but not in another; in other words their level of expertise in practice is context 

dependent. Among the contextual factors identified are those such as the nature of pupils¶ 

behaviour, personal beliefs and the way these interact with the school and supervisor, and 

the nature of the initial teacher education programme.  
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While no stage models for students¶ developing subject and pedagogical content 

knowledge were found in the literature, Calderhead and Shorrock (1997) do ask why 

µstudent teachers¶ understanding of subject matter and children¶s learning appear to remain 

at a superficial level throughout initial training¶ (p.208). As shown above, at the ITE stage 

students seem to focus mainly on learning to manage activities rather than on becoming 

more proficient in subject content knowledge and the pedagogy associated with it. Possible 

explanations offered by Calderhead and Shorrock (1997) are that, with the introduction of 

the National Curriculum and the increasingly sophisticated resources available to students 

(particularly with access to resources and lesson plans in the web), the need to think about 

subject matter has been partially removed with the result that managing children and 

resources becomes the focus of attention. On the other hand, it could be that µlearning 

about subject matter and the teaching and learning strategies associated with it « is an 

extremel\ demanding task «[and] such a task is onl\ likel\ to be achieved over a length\ 

period of time¶ (Calderhead & Shorrock, 1997, p. 209). The\ conclude that perhaps 

research that aims to examine teachers¶ understanding of subject and pedagogical content 

knowledge should be longitudinal and not just focus on Initial Teacher Education such as 

studies by Summers & Kruger (1988) and Bennett and Carré (1993) have done. A further 

factor not identified b\ Calderhead and Shorrock is the impact of students¶ prior 

conceptions of teaching and learning on their development during the process of learning 

to teach. 

 

3.3 SWXdenWs¶ concepWions of Weaching and learning  

 

Two studies have taken a grounded theory approach to the generation of classifications of 

students¶ conceptions of teachers and teaching. John (1996) conducted some research with 

primary PGCE student teachers in which he identified a four-fold classification of µtheories 

of teaching¶ held b\ the students. 

 

Transfer Theory ± the pupil is a container to be filled, the teacher sees content as a 
commodity to be transferred, knowledge is seen as certain, unproblematic. Knowledge is 
separate from individuals, there is a natural hierarchy and the focus is on intellectual 
development. 
 
Shaping Theory ± the pupil is inert material (e.g. clay), the teacher is a skilled 
craftsperson who µmodels / shapes¶ pupil using knowledge as a blueprint. Methods are 
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more experiential, often like following a recipe / workshop st\le. Through learning µhow¶ a 
body of knowledge is built up. 
 
Travelling Theory - knowledge is a µterrain¶ to be explored b\ pupil alongside an expert 
companion / guide (teacher), methods often use independent learning, discussion, 
simulations etc.  Knowledge is not independent of the senses and pupils are able to choose 
which route to take through the terrain. 
 
Growing Theory ± the pupil is developing personally, like a plant, with the teacher acting 
as a resource provider. Knowledge and experience is to be incorporated into the developing 
personality. Methods are experiential / spontaneous, enquiry and making sense of 
experience are important. Knowledge is socially constructed and therefore constantly open 
to change; education is lifelong and contributes to democracy. 

 
(John, 1996) 

 

In this classification it is possible to identify a more transmissive, behavioural view of 

learning in the first three theories, while the growing theory reflects a more constructivist 

view of learning. What this classification does is allow for a finer-grained distinction 

within a behavioural theory, rather than a direct comparison between behavioural and 

constructivist theories, and this is arguably a more appropriate classification to apply to 

beginning teachers than the more usual three-fold classification of behaviourist, 

constructivist and social constructivist theories. 

 

In another study Wood (2000) identified a three-fold classification of student teachers¶ 

conceptions of teaching which, while similar in some respects to the four-fold 

classification mentioned above, were then used to anal\se students¶ practice at various 

points during a PGCE year, enabling changes in conceptions to be identified and thus 

providing further insight into this factor. Towards the beginning of the PGCE course 

analysis of elicitations led to the development of the following models of teaching: 

 
A. Focuses on the agent of teaching: the emphasis is on the teacher and teaching is seen as 

imparting knowledge to students. Learning is seen as an increase in students¶ knowledge. 
 

B. Focuses on the act of teaching: the focus is on the communication process between teacher 
and students with an emphasis on learners understanding and using knowledge. 

 
C. Focuses on the object of teaching: the emphasis is on changing the way students 

understand phenomena. Here teaching is understood as preparing students to understand 
and to be aware of their own thinking and learning. This implies the teacher discovering 
what and how others think and to work pedagogically with that thinking. In this model the 
teacher is also the learner.  

 
( from Wood, 2000) 
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As the course progressed some individuals adhered to their original conception, but for the 

majority of the group (n=27) there was a shift from predominantly conceptions A + B at 

the beginning of the year, to B + C at the end of the year. The biggest shift was in the 

number who conceived teaching as C. This positive shift (as judged by the researcher) is 

conceptualised as a shift in focus from self as teacher to student learning, or µbridging the 

gap between teachers¶ knowledge and students¶ understanding¶. How the PGCE course 

enabled this shift is summarised as µthe development of theoretical tools ± variation and 

metacognition ± for improving initial teacher-education programmes¶ (Wood, 2000: 91); 

these tools enabled student teachers to explore their own conceptions and approach to 

learning and, in turn, to do the same with students in secondary classrooms. Central to this 

process was reflection and collaboration ± both of which suggest a social constructivist 

approach to learning to teach. However, the data also showed some resilience to change 

within categor\ B which µappears to be closer to the view of teaching as craft knowledge 

« and is in practice, perhaps, the one that is most easil\ observed. Quite wh\ this was the 

case is the subject for further investigation. 

 

3.3.1 Factors affecting conceptions of teaching 

 

It is fairl\ well documented that their prior experiences as learners affects students¶ 

cognitive and affective elements of µknowing¶ about subjects, teaching & learning and that 

these can act as enablers or inhibitors to learning to teach. For example, Brown et. al. 

(1999) found that students¶ experiences as pupils informed their models for teaching often 

in a negative sense, where students would aim to be different from their own teacher ± to 

make maths more enjoyable, more active, better pitched and so on. However, it was also 

noted that in the reality of the classroom, where pragmatic concerns over-rode theoretical 

ones, these students often reverted to the model apparently reviled, although now in a form 

µh\bridised b\ the intervention of other narratives¶ (Brown et. al. 1999: 310). 

 

There is also a growing awareness of the need to take these preconceptions and beliefs into 

account if learning to teach is to be effective and go beyond surface to deep learning 

(Sugrue, 1997). In critiquing the µSitting with Nellie¶ apprenticeship model and those 

approaches in ITE which seek µto supplant unarticulated tacit images of teaching b\ 
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privileging what are regarded as more scientific, and more adequately grounded research 

based versions¶ (1997: 223) Sugrue calls for the development of alternative approaches 

which µrecognise student teachers¶ and practitioners¶ embodied knowledge as an 

indispensable dimension of how the\ construct their teaching identities « while 

simultaneously recognising that the process of renewal needs to be situated much more 

criticall\ and broadl\ than a mere focus on practice¶ (ibid). Although there has been ver\ 

little research conducted into how this might be achieved, some ideas are outlined in 

chapter 4. 

 

 

 

3.4 Summary 

 

This chapter began by setting out what are considered by some to be essential knowledge 

bases for teaching. Within these bases, Turner-Bisset proposes that the Pedagogic Content 

Knowledge base underpins all other forms of knowledge required to teach effectively. If 

subject matter is taught without the knowledge of how to transform it into forms that are 

understandable to children, then the teaching will be ineffective. The chapter then goes on 

to review the literature on learning to teach, focusing on models of teaching and learning to 

teach (with their underlying principles and assumptions) and stages of development in 

students when learning to teach. The chapter concludes b\ outlining research on students¶ 

conceptions of learning and teaching and how, in the case of Wood (2000) changes in 

conceptions were evident and that a social constructivist approach to learning to teach was 

instrumental in these changes. Social constructivist approaches are those identified by Fien 

(table 2.9,  p.32) as being suited to a socially critical orientation to education. How this 

might be applied to the geography component of a PGCE Primary course is explored in the 

next chapter. 
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4 Becoming a geography teacher 

 

This chapter aims to link ideas emerging from the previous two chapters, about geography 

(subject knowledge) and about teaching and learning (pedagogy), to the process of 

becoming a teacher of primary geography within ITE. The overall aim of the chapter is to 

set out the local context within which the participants in this research were developing ± 

i.e. the geography component of the PGCE Primary course and the principles that underpin 

both the selection of content and the pedagogical approaches employed.  

 

The chapter begins by examining the evidence for whether student teachers¶ conceptions 

and beliefs can change over time and relating these ideas to the models that appear to be 

successful in supporting change. It then proposes a Transformatory Approach to learning 

and teachers¶ professional development (Askew & Carnell, 1998) as one suited to teaching 

for change, and concludes by showing how this has been applied to the PGCE geography 

programme. Inherent in this are my own conceptions of geography, and of what makes a 

µgood¶ geography teacher and the value I attach to them. It therefore seems appropriate to 

recognise my own ideological position and its potential influence on the research. This is 

important because, as the researcher and the ITT primary geography tutor I am a 

participant in the research project rather than an observer. The conceptions of geography 

and education that I hold will undoubtedly find expression ± not always explicitly ± in the 

course design, selection of content, and teaching approaches employed. The students are 

therefore experiencing µreality¶ as filtered out by the tutor who also, as researcher, provides 

a further filter when analysing the data 

 

4.1 Can conceptions and beliefs change over time? 

 
Chapter 2 suggested that primary student teachers¶ prior conceptions of geography are 

likely to be formed on the basis of their apprenticeship as pupils, and the popular 

conception held by those outside the geographical community. The research reviewed 

confirmed this showing that primary students¶ prior conceptions are narrow, and focus on 

content rather than process.  This is not a helpful conception to hold because it can 
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arguably lead to transmissive approaches and attempts to go for surface breadth rather than 

in-depth understanding. Coupled with the concern about the lack of status of geography 

and falling numbers taking it at GCSE and A level, there is the need to portray the subject 

as one in which pupils see its relevance to their own lives. The National Curriculum for 

geography has now incorporated the New Agenda (Rawling, 2001) and if primary teachers 

are going to be able to interpret these elements of the programmes of study successfully, 

their conceptions need to change. It is therefore important to consider whether there is any 

evidence that, during an Initial Teacher Education course, it is possible to change student 

teachers¶ conceptions and beliefs.  

 

Changes in conceptions of geography have been found to occur (Connor,1998) in the 

context of long courses (20 days over a year) with primary teachers in England. The 

teachers displayed an increase in subject knowledge with a corresponding increase in 

confidence in planning and teaching and that this was not only the case for geography but 

also for other curriculum areas. For some the significant change was from a conception of 

geography as book-based to geography as an enquiry-based subject. This was true whether 

the teacher had a background in, or previous competence in, the subject or not. When 

discussing factors that affected these changes, Connor notes that the application of 

pedagogical knowledge is crucial but impossible to achieve without the confidence that 

comes from subject knowledge. In other words, the two need to be developed as the same 

time. Two other important factors identified were the collaborative nature of learning on 

the course ± time and meeting with other professionals being significant ± and the status of 

geography in the teachers¶ schools. Where the status was high the teacher was more likely 

to develop, change and become a more effective teacher of geography. With the status of 

geography in the primary sector in England currently being generally low (Rawling, 2001; 

Catling, 2003b) this can be a significant problem. Indeed, due to government intervention 

in the English curriculum (DfEE, 1998b) all foundation subjects (art, D&T, geography, 

history, music and P.E.) are suffering from low status and struggling to recapture some of 

the ground achieved prior to 1998. 

 

Corney (2000) presents evidence to demonstrate that students¶ conceptions and practice 

did change during a PGCE  secondary geography course. One case study shows evidence 

of growth in already rich subject matter understanding that µmirrors general teacher 
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education literature « which suggests that subject matter understanding grows through the 

process of thinking about it for teaching¶ (Corney, 2000:321). This same student, unlike 

the other two whose case studies are reported, showed significant changes in his subject 

orientation. What Corney does not appear to acknowledge in his explanation of this is the 

effect of the researcher in influencing the lack of change in the other two students, which 

could be because their conceptions at the beginning of the year were more aligned to the 

researcher¶s own conception than the student whose conception changed significantly. 

Corney reports that all three students showed some signs of growth in their pedagogical 

conceptions ± contrary to what has been reported in some of the other literature. He 

stresses reflection as a key element in this process, but does not expand on what type of 

reflection this is. A possible pedagogy for this is suggested, namely the active involvement 

of student teachers, use of constructivist approaches by tutors, collaborative learning in the 

university and school-based elements of the course, and that school mentors need training 

to enable them to do this more explicitly. In a primary, non-specialist course the 

constructivist and collaborative learning approaches are particularly relevant, since 

primary school mentors are usually generalists rather than specialists. 

 

Corney¶s report concludes by suggesting that µstudent teachers should be given 

opportunities to become explicitly aware of their pre-conceptions and their reasons for 

holding these, and then to consider other interpretations of geography and pedagogy¶ 

including those of their peers (2000: 322). He also makes a helpful distinction between 

expert and novice geographers and expert and novice teachers. In his research these were 

students on a secondary PGCE course who could therefore be characterised as expert 

geographers but novice teachers. In this respect they were coping with a transition from 

expert geographer to novice teacher in which their subject knowledge, for a while, was not 

helpful. In this research students are (in the main) both novice geographers and novice 

teachers which may make the transition easier, although lack of confidence and knowledge 

in the subject may act as a counterbalance to this.  

 

Leat (1996, 1998), on the other hand, finds little evidence of change in conception of 

geography over a PGCE secondary course. Where there is change it tends to be in 

conceptions of teaching and learning rather than the subject. In a paper on critical 

reflection and cognitive and attitudinal change among student teachers Leat et. al. (1997) 
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discuss dissonance and self-concept theories and put these forward as possible 

explanations for the lack of change. So, for example, if there is dissonance between a 

student teacher¶s conception of him/herself as an interactive, stimulating teacher and the 

feedback received from pupils, other mechanisms step in to protect the self-concept: 

 

... there are many alternative routes that an individual may take that avoid cognitive 
change, and « frequently these are the preferred routes. So « the events that lead to 
dissonance may be reinterpreted by the individual, so that the dissonance is attributed to a 
different external cause that the individual has no control over and thus cannot be 
responsible for. (Leat et. al. 1997:15). 

 

This would point towards the need, as suggested by Corney, to help students become 

aware of their conceptions and beliefs in a more realistic way, focusing on what their 

practice is, but not losing sight of what they would ideally like their practice to become, 

and giving tutorial support for how to move from one to the other.  

 

Tillema & Knoll (1997) describe a project that aimed to promote teacher learning through 

conceptual change: µthe pre-existing beliefs of student teachers [were used] as a starting 

point for their active enquiry into relevant educational knowledge bases for teaching¶ 

(Tillema & Knoll, 1997: 597). In their research the conceptual change programme was 

compared with a direct instruction programme. The results showed that while the teaching 

performance of those on the conceptual change programme improved, there was no 

knowledge gain or change in belief or reflectivity of students on either programme. This 

was contrary to expectations and explanations offered included the programme not being 

long enough to generate belief change, and the conceptual change programme delivery not 

being strong or intense enough to change beliefs. An explanation for the improvement in 

the teaching of those on the conceptual change programme (which seemed to baffle the 

authors) could be because the students were, through the process of making their 

conceptions explicit, enabled to operationalise them. The study is of interest to this 

research because the length of time of the primary geography programme is 14 hours over 

10 weeks. It has been designed  to incorporate raising students¶ awareness of their beliefs 

and conceptions within an alternative construction model of learning, but it may be that 

this is not sufficient time for change to take place. 
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To sum up, the research points to the following factors being important if ITE is to effect 

changes in conceptions and beliefs: 

 

x The status of the subject in partnership schools needs to be high 

x Subject knowledge needs to be transformed through an explicit process of 

thinking about it for teaching (subject and pedagogical knowledge need to be 

developed together) 

x Students need to be explicitly aware of their conceptions of subject and 

pedagogy and why they hold them 

x Programmes need to be either spread over a sufficient period of time, or use 

approaches that are strong or intense enough to enable students to change beliefs 

 

4.2 A transformatory approach to learning to become a geography 

teacher. 

 

The impact of different educational ideologies on how knowledge is conceptualised and 

the implications for learning and the teacher and learner roles was outlined in chapter 2 

(table 2.8). My own view was outlined in section 2.2.2.1, where I argued for a socially 

critical approach to geographical education which incorporates the New Agenda of 

sustainable development and global citizenship. In this respect I believe that, in terms of 

the geographical persuasions outlined in appendix 3, both environmental and 

humanistic/welfare persuasions allow for, although do not require, a socially critical 

perspective, but the scientific/descriptive-rich one does not (for a fuller discussion of this 

view see Martin, 2004). Previous research (Martin, 1997; Catling, 2003a) shows that the 

majority of primary students hold an image of geography that is similar to the 

scientific/descriptive-rich persuasion. I therefore believe that it is important for the 

geography component of the PGCE primary course to develop a curriculum and pedagogy 

that enables students to develop an environmental and a humanistic/welfare dimension to 

their geographical conception. 

 

Theoretically the implications of this and the research into students¶ changing conceptions 

are the need to recognise the context of experience that has constituted individual student¶s 
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knowledge while at the same time µfostering new and creative approaches to teaching 

«[the subject]¶ (Klein, 2001: 264). One might consider whether, if students¶ 

preconceptions and beliefs are not examined when there is the opportunity to do so, they 

might enter the professions with conceptions and beliefs that are less than helpful and that 

then become ingrained in practice and subsequently far harder to change. For example, 

Brown et. al (1999) in a study of student teachers¶ understanding of mathematics teaching 

shows that if a student teacher¶s transition from scholar to practitioner is to be successful it 

must, for most,  

 

 « involve a considerable degree of µunlearning¶ and discarding of mathematical baggage 
« Lack of attention to this potential impediment may help to account for why teacher 
education is often such a weak intervention ± why teachers « are most likely to teach 
math just as they were taught. (Brown et. al. 1999: 301). 

 

However, the importance of the tutor¶s conceptions as an influence should not be ignored 

as illustrated by Klein (2001) who describes how she thought she had been modelling 

collaborative, discovery and problem-solving approaches that students would enjoy and 

wish to replicate in their own teaching. When it became evident that students were not 

replicating these approaches she reflected, over a number of years, on why this might be 

the case and drew the conclusion that, if her practice ignored the power-knowledge 

relationship then students¶ experiences of investigative approaches would be µseverely 

limited¶. Despite her best efforts it seems as though, unconsciously, messages about the 

nature of knowledge (and where the power to create knowledge lies) disempowered the 

students.  

 

µAnalysing my actions now I can see how teachers, like myself, µact¶ according to their 
µknowing¶ (as constituted subjectivity) about subject knowledge and how learning 
happens¶ and her explanation for this is that µI was blind to the White, middle-class 
European appropriation of the µreal world¶ in the way I spoke in lectures and tutorials and 
the Anglo-European genesis of journal writing as a means of making sense of experience¶ 
(Klein, 2001:262).  

 

In other words, the socio-cultural element of knowledge construction was not explicitly 

acknowledged ± students might be invited to construct their own meanings, but the 

curriculum, pedagogical approaches and assessment criteria were determined by the tutor.  
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Roth (2001) also questions the power-knowledge relationship as it exists in the dominant 

paradigm evident in the Canadian education system. He critiques the µauthentic school 

science¶ paradigm on the basis that: 

 

µenculturating students to a particular world-view (and the associated knowledge and 
knowledge representations) without also reflecting on the epistemology involved appears 
to be more akin to indoctrination than to democratic education¶ « secondly, why should 
the scientists¶ image of science be the one we want students to experience rather than µthe 
science of naturalists, community activists, environmental activists, organic gardeners and 
so forth¶? (Roth, 2001: 20) 
 

It is possible to see how, in the English context where both the school and ITT curriculum 

is largely determined externally, this creates an even greater challenge. On the one hand 

teacher educators are encouraged (Brown, 1999; Corney, 2000) to use constructivist 

approaches to knowledge transformation, while on the other hand others (Klein, 2001; 

Roth, 2001) raise the question of whose knowledge should be offered as an alternative. If 

both these are taken into account it reinforces the idea that we need to be explicitly aware 

not only of our conceptions of subjects and pedagogy, but also of epistemology and 

educational ideologies. It also suggests that an alternative to constructivist approaches 

might be required. Roth argues for a social constructivist approach which allows students 

µto participate in open and democratic debates in which a diversity of world-views are 

negotiated rather than subject to particular epistemologies¶ and that this µcan be addressed 

by including a µradical doubt¶ towards the pre-constructed concepts and common sense 

that always and already permeate any discipline¶ (Roth, 2001: 21). Thus it is possible to 

incorporate a prescribed curriculum, but to do so in a way that raises students¶ critical 

awareness of how such a curriculum was created, which geographical paradigms are 

evident and which are not, and as a result to question and debate about the dominant 

paradigms both geographically and educationally. In this sense I think my approach is 

deliberately transformatory. 

 

Askew & Carnell (1998) propose a µtransformatory approach to learning and teachers¶ 

professional development¶ in which transformatory means learning that leads to change in 

individuals, groups, organisations and society. They acknowledge the influence of Friere¶s 

liberatory education and feminist pedagogy, both of which have a view that consciousness 

contains a critical capacity that allows us to transcend the dominant discourse. Briefly, they 

describe how a transformatory approach to learning µembodies principles which include: 
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meta-learning « holistic learning « self-actualisation « and collaborative learning 

contexts¶ (Askew & Carnell, 1998:153) where explicitness and subjectivity are clearly 

valued. In relation to these principles, they suggest that it is the interconnection of 

understanding on three levels ± personal, theoretical and practical ± that creates such a 

powerful base for teachers¶ professional development. The focus for learning is not the 

substantive areas of the curriculum, but the learner, the learning context and the learning 

process and the key values that underpin this approach are equality and justice.  

 

In the context of working with PGCE students, John (1996) suggests a number of strategies 

which can support a transformatory approach to ITE, three of which seem particularly 

pertinent here: 

 

1. Students can be µliberalised¶ by ensuring an open learning environment µwhere 

values, feelings, beliefs, ideas and practices are presented, explored, examined and 

evaluated in an open, relaxed and constructive manner¶ (p. 102) 

 

2. Tutors need to encourage students to rethink their basic understandings of their 

subject and the pedagogy which supports it. µKnowing and understanding a subject 

in the academic sense is « very different from understanding it in a pedagogical 

sense¶ (p. 102). We need to help students to make the transition to pedagogical 

thinking.  

 

3. µProspective teachers can be helped to reconfigure their existing beliefs if they are 

presented with a variety of alternative models¶ (p. 104). This µmodelling¶ of 

practice can help them see things from the perspective of learner. Modelling needs 

to reflect beliefs of the tutor and this should be done explicitly in order for students 

to see value of reflecting on practice in this way. 

 

The proposal is therefore that a transformatory approach to ITE is most appropriate if the 

goal is to expand and elaborate student teachers' conceptions and beliefs. The following 

section shows how this was applied to the geography component of the PGCE Primary 

course at my HEI in 1999-2000. 
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4.3 A curriculum for becoming a primary geography teacher.  

 

In her knowledge bases for teaching Turner-Bisset, (2001) identifies three bases that relate 

to subject knowledge: 

 

1. Substantive knowledge is the substance of the discipline: the facts and concepts of 

a subject and the frameworks used to organise these facts and concepts. In terms of 

teaching it relates to the question µwhat am I going to teach, or what would I like 

the children to learn?¶ 

 

2. Syntactic knowledge concerns the ways in which the substantive knowledge is 

generated and established. In academic terms this might be new knowledge, or new 

ways of organising established knowledge. In teaching this relates to the question 

µhow am I going to teach it?¶ 

 

3. Beliefs about the subject are also influential as they influence one¶s understanding, 

or lack of understanding, of the substantive and syntactic aspects of knowledge as 

well as the values placed on what and how subject knowledge might be taught. 

Beliefs help one answer µwhy am I going to teach it, and why in this way? 

 

The ways in which these three knowledge bases inter-relate can be illustrated by looking at 

the geographical persuasions of scientific/descriptive-rich, on the one hand, and 

environmental and humanistic/welfare on the other.  

 

The substantive knowledge emphasised by the descriptive-rich or scientific geographers is 

a breadth and depth of knowledge about the world and the way in which it works. Key 

concepts or organising frameworks would be those of spatial pattern and scale, the 

processes of change, cause and effect, and comparisons within and between these. The 

syntactic knowledge emphasised would be that of scientific investigation,  focusing on 

skills such as observation, careful & quantifiable measurements, data manipulation and 

analysis. The pedagogy required to teach this conception of geography effectively is 

arguably one in which the teacher is expert, the holder of knowledge that has to be passed 

on to the novice pupils. A range of teaching approaches might be used to make learning 
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enjoyable, such as role play, simulations, and fieldwork but the teacher will be in control 

of the knowledge; the predominant teaching approach might be characterised as µdelivery¶ 

and be akin to Fien¶s (1993) neo-classical / vocational ideology. Knowledge is 

unproblematic, µconceived to have an objective reality without reference to a µknower¶¶ 

(Posch & Rauch, 1998) and has supremacy over values and attitudes, which are 

downplayed. 

 

The substantive knowledge emphasised by radical/welfare or environmental geographers 

would be the knowledge to inform issues such as social and economic inequality or 

environmental degradation respectively. While the content for each might be different, the 

organising frameworks would be similar. Like the scientific persuasion, concepts of spatial 

pattern, scale, change, cause and effect would continue to be relevant, but to these might be 

added the concepts of power and control, social justice, interdependence and sustainable 

development. The syntactic knowledge for both persuasions would be one of geographical 

enquiry that would incorporate critical thinking skills and the skills required for taking 

action. The pedagogy required to teach this conception of geography effectively is akin to 

Fien¶s socially critical ideology. Knowledge is uncertain, problematic, open to 

interpretation, constantly open to change and µconceived as a construct, actively made by 

each learner as he/she revises a conceptual map he/she uses to interpret the world¶ (Posch 

& Rauch, 1998). 

 

As already mentioned, I believe the second scenario is the one to adopt if education is to 

equip children to actively engage in working for a more just and sustainable future for all. 

What does this mean, in detail, for the substantive and syntactic knowledge that might be 

appropriate for the curriculum of the geography component of a PGCE Primary course, 

and does the Geography National Curriculum (DfEE/QCA 1999) offer sufficient scope for 

such a curriculum?  

 

Chapter 2, Tables 2.4 and 2.8 showed how the Geography National Curriculum 2000 has 

elements that reflect a number of geographical paradigms and educational ideologies. This 

is aptly demonstrated in the µImportance of Geography¶ statement placed just before the 

programmes of study. It states that geography: 
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x Provokes and answers questions about the natural and human worlds, at different scales 
x Develops knowledge of places and environments throughout the world, an understanding 

of maps and a range of investigative and problem-solving skills both inside and outside the 
classroom  

x Prepares pupils for adult life and employment 
x Is an important link between the natural and social sciences 
x Is a focus within the curriculum for understanding and resolving issues about the 

environment and sustainable development 
 

These elements have similarities with the descriptive-rich, scientific, and aspects of the 

environmental persuasions and could be said to require both neo-classical/vocational, and 

liberal-progressive pedagogies. However, it also states that geography:  

 

x Provokes and answers questions about the world, using different scales of enquiry to view 
them from different perspectives 

x Studies different societies and cultures and helps pupils realise how nations rely on each 
other 

x Can inspire pupils to think about their own place in the world, their values, rights and 
responsibilities to other people and the environment 

 

(DfEE/QCA, 1999: 14) 

 

which seems to reflect the radical-welfare paradigm and arguably require a socially critical 

pedagogy. It is possible, therefore, to see how the subject could be interpreted from a 

number of ideological positions.  

 

The challenge for the geography component of the PGCE course is therefore to raise 

students¶ awareness of their conceptions and preconceptions, on the one hand, and broaden 

their view of the subject to incorporate alternative conceptions on the other. The way in 

which this was applied to the geography component (appendix 4) is best summed up by the 

following extract from the course programme: 

 
³The Geography component aims to develop students¶ deep, flexible knowledge of 
geography in order to enhance their capacity to plan, question and asses pupils¶ 
geographical knowledge, understanding and skills.  Within a primary setting this will mean 
developing an understanding of the distinctive features of geography as well as an 
awareness of common ground it has with other subjects. 
 
The nature and scope of geography ranges from elements which combine with the arts on 
one hand to those that combine with the sciences on the other. The National Curriculum for 
Geography  (DfEE/QCA 1999) represents a view of geography that focuses largely on 
developing a sense of place and considering physical, human and environmental elements 
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that contribute to the character of places.  Within the confines of the time available, the 
course has been designed to reflect both the breadth of scope of the subject as well as the 
nature of NC geography in such a way as one complements the other. It also aims to reflect 
a view of geography as a dynamic subject in which geographers are engaged in a process 
which attempts to understand the world we live in - there is therefore an emphasis on 
active learning through geographical enquiry. 
 
Children, students, teachers and geographers are all learners of geography. The ideas we 
each construct about the world will differ according to previous experience and may be 
alternative to standard geographic accounts. Accordingly, the course promotes a 
challenging yet supportive learning culture in which personal meanings can be 
acknowledged and evaluated openly. (PGCE Primary Geography Component Programme, 
1999-2000). 

 

While the framework for the geography component broadly takes a place focus as the 

heading for each session, the approaches taken within the sessions were selected to 

develop students¶ own subject knowledge at the same time as their pedagogical content 

knowledge. In terms of Leat et. al¶s (1997) richer schemata, a number of organising 

frameworks were used explicitly with the students, as a means of encouraging them to 

conceptualise the subject matter in alternative ways. The substantive organising 

frameworks included the NC headings for the geography programme of study (DfEE/QCA 

1999, appendix 5) the key concepts, values and attitudes for global citizenship (OXFAM, 

1997, appendix 6), key geographical concepts (adapted from Leat, 1998, appendix 7) and 

the Development Compass Rose (Birmingham DEC, 2000, appendix 8). 

 

The syntactic frameworks used are based predominantly on the enquiry process (NCC, 

1993, appendix 9). As outlined by Roberts (1996, appendix 10) there are a number of 

approaches to enquiry which relate to the balance of control between teacher and learner, 

and that all effective enquiries have a values component. The enquiry approach also 

recognises that information sources represent partial, biased, perspectives which are open 

to question. Therefore when interpreting sources there is a need to develop pupils¶ skills of 

weighing up the evidence and reaching conclusions on the basis of this evidence. For this 

reason, critical thinking skills frameworks such as those for global citizenship (OXFAM, 

1997, appendix 6) were also used.  

 

In addition to these substantive and syntactic frameworks, some generic pedagogical 

frameworks that would help the students to view their subject from the base of teacher 
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were also used. The intention is that students would be able to use a combination of all 

three when working from the base of geography teacher. 

 

In common with other PGCE Primary courses in England, pedagogical knowledge is 

developed through a separate, central programme (called Pedagogy and Management at 

my HEI) that covers all generic aspects. It is the role of the subject components to apply 

these generic aspects in ways that are appropriate for the subject. In the geography 

component outlined the pedagogical frameworks used were the key elements of learning 

(DES 1985, appendix 11), and Bloom¶s Taxonomy for the cognitive domain (appendix 12) 

 

The key elements of learning are used as a means of reorganising the geography 

curriculum in such a way that is useful to teachers when: 

 

x Planning to ensure a balance of learning objectives across all four key elements 

x Considering which teaching approach is most appropriate according to the type 

of learning to be developed 

 

Bloom¶s Taxonomy is helpful when planning for different kinds of cognitive processes and 

how to help children move from lower order, to higher order thinking. It is a useful 

organising framework for both short and medium term planning as well as for scaffolding 

children¶s learning through, for example, teacher questioning. It is the way in which these 

frameworks are used in conjunction with the geographical frameworks that then make the 

Pedagogical Content Knowledge explicit  - in other words, µhow to represent subject 

matter in forms most germane to its teachability¶ (Shulman, 1987). It is also the intention 

that, as Corney (2000) identified, students¶ subject knowledge will grow through the 

process of thinking about it for teaching. 

 

4.4 Summary 

 

This chapter has related conceptions about geographical education to those about pedagogy 

and considered the implications for the PGCE geography component that provides the 

context for this research. It was proposed that a conception of geography that incorporates 
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environmental and humanistic/welfare persuasions would be appropriate for a curriculum 

that aims to develop pupils as global citizens who will be able to contribute towards a 

sustainable future. Previous research has noted that many primary ITE students do not hold 

conceptions that incorporate these persuasions and that their conceptions are often limited 

to a scientific / descriptive-rich view of geography. As a result the PGCE geography 

component needs to develop approaches that will enable students to expand and elaborate 

their conceptions and their underlying assumptions and beliefs about geographical 

education. 

 

The evidence presented in section 4.1 suggests that it is possible to change students¶ 

conceptions and beliefs if constructivist and social constructivist pedagogies are employed. 

Section 4.2  then describes a µTransformatory Approach¶ to teacher development which 

uses these pedagogies but that goes further to actively promote change by making 

connections between understanding on three levels ± personal, theoretical and practical. 

The PGCE geography programme therefore has a substantive focus that not only mirrors 

the National Curriculum, but also provides environmental and humanistic/welfare 

perspectives on this content. The substantive and syntactic organising frameworks are 

therefore also drawn from Citizenship and Development Education.  These frameworks are 

all used explicitly with the students, and constantly related to their own personal 

experiences and, where possible, the practical experiences they have in school. To 

facilitate these connections students are encouraged to ask themselves three questions 

when thinking about the subject for teaching: what am I going to teach, how am I going to 

teach it and why am I going to teach it and in this way?  As they progress, and confidence 

grows, the focus of their attention (see chapter 3 section 3.2.2) will begin to move from 

teaching and managing to children and learning and these questions can become: what do 

the children need to learn, how might they best learn it, why do they need to learn it and in 

this way? In this respect the geography programme takes a transformatory approach at two 

levels: for the students at their own level of understanding the subject, and for them at the 

level of transforming the subject into forms suitable for teaching. 
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5 Methodology 

 

This chapter aims to set out the rationale for the methodological approach taken for this 

research and to discuss in detail the research tools that were chosen, why they were 

chosen, and how issues such as reliability and validity were taken into consideration. 

There is an ongoing debate about the nature and purpose of educational research and the 

methodologies that are therefore perceived as being appropriate (BERA, 2003). Cohen and 

Manion (1994), in their introduction to research methods in education, use a table which 

has been elaborated on here, and which helped to inform some of the early thinking upon 

which the research project was built. 

 

The subjectivist approach to social 
science 

Areas about which 
assumptions are 
made 

The objectivist approach to social 
science 

Nominalism: there is no external 
µrealit\¶ that is independent of the 
µknower¶ 

Ontology 
Realism: Objects have an 
independent existence; reality is of 
an objective nature. 

Anti-positivism: Knowledge is 
personal, subjective, and unique to 
the individual 

Epistemology 
Positivism: Knowledge is hard, 
objective and tangible 

Voluntarism: Human beings are 
creators of their environments, 
beings of µfree will¶ able to control 
rather than be controlled 

Human Nature 

Determinism: Human beings are 
products of their environments, 
conditioned by external 
circumstances 

Idiographic: see the social world as 
being personal and humanly created, 
recognises the subjective experience 
of individuals, seeks to understand 
the way in the which an individual 
creates, modifies and interprets the 
world in which s/he finds herself 

Methodology 

Nomothetic: treats the social world 
like the natural world ± it is hard, 
real and external to the individual. 
Scientific methods of e.g. surveys, 
experiments etc. are used 

 

Table 5.1: A scheme for analysing assumptions made about the nature of social science 
(adapted from Cohen & Manion, 1994: 9: after Burrell & Morgan, 1979) 
 

Table 5.1 deliberately presents a binary view, showing assumptions made at either end of 

the scale from subjective to objective, which can be seen as a continuum along which 

social scientists can place themselves. A belief in a subjective view of social science 

would lead to an interpretive, qualitative research paradigm, whereas a belief in an 

objective view of social science would lead to a normative, quantitative research paradigm 
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(Cohen & Manion, 1994). Denzin and Lincoln, in a discussion about the distinction 

between qualitative and quantitative research discuss how  

 
« both perspectives are shaped by the positivist and postpositivist traditions in the 
ph\sical and social sciences. « In the positivist version it is contended that there is a 
reality out there to be studied, captured, and understood, whereas postpositivists argue that 
reality can never be fully apprehended, only approximated. (Denzin & Lincoln, 1998: 8-9). 

 

When selecting the methodology appropriate for any research project the relationship 

between the researcher and the object of the research needs to be openly discussed 

because, as stated b\ Somekh (2000): µresearchers bring to the process of enquir\ their 

own prior knowledge, values and beliefs, and « these, as much as an\ other research data, 

construct their research outcomes¶. The discourse of the research paradigm therefore 

determines µwhat ³counts´ as knowledge, and how we decide that knowledge is 

sufficientl\ trustworth\ for us to act on it¶. (Somekh, 2000:119). As Den]in & Lincoln 

(1998: 23) point out,  

 
The gendered, multiculturally situated researcher approaches the world with a set of ideas, 
a framework (theory, ontology) that specifies a set of questions (epistemology) that are 
then examined (methodolog\, anal\sis) in specific wa\s¶ « µEver\ researcher speaks from 
within a distinct interpretive community, which configures, in its special way, the 
multicultural, gendered components of the research act. (ibid.) 

 

In the context of this research project, identification of my own ideas which have led to the 

generation of the research questions is all the more important because I have the dual role 

of researcher and tutor.  

 

The aims of this research have their root in previous research (Martin, 1997, 2000) and the 

literature reviewed in chapters 2-4. In brief, the research I conducted at masters level 

(Martin, 1997) was based on Kell\¶s Personal Construct Theor\ (Kell\, 1955). The theor\ 

of PCP, developed by George Kelly, is one of constructive alternativism. That is, there is a 

realit\ and therefore there are such things as µfacts¶, but all facts are subject to alternative 

constructions. Each person puts his or her own interpretation on what s/he sees and these 

interpretations are anchored in µantecedents and consequents¶ (Kell\, 1970). The 

application of PCP uses techniques that help others to gain an insight into what sense each 

makes of their world and what their construct systems are with a view to helping them 
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change (for further detail on Kell\¶s theor\ see appendix 13).  At its heart this research is 

therefore about µunderstanding the internal d\namics of learning¶ (Claxton et. al., 1996:6). 

The learners are student teachers and the aim is to begin to understand how they construe 

the world of primary geography, the process they go through as they learn from a PGCE 

course and their first year of teaching, the factors that affect this and the impact on their 

development as teachers of primary geography. Among the many factors affecting this 

development that it is possible to investigate, this project focuses on students¶ professional 

knowledge ± that is, their conceptions of geography, knowledge and pedagogy.  

 

This study is therefore descriptive and explanatory in nature, and seeks to generate rather 

than confirm theory. In this respect it is idiographic (focusing on a particular case and the 

unique traits or functioning of individuals within that case) and naturalistic. It seeks to 

describe and offer tentative explanations for things as the\ appear in that /moment in time¶ 

(therefore describing the context is as important as describing students¶ conceptions), 

seeks a range of perspectives (both in the field and from the literature), and through 

interpretation aims to identify patterns that may offer useful insight applicable to future 

practice. The most appropriate strategy to use therefore seems to be that of the case study 

and the most appropriate method of data analysis that of grounded theory (e.g. Strauss & 

Corbin, 1998). 

 

 

The following sections will begin by discussing case study and grounded theory and their 

effects on the research process in general, and the impact on the design of this research 

project in particular. The tools used for gathering and analysing data will then be 

discussed, making reference to issues such as ethics, reliability and validity where 

appropriate. 

 

5.1 Case Study Research 

 

Yin (1994) suggests that the research question itself will determine whether case study is 

an appropriate strateg\ to use. According to Yin¶s anal\sis of research strategies (1994: 3-

9) case study is appropriate for this research because the question seeks to identify what 
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students¶ conceptions of geograph\, pedagog\ and knowledge are, how students develop 

as teachers of primary geography over time, and, through the grounded theory approach to 

analysis, to offer some explanations for why that might be the case. How and why 

questions can also be investigated using experiments or histories, but this project is not 

about exercising control over behavioural events (experiments) or about historical events. 

It seeks to offer description and explanation for contemporary events. Having established 

that case study is an appropriate strategy, three questions then need answering: how do you 

define the case, how do you determine what data are relevant to be collected and what 

should be done with the data once collected?  

 

The t\pe of case stud\ chosen here is an instrumental stud\ in which µa particular case is 

examined to provide insight into an issue¶ (Stake, 1998:88). Writers on case stud\ research 

emphasise (Yin, 1994; Roberts, 1996a; Stake, 1998) the importance of clearly identifying 

and bounding the particular case from the outset. In this particular instance the boundaries 

are: 

 

1. The PGCE Primary cohort at my HEI 

2. A focus on students¶ development as teachers of primar\ geograph\ 

3. The context of the period of 1999-2001, the English ITT and National 

Curricula, the design of the primary PGCE course at my HEI, and the 

geography component within it 

4. My own interests (as discussed in previous chapters and provided by the 

focus of the research title) 

5. Constraints such as 14 hours taught time for the geography component and 

the opportunity (or lack of) to teach geography during block school 

experiences (which will be discussed further as appropriate) 

 

In this respect the unit itself ± a primary PGCE cohort of 79 students ± was relatively 

simple to identify. The question then arises of what data to collect that will be relevant to 

the issue under investigation. The research focus itself, and the questions posed on page 8 

of this thesis, identify the need to elicit students¶ conceptions of geograph\, pedagog\ and 

knowledge before and after the geography component of the PGCE course (see 5.3 and 

then chapter 6 for detail of data collection tools). However, it was not feasible to focus in 
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depth on the relationship between these conceptions and students¶ development as teachers 

of primary geography for the whole cohort and so the decision was taken, at the design 

stage, to select a smaller group that would be representative of the cohort from which to 

gather data over a period of time. As representatives of the cohort they have the potential 

to support better theorising about beginning teacher development in the field of primary 

geography in the context of my own institution, but not of PGCE Primary courses in 

England as a whole. The advantage of collecting, presenting and analysing individual 

students¶ data is that one can learn from both the individual example and from wa\s in 

which it is similar to or different from another example. However, Stake warns that 

µdamage occurs when the commitment to generalise or create theory runs so strong that the 

researcher¶s attention is drawn awa\ from the features important for understanding the 

case itself¶ (Stake, 1998: 91), something that is discussed in relation to the approach to 

data analysis described below. 

 

Both Yin and Stake also see the purpose of an instrumental case study to be to test and 

refine previous theor\. Yin goes further to suggest that  µtheor\ development as part of the 

design phase is essential, whether the ensuing case stud\¶s purpose is to develop or to test 

theor\¶ (Yin, 1994:27) and that grounded theor\ is therefore inappropriate as an approach 

to anal\sing the data because it µt\picall\ « avoids specif\ing an\ theoretical propositions 

at the outset of the enquir\¶ (ibid). This initiall\ caused a problem for me because the data 

did not seem to match some of the theoretical frameworks that had been identified during 

the preliminary stages of developing the research proposal and design. I was keen to let the 

data speak for themselves and grounded theory was the most obvious tool to use for this 

purpose. However, some proponents of grounded theory (Strauss & Corbin, 1998; 

Lankshear & Knobel, 2004) do allow for grounded research to be informed by ideas and 

concepts from previous research if they are relevant to the current focus and do not 

become privileged during the data analysis. The research question, as discussed in the 

introduction, grew out of my own previous research (Martin, 1997) as a result of which I 

developed some personal theories about the relationship between PGCE students¶ 

conceptions, their prior experiences and their development as teachers of primary 

geography. It did not seem appropriate to ignore this or research reviewed in the literature 

but, as will be discussed under 5.2 below, I would need to consider its role during the data 

analysis very carefully. 
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5.2 Grounded Theory 
 

µEver\ investigation should start with a general anal\tical strateg\ ± yielding priorities for 
what to anal\se and wh\¶. (Yin, 1994:102) 

 

There are many approaches to analysing case study data but, as Yin acknowledges, this 

aspect is one of the least developed and difficult of case study research.  Yin (1994) goes 

on to describe how, if the case study relies on theoretical propositions, the common 

elements that need to be present in the analysis are pattern-matching, explanation-building, 

time-series analysis and program logic models. Yin has been criticised for his adherence to 

the use of previous theory and conceptual frameworks in the analytical process (Fetterman, 

1998; Lankshear & Knobel, 2004). For example, Fetterman (1989 cited by Lankshear & 

Knobel, 2004) takes a difference stance on identifying patterns during analysis. Lankshear 

& Knobel describe how Fetterman µemphasises the process of patterns emerging from the 

data itself¶ (305) suggesting that a grounded approach is appropriate. I therefore decided to 

use grounded theory as my analytical tool because it seemed to offer the possibility of not 

only including the perspectives and voices of the participants but also µassum[ing] the 

further responsibilit\ of interpreting what is observed, heard or read¶ (Strauss & Corbin, 

1998: 160). In other words, to develop concepts and theor\ that emphasised the students¶ 

perspectives rather than concepts from previous studies.  

 

Grounded theor\ consists of µplausible relationships between concepts and sets of 

concepts¶ (Strauss & Corbin, 1998:168). Strauss & Corbin refer to production of theor\ 

that is ³conceptuall\ dense´ in the sense that it has man\ conceptual relationships (i.e. is 

complex). Grounded theory researchers are therefore interested in patterns of action and 

interaction between and among various types of social units (i.e. actors). While this 

necessarily involves studying individuals, the aim is not to create theory about these 

individual actors but rather to make comparisons between them and look for changes in 

patterns of action and in the relationship between these and changes of conditions either 

internal or external to the process itself. By taking account of the conditions within which 

these changes occur, it is possible to claim µpredictabilit\ « in the limited sense that if 

elsewhere approximately similar conditions obtain, then approximately similar 

consequences should occur.¶ (Strauss & Corbin, 1998:169). Important aspects of grounded 

theory are that the theories are always traceable to the data that give rise to them; the 
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theories are very fluid because they embrace the interaction of multiple actors and 

emphasise temporality and process; and each new situation is evaluated to see if it fits, 

how it might fit, and how it might not fit (ibid). In addition, grounded theory strives for 

verification of hypotheses (statements of relationships between concepts) throughout the 

course of the project and, in the interpretation, there is a need to identif\ µthe conditional 

features for each level [national through to individual] that pertain to the chosen area of 

investigation¶ (Strauss and Corbin, 1998:162).  

 

To sum up, the central features of grounded theory are: 

 

x The grounding of theory upon the data through data-theory interplay 
x The making of constant comparisons 
x The asking of theoretically oriented questions 
x Theoretical coding 
x The development of theory 

(Strauss & Corbin, 1998:179) 

 

The approach to coding in this case was Lankshear and Knobel describe as µopen coding¶ 

 

5.3 Methods of data collection and analysis 

 

When making choices about methods of data gathering I was aware of the need to select 

those that would best enable students¶ embedded knowledge to be articulated. Calderhead 

(1996) offers some useful thoughts on this.  

 
µThe exploration of teachers¶ cognitions has led to the development of a range of 
innovative methods for collecting evidence about teaching. Observation alone is of limited 
value, for the cognitive acts under investigation are normally covert and beyond immediate 
access to the researcher. Therefore methods of eliciting the knowledge, beliefs, and 
thinking of teachers have frequently borrowed from the fields of cognitive psychology, 
human problem solving, social anthropolog\, and the humanities.¶ (Calderhead, 
1996:711). 

 

Calderhead outlines 5 categories of methods that have been used for elicitation: 

simulations, commentaries, concept mapping & repertory grid, ethnography & case 

studies, narratives. As already discussed, within my main choice of case study I decided to 

use concept mapping as a key elicitation tool because it has been shown to be a useful 
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technique in personal construct psychology.  However, interpretive research emphasises 

the importance of accessing the participants¶ voices so in-depth interviews were conducted 

with a small sample of students using the concept maps and classroom observations as a 

stimulus for discussion. These stimulated recall interviews (Calderhead, 1987a) were 

designed to enable the participants to articulate their own interpretations and perspectives 

on their concept map and teaching practice. Grounded theor\ then µrequires that those 

interpretations and perspectives become incorporated into [the researcher¶s] interpretations 

(conceptualisations)¶ (p. 172).  

 

Due to the iterative process of data gathering and analysis, there was a recognition of the 

need to be flexible in the research process ± the use and design of specific research tools 

and the order in which they were used. A number of changes were therefore made to the 

original proposal as the project progressed. Justification for this comes from Calderhead 

and Shorrock whose own research design was influenced b\ Miles and Huberman¶s 

µconception of qualitative research as an interactive and iterative process in which data is 

collected in response to some initial questions; these data are then reduced and interpreted, 

and in doing so further, often more specific questions, or questions concerning verification 

are generated which in turn guide subsequent data collection and anal\sis.¶ (Calderhead & 

Shorrock, 1997:25) A summary of the research design and its relationship to the M.A. 

study and pilot project is shown in table 5.2 which also attempts to show the iterative 

process of analysis and constant theory-data interplay mentioned by Strauss and Corbin 

(1998). The process follows a similar pattern to that described by Calderhead and Shorrock 

which allows for a preliminary analysis after each phase of the data collection to generate 

initial conceptual codes which helps to direct further stages of the enquiry. In this instance, 

analysis of the concept maps and accounts of teaching and learning generated codes that 

influenced the questions asked in the stimulated recall interviews, and initial analysis of 

stimulated recall interviews influenced the focus of the data gathering during the school-

based phase of the project. 
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Purposes for 
research tools  

1996-7 
Masters research 

1998-9 
Pilot phase 

1999-2000 
PGCE year 

2000-1 
1st year of teaching 

Methods of data collection and sample size 
Provides 
information about 
the context within 
which conceptions 
have been formed 

Biographical 
questionnaire 
(n=34) 

Biographical 
questionnaire 
(n=36) 

Biographical 
questionnaire (n=79) 

 

Elicitation of images 
/ conceptions of 
geography 

Repertory grids 
(n=34) 

Concept mapping 
(n=36) 

Concept mapping(n=79)  

Elicitation of images 
/ conceptions of 
teaching and 
learning 

Q-sort (n=31)  Concept mapping and 
written accounts of what 
student might teach and 
how (n=79) 

 

To identify 
categories and 
enable selection of 
smaller, 
representative 
sample for in-school 
focus 

Analysis of 
repertory grids 
using tool 
developed by 
researcher 

Analysis of 
concept maps 
using µe\e-ball¶ 
technique  

Analysis of concept maps 
using tool developed by 
researcher ± open coding 

 

To gain insight into 
students¶ 
perspective and a 
means of validating 
researcher¶s 
interpretation 

  Stimulated recall 
interviews using concept 
map as stimulus (n=11) ± 
enables students to 
comment on assumptions 
I am already making 
about their practice 

 

To generate codes 
for further analysis, 
and to inform focus 
for observations and 
post-observation 
interviews 

  Initial µe\e-ball¶ anal\sis 
of stimulated recall 
interviews ± open coding 

Initial analysis of 
post observation 
interviews using 
NUDIST.  

Gathering data that 
indicates 
conceptions in 
action 

Observations of 
students teaching 
geography using 
observation 
schedules (n=6) 

 Observation of students 
on at least one occasion 
during school experience 
(n=6) 

Observation of each 
NQT 3 times (n=4) 

Students¶ 
perspectives on 
conceptions in 
action 

  Post-observation 
interviews (n=6) 

Post-observation 
interviews (n=4) 

Redesign of 
research tools 

Evaluation of 
repertory grid 
and Q-sort 

Evaluation of 
concept mapping 
activities 

 Evaluation & 
rejection of 
NUDIST 

To refine coding 
system and apply to 
all interviews; to 
identify patterns for 
case studies. 

  Open coding ± grouping 
codes developed earlier 
into conceptual 
categories, continuing to 
use constant comparison 
technique 

2001-2 Analysis of 
stimulated recall 
and post 
observation 
interviews suing 
Word indexing. 

 

Table 5.2: Timeline showing the development of the research design (shaded section shows 
period of data collection and analysis for this project) 
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All the interview data were then analysed on a further occasion using a tool (Word 

indexing and cross-referencing functions ± see section 6.2.3.2), which generated a 

framework for reporting the individual students¶ data in chapters 8-10 and, in turn, enabled 

the generation of a theoretical model for how beginning teachers develop as teachers of 

primary geography (see chapter 11). This process seems to closely mirror that described by 

Lankshear and Knobel of: 

 
1. Applying conceptual codes to the data 
2. Grouping sets of like codes into conceptual categories 
3. Identifying the properties of each category and locating each instance of a 

phenomenon belonging to this category along a continuum (i.e. dimensionalizing 
the data)         (p.311; see also appendix 28) 

 

Miller and Crabtree (1998) provide a further theoretical basis for this approach to data 

analysis. They describe, and provide diagrammatic representation for, different styles for 

analysis that work on a continuum of structured and distant (from the data) to open and 

intimate on one axis, and a perceptual filter that works on a continuum of open to defined 

on the other axis. My approach seems to reflect the editing analysis style (see Miller and 

Crabtree, 1998:303) described as one that is more open and intimate than structured and 

defined and where there is constant referral back to the text while connections between 

categories are determined through the process of interpretation. Further support comes 

from Miller and Crabtree¶s assertion that µthe absence of significant literature about the 

question, and the use of interviews argue for a style that is unstructured, fosters intimate 

contact with the text, and minimises perceptual filtering in the initial anal\sis¶ (p.305). 

Clearly, as the coding system is developed this will act as a filter for subsequent analyses, 

but there is always the possibility of further revision of this system as required.  

 

5.4 Interpretation and presentation of results 

 

Den]in and Lincoln identif\ the final stage in the research process as being that of µThe art 

of interpretation and presentation¶ (p. 24) and which concerns matters such as making 

sense of the data gathered, constructing interpretations, deciding how best to present µthe 

public text that comes to the reader¶ (Den]in & Lincoln, 1998: 30). For the purposes of 

this study, while the overall interpretive tradition is that of grounded theory (whose criteria 
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must therefore be used to evaluate interpretation), it seemed a natural step to present the 

data from the individual students¶ who participated throughout the two \ears of data 

gathering as examples to illustrate the µunique traits and functioning of individuals¶ within 

the overall case (see chapters 7-9). Some initial interpretation of each individual¶s data set 

was therefore necessary in order to identify patterns in their changing conceptions and 

development as teachers of primary geography.  

 

When reporting the data the µcriteria of representation ultimatel\ are decided b\ the 

researcher¶ (ibid). In order to provide a structure that would enable ease of comparison 

between the three students, the coding systems used and developed throughout the 

research (described in detail under 6.2) were used as a loose framework. However, aspects 

that were peculiar or specific to each example (chapters 8-10) were also incorporated so as 

to retain their uniqueness. In addition, the students were invited to read and comment on 

the extent to which they felt initial drafts were a valid representation of their ideas and 

actions. In the event none chose to make any changes perhaps reflecting the nature of the 

power relationship between researcher and researched, but also the phenomenon observed 

by Oleson in the context of feminist research where 

 

µeven taking the account back for comment or as a simple courtes\ or shaping the account 
with the respondents may not work, as Joan Aker, Kate Barry, and Johanna Esseveld found 
in their participator\ project: the women wanted them to do the interpreting¶ (Oleson, 
2003:359). 
 

 

The three examples then provided a basis for comparison between students, including 

consideration of the varying contexts within which they were operating, leading to the 

generation of a theoretical model which is then applied to each students¶ development in 

turn (see chapter 10). In terms of the theory itself, there is the question of its relationship to 

realit\ and truth. Strauss & Corbin¶s (1998) position on this is that µtheories are 

interpretations made from given perspectives as adopted or rejected b\ the researchers¶ (p. 

171). The important thing to remember is that theories are temporally limited because (a) 

they are subject to elaboration, revision and negotiation and (b) they are subject to the 

ideas and ideologies current in society at the time the research was conducted. Strauss and 

Corbin also point out that, in the business of constant interplay between theory and data 
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there is a danger that µif the researcher is overl\ familiar with and attached to the concepts 

and conceptual frameworks presented in previous grounded theor\ studies « that these 

may be used without genuine grounding in the current study. They too must be grounded 

in the interpla\ with data, just as are those taken from other sources¶ (Strauss & Corbin, 

1998: 177). 

 

When applied to this study, four conceptual frameworks have been used. The first was 

developed directly from the data (from the concept maps, see section 6.1.5.2). Two others 

were drawn from previous studies ± the geographical persuasions of Barratt Hacking 

(1996, appendix 3), and the theories of teaching developed by John (1996, appendix 14). 

In the case of the latter the sample students were asked to comment on their own 

perspectives on the theoretical frameworks at each stage of data collection as a means of 

probing their thinking, but also as a means of gaining their perspectives on these 

frameworks and thus providing interplay with data from this study and leaving them open 

to question and possible revision. Since these conceptual frameworks were originally 

developed from data gathered from secondary PGCE students and being applied in a 

primary PGCE context, this seems highly appropriate. Finally, a fourth framework ± that 

of epistemological ideologies from Fien (1996, appendix 15) ± was used as a further 

means of probing students¶ thinking during interviews and as a means of gathering data 

that would support the investigation of the relationship between their conceptions of 

subject and pedagogy and knowledge. 

 

5.5 Ethical issues and the research. 

 

There are clear sets of guidance given for ethical issues surrounding any research ± for 

example those provided by BERA (1992, 2004) and SERA (2003). Codes of ethics usually 

provide guidance about four key aspects of social science research (Christians, 2003): 

 

x Informed consent 

x Deception 

x Privacy and confidentiality 

x Accuracy 
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and the BERA and SERA guidelines are no different in this respect. Both organisations 

(SERA, 2003; BERA, 2004) provide guidance about these aspects as they relate to 

individuals or groups towards which researchers might have responsibilities ± e.g. 

participants, host institutions, sponsors and the community of educational researchers. 

Christians discusses the crisis of concern for research ethics that emerged during the 1980s 

and 1990s, which questioned the insistence on neutrality in codes of ethics. He proposes a 

new paradigm for research ethics, developed within feminist research, which 

 

µrather than searching for neutral principles to which all parties can appeal, « rests on a 
complex view of moral judgements as integrating into an organic whole « a philosophical 
approach that situates the moral domain within the general purposes of human life that 
people share contextuall\ and across cultural, racial, and historical boundaries¶ (Christians, 
2003:223) 
 

and which led to the Feminist Communitarian Model of ethical theory (ibid). Too complex 

to describe here, fundamentally the model recognises that µhuman identit\ is constituted 

through the social realm¶ (Christians, 2003:227) and that values, moral and meanings are 

therefore negotiated dialogically. In this respect the research is rooted in the community in 

which it is carried out, rather than in the community of knowledge producers and policy 

makers, impl\ing that participants should have a sa\ in µhow the research should be 

conducted and a hand in actuall\ conducting it¶ (ibid). Although this is not feminist 

research, the ideas contained within the communitarian model provide an alternative way 

of conceptualising research ethics that could be a useful addition to the standard, 

normative approach. What follows is a brief description of how both approaches 

influenced the research process. 

 

The feminist communitarian model is congruent with the aim of transformation to achieve 

social justice. Ethically research, in this model, aims to fulfil three conditions (Christians, 

2003): 

 

1. Representing multiple voices 

2. Enhancing moral discernment 

3. Promoting social transformation 
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The first of these implies making promises which become obligations between researcher 

and researched, rather than contracts to be signed. Appendix 16 (see highlighted section) 

illustrates how attempts were made to meet this condition. The second condition implies 

that discourse in the public domain must be oriented towards mutual understanding about 

what is good or worth opposing in the community. However, it also recognises that while 

there is an ethical responsibility of each to recognise the µother¶, this does not mean loss of 

sense of self; µCommunitarianism interlocks personal autonom\ with communal well-

being¶ (Christians, 2003: 227), as a result µthe moral task cannot be reduced to professional 

ethics « the challenge «[for researchers] is not to limit their moral perspective to their 

own codes of ethics, but to understand ethics and values in terms of ever\da\ life¶ 

(Christians, 2003:232). I therefore need to be clear about which communities I am 

accountable to (beginning teachers, geography educators, schools and education 

researchers) and seek their perspectives so that, in writing up, the text µexhibits 

representational adequac\¶ and µinterpretive sufficienc\¶ (Christians, 2003:228). Detail 

provided in chapter 6 (table 6.6) is an example of how attempts were made to meet this 

condition, but the Feminist Communitarian Model also raises further questions about 

validity which cannot, perhaps, be met by the triangulation approach traditionally taken in 

research.  

 

Lincoln & Guba (2003) describe an alternative way of conceptualising validity ± that of 

the crystalline form ± developed by Laurel Richardson who, working within a Feminist 

paradigm,  deliberatel\ set out to µproblematise reliabilit\, validit\ and truth¶ (Lincoln & 

Guba 2003: 279). The crystal provides a metaphor which challenges the two-dimensional, 

triangular form and replaces it with a form that is multi-dimensional which, since this 

research aims to represent multiple perspectives, seems particularly appropriate. In brief, 

the crystal  

 
µcombines s\mmetr\ and substance with an infinite variet\ of shapes, substances, 
transmutations, multidimensionalities, and angles of approach. « Cr\stals are prisms that 
reflect externalities and refract within themselves, creating different patterns, arrays, 
casting off in different directions. What we see depends on our angle of repose. « 
Crystallisation provides us with a deepened, complex, thoroughly partial understanding of 
the topic. Paradoxically, we know more and doubt what we know. (Richardson, 1997: 92). 
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The final condition is more problematic. There are clear issues of power and control in the 

researcher-participant relationship and feminist methodology would seek to avoid power 

with all its connotations and use the term empowerment instead. In this sense the purpose 

of research is to empower the participants and, like Freire (see chapter 2, p.24; and chapter 

12), acquisition of knowledge (from the research) is about future action. µIn the 

communitarian alternative power is relational, characterised by mutuality rather than 

sovereignt\¶ (Christians, 2003: 233). Although this research is not, in the academic 

feminist sense, about empowering the participants, it does cause me to question the 

relationship I have with the participants as a result of my dual role. It raises my awareness 

of the need to avoid trivialising the non-expert¶s voice ± students¶ voices must be heard, 

honestly represented and determine what is learned from the research; I must be open to 

their questioning the dominant discourse (represented by and through me as both tutor and 

researcher). In this respect this study is open to question. The aim of the geography 

component of the PGCE course was to empower students in terms of their conceptions of 

geography and to enable them to question the dominant discourse (scientific/descriptive-

rich) and to elaborate their conceptions in ways that would be more useful to them as 

developing teachers of primary geography. In the dual role of tutor-researcher I felt that, 

ethically, I could not change my role when conducting the research so during the 

interviews I tried to be open to being questioned, and also responded to students¶ requests 

to empower them to move their practice forward if they expressed dissatisfaction with it. 

Again, this partiall\ reflects the Freirian philosoph\ that µwithout « the oppressed 

grasping with their minds the truth of their reality, there is only acquiescence in the status 

quo¶ (Christians, 2003:234).  

 

There are some tensions that emerge when trying to meet all three conditions. For 

example, if one is responsible to more than one community, whose voices should prevail? 

Feminists and Freire would be unequivocal about this and sa\ that the µoppressed¶ are 

those whose voice needs to be heard and represented since the education, geography and 

research communities have positions of power. However, at a macro scale, geography 

educators (in my experience) are not empowered nationally within the UK in terms of 

informing popular or government views of the nature and purpose of geography ± the 

µexpert¶s¶ voice, at polic\ levels at least, struggles to be heard. I therefore have an 

obligation to represent this community and, in the final thesis, to achieve some sort of 
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balance in representing the multiple voices whether they come from empirical sources, 

from the literature, or from involvement in the research process (see table 6.6). 

 

Since one of the communities I have responsibility towards is that of the educational 

research community, guidelines available at the time of preparing and conducting the 

research were observed (BERA, 1992). For example, participants¶ voluntar\ informed 

consent was sought with information being given both verbally (at the beginning of taught 

sessions) and in writing (appendix 16) as appropriate. Information provided included the 

overall aims of the research as well as the purposes of each phase of data gathering and 

participants were invited to seek more information should they wish to. In order to reduce 

potential conflicts due to my dual role, I requested, once I knew who had agreed to take 

part in the school-based phases, that I should not be allocated these students as their school 

supervisor. I also made it clear that, if a student felt being involved in the research was 

impeding their ability to complete the course (e.g. their school experience) successfully 

then they had the right to withdraw, although they also (having agreed to take part) had an 

obligation to the research project and so would need to discuss any decision to withdraw 

with me. The head teachers of any school visited for classroom observation and post-

observation interviews were written to beforehand and asked for their informed consent 

(appendix 17) and the primary ITE teaching team were informed about the research in 

order that they could consider whether it would have an impact on their own work.  

 

All participants and their schools have rights to confidentiality and anonymity; 

pseudonyms have been used when appropriate. In this project participants were informed 

about how the personal data (biographical questionnaires, see appendix 18) would be 

stored, that only I would have access to it, and that when used for contextual purposes it 

would be anonymous. In addition, when sharing data with other parties (e.g. as part of the 

validation process) confidentiality would be respected through, for example, the use of 

pseudonyms. 
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5.6 Summary  

 

This chapter has discussed how this is an interpretive piece of research which uses the 

strategy of case study for the research design and grounded theory as the tool for analysing 

the data. It demonstrates how these approaches affect the methods of data collection and 

analysis, as well as the interpretation and presentation of results. Methods are therefore 

qualitative in nature and seek to gain the multiple perspectives of participants in the 

research process. Interpretations attempt to reflect these multiple perspectives but 

ultimately, as with all grounded research, the aim is to generate theory from the data and 

this is bound to reflect what the researcher sees as valid knowledge. `The chapter 

concludes by discussing ethical issues as they relate to codes of practice, on the one hand, 

and the Feminist Communitarian Theory of ethics on the other. The latter is proposed as 

being a useful model to apply to this study.  
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6 Discussion of Research Tools  

 

Table 5.2 in chapter 5 showed how the research methods were chosen and developed over 

time, the shaded section being the time-span for gathering data for this project. Each of the 

research tools will now be discussed in detail, focusing on their design, implementation 

and analysis. Research issues of reliability and validity will be discussed as they arise in 

relation to each tool, with a summary of these issues being provided in the final section of 

the chapter. 

 

6.1 Concept Mapping 

 

The choice of concept mapping as a tool for eliciting stXdents¶ conceptions of geograph\ 

stems from a project in which techniques taken from Personal Construct Psychology (PCP, 

ref chapter 5 and appendix 13) were used to elicit PGCE Primar\ stXdents¶ images of 

geography (Martin, 1997; Martin, 2000). A fundamental principle was therefore to aim to 

µcaptXre the realit\ of the sXbjects¶ (Gerber, 1996) and not, as researcher and tXtor, to 

impose my own reality. Evaluation of the PCP tools at the time indicated that repertory 

grid did not enable students to represent their images successfully and that the Q Sort, 

administered later in the project, reYealed distinctions betZeen stXdents¶ images that had 

not been revealed by the repertory grid. However, Q Sort relies on providing statements 

which students then sort and this had the potential to impose an image which was not held 

if it was used at an early stage in the course. Following further reading and discussion with 

other researchers¶ concept mapping was then considered as a tool that would serve a 

similar purpose. In particular Morine-Dershimer (1993) conducted some research in which 

she compared three techniques suited to PCP methodology ± concept mapping, repertory 

grid and asking students to critique a videotaped teaching episode. The three techniques 

were judged on their ability to gather data that evaluated student learning in ways that 

required minimum investment of time by students. The conclusion was drawn that concept 

mapping µproYided the most information in the most economical Za\¶ (Morine-Dershimer, 

1993:16)1. 
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Concept maps haYe been defined YarioXsl\ as a person¶s sXbjectiYe constrXction of an 

aspect of their world (Beyerbach, 1988), a means of representing structural knowledge 

(Novak, 1995; Ghaye & Lillyman, 1997) and a visual representation of knowledge / 

picture of conceptual relationships (Fichtman Dana, 1998). In education they have been 

used as a tool for teaching and learning, and as a tool for research. Depending on their 

purpose as a tool for teaching and learning, concept maps can be expert or student-

generated. Student-generated concept maps are µan indiYidXal¶s personal interpretation of 

ideas and its attached meaning¶ and haYe the poZer to µenhance learning, facilitate 

discXssions and improYe stXdent Zriting¶ (All & HaYens, 1997: 1211). Since the meaning 

attributed to the concepts are unique to the individual, concept maps can also reveal the 

cultural / social context within which the knowledge structure was formed. In this respect 

concept mapping is µ a modelling techniqXe Zhich intends to portra\ ideas, beliefs, YalXes 

and attitudes and their relationship one to another in a form which is amenable to study and 

anal\sis¶ (Northcott, 1996:457).  

 

Pedagogically, concept mapping is a social constrXctiYist tool reflecting learning as µa 

process of re-constructing and re-presenting Zhat is knoZn¶ (McAleese, 1999) in Za\s that 

are, on the one hand, individual to the learner and, on the other hand, reflective of the 

social and cultural contexts within which that learner operates. McAleese describes an 

µaXto-monitoring model for concept mapping¶ Zhich is the craft a learner acqXires, the 

craft being the µskills needed to operate Zith and on concepts¶. In this Za\ it pla\s a 

similar function to language and McAleese puts forward the technique of concept mapping 

as being most suited to enabling the acquisition of these skills. Auto-monitoring seems 

akin to metacognition and, if concept mapping enables students to develop their 

metacognitive skills it is also very well suited to the teaching methodology of the PGCE 

course as well as the methodology of the research. On the other hand, Fitchman Dana, 

Zhile agreeing that µpre- and post- concept mapping appears to be a viable tool to help 

prospective teachers reflect on their experiences and conceptions of the teaching and 

learning of elementar\ school social stXdies¶ (1998:185) qXestions its XsefXlness as a 

research tool for gathering data. This is partly due to the emotions often invoked in student 

teachers as the\ seek for µthe correct Za\ to constrXct a map¶ bXt also dXe to the ineYitable 

bias of the researcher in the analysis and interpretation of the concept maps. These 
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drawbacks were taken into consideration in the way the concept mapping task was 

administered and analysed, as is shown below (section 6.1.5). 

 

In summary, concept mapping shows potential to reveal and enable thinking about ideas, 

beliefs and values in the way that had been the intention with the repertory grid, and in a 

way that would support the aims of both the teaching and research. As a tool that has 

already had its versatility and effectiveness demonstrated by other researchers it was felt a 

suitable one for this project.  

 

6.1.1 What is a concept map? 

 

In its simplest form, a concept map is a two-dimensional spatial representation of 

information in the form of node-link-node sequences. The nodes represent the key terms or 

concepts and the links indicate the relationship perceived between nodes. Concepts shown 

on the nodes are usually hierarchical (Novak, 1995) and can therefore be ranked from the 

most general, inclusive concept to the most specific, least inclusive.  

 

In general where concept maps are used as a means of eliciting or assessing what is known 

and Xnderstood, the\ enable this to be done from the learner¶s perspectiYe rather than the 

assessor¶s. The\ also reYeal Zhat is Xnderstood b\ the learner at a given moment in time. 

This is a crucial point because, as McAleese (1999) states, there is a potential tension 

betZeen µZhat ³I think I knoZ´ and Zhat ³I can represent that I knoZ´¶. The\ do not µtest¶ 

what has been recalled or remembered, they indicate what meanings have been attributed 

to the content acquired or already held (Ghaye & Robinson, 1989) and as such they are 

partial representations. Therefore it is important to stress that commitment to the maps 

created is not necessary. If this is achieved concept maps can be a useful tool for helping 

students to externalise their constructions in ways that enable them to be reflected on, 

criticised and, because they are not fixed, to be changed.  

 

Nursing research gives many examples of concept mapping used as a strategy for teaching 

and learning (Daley, 1996; All & Havens, 1997; Baugh & Mellott,1998; Wilkes et. al, 

1999). Much of this research discusses distinctions between rote and meaningful learning, 

the latter being that which links new knowledge to related concepts already familiar to the 



 
Chapter 6: Discussion of research tools 

89 

learner (Pinton & Zeitz, 1997). It is a strategy that takes account of educational theory 

aboXt hoZ people learn, specificall\ that µ the most important single factor that inflXences 

learning is Zhat the learner alread\ knoZs¶ (All & HaYens, 1997:1210). Establishment of 

what the learner already knows is crucial if new learning is to be assimilated into existing 

structures. In addition, meaningful learning (that which is retained over time) is most likely 

Zhen µthe learner is encoXraged to anchor neZ ideas Zith the establishment of links 

betZeen old and neZ material¶ (All & Havens, 1997:1210). Concept mapping is a strategy 

that can enable this to take place because students can be invited to provide their own key 

terms (or nodes) and becaXse the finished maps can be compared Zith other stXdents¶ as 

well as with alternative conceptions from a range of sources such as the media (geography 

represented in cartoons, newspaper articles), geographical educators and the National 

Curriculum Programmes of Study.  For example, Baugh and Mellott describe how concept 

mapping in student nXrses¶ clinical deYelopment promotes critical thinking and µas 

stXdents share and e[plore trends in each others¶ maps, the\ begin to see Yariations in the 

te[tbook pictXres of patient conditions¶ (BaXgh & Mellott, 1998: 255).  

 

In teacher education Morine-Dershimer (1993) and Artiles et. al. (1994) used concept 

mapping as a tool for assessing changes in stXdent teachers¶ conceptions of planning and 

teaching and for µassessing the link betZeen preserYice teachers¶ conceptions of planning 

and their interactiYe behaYioXrs dXring classroom instrXction¶ (Artiles et. al. 1994: 466) 

respectively. Also of relevance to this project is the work done by Fitchman Dana (1998) 

Zho Zas e[ploring µan alternatiYe teacher edXcation pedagog\¶ Zhich ZoXld µproYide 

preservice teachers Zith alternatiYe perspectiYes¶ in a social stXdies conte[t (1998: 167). 

Fitchman Dana asked students to create pre- and post-course concept maps and evaluated 

these using a scoring rubric of descriptions that enabled differentiation between four levels 

of attainment. These concept maps Zere also Xsed as a tool µto help prospectiYe teachers 

change their images of social stXdies¶ (1998: 176). This dXal fXnction of concept maps is 

particXlarl\ XsefXl in qXalitatiYe research Zhich µis often based Xpon an emergent design, 

which requires the collection and analysis of evidence concurrently. It is research that is 

designed to facilitate the emergence of theor\ rather than establishing proof¶ (Northcott, 

1996:456). As such it is well suited to grounded theory research. 

 

A criticism that has been made of concept maps that measure changes in conception before 

and after a teaching programme is that they often only measure short-term change (Artiles 
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et. al. 1994). This project addresses this by gathering data from students over a two-year 

period, not just during the taught element of the geography component of the PGCE 

course. Students were not asked to do a concept map at each point of data collection, but 

their annotated concept maps (see chapter 7) were used to prompt further discussion at 

each point. There is thus the opportunity to track development and change longitudinally 

and to evaluate the impact of conceptions on action in the classroom. 

 

Other points to note about using concept maps are: 

 

x The act of creating a concept map can lead to stXdents recognising µneZ relationships 

and hence neZ meanings the\ did not conscioXsl\ hold before making the map¶ (NoYak 

& Gowin, 1984:17) 

x Some students may find it harder to represent their ideas in a graphical format than 

others (Baugh & Mellott, 1998) 

x For this reason, attention needs to be giYen to deYeloping stXdents¶ concept mapping 

skills if they are to be used as a formal assessment tool (Caelli, 1998) 

 

Since it is recognised that concept maps onl\ represent a person¶s conception at a given 

moment in time, the first point was not considered to be a drawback. The second point 

deserves some consideration. It was acknowledged, during the pilot phase (see 6.1.2) that 

some students found representing their conceptions in the form of a concept map much 

more challenging than others. This could be due to different learning styles and ways of 

thinking. There was also the danger that some students may not have any sort of prior 

conception of geography (see chapter 7). However, the purpose of the concept maps was to 

form the basis of discussion during the stimulated recall interviews, during which students 

were explicitly asked whether they felt able to represent their conception successfully or 

not. This then enabled direct comparison between students¶ conceptions represented 

through the interviews with those represented through their concept maps. To address these 

and other concerns that might not be apparent, a pilot study on the use of concept maps as 

a tool for eliciting stXdents¶ conceptions was conducted.  
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6.1.2 Pilot study and impact on design and use of tools 

 

The pilot study (appendix 19) revealed four issues relating to the efficacy of concept maps 

as an elicitation tool. Practical considerations (maps written in pencil or with coloured ink 

(green) Zere not photocopiable) and µcontamination¶ (stXdents sat in groXps and some of 

the maps were remarkably similar) were issues that could easily be resolved. However, 

ascertaining the value of the maps in terms of eliciting conceptions upon which statements 

about professional values could be made was more problematic. 

 

Issue 1: For some students even the business of coming up with some key terms for the 

nodes was challenging. It is clear that, if geography has not been studied formally since the 

age of 14, conceptions of the subject may be so tentative and students may be so lacking in 

confidence that it is hard for them to get started. No amount of the tutor saying there was 

no µright or Zrong¶ ansZer and that this e[ercise Zas designed to captXre their conception 

µat that moment in time¶ Zas going to make mXch difference.  

 

Revision: Students were given the 8 key terms most commonly used by students in the 

pilot phase as a starting point for their concept map. It was stressed that they should use 

these only if they felt they wanted to, and that other nodes could be added as appropriate. 

Precedence for this has been shown by Willson and Williams (1996) who provided PGCE 

students with eleven concepts from which to create a concept map which then had the 

added benefit of making analysis and comparison of maps easier. 

 

Issue 2: The very fact that concept maps are partial representations, subject to change, also 

led to doubts about the validity of the interpretations made in relation to the categories 

shown above for the pilot phase. This indicated the need to explore a means of analysing 

the concept maps more objectively and of enabling the students themselves to validate 

interpretations. 

 

Revisions: A scoring system was devised for analysing the concept maps from which four 

broad categories of conceptions were identified. In addition, the concept maps and ideas 

about teaching and learning were analysed holistically against three classification systems 

± for geographical persuasions, for teaching and learning, and for epistemology. A sample 
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group was then interviewed using the stimulated recall interview technique (see 5.2.3) 

which would enable them to use their concept map as a stimulus for discussion, to expand 

on their conceptions, and to explore the degree of congrXence betZeen the stXdents¶ and 

the researcher¶s interpretations and of their maps against the three classification s\stems 

used. 

 

Issue 3: The two ways in which students were asked to construct their concept map (one 

group asked to do it for µGeographical EdXcation¶ and the other µGeograph\¶) reYealed 

interesting distinctions between the concept maps produced. Those from the former were 

more likely to incorporate children and some sort of active participation element into their 

maps, while those from the latter gave a clearer indication of their conception of geography 

as an academic subject. 

 

Revisions: Reading had alread\ indicated that PGCE stXdents¶ conceptions of sXbject Zere 

often based on the academic view rather than educational one, and that this way of 

conceptualising a subject is not necessarily the most helpful to them as teachers. Therefore 

the\ Zere asked to do a concept map to represent their conception of µGeograph\¶. 

However, their conceptions of teaching and learning were still relevant and so a second 

elicitation task was devised that asked them to choose one aspect of their concept map, to 

describe state how they might teach it, and then to explain why they would teach it in this 

way (table 6.1). 

 

CONTENT What teaching methods would 
you use / How would you teach 
this? 

Why would you use these 
methods? 
What would be the gains for the 
children? 

   

 

Table 6.1: Proforma Xsed to elicit stXdents¶ conceptions of teaching and learning 
geography 
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Issue 4: In the pilot study students were asked to do a second concept map in the final 

session of the geography component of the PGCE course. This did not go well because 

some did not see the relevance and therefore did not want to do it, many of the maps were 

hurried and clearly not thought through, and some said they were too tired to focus on such 

a task (the sessions were in the week directly after their first block school experience). 

 

Revision: In order to reduce the amount of thought and time needed, and to provide a 

greater sense of purpose to the task, students were asked to annotate a copy of their 

concept map to show how their conception had developed or changed since the first 

session. This was then used as the basis for a discussion which led to a formal evaluation 

of learning in the geography component. 

 

6.1.3 Conducting the elicitation activities. 

 

6.1.3.1 Administering the elicitation activities 

 

Administering elicitation techniques on four different occasions during the course of one 

week raises real issues of reliability. It was important to develop a tool that would be as 

reliable as possible so a set of instructions was prepared (appendix 20) which would be 

read to each group. The teaching room was arranged beforehand so that all students were 

facing the board and seated in pairs at each table ± the intention of this being to avoid 

contamination. The purposes of the research and focus of the session were shared with the 

students and, rather than invite them to agree or not to agree to take part in the research, it 

was suggested that if anyone did not wish to take part they could keep their concept maps 

and written accounts rather than hand them in at the end of the session.  

 

The instructions as shown in appendix 20 were then followed.  Students were also asked to 

do a small concept map Xsing the terms µteacher-pupil-content¶ as the nodes as this ZoXld 

provide further evidence on which to make judgements about their conception of teaching 

and learning. However, an entry in the research diary written at the time notes that for 

many this third task was one too many and they found it hard to sustain such a level of 

concentration. This might mean that some hurried this aspect of the elicitation exercise and 
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lead to questions about whether they would provide a valid means of checking against 

analysis of written accounts. A summary of the three tasks students conducted is: 

 

1. create a concept map to represent your conception of geography 

2. select two or three aspects from your concept map, describe how you might 

teach them to a chosen age group and then explain why you might use those 

teaching methods 

3. create a concept map Xsing the nodes µteacher, learner, content¶. 

 

Once the students had completed all three tasks they were invited to share their concept 

maps with each other and to note similarities and differences between them. There was 

then a class discussion about the nature of geography as a subject and some alternative 

conceptions were provided for consideration (appendices 5, 21 & 22). Using the concept 

maps as a tool for learning and not just a means of gathering data reflected my value 

position and the nature of the research itself ± that it was integral to the teaching 

programme and, as such, the students should be able to see the value in the activities for 

their own learning. 

 

6.1.4 Reliability and validity of concept mapping as a research tool 

 

The revisions made to the elicitation activities following the pilot study were aimed at 

strengthening the reliability and validity of the tools used. In the event, notes made in the 

research diary at the time indicate that the tools themselves appeared to be more reliable 

(each of the four groups produced similar data) and valid (data gathered made clearer 

distinctions between conceptions of subject and conceptions of teaching and learning in 

relation to the research questions) than had been the case in the pilot study. However, the 

research diary shows that other issues of reliability were raised such as: 

 

x later \ears groXp 2: baking a cake e[ample didn¶t go as Zell as Zith the preYioXs 

group ± hardly any of the nodes they provided were specific, they were all 

overarching terms such as ingredients, method ± therefore difficult to generate a 

hierarchy  
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x 3 students wanted scrap paper to work on first; did this make their task different to 

others¶?  

x early years group two: I was clearer about purposes at the outset  

x at the end one student said that because it had seemed a bit like a test (the way the 

room was arranged) she had panicked and this had been a block to her performance 

x later years one: perhaps gave a clearer explanation of labelled links this time 

x µa coXple of pairs of stXdents discXssed their maps Zhile doing them; I didn¶t stop 

this because I did not want to let my research get in the way of their learning, 

hoZeYer it ma\ haYe led to some contamination of their maps¶ 

x µfor task three [concept map to elicit conceptions of teaching and learning] I Zrote 

content, pupil, teacher on the board in alphabetical order to aYoid researcher effects¶ 

(Research diary pages 28-29) 

 

 

Inevitably, when a technique is used with four different groups at different times of the day 

and week, this is also going to affect its reliability. The table below shows the 

environmental and temporal factors that may have affected the data gathered. 

 

Group Day and time Room 
EY1 (Early Years 3-7 yrs, group 1) Monday 4-6 pm 155 
LY2 (Later Years 5-11 yrs, group 2) Tuesday 2-4 pm 152 
EY2 (Early Years 3-7 yrs, group 2) Tuesday 4-6 pm 152 
LY1 (Later Years 5-11 yrs, group 1) Friday 11-1 pm 154 
  

Rooms 152 and 155 are general teaching rooms while room 154 is a geography teaching 

room and had many displays on the walls that students could have used to inform their 

ideas if they had noticed them. Room 155 is a smaller room with cramped conditions 

making it difficult to arrange seating in rows. Both Early Years groups had 6 hours of other 

sessions (9-11, 11-1, 2-4) before geography and so were tired and found it harder to 

concentrate. By Friday, as noted above, I was becoming clearer in my explanations of the 

elements that make up a concept map. 

 

This is the nature of social science research which is interpretive and investigates the ways 

in which people behave in their real life situations. The aim of such research is not to 

scientifically control contextual factors but to take account of them when analysing and 
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interpreting the data. Therefore the techniques were piloted, revisions made on the basis of 

evaluations, and as much done as possible to replicate the experience for each group. In 

this respect I think it is fair to say that the elicitation tools generated reliable data. The next 

step is to consider the reliability and validity of the tools used for analysing these data. 

 

6.1.5 Analysing elicitation data. 

 

6.1.5.1 Analysing conceptions of geography 

 
µThere is no one scoring formXla that is most appropriate for concept maps, since concept 
maps ma\ be Xsed for a Zide Yariet\ of pXrposes.¶ (NoYak, 1995: 84) 

 

It has already been established that concept mapping can be used for a variety of purposes 

± for teaching & learning, assessment, to monitor changes in conceptions ± and of the 

articles read, no two seem to use exactly the same method for analysing these maps. A 

range of qualitative and quantitative methods can be used and, in some cases, a 

combination of both is appropriate. It therefore seems important to ask µZh\ do I Zant to 

anal\se the concept maps?¶ as a first step, rather than µhoZ Zill I anal\se the concept 

maps?¶. Once clear about the purpose (or purposes) for analysis it will then be possible to 

select from the range of techniques as appropriate. 

 

The use of concept mapping, as indicated above, was for two reasons. Firstly to provide 

students with a means of examining their conceptions and beliefs about geography as a 

subject and to provide a basis for each student to consider if, and how, their conception 

changed as a result of experiences during the PGCE course. The focus here is on personal 

learning and development and therefore qualitative methods of analysis seem most 

appropriate. Secondly, concept mapping was used as a research tool to gather data that 

would enable conceptions to be analysed in order to generate categories into which 

stXdents¶ concept maps coXld be placed according to how sophisticated their conception of 

geography appeared to be. Once all the concept maps were assigned to a category, I would 

be able to select a smaller sample to interview and observe teaching in school whose 

conceptions would be representative of the range of levels of sophistication evident in the 

cohort as a whole.  
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To make comparisons between students as fair as possible I was aware of the possibility of 

imposing my own values if a solely qualitative method of analysing the concept maps was 

used. It therefore seemed appropriate to develop a set of criteria against which to score 

each map. Many articles (Haseman and Mansfield, 1995; Ghaye & Robinson, 1989; Artiles 

et. al., 1994) describe the use of some sort of system for scoring elements of a concept 

map. Typically this involves either developing a, or using an established, set of criteria 

against which the maps might be scored. It is then possible to make a quantitative 

comparison between concept maps ± either those of the same student over time, or between 

stXdents and/or others at the same time. At the simplest leYel concept maps can be µscored¶ 

according to the number of nodes or concepts shown, and the number of links made 

between nodes. Judgements can be more sophisticated if the following features or 

characteristics of nodes and links are scored: 

 

x the number of appropriate / relevant concepts included 

x the number of appropriate relationships indicated along the links (this can only be done 

if the links are labelled, which is not always the case) 

x higher scores may be given for relationships that show a high degree of specificity or 

precision than a more generic connection 

x the degree of complexity (number of cross-links or interrelationships shown between 

nodes for example, within as well as between levels in a hierarchical concept map) 

 

One of the major criticisms of quantitative approaches is that a concept map is designed to 

present a holistic view, the meaning of which may become obscured or fragmented if over-

detailed analysis is done of its component parts. For this reason some research projects 

have used a combination of techniqXes. In addition, the concepts of µappropriate¶ and 

µreleYant¶ are not YalXe free so Zhile the scoring s\stem might, on the sXrface, appear to 

lead to more objective judgements, the data are still subject to the interpretation of the 

person analysing them.  

 

In the conte[t of researching Y6 children¶s conceptions of an aspect of geograph\ Gha\e 

and Robinson (1989), developed a scoring system for classifying the links between nodes 

(or concepts). In the course of scoring for links and concepts and then comparing each 
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child¶s score Zith that of their teacher, the\ became aZare that there Zere some qXalitatiYe 

distinctions between maps that the scoring system did not capture and so they developed a 

µt\polog\ of reconstrXctions¶ that serYed as an indicator of the extent to which the 

children¶s maps shoZed comple[it\, qXalit\, Yariet\, match, d\namism and approach 

(Ghaye & Robinson, 1989: 129) with descriptions of what each might look like for a more 

able child and a less able child. It was then possible to make a more qualitative judgement 

about a child on a continuum from the more able to the less able descriptors. A particular 

indicator that became XsefXl for this research Zas the notion of µmatch¶. Gha\e and 

Robinson noted that more able pupils tended to diverge from the elements provided by the 

teacher and to show a degree of originality, whereas less able pupils tended to try to stick 

to the elements provided and to replicate what they had been taught. 

 

In a similar vein Morine-Dershimer (1993), working with student maps that revealed their 

ideas about teacher planning, developed a category system based on elements in the 

stXdents¶ maps. The maps Zere Xsed to identif\ elements that distingXished one from 

another as well as those that were common to all. On this basis the category system then 

enabled her to sort the concept maps into four broad groups on a best fit basis.  

 

6.1.5.2   A combination of both techniques 

 

For the purposes of this project a combination of techniques seemed to be most 

appropriate, the advantages of one helping to offset the disadvantages of the other. As 

mentioned above, the interpretations made of the concept maps are bound to be affected by 

the conceptions and values of the researcher. In an attempt to minimise these effects I used 

a scoring system2, developed from the maps themselves (as by Morine-Dershimer, 1993) 

that focXsed on both the maps¶ strXctXre and content, and the relationship shoZn betZeen 

nodes (as for Ghaye and Robinson, 1989). The scoring system (table 6.2) was then used to 

give a score for each of the 79 maps and discussed with a colleague in order to check the 

validity of the judgements made. This enabled me to identify areas where the scoring 

 
2 Scoring is an unusual move for grounded theory research. On this occasion it was used as a mechanism for 
generating categories for stXdents¶ concept maps indicating the degree of sophistication of their conception. 
This then enabled selection of a representative group of students to take part in the stimulated recall 
interviews and the school-based phase of the research. 
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system was leading to (a) different interpretations and (b) weighting the score of some 

elements of the concept map above others. 

 

Structure of concept map 
Hierarchical 
Relationships between nodes 
Cross links at each level 
General concepts added 
Specific concepts added 
Frequent explanations along links 
 
Types of concepts / relationships 
Spatial / locational 
Time / changes 
Causes / effects unidirectional 
Processes 
Interactions  
Issues 
Active geography (investigations) 
Skills (mapwork, fieldwork) 

 
Apparent structure / no apparent structure 
What type of relationship? 
Linear links / cross links 
 
 
Statement along links ± descriptive or 
explanatory? Consider a threshold of 3 or more 
in order to score for explanatory? 
 
 
 
Same as causes / changes 
Inter-relationships 
These are represented in persuasion so remove 
 

 

Table 6.2: First set of Criteria used for scoring concept maps 

 

Structure of concept map 
1. Does the map have an apparent ordered structure? 
2. Is there a linear relationship between nodes? 
3. Is there a more comple[ s\stem of links Zithin and betZeen different µleYels¶ in the map? 
4. Have some general geographical concepts been added in the nodes (e.g. key concepts such as 

processes, location, global warming)? 
5. Have some specific concepts been added (e.g. places might be divided into countries, cities, 

rural / urban etc)? 
6. Are there descriptive statements along the links? 
7. Are there statements along the links that are explanatory / interesting geographically? (i.e. go 

be\ond sa\ing µaffects¶ to explain in what way one thing affects the other etc) 
 
Types of concepts / relationships between nodes 
1. Does the map have a spatial / locational element? 
2. Does the map have a time / changes element? (perhaps related to geographical processes) 
3. Does the map focus on causes /effects, influences? 
4. Are complex inter-relationships (e.g. human-physical, physical-human, human-human 

interactions etc) represented on the map? 
5. Is there a sense of active geography? (through investigations, enquiry etc?) 
6. Are such things as mapZork / fieldZork shoZn as geographical µtools¶? 
 

Table 6.3: Criteria used to score concept maps after revisions 

 

The criteria for scoring were revised to take account of the points raised in the literature. 

One of the factors to take into consideration was that not all students chose to represent 

Check key 
themes / 
concepts in 
geog are 
represented 
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their conception of geography as a hierarchy, but this did not mean that their conception 

Zas an\ less comple[ than others¶. Indeed, one of the challenges Zas to giYe credit to 

complex ideas that might be represented in a seemingly simple model. A cluttered map 

with many nodes and links was not necessarily a map that represented complex ideas. The 

final version (table 6.3) was also expressed in the form of questions, to aid analysis 

undertaken by others as part of the validation process. The system gave one point for each 

element that was present in a map, the total score for any map therefore being 13. Careful 

consideration had been given to the idea of differential scoring for each element (for 

example, 1 point = any representation of the element; 2 = detailed representation of the 

element; 3 = element represented in a way that adds complexity) but this was thought 

unwieldy and too open to subjective interpretation. The overall purpose of scoring was to 

enable distinctions to be made between students in terms of the overall complexity or 

degree of sophistication demonstrated in their concept maps so a single point for each 

element seemed appropriate. It then remained to consider at what point representation of an 

element ZoXld µtrigger¶ the score of a point. In this respect an\ representation of the 

element would be given a point as long as it made sense, geographically. 

 

All concept maps were scored for a second time using the revised criteria from which four 

broad categories Zere deYeloped to represent the degree of sophistication of a stXdent¶s 

concept map. Clearly this was a fairly crude tool but it served the purpose of making 

distinctions betZeen maps more objectiYel\ than the µe\e-ball¶ techniqXe Xsed dXring the 

pilot study. It also served the purpose of creating categories in which all the maps could be 

placed and from which it was then possible to select a sample for follow-up interview.  

 

An obvious drawback of the criteria is that in the application they will still be open to 

interpretation. In order to check the validity of the interpretations I made, a sample of maps 

were scored separately by two colleagues ± a secondary and a primary geography tutor ± 

without them knowing what scores I had allocated. I then compared my scores with each of 

theirs and any differences were discussed. While there were some differences in the detail 

of the interpretation made by each individual, there were few differences in relation to the 

four broad categories that were developed (see chapter 7, p 122-125). A further drawback 

is that the scoring system also did not allow for quality within any one element, or within 

the map as a whole, to be shown. However, some qualitative analysis was done by 

comparing the oYerall, holistic conception portra\ed against Barratt Hacking¶s (1996) 
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geographical persuasions (appendix 3). The purpose of this was to provide a sense of what 

µsort¶ of geographer each stXdent seemed to be and a basis for e[ploring Zhether, Zhen 

interviewed, they would categorise themselves in the same way. 

 

6.1.5.3  Analysing conceptions of teaching and learning 

 

The purpose of analysing the written accounts of how students might teach an aspect of 

geography they had chosen and what the benefits of this might be for the pupils was to 

give the researcher some insight into their conception of teaching and learning and, to 

some extent, what they appeared to value in geographical education. These are qualitative 

data that were analysed accordingly using the theories of teaching categories (appendix 

14). 

 

The concept maps showing the relationship between content, pupil and teacher were then 

analysed qualitatively by looking at three key elements: 

 

x balance - is one element emphasised more than the others? 

x interconnectedness - are they all linked to each other? 

x language - what terms are used along the links to describe the relationship? 

 

These combined to provide a holistic conception that could be compared with that analysed 

using the theories of teaching. As such, the analyses of these concept maps was as much 

about validating the data from the written accounts as anything else. 

 

 

6.2 Interviews 

 

This section will begin by discussing the rationale for selection of stimulated recall as an 

interview technique, and some of the issues associated with use of interview as a means of 

gathering data. It will then discuss stages in the interview process ± designing the interview 

schedule, conducting interviews, analysis and writing up ± and make distinctions between 

the two types of interview conducted. 
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McAleese (1999) holds the YieZ that concept maps are µan artefact of a process b\ Zhich 

learning occXrs¶ (p. 8). In this respect he is sXggesting that the concept map acts as a record 

of a process and it is the process itself that is important not the product. His research 

focuses on the use of concept mapping as a tool for learning rather than a tool for eliciting 

conceptions and beliefs, hoZeYer this YieZ, alongside NoYak¶s that a concept map can 

onl\ represent an indiYidXal¶s conception at the moment in time when it is created, 

supported the idea that it would be necessary to conduct interviews that explored the 

process students went through at the time of making the concept map, and the extent to 

which they felt their map represented their conception of geography. 

 

This is not to say that the products ± the concept maps themselves ± were not also useful. 

Analysis of these, along with the written accounts of teaching and learning, enabled me to 

place students in categories according to the sophistication of their conception of 

geography, their geographical persuasion and their theory of teaching. However, it was 

clear that the interpretations of these data were open to question. Would others, including 

the students themselves, accord similar categories? Thus it was seen to be important to do 

follow up interviews with a sample of students (n=11) and the purpose of the interview 

would be to (a) use the data as a stimulus for discussion during which they would be 

invited to elaborate on their conceptions and the process they went through to create their 

concept map, (b) offer them the opportunity to validate interpretations made and (c) to 

explore a further aspect of conceptions, namely their conception of the nature of 

knowledge, which initial analyses of the data and further reading seemed to be indicating 

was an important aspect to explore. 

 

6.2.1 Stimulated recall interviews. 

 

Having made the decision to interview a sample of students, it was then necessary to 

consider the type of interview that might be most appropriate. Stimulated recall interview 

is a techniqXe that has been emplo\ed in a nXmber of different Za\s bXt µgenerall\ 

inYolYes the repla\ of Yideotape or aXdiotape of a teacher¶s lesson in order to stimXlate a 

commentar\ Xpon the teacher¶s thoXght processes at the time¶ (Calderhead, 1981:211). 

Clearly elicitation data are not the same as video or audio-taped material, however, since 
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the pXrpose of the interYieZ Zas partl\ to tr\ to e[plore the stXdents¶ throXgh processes 

when they were making their concept maps, it seemed to distinguish the interview from the 

usual structured / semi-structured or unstructured type and to have characteristics more in 

common with stimulated recall.    

 

As mentioned previously, students may have difficulty in representing their conception of 

geography in a concept map. A follow-up interview, using the map to prompt, in 

retrospect, a µYerbalised accoXnt of his [or her] original thoXght processes¶ (Calderhead 

1981:212) therefore seemed very attractive. Whilst the technique has usually been used to 

provide commentary on interpersonal interactions (for example, in education and clinical 

psychology settings) Calderhead reports its use in contexts where participants are not 

involved in interaction with others ± for example by Peterson and Clarke (1978 cited in 

Calderhead 1981) to study the thought processes of teachers in their pre-lesson planning. 

 

A potential drawback of using stimulated recall interviews and the extent to which they 

enable access to thought processes is the problem that µsome areas of a person¶s knoZledge 

haYe neYer been Yerbalised and ma\ not be commXnicable in Yerbal form¶ (Calderhead 

1981:213). However, this refers more to behaviour that is automatic rather than planned. In 

this respect, Calderhead goes on to sa\ that the techniqXe ma\ µassist the researcher to gain 

access to the cognitive processes of more global units of teaching (plans) though perhaps 

not so easil\ to the processing inYolYed Zithin sXch Xnits¶ (Calderhead 1981:213, his 

italics). 

 

 

 

6.2.1.1  The university-based interview schedule 

 

A fXrther consideration is hoZ to strXctXre the interYieZ. µ..strXctXring the interYieZ itself 

[has to be] weighed against the possibilities of imposing, or encouraging teachers to 

impose, unreal interpretations upon their behaviour. This is not to say that the use of 

models is inappropriate in research of this kind¶ (Calderhead, 1981:214). The decision Zas 

taken to conduct the interviews in a semi-structured format using a series of questions and 

further prompts as a guide rather than a set sequence to be rigidly adhered to. The 
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questions were devised and then developed and refined after discussion with others 

(appendix 23). Particular consideration was given to the order of questions and their 

nature. Following the advice of Bell (1999) and Cohen & Manion (1994) to begin by 

establishing a rapport and setting the interviewees at ease, some questions of a general 

nature were asked first and the students were given time to reacquaint themselves with 

their map. Then qXestions aboXt Zhat Zas shoZn on the map Zere asked to µcheck¶ for 

researcher understanding and to establish whether there was congruence between their 

conceptions and the researcher¶s interpretation of their conceptions. More probing 

questions followed that enabled the students to expand on their conception of geography, 

before asking them to relate their conception to three geographical persuasions. Questions 

about geography were asked before questions about pedagogy, partly because this reflected 

the order in which they were asked to do the elicitation activities, and partly because it was 

necessary to explore conceptions of geography before going on to discuss how one might 

teach aspects of it in the primary school. 

 

Although a structure for questions was planned, this was taken as a guide and the nature of 

the interYieZ Zas more of a µconYersation¶ in Zhich ideas Zere discXssed. BecaXse of this, 

while each interview followed the same pattern of discussing conceptions of geography 

before conceptions of teaching and learning, there was some flexibility within each section 

of the interview and the schedule acted as a guide to check for coverage within the 

conYersation as mXch as an\thing else. This µloose¶, semi-structured approach was felt to 

fit in well with the naturalistic aspect of interpretive research. 

 

During the course of the interview students were asked to relate their conceptions to the 

analytical tools ± geographical persuasions and theories of teaching ± because this would 

be another way of checking for congrXence Zith the researcher¶s interpretations, bXt also 

because these were useful tools for prompting further discussion and reflection and 

reflected the researcher¶s aim (as coXrse tXtor) of proYiding alternatiYe conceptions for 

students to consider as part of the process of evaluating their own conceptions. A further 

tool was introduced at the end of the interview, which asked students to relate their 

developing thinking to epistemology (appendix 15) because, as mentioned previously, a 

theor\ Zas beginning to emerge that the YalXes Xnderpinning stXdents¶ conceptions ma\ be 

partly determined by their conception of knowledge. Calderhead suggests that an 

alternatiYe strateg\ to the Xse of sXch tools or models might be emplo\ed, that is µto derive 
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a model from the teachers¶ own commentaries in order to gXide fXtXre commentaries¶     (p. 

214, my italics). In this instance pre-determined categories were used because they had 

been used to aid analysis of the elicitation data. However, they were also Xsed as a µgXide 

to fXtXre commentaries¶ in the sense that a table of each stXdent¶s conceptions as the\ 

related to the three tools was drawn up after initial analysis of the first interview. This table 

was then used to inform the first, in school, post observation interview after which it was 

revised and the revised version then guided the next post observation interview and so on. 

In this way it was possible to keep track of what seemed to be developing themes and to 

ask the student to comment on them at each subsequent point of data collection. It also 

sXpported the researcher¶s aim of recording deYelopment and change oYer a period of tZo 

years. 

 

A further consideration was the timing of the interviews. Time and the location of the 

geography component at the beginning of the PGCE year made it impossible to conduct 

interviews immediately after the first concept maps and written accounts of teaching and 

learning had been done. The interviews were therefore conducted towards the end of the 

Autumn term, after the geography component had finished, and after the students had done 

their first block school experience of three weeks. This had the disadvantage of the second 

concept maps ± annotated versions of the first ones ± being fresher in their minds and 

potentially acting as a block to recall of the first elicitation exercise. On the other hand, it 

meant that the stXdents¶ thoXghts aboXt if, hoZ and Zh\ their conceptions Zere changing 

could be explored. 

 

6.2.1.2   The school-based lesson observation and post-observation interview 

schedule 

 
µThere are Yer\ strong argXments in faYoXr of treating obserYation as a µgold standard¶ or 
µmethod of choice¶ in qXalitatiYe research¶ (MXrph\ & DingZall, 2004: 4) 
 

As Murphy and Dingwall point out, while neither observation nor interview data can be 

regarded as straightforZard reprodXctions of realit\, obserYations do minimise the µchain 

of transformation « [ becaXse] « the\ are sXbject to jXst one transformation as 

researchers render the reality they observe into a form sXitable for anal\sis¶ (ibid). 

InterYieZs, on the other hand, are transformed once throXgh the choice of interYieZer¶s 



 
Chapter 6: Discussion of research tools 

106 

qXestions and again as the interYieZees select from µthe totalit\ of their original e[perience 

and reformulate that experience into their responses¶ (ibid). HoZeYer, interYieZs do offer 

participants the opportunity to comment on observation data and the researcher to probe 

more deeply for explanations of certain behaviour during teaching. For these reasons a 

combination of observation and post-observation interviews was used. 

 

A pilot was conducted using a simple observation format for recording as much as possible 

what teacher and children said and did during a lesson, leaving space for interpretations of 

these utterances and actions in a column to the right hand side (appendix 24).  Two copies 

of these notes were made ± one to be left with the student ± so we could each write our 

interpretations and these could then be compared. The aim of this was to enhance the 

validity of the interpretations being made by me, and to enable the student to have some 

control over the interpretations being made of her own practice. However, in the pilot it 

was very difficult to encourage her to find time to make these annotations. For a number of 

reasons, including the phenomenon noted by Oleson (2003) mentioned in section 5.3 

above, she was hesitant about committing herself to paper, so this method was abandoned. 

 

The basic approach of making notes on a simple sheet about what I saw and heard during 

an observation was retained, but the third column was now for the purpose of identifying 

questions (e.g. prompting me to ask the student for clarification or justification of action or 

speech) that would form the basis of the post-observation interview. Issues regarding the 

selection of what to record and therefore level of accuracy and, or bias by omission clearly 

need discussing in relation to this tool. However, the post-observation interviews were the 

key data for analysis ± the purpose of the lesson observation notes was to act as a stimulus 

for recall for these interviews and, as such, did not form a major part of the data.  

 

The procedure for school-based data collection was as follows: 

 

1. Preparation beforehand ± making a sXmmar\ of stXdent¶s elicited (concept maps) 

and espoused (stimulated recall interview) conceptions to date; collaboration with 

headteacher and student that I could observe and conduct interviews on agreed 

dates and times; request to student for lesson plan and medium term plan to be 

available on the day 
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2. School visit ± agree with student whether I will be introduced to the children, 

where to sit and so on; record observations by hand on observation schedule; spend 

time going through notes and writing questions (while children are at play or 

tidying up at end of day etc); conduct interview with student using observation 

notes and questions as basis for discussion 

3. Follow-up ± immediately afterwards (usually in the car) put entry into research 

diary focusing on any reflections, thoughts, aspects of the visit that might be 

significant; later on (usually in the same week) spend time on a more detailed 

reflection, including making comparisons between conceptions in action and those 

espoused at an earlier stage of the course, and enter into research diary. 

 

 

 
1. Ask stXdent to relate lesson to concept map. For e[ample µZhere ZoXld \oX place 

this lesson on your concept map? Which aspect of your conception does it 
reflect?¶ 

2. Using the observation notes ask student to elaborate on actions and discuss 
thinking at the time. For e[ample µCan \oX talk me throXgh Zh\ \oX said / did 
«?¶ 

3. Ask student to relate ideas about geography, teaching and learning to the three 
µmodels¶ ± geographical persuasions, theories of teaching, nature of knowledge. 

 
 

Table 6.4: Post-observation interview framework. 

 

The purpose of the post-observation interviews was similar to that of the post-elicitation 

interYieZs, namel\ to e[plore fXrther the stXdents¶ thinking aboXt a process. HoZeYer, in 

this case there was the additional element of exploring their conceptions in action in a 

geography lesson. The tool used to stimulate recall here was the lesson observation notes 

made by the researcher during the lesson. For this reason it was not seen to be appropriate 

to design an interview schedule, because each lesson would raise different issues or points 

for discussion, so an interview framework was devised that provided a means of ensuring 

some commonality in terms of structure (table 6.4). 

 

6.2.2 Issues surrounding use of stimulated recall interviews 
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Several issues emerged when considering the use, and design, of the simulated recall 

interview as a means of gathering data that would meet the purposes outlined above. These 

will be discussed under two key headings of conducting the interviews and analysis of 

interviews.  

 

6.2.2.1  Conducting the interviews 

 

As for the elicitation exercises, the process of interviewing raised a number of issues to do 

with access, context, and technical considerations. 

 

Access: The data gathered and analysed at the beginning and end of the geography 

component of the PGCE course informed the selection of a sample of students who might 

be interviewed using the stimulated recall approach. The prime aim was for the sample of 

students to be representative of the four categories showing degree of sophistication of 

conceptions of geography (chapter 7, p122-125). After this a balance of other factors was 

sought for each category, as shown in the table below. The information in columns 3-6 was 

available from stXdents¶ biographical qXestionnaires. 

 

 
Score Persuasion Age range G / NG Attitude towards 

geography 
Trad / Non-trad 

Category 1, 2 , 
3 or 4 

Scientific, 
welfare/humanistic, 
environmental 

EY or LY Geographer or 
non-geographer 

Positive or 
negative 

Traditional or 
non-traditional 
entrant 

  

As will be seen later, it was difficult to achieve a balance within categories for persuasion, 

becaXse the majorit\ of stXdents¶ maps reflected a scientific / descriptiYe-rich persuasion. 

Students in category four were also far more likely to have a negative attitude towards the 

subject. 

 

This process of sampling led to a possible 16 students being identified for interviewing, 

four for each category. A letter was sent to each of the 16 students (appendix 25) asking if 

they would agree to take part in the second phase of the research and outlining what this 

would entail ± interviews, observations of teaching and post-observation interviews on up 

to three occasions during their block school experiences. They were also invited to discuss 

the implications with me by phone or in person. This was a tricky line to tread as I wanted 
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to be clear about purposes in line with the principles of informed consent, but did not want 

to enter into detailed discussions which might pre-empt what would be covered during the 

interview. Once agreement was reached interviews were arranged at mutually convenient 

times during December 1999. 

 
Category Persuasion Score Age 

range 
G / NG Attitude Trad / 

Non-trad 
Agreed to 
interview 

Interview
ed 

1a Sc 11 LY NG +ve NT   
1b E 11 EY NG v +ve NT   
1c W/H 11 EY NG +ve T   
1d Sc [w] 10 LY G +ve NT   
2a Sc 8 EY NG +ve NT   
2b Sc [E] 8 LY NG v +ve NT   
2c Sc 8 LY G v +ve T   
2d Sc 7 EY G v +ve NT   
3a Sc 5 EY NG -ve NT   
3b Sc 5 EY G +ve T   
3c Sc 4 LY [G] +ve NT   
3d Sc 4 LY NG -ve T   
4a Sc 3 LY NG -ve T   
4b ? 3 LY NG v -ve NT   
4c ? 2 EY NG v +ve NT   
4d ? 1 EY NG -ve NT   
 

Table 6.5: Sample selected for interview  

 

Eleven of the sixteen students asked to participate gave their agreement. Perhaps 

predictably, three of those who chose not to take part came from category four ± the least 

sophisticated conception of geography. The only student from category four who agreed to 

be interviewed had a positive attitude towards geography. All of the students from 

categories one and two agreed to participate and three students from category three. This 

made twelve altogether but circumstances meant that it was only possible to interview 

eleven of these (table 6.5). 

 

Context: Interviews were all conducted in an education meeting room and were tape-

recorded. The use of a general meeting room had the advantage of being a neutral room in 

the university (not my teaching room or office), but clearly the choice of interviewing on 

campus meant that the space was not totally neutral. However, I felt that this disadvantage 
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would be outweighed by the advantages of being able to book a space that would be 

interruption free and where the clear business of the meeting would be the interview itself. 

 

Technical considerations: All interviews were recorded using audiotapes which were later 

transcribed. The benefits of this were that the interviewer could give interviewees full 

attention and positive body language ± good eye contact, face-to-face positioning ± could 

be more easily achieved. I decided to tape-record the interviews so that I could retain as 

much rapport as possible with the interviewees. Freedom from making notes meant that 

eye-contact was easier to establish, body language could be read, and the flow of 

conversation maintained as appropriate. However, use of a tape-recorder was not without 

its disadvantages. The equipment had to be tested at the beginning of each interview to 

ensure sound levels were sufficient; the equipment available was not of the best quality so 

did not always record utterances clearly, particularly if the interviewee lowered her or his 

voice, for example when stating something reflectively, or if the interviewee turned her or 

his head away from the microphone. 

 

6.2.3 Analysing interview data 

 

As with the selection of any research tools, the first step is to be clear about their purpose 

in relation to addressing the overall research question(s). As stated at the beginning of this 

chapter, this is a piece of interpretive research that takes a grounded theory approach ± that 

is, the oYerall aim is to generate theor\ aboXt beginning teachers¶ deYelopment as teachers 

of primary geography. The ke\ qXestion Zithin this is µZhat is the relationship betZeen 

stXdents¶ conceptions of geograph\, pedagog\ and knoZledge and their teaching 

practice?¶. The interYieZs Zere therefore condXcted Zith the pXrpose of e[ploring their 

conceptions and as such have a substantive focus. For these purposes, the approaches taken 

focused on content, rather than discourse, analysis. However, the literature on discourse 

analysis gives some useful advice regarding preparation of interview data for analysis 

which is outlined below. 

 

6.2.3.1  Transcribing the interview data 
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The first step was to transcribe the interview data ± 11 stimulated recall interviews during 

1999-2000 and 16 post-observation interviews (from 6 students). The literature on 

discourse analysis identifies the following as in need of consideration when making 

decisions about transcription:  

 

Arising from Bucholtz (2000) 

 

x Who will do the transcription? ± interviewer, others, all by same person or different 

people? What issues might arise? 

x Develop an awareness of role or authorship in transcription 

x Be aware of the purpose(s) of transcriptions 

x Be aware of how these might inform choices of interpretation and representation 

x If sections are not transcribed, what effect does this have on the coherence of what 

is said / the way in which the person is portrayed  [issues of image and power 

relationships here] 

x Be aZare of Zhat the µstandard¶ practice is Zithin \oXr oZn discipline 

x Don¶t forget that an aXdio-tape only captures part of the experience, and that 

transcription itself is an interpretive process 

 

Arising from Kitzinger (1998) 

 

x Be rigorous in attention to detail/accuracy when quoting from your own 

transcriptions 

x MXltiple µlistening¶ ma\ accoXnt for differences [Zhat is said is not clarified Xntil a 

second or third hearing ± fine for those who have access to the original recording,  

but problematic if transcriptions are not done by those who then go on the analyse 

and interpret them]; this needs to be acknowledged 

 

Arising from Poland concerning errors in transcriptions (1995) 

 

x Errors can be deliberate (µtid\ing Xp¶ speech) 

x Errors can be accidental ± four types are identified: sentence structure (e.g. 

insertion of a comma or full stop that changes the meaning), failure to identify that 



 
Chapter 6: Discussion of research tools 

112 

people are paraphrasing or mimicking (and therefore should use quotation marks), 

omissions that might occur (e.g. when listening to a section again), mistaking 

words or phrases for similar ones 

x Errors can often be due to poor tape quality 

x Errors also due to interpretation 

x Minimising errors can be done by e.g. using same person to do all transcriptions 

(preferably the interviewer/researcher), using a transcription symbol/notation 

system, transcribing verbatim (although Bucholtz (2000) would debate whether it is 

possible to transcribe µYerbatim¶ giYen all the other conte[tXal elements Zhich 

affect the nature of discourse and add to the meaning intended), paying attention to 

technological aspects of recording by e.g. checking equipment 

 

As a novice researcher I was unaware of the complexities surrounding transcription of 

interview data before undertaking the first interviews and transcripts in 1999-2000. Section 

6.2.2.1 has already discussed some of the issues that arose from audio-recording the 

interviews ± specifically that the sound quality of some was not good and led to difficulties 

in achieYing µYerbatim¶ accoXnts. In addition, dXe to the qXantit\ of interYieZs to be 

transcribed some of the initial stimulated recall interviews were done by a research 

assistant, but I did not give clear instructions about the procedures to follow, such as how 

to punctuate and how to indicate overlaps between speakers. On reading the transcripts 

prepared by the research assistant a number of errors were evident, some due to the poor 

quality of the tape but others due to misinterpretations of what students were saying ± for 

example, when students were discussing educational ideology they were using the terms 

given in the definitions (such as socially-critical, emancipatory, dialectical) and because I 

had not given the research assistant access to these definitions or the interview schedule 

errors in interpretation were made. In addition, while transcribing myself I began to realise 

that I was able to begin the process of identifying patterns and themes during the 

transcription and that I Zas thXs less µinside¶ the data of those transcribed b\ the research 

assistant. I therefore decided to go over those tapes with the transcripts in order to correct 

errors and to aid initial analysis. On the positive side, receiving help for transcription 

meant that all the stimulated recall interviews were transcribed with initial analyses 

conducted before the school experience phase of the research began, which enabled post 
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observation interviews to focus on evidence of conceptions in practice and how these 

compared with espoused conceptions. 

 

The procedures adopted for transcriptions were as follows (appendix 26): 

 

x What was heard was what was written down ± no sections of the conversation 

were omitted 

x Changes in font indicated who was speaking (italics for interviewer, regular for 

interviewee) 

x Commas and fullstops indicated small pauses in speech, a line of three fullstops 

indicated a longer pause, no other punctuation was used except ? and ! where 

appropriate 

x [unintelligible] was written in the script at points when it was impossible to 

make out what the speaker was saying 

x [laughs] was written in the script at appropriate points 

x [speech overlaps] was used to indicate when both were speaking at the same 

time 

x line numbers were used in multiples of 5 

 

6.2.3.2  Stages in analysing interview data 

 

The purpose of analysing interview data was to identify patterns in relationships between 

concepts and conceptual frameworks in the tradition of grounded theory. It was therefore 

important to choose an analytical tool that would best enable the development of a coding 

system which could then be applied to subsequent transcripts and revised as necessary. As 

Bucholz (2000) points out, it is as well to be aware of what is standard practice in my own 

discipline. Discussion with colleagues indicated that, within the field of education, 

NUD*IST was a statistical analysis package that proved useful in developing theory from 

the data. Within the field of environmental education, Reid (1998) discusses how: 

 
µthe transcripts for the interYieZs, together Zith an\ sXpplementar\ information, formed 
the basis for the testing and generation of analytical categories, for reliability and validity 
checks, and for data interpretation. My intention was to identify themes that emerged for 
individual teachers as well as common themes across teachers for the main research 
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qXestions. ThXs the categor\ s\stem ZoXld be groXnded in the data « rather than from « 
imposing pre-determined categories deriYed from the literatXre¶ (p. 175). 
 

His approach was to begin developing the conceptual framework by reflecting on the 

natXre and direction of his research, and then to Xse NUD*IST µto facilitate the clerical and 

inde[ing tasks in the anal\sis¶ (Reid, 1998: 187). In m\ case categories had alread\ been 

developed from the concept maps (table 6.3) and these, along with the frameworks from 

other researchers (geographical persuasions, theories of teaching, and educational 

ideologies) formed the basis of a conceptual framework, or coding system, that was then 

further developed from analysis of the transcripts using used NUD*IST. This reflects 

StraXss and Corbin¶s (1998) YieZ that it is possible to draZ on frameworks presented in 

previous grounded theory studies as long as the researcher does not become overly familiar 

with, or attached to them. This is a point I will return to later. 

 

NUD*IST analyses data in different text unit sizes (usually paragraphs or sentences) which 

are coded using a hierarchical index system, referred to as the index tree, and allows for 

both a root and branch structure, and free nodes which do not appear to fit the overall tree 

(Gahan & Hannibal, 1998). NUD*IST also allows for the analysis of imported documents 

(interviews, school experience field notes) and external documents that may not be in a 

suitable format for importation (concept maps, conceptions of teaching and learning, 

lesson plans and medium term plans). It therefore seemed to hold promise as a tool that 

would aid the analytical process. 

 

As the interviews were analysed using the index tree, other categories began to emerge that 

were initially placed as free nodes, but some of which subsequently formed a further 

branch within the index tree. During this initial coding phase thoughts were recorded in the 

research diary that indicate the types of questions that were being raised in my mind. These 

questions focused mainly on the nature of the conceptual framework and the extent to 

which it was reflecting the conceptions and connections between them that appeared to be 

evident. Clearly, in grounded theory, this is the purpose of the process and the index tree 

was continuously revised as each transcript was analysed. However, some questions were 

also being raised about the usefulness of NUD*IST itself. The central concerns were that it 

was very time consuming (transcripts need to be prepared in a particular format) and, as 

time went on, the index tree grew to such an extent that the ability to identify finer-grained 
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distinctions seemed to be getting in the way of identifying broader patterns. Not being able 

to see the wood for the trees was also potentially unhelpful when beginning the process of 

writing up ± for example, when deciding how to structure the presentation of the individual 

stXdents¶ deYelopment oYer time. 

 

A colleague who had completed a PhD in English Education and had numerous transcripts 

to analyse showed me how she had used Microsoft © Word¶s (2000) inde[ing and cross-

referencing functions as a means of electronically applying and developing a coding 

system. Information provided with Word 2000 explains that: 

 

An index lists the terms and topics discussed in a printed document, along with the pages 
they appear on. You can create an index entry:  
�  For an indiYidXal Zord, phrase, or s\mbol. 
�  For a topic that spans a range of pages. 
�  That refers to another entr\, sXch as ³Transportation. See Bic\cles.´ 
If you create numerous index entries for a specific topic area, you might want to create 
mXltileYel inde[ entries. For e[ample, create the main inde[ entr\ ³Transportation,´ and 
then groXp the sXbentries ³Bic\cle´ and ³AXtomobile´ Xnder it. (Microsoft © Word 2000) 
 

The facility to create multilevel index entries and to link one entry to another, and the 

obvious advantage of being able to do this within the programme that created the 

transcripts and was readily available, led to the decision to adopt its use in place of 

NUD*IST. In addition, 

 
after you've marked all the index entries, you choose an index design and build the finished 
index. Word then collects the index entries, sorts them alphabetically, references their page 
numbers, finds and removes duplicate entries from the same page, and displays the index in 
the document. (Microsoft © Word 2000) 

 

something which made the business of selecting extracts of the interviews (to illustrate 

points being made) much easier when writing up (appendix 27). 

 

During 2001-2 all the stimulated recall interview were analysed a second time using Word 

indexing, leading to further revisions of the conceptual framework which was then used for 

analysis of the post-observation interviews. Due to the nature of the focus of these 

interviews, and the other data available (lesson plans, classroom observations and diary 

entries), it was then possible to refine the conceptual framework once again (appendix 28). 
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In any research project there are questions about the validity of the interpretations made 

from the data. In qualitative research, and specifically grounded theory research, the claims 

to validity are potentially even more problematic. On the one hand there is the concern that 

interpretations should be seen to flow from the data and that others might make similar 

interpretations from those data. On the other hand, in terms of the theory generated a more 

fundamental question is: 

 
How do we know when we have specific social inquiries that are faithful enough to some 
human construction that we may feel safe in acting on them, or, more important, that 
members of the community in which the research is conducted may act on them? (Lincoln 
and Guba, 2003: 277) 

 

In this study there are therefore issues surrounding the interpretations made, through 

analysis, of the data sets (concept maps, written accounts of teaching and learning, 

interview transcripts, lesson plans and research diary). These interpretations then affected 

choices in selection of material to be presented in chapters 8-10, from which further 

learning takes place in the form, here, of the creation of the a theoretical model that 

attempts to illustrate how students develop as teachers of primary geography. There are 

thus issues surrounding learning from the three students themselves.  

 

Using the principle of crystalline validity (see 5.1.3 above), care was taken to gain the 

perspective of others at a number of points during the research process (Table 6.6).  

 

Time Activity People involved Influence on research 
February 
and March 
1999 

Presentation of paper 
on Pilot Study at UDE 
Geography Tutors and 
Primary geography 
Research conferences 

Discussion about use of 
concept mapping as a tool 
for eliciting conceptions and 
the subsequent 
interpretations made of these 
maps.  

Elicit conceptions of geography 
and teaching & learning separately; 
provide some concepts as a starting 
point for the concept map; develop 
a more reliable tool for analysis 

December 
1999 

Analysis of concept 
maps and accounts of 
teaching and learning 

Primary and secondary 
geography tutors ± both 
analysed data of 11 students 
who were interviewed, using 
the analytical tool developed 
by the researcher. 
Discussions about reliability 
of tools and validity of 
claims made from analysis. 

Recognition that even geographers, 
using the same tool and having an 
agreement about the codes for 
analysis will interpret concept 
maps differently. However, there 
was broad agreement about which 
category (scale 1-4, most to least 
sophisticated) to allocate each map 
and which persuasion was evident 
in each map. 

January 
2000 

Paper on first stage of 
data collection and 
analysis presented at a 
seminar at the Centre 

Lecturers and research 
students from CREE ± 
critical discussion of ideas, 
methodology and tools. 

Criticism focused on 
appropriateness of tools for 
accessing stXdents¶ professional 
values about geography and 
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for Research in 
Environmental 
Education, Bath 
University 

Followed up by email 
discussion. 

teaching. Focus of research began 
to shift from values to conceptions. 

February 
2000 

Paper as Jan 2000 
presented at Primary 
Geography Research 
Conference 

Primary Geography Teacher 
Educators, LEA and teacher 
colleagues with an interest 
in primary geography ± 
discussion of ideas. 

As above (although this group less 
critical of methodology than CREE 
group). 

March 2001 Paper on case study 
presented at m\ HEI¶s 
research week seminar 

Colleagues from education 
and other faculties invited to 
offer critical comments. 

More prominence given to ideas 
now formulating about the role and 
importance of pedagogical content 
knowledge and its relationship 
with subject and pedagogical 
knowledge. 

Sept 2001 ± 
present 

Member of Bristol 
Group ± an informal 
group of geography 
tutors working in ITE 
who meet 3 times a 
year 

Critical discussions about 
the nature of geographical 
education and curriculum 
change ± focus of discussion 
often a paper written by one 
of the group 

Helped to inform the literature 
review outlined in chapter 2. 

June 2002 A completed example 
of one stXdent¶s 
development written 
using revised structure, 
read by primary 
geography colleague 

Feedback given on validity 
of claims plus further ideas 
for consideration. 

Became more explicitly aware of 
m\ oZn role in the stXdent¶s 
developmental process ± a factor 
(and research issue) that must not 
be discounted. 

January and 
March 2003 

Paper on results, 
analysis and discussion 
of university phase data 
at UDE Geography 
Tutors and Primary 
Geography Research 
conferences.  

Discussion of results as 
presented, and issues of 
reliability and validity. 

Need to change title to reflect 
change in focus of research. 
Quantitative approach to 
presentation of data questioned by 
one or two ± to what extent can I 
claim that changes are due to the 
geography component of the 
course or other factors?  

January and 
March 2004 

Paper on µA case stXd\ 
of one beginning 
teacher¶s deYelopment 
as a teacher of primary 
geograph\¶ giYen at 
UDE Geography 
Tutors and Primary 
Geography Research 
conferences. 
Theoretical model 
proposed to colleagues 
for the first time. 

Discussions of theoretical 
model and its application to 
one stXdent¶s deYelopmental 
process. 

Considered the distinction between 
pedagogical content knowledge 
and what another colleague (doing 
research with a similar focus but 
with experienced secondary 
geography teachers) calls synoptic 
capacity. Continuing discussion 
helps clarify the way in which the 
factors affecting subject and 
pedagogical knowledge are 
represented in the model. 

June 2004 Invitation to give 
keynote lecture on 
µKnoZledge bases for 
effective teaching: A 
case study of two 
beginning teachers¶ 
development as a 
teachers of primary 

Conceptual framework for 
comparing the two 
beginning teachers was 
discussed. 

Model and ideas broadly accepted.  
Feedback indicated agreement over 
the importance of subject 
knowledge and particularly 
substantive subject knowledge.  
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geograph\¶ giYen at 
IASSEE3 conference in 
Dublin. 

 

Table 6.6: Involvement of the education community in, and their influence on, the research 
 

In addition, the students themselves were asked in each interview to offer their own 

interpretations on other data gathered (concept maps, classroom observations) as well as 

the initial drafts analysing their development, all of which contributed to the gaining of 

multiple perspectives, an important element of interpretive research (Denzin & Lincoln, 

1998). 

 

In terms of learning from the case and the examples within it or, as Stake describes it 

µknoZledge transfer from researcher to reader¶ (1998:95) it needs to be recognised that 

µboth research and reader need conceptXal strXctXres¶ (ibid) and that the process of writing 

in itself, through the organisation of paragraphs, sections and headings, and the selection of 

data to use for illustration, applies a conceptual structure. One cannot know the cognitive 

frameworks or previous knowledge of the readers that will affect how the final thesis is 

read and Xnderstood, bXt it is possible to seek to µprotect and Yalidate the transfer of 

knoZledge¶ (ibid). In addition to the Xse of mXltiple tools and perspectiYe, Stake identifies 

(in the context of case study research) comparison of the examples within the case as a key 

means of clarifying meaning. However, comparison is not without its drawbacks. 

 

I see comparison as an epistemological function competing with learning about and from 
the particular case. Comparison is a powerful conceptual mechanism, fixing attention upon 
the few attributes being compared and obscuring other knowledge about the case. (Stake, 
1998:97) 
 

The dilemma is whether to go for comparative or thick description, the former having the 

advantage of greater conceptual clarity, the latter enabling detailed description of the 

uniqueness of the case and its contextual factors. It is for this reason that a decision was 

taken to use thick description (chapters 7-10) as well as provide a comparative description 

in chapter 11. In addition, the generalisations made are tentatiYe, or µfX]]\ generalisations¶ 

(Basse\, 1999) Zhere researchers can make µgeneral statements from their research, if they 

are imbued with uncertainty¶ (Lot]-Sisitka & Raven, 2004:83). Part of the process of being 

 
3 IASSEE ± Irish Association for Social Science and Environmental Education 
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tentative is not only to use appropriate language (could instead of will) but also to be clear 

about the context within which the data were gathered. In this thesis the literature review 

provides the conte[t at a general, macro leYel, Zhile the research diar\ and participants¶ 

biographical questionnaires provide specific contextual detail at the micro level. These data 

are presented where appropriate and taken into consideration as part of the analytical and 

interpretive process. Finally, where extracts from interview transcripts are presented, the 

context within which the extract is situated (conversation preceding and following the 

extract) is either provided in the text, or through examples of whole transcripts in the 

appendix (appendices 26 and 30). 

 

6.3 Summary 

 

This chapter has discussed each of the research tools in turn, along with issues of reliability 

and validity as they arise specific to each tool. The use of tools for gathering data relate to 

the university-based phase (concept maps, written accounts, stimulated recall interviews) 

and the school-based phase (classroom observations, post-observation interviews) of the 

research. Tools for analysis were developed from the data and the literature and used 

electronic means (NUD*IST and Word indexing function) to aid the coding and cross-

referencing of the interview transcripts. The chapter concludes by applying the principles 

of grounded research and crystalline validity to the process used for analysing and 

interpreting the data and the generation of theory from these data.   
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7.  PUimaU\ VWXdenW WeacheUV¶ conceSWionV of geogUaSh\, 
teaching and learning. 
 

This chapter sets out and analyses the data gathered during the university phase of the 

research. These data were gathered during the initial elicitation exercise (biographical 

details, conceptions of geography, teaching and learning, n=79) conducted in the first 

taught session, September 1999; the annotated concept maps and geography component 

evaluations (n=67) conducted during the final taught session, December, 1999; and the 

semi-structured, stimulated recall interviews (n=11) conducted as soon as possible after the 

final geography taught session, i.e. during December 1999 and January 2001 

 

 

7.1  Biographical information 
 

At the beginning of the academic year 1999-2000 all students on the PGCE Primary ITE 

course were asked to complete a biographical questionnaire (appendix 18), the results of 

which are shown in table 7.1.  There does not seem to be much distinction between 

VWXGHQWV¶ EaFNJURXQGV LQ JHRJUaSK\ aQG ZKether they choose to focus on later years (7-11) 

or early years (3-8), but students in later years groups are more likely to hold a geography 

degree than those in early years groups. As a whole the majority of the cohort chose not to 

pursue geography beyond the age of 16. The reason for this, not surprisingly, could be due 

to their attitude towards the subject.  When the relationship between study of geography 

and attitude towards the subject at school is examined, the majority of those who did not 

continue ZLWK WKHLU VWXG\ LQWR µA¶ OHYHO H[SUHVVHG a QHJaWLYH aWWLWXGH. TKHUH LV TXLWH a KLJK 

correlation between those who continued to study geography beyond 16 and expressing a 

positive attitude towards it. 

 

Interestingly, at the beginning of the course a much higher proportion of students express a 

more positive attitude1 towards the subject than they held at school. Some students 

explained that while they had not enjoyed geography at school, they recognised its value 

and were excited about making it more interesting and fun for children than they had 

experienced. 
 

1 Students were asked, on the biographical questionnaire (appendix 18) to rate their attitude towards 
geography on a scale 1 ± 7 where 1 = extremely positive and 7 = extremely negative 
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 LY1 LY2 EY1 EY2 Total 
Number of students per 
group (n=  ) 17 16 23 23 79 

Studied geography age 
14-16 10 10 13 17 50 

µO¶ OHYHO RU HTXLYaOHQW 10 9 11 12 42 
Studied geography 16+ 6 2 3 5 16 
µA¶ level or equivalent 4 4 1 4 13 
Degree 4 4 1 1 10 
Other relevant experience 
&/or qualification 6 7 6 8 27 

Attitude at school:      
Negative  5 5 3 7 20 
Neutral  5 5 10 5 25 
Positive 7 6 10 11 34 
Attitude at beginning of 
course:      

Negative 1 2 1 2 6 
Neutral 3 2 11 1 17 
Positive 13 12 11 19 55 
LY = Primary Later Years focus (5-11 yrs) 
EY = Primary Early Years focus (3-7 yrs) 
 

Table 7.1: Biographical details of PGCE Primary Cohort 1999-2000 

 

Another reason for the increase in positive aWWLWXGHV PLJKW EH WKH LQIOXHQFH RI µOLIH 

H[SHULHQFHV¶, ZKHWKHU GLUHFWO\ (H.J. WKURXJK WUaYHO, LQYROYHPHQW LQ HQYLURQPHQWaO JURXSV) 

or indirectly (e.g. through books, TV programmes, people encountered). However, only 

about a third of the whole cohort stated that they had some other relevant experience 

aQG/RU TXaOLILFaWLRQ LQGLFaWLQJ WKaW WKH\ GR QRW SHUFHLYH µOLIH¶ H[SHULHQFHV aV EHLQJ 

relevant. The extent to which life experiences are perceived as contributing to their 

conception of geography will be returned to later on. 

 

 

 

7.2  Conceptions of geography before the course 
 

AV GHWaLOHG LQ FKaSWHU 6, VWXGHQWV¶ FRQFHSWLRQV RI JHRJUaSK\ ZHUH HOLFLWHG XVLQJ a FRQFHSW 

mapping task in which 8 key terms ± climate, environment, local, global, mapping, people, 

physical features and places ± drawn from the pilot study were provided. Students were 

asked to arrange concepts and link them to show relationships between concepts. They 

were also asked to label the links to indicate the nature of the relationship. 
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Concept maps were analysed using a tool developed from the data (chapter 6.1.5.2), that 

was based on modes of analysis used by other researchers (Ghaye & Robinson, 1989; 

Morine-Dershimer, 1993). Using this tool, a single point was given for evidence of a 

category in a FRQFHSW PaS; WKH WRWaO VFRUH IRU aQ\ VWXGHQW¶V PaS ZaV WKHUHIRUH 13.  

 

 Number of students 
for whom each 

category was evident 

% of n=79 
 

(to nearest 1/10th) 
Structure   
Apparent ordered structure 46 58.2 
Linear links between nodes 76 96.2 
Cross links between different levels 39 49.4 
General concepts added 29 36.7 
Specific concepts added 52 65.8 
Statements along links  66 83.5 
Statements along links are explanatory 17 21.5 
Relationships   
Spatial, locational 15 19 
Time, changes 9 11.4 
Causes, effects, influences 48 60.6 
Inter-relationship 20 25.3 
Active geography (investigations, enquiry) 4 5.1 
Skills (mapwork, fieldwork) 40 50.6 
 
Table 7.2: Total scores given for concept maps elicited September 1999 (n=79)  

 

Table 7.2 appears to show that the students scored more highly for the structure (also 

representing content in the form of nodes provided) than they did for types of relationships 

shown within the structure (representing geographical processes ± the conceptual 

framework for understanding the content). It also seems that, within the structure, few of 

the labels along links are explanatory in nature. Statements tended to be descriptive and 

VLPSOLVWLF, IRU H[aPSOH µPaSSLQJ includes PaS UHaGLQJ¶ aQG µSHRSOH live in SOaFHV¶ aQG 

µSK\VLFaO IHaWXUHV are part of the HQYLURQPHQW¶. WKHUH PRUH FRPSOH[ UHOaWLRQVKLSV ZHUH 

GHPRQVWUaWHG, WKHVH ZHUH SUHGRPLQaQWO\ FaXVaO LQ QaWXUH: µIaUPLQJ is influenced by 

FOLPaWH¶, aQG µJOREaO changes have an impact on HQYLURQPHQW¶. A VXUSULVLQJO\ VPaOO 

number of concept maps showed a spatial dimension and only four maps showed that 

HQTXLU\ RU LQYHVWLJaWLRQV ZHUH SaUW RI WKH VXEMHFW: µJHRJUaSK\ involves investigating over 

WLPH¶. WKHUH VNLOOV ZHUH HYLGHQW, WKLV WHQGHG WR EH PaSZRUN aQG WKLV ZaV RQO\ JLYHQ a 
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SRLQW LI PaSSLQJ VNLOOV ZHUH GHWaLOHG EH\RQG WKH SURYLGHG QRGaO WHUP: µPaSSLQJ can show 

changes in FOLPaWH¶ aQG µPRXQWaLQHHULQJ requires skills in mapping especially reading 

maps¶.  

 

When placed against geographical background all those considered to be geographers (for 

the purposes of this research defined as those who studied geography as a main or 

subsidiary subject in their degree) received a score between 1 ± 4 for relationships, but 

they were no more likely than other students to score highly overall. Only 66 scored a 

point for statements along links because 13 students did not label their links, even if they 

provided them. These 13 students therefore did not score at all for relationships, indicating 

that they had no conception of geography beyond the words they could associate with the 

subject. One student scored only a single point because she did not add anything to the 

nodes provided other than placing them in some sort of structure. 

 

Individual scores within the cohort ranged from 1 ± 11. 

 

EY1 scores range from 1 ± 11. EY2 scores range from 2 ± 11. 

LY1 scores range from 3 ± 11. LY2 scores range from 3 ± 10. 

 

It was then possible to identify four key categories showing conceptions that ranged from 

most sophisticated (category 1) to least sophisticated (category 4). Although the total 

possible score for each student was 13, the categories were developed on the basis of the 

aFWXaO WRWaOV VFRUHG LQ FRQMXQFWLRQ ZLWK WKH KROLVWLF, µH\H-EaOO¶ aVVHVVPHQW RI WKH NH\ 

features of concept maps within each category. Level descriptions were thus developed for 

HaFK FaWHJRU\ aQG HaFK PaS MXGJHG E\ LWV µEHVW ILW¶ ZLWK WKH GHVFULSWLRQ aV ZHOO aV LWV WRWaO 

score. It seems worth mentioning at this point that when analysing the concept maps using 

the scoring system, those maps that appeared to be very detailed and cluttered did not 

necessarily score as highly as those that were less detailed or cluttered. The reason for this 

ZaV WKaW LW ZaV UHFRJQLVHG IURP WKH KROLVWLF, µH\H-EaOO¶, aVVHVVPHQW WKaW a FOXWWHUHG FRQFHSW 

map does not necessarily show complex ideas. Indeed, in one instance, a concept map that 

was among the least cluttered scored a total of 10 because the student had created a 

structure of his own (cyclical rather than hierarchical) and had been selective about which 

of the 8 terms provided he used. This indicated a level of confidence and understanding 
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that was lacking in many other maps.  The level descriptions for each category are now 

given, with an example of a concept map from that category. 

 

Category One (9-11 points) 

 

 

 
 

Maps in this category tend to score highly for both structure and geographical relationships 

shown in the statements along the links. These maps all indicate a clear structure, 

complexity of relationships between nodes, and explanatory links that go beyond cause and 

effect to incorporate inter-relationships / interactions. The students in this category were 

more likely to construct a map using a structure that is not hierarchical, and to select only 

those concepts from the provided list of 8 that they wished to use while adding other broad 

concepts of their own. 
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Category Two (6-9 points) 
 

 
 

The majority of concept maps in this group are structured, and have some emphasis on 

conceptual links, although statements along links are more often descriptive than 

explanatory. Where links are explanatory, they tend to use single words (affects / causes) 

rather than explain the type of effect / cause. Geography is generally portrayed as a 

KLHUaUFK\ RI FaWHJRULHV, UHIOHFWLQJ a µGHVFULSWLYH-ULFK¶ YLHZ. 
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Category Three (4-5 points) 
 

 
 

The concept maps in this category are quite varied - some having an apparent structure 

while others do not. However, the majority do not score well for the types of concepts / 

relationships evident in their maps. Very often the only type of conceptual relationship 

between nodes is that of cause and effect. These maps tend not to have nodes added to the 

original set provided, indicating a narrow or ill-formed view of the subject. Some of the 

links between nodes do not make sense, geographically. 
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Category Four (1-3 points) 
 

 
 

The concept maps in this category are all without an apparent structure and, if links are 

made they are often not labelled to indicate the relationship between nodes. Beyond 

sticking down the labels provided very little was added to the map suggesting a lack of 

understanding of the nature of geography and/or a possible lack of confidence in 

portraying a poorly formed view. 

 

The total number of concept maps in each category is shown in table 7.3, which shows that 

the majority of students¶ FRQFHSW PaSV aUH LQ FaWHJRULHV 2 aQG 3 aQG WKaW WKHUH LV YHU\ OLWWOH 

difference between the later years and the early years in terms of the spread across all four 

categories. There is a slightly higher number of maps in category 4 within the early years 

aQG, LI WKHVH VWXGHQWV¶ ELRJUaSKLFaO GHWaLOV aUH VWXGLHG, WKHUH VHHPV WR EH QR SaUWLFXOaU 

IaFWRU WKaW FRXOG H[SOaLQ WKLV. IQGHHG, WKHUH VHHPV WR EH QR FRUUHOaWLRQ EHWZHHQ VWXGHQWV¶ 

geographical experience at school and the degree of sophistication of geography shown in 

their concept map. 
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Category (score 
range) 

LY1 
n=17 

LY2 
n=16 

EY1 
n=23 

EY2 
n=23 

Total 
n=79 

1  (9-11) 2 2 3 1 8 
2   (6-8) 12 8 6 9 35 
3   (4-5) 2 5 11 6 24 
4   (1-3) 1 1 3 7 12 

 

Table 7.3: Number of concept maps in each category 

 

Of the scores in category 1, two were geographers, but within this category, only three 

students had a score of 11 and none of these were geographers. However, two of these 

three noted on their biographical questionnaires that they had, since leaving school, 

developed a keen interest in geography or environmental studies as a result of extensive 

travel and joining an environmental action group. 

 

Of the 79 in the cohort, 10 were Geographers and these fell into the following categories: 

 

Category 1: 2 

Category 2: 7 

Category 3: 1 

Category 4: 0 

 

Finally, the concept maps were also analysed against the 3 geographical persuasions ± 

scientific, humanistic / welfare, environmental (Barratt Hacking, 1996) ± as a means of 

indicating the nature, aV ZHOO aV WKH GHJUHH RI VRSKLVWLFaWLRQ, RI a VWXGHQW¶V FRQFHSWLRQ.  

 

Persuasion LY1 
n=17 

LY2 
n=16 

EY1 
n=23 

EY2 
n=23 

Total 
n=79 

Scientific 17 13 18 18 66 
Welfare / Humanistic 1 2 3 1 7 
Environmental 3 4 5 3 15 
Not discernable  1 3 3 7 
 

Table 7.4: Geographical persuasion evident in concept maps 

 

In terms of the geographical persuasions it should be noted that some concept maps 

showed evidence of more than one persuasion ± hence the totals for table 7.4 add up to 
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PRUH WKaQ 79. TKH SHUVXaVLRQ HYLGHQW WKH PaMRULW\ RI VWXGHQWV¶ FRQFHSW PaSV ZaV 

scientific/descriptive rich. Only a handful of maps indicated that aspects such as inequality 

might be part of their conception of geography, and although environment had been 

provided as a key concept, only 15 students expanded on this to show elements of 

environmental concern or environmental issues such as pollution. Since 69 of the students 

were considered to be non-geographers it might be expected that they would have a 

conception of the subject that mirrors the popular, but perhaps now academically outdated, 

conception. The implications of this are discussed in chapter 12.  

 

7.3  Changes in conceptions of geography. 
 

 Number of 
students for 
whom each 

category was 
evident Sept 1999 

Annotations in 
each category 
made to maps 

Dec 1999 

Number of students 
for whom each 
category was 

evident Dec 1999 

Structure    
Apparent ordered structure 46 2 48 
Linear links between nodes 76 1 77 
Cross links between different levels 39 4 43 
General concepts added  29 3 32 
Specific concepts added  52 5 57 
Statements along links  66 0 66 
Statements along links are 
explanatory 

17 5 22 

Relationships    
Spatial, locational 15 1 16 
Time, changes 9 6 15 
Causes, effects, influences 48 3 51 
Inter-relationship 20 5 25 
Active geography  4 11 15 
Skills (mapwork, fieldwork) 40 14 54 
 

Table 7.5: Annotations made to concept maps after the taught course 

 

Table 7.5 shows the number of annotations made by students on their original concept 

PaSV aW WKH HQG RI WKH JHRJUaSK\ FRPSRQHQW¶V IRUPaO VHVVLRQV. A number of factors affect 

the results. For example, two students had left the course by this point and 10 students 

were absent for the session during which annotations were made. It must also be taken into 

account that the scoring system only gives a single point for evidence of a category, so 
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even if annotations have been made these may not add to the score because they are in a 

category for which that student has already scored. 

 

WKLOH WKH UHVXOWV SURYLGH HYLGHQFH WKaW VWXGHQWV¶ FRQFHSWLRQV KaYH FKaQJHG, Ior the cohort 

as a whole this does not seem significant in numerical terms. However, some of the 

changes made could not be scored because a category did not exist for them ± for example 

some students (12) introduced the concept of comparisons, similarity and difference, while 

RWKHUV (6) VKRZHG aZaUHQHVV RI WKH µNH\ HOHPHQWV RI OHaUQLQJ¶ (DES, 1985). TKHVH, aORQJ 

with other annotations, reflected aspects that had been emphasised during the geography 

programme (see chapter 4). 

 

Two categories do stand out as KaYLQJ EHFRPH a JUHaWHU SaUW RI VWXGHQWV¶ FRQFHSWLRQV, aQG 

WKHVH aUH µVNLOOV¶ aQG µaFWLYH JHRJUaSK\¶. TKH IRUPHU VKRZV WKaW VWXGHQWV aUH QRZ PRUH 

explicitly aware of mapping and fieldwork as skills that the geographer uses, and for some 

this extended to interpretation of sources. For example, one student added to her concept 

PaS µ feaWXUeV and hoZ Wo UeSUeVenW Whem on a maS XVing a YaUieW\ of VWimXli¶ and to 

KHU KLHUaUFK\ RI µSHRSOH ± population ± 3rd world issues ± food mountains ± different 

FXOWXUHV¶ VKH aGGHG µeliminating misconceptions and stereotyping¶. OQ WKLV HYLGHQFH LW LV 

SRVVLEOH WR VXJJHVW WKaW WKH WaXJKW FRPSRQHQW GHYHORSHG VWXGHQWV¶ XQGHUVWaQGLQJ RI 

syntactic rather than substantive knowledge. Indeed, although many students said in 

discussion that their knowledge had increased, they tended to show how their 

understanding of the subject as a whole had changed, rather than adding detail. When 

taken into consideration with the comments made during stimulated recall interviews (see 

section 7.4 below), this seems to be evidence of a more fundamental shift in perspective on 

the nature of geography. 

 

Changes in conception as shown against the four categories (table 7.6) seem to suggest 

WKaW, aV a UHVXOW RI WKH WaXJKW FRXUVH, VWXGHQWV¶ FRQFHSWLRQV have become more 

sophisticated. For example, the numbers of concept maps in category 1 have doubled while 

the number in category four have halved. What the table does not show is that for some 

students this shift was considerable ± some scores changed from 5-9, 3-7 and 5-10 ± while 

others changed from 6-7, which does not show on the table above. 
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Category (score 
range) 

LY1 LY2 EY1 EY2 Total 

1  (9-11) 4 (2) 4 (2) 6 (3) 3 (1) 17 (8) 
2   (6-8) 11 (12) 8 (8) 9 (6) 10 (9) 38 (35) 
3   (4-5) 2 (2) 4 (5) 6 (11) 6 (6) 18 (24) 
4   (1-3) 0 (1) 0 (1) 2 (3) 4 (7) 6 (12) 

Persuasion      
Scientific 17 (17) 14 (13) 19 (18) 19 (18) 69 (66) 
Welfare / 
Humanistic 

4 (1) 3 (2) 4 (3) 2 (1) 13 (7) 

Environmental 3 (3) 4 (4) 8 (5) 3 (3) 18 (15) 
Not discernable  1 (0) 3 (2) 3 (2) 7 (4) 
 

Table 7.6: ChangeV in VWXdenWV¶ cRnceSWiRnV aV VhRZn againVW caWegRUieV and geRgUaShical 
persuasions (scores from Sept 1999 shown in brackets) 
 
 

In terms of their persuasion, the majority of concept maps continue to reflect a scientific / 

descriptive-rich persuasion. The addition of three to this category is equal to the reduction 

in number of those whose persuasion was not discernable in Sept 1999. Nine more students 

do now show a humanistic/welfare or environmental persuasion in their concept map and 

the fact that most of these show a humanistic/welfare persuasion could be due to the nature 

of the course and its emphasis on geography as a subject that has the potential to develop 

pupils as global citizens.  

 

 

7.4  Conceptions of geography revealed through stimulated recall 

interviews. 
 

7.4.1  Selection of sample to interview. 
 

The combination of qualitative and quantitative analysis enabled a smaller sample of 

students to be selected. The aim was to have four from each category and, within each 

category, a mixture of geographers and non-geographers, traditional (PGCE done straight 

after formal schooling and degree)and non-traditional (change of career, time spent 

travelling or other, raising a family, therefore classified as a mature entrant) entrants, 

geographical persuasions and early years or late years specialists. These students were 

asked if they would be prepared to participate further in the research by being interviewed 
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and, if possible, being observed teaching geography during their final block school 

experience. The tables below show details of those selected for the sample as well as 

whether they did, in the event, take part in the stimulated recall interview and whether they 

were observed during school experience.  

 

Key to tables: 
G = Geographer  NG = Non-geographer 
*  = students have identified other relevant qualifications / experience (e.g. a special interest in the 
field of environmental conservation) 
Persuasion: Sc = scientific, W/H = welfare, humanistic, E = environmental, ?  = no obvious 
persuasion 
T = Traditional entrant  NT = Non-traditional entrant  
Shaded row + SE = student observed during school experience and first year of teaching 
 

Category One (9-11 points) 
 
G / NG Score Age range Persuasion Attitude T/NT 
NG* interviewed 11 LY Sc +ve NT 
NG* 11 EY E v +ve NT 
NG interviewed 11 EY W/H +ve T 
G1 interviewed + SE 10 LY Sc [w] +ve NT 
 
Category Two (6-8 points) 
 
G / NG Score Age range Persuasion Attitude T/NT 
NG1* Interviewed + SE 8 EY Sc +ve NT 
NG Interviewed 8 LY Sc [E] v +ve NT 
G2 Interviewed + SE 8 LY Sc v +ve T 
G Interviewed 7 EY Sc v +ve NT 
 
Category Three (4-5 points) 
 
G / NG Score Age range Persuasion Attitude T/NT 
NG Interviewed 5 EY Sc -ve NT 
NG2 Interviewed* + SE 5 EY Sc v +ve T 
NG 4 LY Sc +ve NT 
NG Interviewed 4 LY Sc -ve T 
 
Category Four (1-3 points) 
 
G / NG Score Age range Persuasion Attitude T/NT 
NG 3 LY Sc -ve T 
NG 3 LY ? v -ve NT 
NG* Interviewed                                                                                                                 2 EY ? v +ve NT 
NG 1 EY ? -ve NT 
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The rows in the tables above that have been highlighted show those students who were 

subsequently observed on at least three occasions during the PGCE and NQT years. Data 

from three of these students are reported in chapters 8-10. 

 

11 of the 16 selected for the smaller sample agreed to take part in the stimulated recall 

interviews. In terms of their conceptions of geography the interview sought to probe their 

conception more deeply, to explore whether they felt able to represent their conception 

adequately in concept map form, to ascertain the range of experiences they drew on to 

inform their concept map, and to explore any underlying attitudes and values that seemed 

to underpin their conception. In addition, the interview asked the student to classify their 

conception against the three geographical persuasions enabling comparison with the 

interpretations made during analysis. Finally, students were asked to discuss any changes 

shown in their conception through their annotations of their concept map after the taught 

component and to offer explanations for those changes. 

 

 

7.4.2  SWXdenWV¶ conceptions and their ability to represent them as a concept 

map. 
 

Overall those interviewed said they were able to represent their conception adequately in 

the form of a concept map, although many expressed dissatisfaction with a hierarchical 

structure as a means of portraying their conception. The majority did use such a structure, 

but said that they saw the elements of geography, as represented in the nodes, as being far 

more interlinked and difficult to separate.  

 

µ No, I didn¶W see iW aW all as hierarchical. «I Zas jXsW Wr\ing Wo link m\ ideas inWo 

some kind of semblance, bXW noW hierarchical¶. G category 2 lines 124, 126-7.  

 

Two alternative structures used were cyclical (G1) and sequential (G2). Both these 

students had a geography degree and, as confirmed in interview, were confident enough to 

create their own structure and to be selective about which of the terms provided to use or 

QRW. G1¶V FRQFHSWLRQ LV GLVFXVVHG LQ GHWaLO LQ FKaSWHU 8. 
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Figure 7.1: G2¶V FRQFHSW PaS SHSWHPEHU 1999 

 

The student (G2, figure 7.1) who chose a sequential structure presented her conception 

almost as a story. The interview showed her conception to be more complex than was 

evident in her map and her explanation for this was that she had done it for her own 

understanding rather than making it explicit for someone else. For example, when asked 

ZK\ VKH KaGQ¶W VKRZQ LQWHUaFWLRQ EHWZHHQ QRGHV RQ SaUW RI KHU PaS VKH UHSOLHG: 

 

µI Whink probabl\ I ZanWed Wo groXp Whem WogeWher and « WhaW becaXse I¶d groXped 

them together I kneZ « WhaW Whe\ Zere all relaWed¶. G2, line 33-35  

 

Her concept map was far less cluttered than some and she put this down to her desire to 

keep things simple  

 

µI remember looking aW eYer\one else¶s and Whe\¶d goW Whings ZriWWen all oYer Whe 

place and mine looks reall\ basic bXW Wo me WhaW¶s clearer and iW makes sense¶. G2 

line 75   
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But she recognised that this could be misleading to someone else as too many things were 

implicit in her representation.  

 

µWhen I pXW WhaW doZn [node of people] I didn¶W just see the word people, I knew 

ZhaW WhaW meanW¶. G2 line 58 

 

This also highlights the potential drawback of concept mapping ± that aspects of the 

conception may well be implicitly rather than explicitly shown. Methodologically it 

therefore confirms the importance of conducting a follow-up interview as a means of 

SURELQJ SaUWLFLSaQWV¶ LGHaV PRUH GHHSO\ aQG LQFUHaVLQJ WKH YaOLGLW\ RI LQWHUSUHWaWLRQV PaGH. 

 

Otherwise, when questioned about elements of geography or geographical relationships 

that had not appeared on their map, such as fieldwork, many of those interviewed said they 

were aware that it is part of geography but for some reason they did not put it in their map. 

Other aspects, such as values or enquiry, appear not to be part of their conception at all at 

the beginning of the course.  

 

 

Category Background Persuasion as identified by 
Researcher [Student]  

1 

NG*   Sc [Sc] 

NG  H/W [H/W] 

G1  Sc, H/W [E, H/W] 

2 

NG1* SE Sc [H/W] 

NG  Sc, [Sc, E] 

G2  Sc  [Sc, E] 

G  Sc [Sc] 

3 

NG  Sc [Sc, E] 

NG2  Sc [H/W, E] 

NG  Sc [E] 

4 NG*  ? [Sc, H/W] 

 

Table 7.7: Geographical persuasion as identified by the researcher and student 



 
Chapter 7: PUimaU\ VWXdenW WeacheUV¶ cRnceSWiRnV Rf geRgUaSh\, Weaching and leaUning. 

136 

 

Although most students interviewed agreed that they had been able to represent their 

conception adequately, when they were asked which persuasion they thought their map 

reflected, their response was at odds with the judgement made by the researcher (table 7.7). 

  

As identified by the researcher, most students portrayed a scientific/descriptive rich 

persuasion and this could well be related to the fact that they tended to draw on their 

formal school experiences when constructing their maps. The discrepancy between the 

UHVHaUFKHU¶V aQG WKH VWXGHQWV¶ MXGJHPHQWV FRXOG EH EHFaXVH LQ PaQ\ FaVHV WKH\ ZHUH 

stating what they believed their conception of geography was, rather than whether this was 

actually evident in their concept map. In this respect they were stating more of an ideal to 

ZRUN WRZaUGV EXW, LQ LQWHUYLHZ, ZHUH RIWHQ QRW aEOH WR H[SOaLQ WKLV EH\RQG VWaWLQJ WKaW µWKLV 

is ZKaW P\ SUHIHUHQFH LV¶. TKLV Pa\ EH SaUWO\ GXH WR WKH QaWXUH RI WKH HOLFLWaWLRQ H[HUFLVH ± 

that it asked students to construct a map for geography and therefore did not immediately 

encourage them to consider the value of geography. However, the teaching and learning 

elicitation activity explicitly focused on value and, as shown in section 7.5 below, the 

majority of students continued to portray a scientific/descriptive rich persuasion. Another 

explanation for the discrepancy could be that students were interviewed after the 

completion of the geography taught component and now had a preference for a more 

humanistic or environmental approach to geography in the curriculum. 

 

 

7.4.3  The range of experiences students draw on to inform their concept map. 

 

Those students interviewed overwhelmingly drew on their formal geographical 

experiences at school when constructing their map. In the following example she said: 

 

µI Zas Wr\ing Wo Whink back on ZhaW I¶d done as a sWXdenW [aW school]. I hadn¶W had 

any other experiences of geograph\. So WhaW Zas aboXW iW.¶ NG, category 3, lines 

22-24 

 

even though she had not studied geography since the age of fourteen. Two of the three 

geographers interviewed drew on their geography degree, and these were the two who 
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structured their concept maps cyclically and sequentially. However the third still relied on 

her school experiences: 

 

µI Zas Wr\ing Wo Whink back Wo hoZ I learnW geograph\ aW school¶ and µiW broXghW 

back all memories of geography being taught in the third year in high school¶. G, 

category 2, lines 35, 280. 

 

That this was the case is evident in the fact that although she did a degree in human 

geography and town planning, she stated that her geographical persuasion was scientific. It 

also adds weight to the notion that the knowledge of subjects and teaching gained through 

their apprenticeship as pupils is very powerful and needs to be explicitly identified and 

acknowledged if students are to be enabled to expand on their prior conceptions. 

 

7.4.4  Underlying attitudes and beliefs. 
 

Not surprisingly, those students in categories 3 and 4 were much less confident and more 

likely to have a negative attitude towards geography than those in categories 1 and 2. One 

non-geographer in category 3 said in interview 

 

µI didn¶W feel comforWable ZiWh doing iW aW all [Whe concepW map]. « I didn¶W feel as 

WhoXgh I had an\ real knoZledge .. jXsW Zasn¶W Yer\ confidenW « I jXsW didn¶W like 

being asked¶. NG, category 3, lines 121, 126-7  

 

In her case this lack of confidence meant that no other headings or concept terms were 

added  

 

µ I knoZ WhaW a loW of people, Whe\ added Wheir oZn headings, and I jXsW didn¶W feel 

confidenW aboXW doing WhaW¶ NG, category 3, lines 147-8 

 

On the other hand, all those interviewed from categories 1 and 2 said they enjoyed the 

elicitation exercise. 
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µI enjo\ed iW. IW brings back hoZ mXch I enjo\ geograph\. I enjo\ed iW, ZriWing iW 

doZn¶. G, category 2, line 278. 

 

The beliefs that underpin studenWV¶ FRQFHSWLRQV RI JHRJUaSK\ aUH, LQ SaUW, VKRZQ WKURXJK 

WKHLU SHUVXaVLRQV. HRZHYHU, WKH LQWHUYLHZ aOVR SUREHG VWXGHQWV¶ XQGHUVWaQGLQJ RI 

epistemology as it relates to geography. For example, it might be expected that a student 

whose concept map reflected a scientific/descriptive-rich persuasion might also hold a neo-

classical / vocational conception of epistemology, while those whose persuasions were 

humanistic/welfare might be expected to hold a more socially critical conception of 

epistemology. 

 

Certainly a geographer interviewed from category 2 whose espoused persuasion is mostly 

scientific (with elements of environmental) selected the neo-classical / vocational as being 

closest to her own view of knowledge.  

 

µknoZledge in a sXbjecW is probabl\ Yer\ objective. You need to know this and this 

Wo be good aW Whe sXbjecW¶. G, category 2, line 622 

 

However, on further discussion she began to show an awareness that geography  

 

µis Yer\ mXch spliW « becaXse Where¶s knoZledge \oX need Wo knoZ aboXW, sa\, 

physical feaWXres¶ « EXW WKaW  µif \oX Zere looking aW hXman geograph\ \oX mighW 

Yer\ Zell Whink Zell Whis or WhaW isn¶W fair, I don¶W agree ZiWh Whis. I Whink, \es, \oX 

can haYe boWh aspecWs ZiWhin geograph\¶. lines 629-630, 637-638 

 

Indeed, of the 11 students interviewed, 9 of them were adamant that they did not believe in 

a neo-classical view of knowledge at all and this was usually explained in constructivist 

terms. These nine tended to believe that knowledge was a mixture of both liberal-

progressive because 

 

iW¶s alZa\s goW Wo relaWe back Wo Whis indiYidXal Wo haYe meaning for Whe indiYidXal; 

oWherZise iW¶s noW relaWed enoXgh Wo Whem for Whem Wo XndersWand iW. (NG, category 

1, lines 645-646) 
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and socially-critical because 

 

knoZledge isn¶W acWXall\ jXsW Wo do with yourself. (NG, category 2 line 614) 

 

but definitely not vocational / neo-classical because  

 

Um, µcaXse iW¶s[knoZledge] noW objecWiYe. There are books and some are more 

reliable Whan oWhers, bXW Whe\¶Ye all been ZriWWen b\ somebod\ (NG, category 2, 

lines 625-626) 

 

7.4.5  Changes in conception 

 

Where there were changes in conception, for some it was quite a fundamental change 

linked directly, at this stage, to the taught course. For example, one student said that he had 

never considered focusing on values as part of geographical study and that this was quite a 

revelation to him. Another said she had not realised that geography could focus so much 

on people: 

 

µI Whink, jXsW from doing Whe geograph\ coXrse ZiWh \oX, iW [m\ persXasion] Zould 

be more humanistic because we focused a lot on people and cultures, and I found 

WhaW « qXiWe inWeresWing becaXse I didn¶W knoZ WhaW geograph\ acWXall\ looked aW 

Whings like WhaW. So WhaW Zas someWhing neZ, someWhing WhaW inWeresWed me.¶ NG, 

category 3, lines 290-293  

 

This realisation led to greater confidence. On the first occasion she had felt quite negative 

about her ability to show her conception. When asked how she felt about doing the 

annotations she said 

 

µImmediaWel\ I kneZ WhaW I ZanWed Wo add lots of things, and I knew I was going to 

have a more inter-linking relaWionship beWZeen Whem. « I felW more confidenW, 

definiWel\, Whe second Wime roXnd¶. NG, category 3, lines 376-379 

 

and that this was 
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µma\be iW¶s Wo do ZiWh Whe knoZledge, and jXsW Whe facW WhaW iW¶s giYen me more 

confidence¶. NG, category 3, lines 396-7 

 

Apparent lack of change (shown by no annotations or annotations that did not add anything 

different to their original map) was revealed by some in interview to be more of a change 

in perspective. For example one student (NG, category 3) said her conception had changed 

in that, although the content and structure remained relatively the same, she now perceived 

JHRJUaSK\ aV µEHLQJ HYHU\ZKHUH¶ UaWKHU WKaQ FRQILQHG WR ZKaW VKH KaG VWXGLHG at school. 

TKLV PLUURUHG VRPH aQQRWaWLRQV ZKHUH FRPPHQWV VXFK aV µmy perspective of how to teach 

geograph\ is noZ Xsing children¶s presenW knoZledge and e[perience in geograph\ and 

bXilding on iW¶ (NG, category 2) were added. In other words, the geography component had 

HQaEOHG WKHP WR EHJLQ WR VHH µOLIH¶ H[SHULHQFHV aV EHLQJ YaOLG, JHRJUaSKLFaOO\. 

 

AV GHWaLOHG LQ FKaSWHU 4, WKH µEaVH¶ (MaLU, 1977) IURP ZKLFK a VWXGHQW WHaFKHU 

conceptualises a subject can have a profound effect on how they teach it. When students 

begin an ITT course the majority appear to conceptualise the subject from the base of 

learner. One of the key aims of the geography component of the PGCE course was to 

enable the students to move from the base of learner to that of teacher ± more specifically 

geography teacher. To enable this to happen it was necessary (a) to raise students 

aZaUHQHVV RI WKHLU RZQ FRQFHSWLRQV RI JHRJUaSK\, (E) WR UHOaWH WKHVH WR a YaULHW\ RI RWKHUV¶ 

conceptions, (c) to relate all these conceptions to a range of organising frameworks and (d) 

to explicitly look at the efficacy of these alternative conceptions and organising 

frameworks so that the students themselves could adopt ones they felt most helpful to them 

as teachers. Conceptualising geography from the base, or perspective, of teacher also 

seemed to help some incorporate enquiry or investigation into their map. 

 

µThe main Whing is Whe inYesWigaWiYe approach, WhaW¶s Whe main Whing WhaW¶s changed 

« for children Wo inYesWigaWe iW reall\, Wo be offered iW in a YarieW\ of ways and 

experiences. And to understand and touch it, really, rather than just looking at 

books and being Yer\ facWXal and noW XndersWanding iW.¶ NG1 lines 235, 239-241. 
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TKH IROORZLQJ TXRWH, ZULWWHQ RQ RQH VWXGHQW¶V FRQFHSW PaS GXULQJ WKH aQQRWaWLRQ H[Hrcise, 

seems to sum up what many students felt they had learnt from the geography component of 

the course: 

 

µThese WiWles and headings no longer help me ZiWh m\ ideas aboXW geograph\. 

During the sessions I have learnt so much about different aspects of everyday life 

that can be considered in this subject. Enquiry, for example, is a skill which can be 

developed in children and is as much to do with their approach to learning as the 

area they are looking at. Thank you for showing me that I can achieve in this 

subject with my children and, more importantly, that I can enjoy it. After all these 

\ears!¶ (NG, EY2, category 2). 

 

 

 

7.5  Conceptions of teaching and learning before the course 
 

SWXGHQWV¶ FRQFHSWLRQV RI WHaFKLQJ aQG OHaUQLQJ ZHUH HOLFLWHG LQ WZR Za\V They were asked 

to describe how they might teach three aspects of geography as identified on their concept 

maps, and then state what they considered the benefits of such activities might be for 

FKLOGUHQ¶V OHaUQLQJ. FLQaOO\ WKH\ ZHUH aVNHG WR GR a FRQFHSW map using the given terms 

teaching ± learning ± content (see chapter 6.1.3.1).  

 

The descriptions of activities and rationales were analysed in two ways. Firstly they 

provided a useful basis for comparison with the conception portrayed in the concept map. 

Secondly, the teaching and learning data for the sample selected were analysed in more 

detail using a classification system ± four theories of teaching: transfer, shaping, travelling 

and growing (John, 1996).  

 

Overall, students ideas about how and why to teach geography were more likely to confirm 

the analysis made of their concept map than not. For example, for the EY1 group, 16 

VWXGHQWV¶ LGHaV FRQILUPHG WKH aQaO\VLV PaGH, ZKLOH 7 VKRZHG WKaW WKHLU FRQFHSWLRQ ZaV 

broader than that portrayed in their concept map. Where there were differences they tended 

to focus on showing awareness of geographical skills such as mapping and fieldwork or 
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learning through investigations. Thinking about how to teach an aspect of their conception 

led students to focus more on syntactic knowledge. When describing the benefits of their 

WHaFKLQJ LGHaV IRU FKLOGUHQ¶V OHaUQLQJ, VRPH VWXGHQWV WKHQ GHPRQVWUaWHG a KXPaQLVWLF RU 

environmental focus that had not been apparent in their concept map.  

 

Data for those students who participated in the stimulated recall interviews were analysed 

XVLQJ JRKQ¶V (1996) FaWHJRULHV, WKH UHVXOWV RI ZKLFK aUH VKRZQ LQ WaEOH 7.8.  

 

 

Category Background Transfer 
theory 

Shaping 
theory 

Travelling 
theory 

Growing 
theory 

 NG* interviewed    � � 

1 NG*  �   � 

 NG interviewed   �  � 

 G1 interviewed   � �  

 NG1* interviewed    �  

 NG interviewed  � �   

2 G2 interviewed   �  � 

 G interviewed  � �   

 NG interviewed  � �   

3 NG2* interviewed  � �   

 NG  �  �  

 NG interviewed  � �   

 NG  � �   

4 NG  � �   

 NG interviewed   � �  

 NG  �  �  

 

Table 7.8: SWXGHQWV¶ FRQFHSWLRQV RI WHaFKLQJ aV UHIOHFWHG LQ WKH HOLFLWaWLRQ GaWa, SHSWHPEHU 
1999 (shaded rows indicate students who were observed during school experience and their first 
year of teaching) 
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Only the smaller sample were analysed in this way because these would be the students 

who might be observed teaching geography in school and their beliefs about teaching in 

theory could then be compared with their beliefs about teaching in practice. All studentV¶ 

accounts of teaching aspects of geography appeared to reflect more than one theory of 

WHaFKLQJ EXW WKRVH PRVW SUHYaOHQW ZHUH WKH µWUaQVIHU¶ aQG µVKaSLQJ¶ WKHRULHV. TKaW WKLV LV 

due, to a significant degree, to their own apprenticeship as pupils, can be deduced from the 

stimulated recall interviews. All but two of those interviewed (n=11) mentioned their own 

schooling when asked why they thought they might teach something in that way. The 

remaining two were mature students with experience in schools as parent helper or 

classroom assistant, and drew on these experiences instead. The other interesting 

phenomenon is that the results appear to show that students who hold a more sophisticated 

conception of geography are more likely to have a conception of teaching that is child-

centred and interactive, whereas students with a less sophisticated conception of geography 

are more likely to have a teacher-centred conception of teaching. In terms of offering an 

explanation for why this might be the case it is sometimes interesting to look at those who 

do not fit the pattern, such as NG, interviewed category 4. 

 

A working idea I was developing was that if a student did not have a well-formed 

conception of geography, and possibly lacked confidence in the subject, it would be quite a 

challenge to come up with some child-centred, interactive teaching ideas because there 

would be little knowledge to base these on. NG, category 4 (interviewed), on the other 

hand expressed a positive attitude for the subject and, when asked where the control for 

learning lies, said  

 

WiWh Whe pXpils I Whink, Whe Weacher sWarWs iW off, bXW I Whink iW¶s Whe pXpils. NG, 

category 4, line 264 

 

and that her ideal would be to teach in a way that reflect the growing theory: 

 

µWhaW¶s hoZ I ZoXld like to see myself, with pupils developing, with the teacher as 

the enabler, to give the resources and give the knowledge when they are ready to 

accepW iW reall\. I don¶W knoZ ZheWher m\ knoZledge of ps\cholog\ has changed Whe 

way I think, how the children learn¶. NG, category 4, lines 297-300. 
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This identifies her psychology degree, which had modules on teaching and child 

development, as an additional factor affecting her conception. Never-the-less, a few 

moments later when giving an example of some geography teaching she had done with a 

Y3 class,  

 

µI had a Zorld map Whing Wo shoZ Whem, and Whe\ had alread\ looked aW Whe differenW 

colours you get on maps according to rainfall and temperature. I was going to 

discuss the different types of climate you could get and then look at the map and 

see where they were in the world, sort of near the equator or the polar regions. 

Then Whe difference beWZeen climaWe and ZeaWher, Zhich I didn¶W reall\ XndersWand, 

and sorW of differenW W\pes of animals \oX¶d geW Where and why, different types of 

cloWhes \oX¶d Zear, and like in Whe polar regions Zhere \oX don¶W geW da\ and nighW 

in some parWs of Whe \ear, iW¶s jXsW conWinXal da\ or conWinXal nighW and some places 

don¶W haYe Wimes of seasons WhaW Ze do, Ze did aboXW WhaW really¶. NG, FaWHJRU\ 4, 

lines 333-340 

 

A combination of partial knowledge and lack of strategies for teaching about this beyond 

looking at a map and discussing seem to be key factors here leading to a more teacher / 

content-led and transmissive approach in practice. In interview almost all students stated 

that their conceptions of teaching and learning were more closely aligned with the 

interactive and child-centred theories (travelling and shaping) than their written accounts 

and concept maps suggested (table 7.9). 
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Category Background Transfer 
theory 

Shaping 
theory 

Travelling 
theory 

Growing 
theory 

1 

NG*  Interviewed   �x �x 

NG Interviewed  �x  �x 

G1 Interviewed + SE  � x � x x 

2 

NG1* Interviewed + SE   � x x 

NG Interviewed � � x  

G2 Interviewed + SE  � x � x 

G Interviewed � � x x 

3 

NG Interviewed � �  x 

NG2 Interviewed + SE � � x x 

NG Interviewed � � x x 

4 NG* Interviewed  � � x x 

          � = as interpreted by the researcher 
                     x = as revealed by student during interview (weak) 
                     x = as revealed by student during interview (strong) 
 

Table 7.9: SWXGHQWV¶ FRQFHSWLRQV RI WHaFKLQJ UHYHaOHG WKURXJK LQWHUYLHZ 

 

For example, G, category 2 above, said she thought her ideas were best reflected by the 

growing theory, but when asked to explain why she talked about how a teacher might: 

 

µhaYe Whe knoZledge, bXW \oX¶Ye goW Wo be able Wo imparW Whe knoZledge « Whe\¶re 

all deYeloping « aW differenW levels and you have to impart that knowledge and get 

Whem all Wo a cerWain sWandard¶ G, category 2, lines 392 ± 4. 

 

A few moments later she said it was important to also be  

 

µ «sponWaneoXs « sa\ if \oX do a lesson and nobod\ XndersWands When \oX mighW 

have to turn the lesson round to something they will understand, links with their 

e[periences¶. G, category 2, lines 397-9 

 

suggesting a more child-centred approach. This reflects a phenomenon that is frequently 

reported in research (Johnson, 1992; Bennet & Carré, 1993); that there is often a mismatch 
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EHWZHHQ VWXGHQWV¶ HVSRXVHG WKHRULHV aQG WKRVH HYLGHQW LQ SUaFWLFH. IQ WKLV SaUWLFXOaU 

context, stimulated recall interviews enabled some exploration of the apparent mismatch 

and three factors seem to be relevant. Firstly, some said that their thinking about how to 

teach had already changed as a result of the course (interviews were conducted at the end 

of the first term). Secondly, when prompted, some said that the theory they felt best 

reflected their conception was an ideal to aspire to, but that they recognised they did not 

have the knowledge and skills to put it into action yet. Thirdly, some students had other 

experiences to draw on (work as a classroom assistant, psychology degree) that helped 

them to over-ride their lack of geographical knowledge. 

 

7.6 Examples 
 

During June 2000- June 2001 data were gathered for four students through lesson 

observation notes, lesson plans and schemes of work, and audiotape recordings of post 

observation interviews. The key details of these four students are shown in the table below.  

 
G / NG Category Score Persuasion Espoused 

persuasion 
Age range Attitude T/NT 

G1 1 10 Sc [w] E, H/W LY +ve NT 
NG1* 2 8 Sc H/W EY +ve NT 
G2 2 8 Sc Sc, E LY v +ve T 
NG2* 3 5 Sc H/W, E EY v +ve T 
  

The sample was largely driven by opportunity for access and self-selection by the students 

who agreed to continue taking part during their first year of teaching. For this reason it is 

perhaps not surprising that access to observe a student whose conception was in category 4 

± least sophisticated ± was not possible. One student from this category (who expressed a 

very positive attitude towards geography) did offer to take part, and was observed during 

her final block school experience. However, she was unable to secure a first post as an 

NQT and so was unable to continue participating in the research. The main aim of the 

school-based phase of the research was to explore the extent to which conceptions were 

evident in action, whether these conceptions were changing over time, and how these 

UHOaWHG WR WKH VWXGHQWV¶ GHYHORSPHQW aV WHaFKHUV Rf primary geography. 
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The next three chapters presents data for three (G1=David, NG2=Becky and NG3=Carrie) 

of the four students, who were representative of categories 1-3 for their conception of 

JHRJUaSK\. G2¶V GaWa ZHUH QRW SUHVHQWHG EHFaXVH (a) VKH KaG a similar development 

pattern to G1, (b) the majority of primary students are non-geographers so it was thought 

to be more useful to focus on two non-geographers and one geographer, and (c) she was 

the only student who secured a post in KS2 and so in some respects it would be harder to 

compare her with the other three who were all working in KS1. 

 

7.7 Summary 
 

From the analysis of the concept maps four broad categories were developed that could be 

used to indicate the degree of sophistication evident in a stXGHQW¶V FRQFHSWLRQ RI JHRJUaSK\ 

(category 1 = most sophisticated to category 4 = least sophisticated). Using this tool, the 

majority of conceptions were in categories 2 and 3, including those of students who had a 

geography degree. Typical of these conceptions was a hierarchical structure which focused 

on geographical content, but showed a narrow understanding of the conceptual framework 

within which geography operates. Concept maps were also analysed according to the 

geographical persuasion they reflected. The majority showed a scientific or descriptive-

rich persuasion, with a few showing an environmental persuasion, and fewer still a 

humanistic-welfare persuasion.  

 

TKH aQQRWaWLRQV RQ FRQFHSW PaSV GRQH aIWHU WKH WaXJKW FRPSRQHQW VXJJHVW WKaW VWXGHQWV¶ 

conceptions have become more sophisticated. For some the change was expressed as a 

change in perception about the subject, rather than an accumulation of more knowledge. It 

seems as thought the taught component enabled students to develop their syntactic rather 

than their substantive knowledge. For those whose conceptions changed, they now 

included people and active, enquiry-based learning as a focus, and were more likely to 

recognise life experiences as a valid base to draw upon. For a small number the change 

appeared to help them expand their scientific persuasion to incorporate elements of 

humanistic/welfare and/or environmental persuasions. 

 

In terms of conceptions of pedagogy and knowledge, those whose geographical 

conceptions were in categories 3 and 4 (least sophisticated) were more likely to have a 
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conception of teaching and learning that reflected the transfer and shaping theories, while 

those from category 1 were more likely to show elements of growing. However, all of 

those interviewed expressed a preference for the travelling and growing theories. Nine of 

the eleven students interviewed also expressed a belief in a mixture of liberal-progressive 

and socially critical conceptions of knowledge. 

 

Finally, the interviews provided evidence of the powerful aQG OaVWLQJ LQIOXHQFH RI VWXGHQWV¶ 

own schooling on their conceptions of geography and how to teach it. This provides a 

useful context against which to view the three examples that follow. 
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8 David. 
 

David is a mature student who had a career in Ballet Dancing before taking a BSc in 

Geography and Sociology1996 ±1999. He studied geography at school between the ages of 

7 ± 16 DQG DFKLHYHG DQ µO¶ OHYHO JHRJUDSK\ GUDGH B. AV D UHVXOW RI KLV experiences at 

school David developed a very positive attitude towards geography. He particularly 

remembers enjoying learning about different parts of the world and about environmental 

LVVXHV. DDYLG¶V LQWHUHVWV DUH WHQQLV DQG ELUG ZDWFKLQJ. HH LV DOVR DQ Dctive member of the 

Catholic Church. His expressed attitude towards teaching geography prior to starting the 

course was very positive. He saw geography as a useful subject to develop or increase 

understanding between subjects. 

 

8.1 DaYid¶V CRQceSWiRQ Rf geRgUaphy 
 
8.1.1 Geography: Pre-course conception 
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DDYLG¶V FRQFHSW PDS KDV D FOHDU VWUXFWXUH, ZKLFK LV F\FOLFDO UDWKHU WKDQ KLHUDUFKLFDO LQ 

nature.  It shows a conception of geography, which is centred on the inter-relationship 

between three key elements of pHRSOH, SODFH DQG HQYLURQPHQW. DDYLG¶V PDS VKRZV WKHVH 

elements as being affected by a number of physical and social processes and the degree of 

impact of these processes being determined by the scale at which they occur. His map also 

appears to have elements of both the scientific and humanistic / welfare persuasions.  The 

map reflects a conception of geography that identifies and examines a variety of processes; 

it also has a clear focus on people, their cultural and social organisations. The two are 

shown to interact and, as a result of these interactions, to have an effect on people and 

places at a variety of scales. 

 

UVLQJ WKH DQDO\WLFDO WRRO DDYLG¶V FRQFHSW PDS VFRUHG KLJKO\ IRU ERWK VWUXFWXUH DQG 

geographical relationships expressed between nodes. Although his concept map did not 

reflect the active enquiry element it did represent complex geographical relationships 

within a clear structure and accordingly falls into Category 1 ± the most sophisticated 

conceptions of geography. 

 

8.1.2 Geography: Annotation of concept map after taught course. 
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When David revisited his concept map after the university-based taught input (14 hours 

over 10 weeks) his annotations (shown in bold) show that his conception has remained 

broadly the same. Further links between nodes have been added and these have almost all 

EHHQ ODEHOOHG ZLWK µDIIHFW¶ DQG µLVVXH RI SRZHU¶. TKLV, DORQJ ZLWK KLV JOREDO VFDOH 

becoming more dominant, perhaps reinforces the view that his conception reflects a 

welfare/humanistic persuasion. 

 

 

8.1.2 Geography: Stimulated recall interview 
 

IQ DDYLG¶V LQWHUYLHZ (DSSHQGL[ 26), IURP WKH RXWVHW KH UHYHDOV D FRQFHSWLRQ RI JHRJUDSK\ 

that sees all the elements as being inextricably inter-linked 

 

µI ZaV WU\LQJ WR JeW WKUee eOePeQWV « eQYLURQPeQW, SOace, SeRSOe, aQd WR VKRZ KRZ 

WKe\ WRWaOO\ UeOaWe WR eacK RWKeU¶(lines 7-8) 

 

µI ZaV RULJLQaOO\ JRLQJ WR RYeU-OaS WKeP bXW I cRXOdQ¶W JeW eQRXJK OLQNV beWZeeQ 

WKeP¶ (line 11) 

 

µIQ RQe Za\ RU aQRWKeU aOO VRrts of people interact with a place and even modify the 

place, which might modify the environment, which in turn might affect the people 

WKaW OLYe WKeUe aQd VR LW JReV RQ.¶ (lines 43-45) 

 

within a cyclical structure 

 

µI NLQd RI XVed a PRdeO WKaW I¶d VeeQ beIRUe, WKLV NLQd RI cLUcXOaU WKLQJ « ZKeUe 

eYeU\WKLQJ UeOaWeV WR eYeU\WKLQJ eOVe aQd aIIecWV eYeU\WKLQJ eOVe¶ (lines 10, 76-77) 

 

µI ZaV JRLQJ WR WU\ aQd dR LW « LQ WKaW KLeUaUcKLcaO NLQd RI Za\, bXW WKeQ I decLded 

« I cRXOdQ¶W SOace LW LQ aQ\ NLQd RI RUdeU, because each of these elements, 

eQYLURQPeQW, SOaceV aQd SeRSOe, I cRXOdQ¶W SXW RQe abRYe WKe RWKeU¶ (lines 108-110) 
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However, representing his conception in this way was quite a challenge to David. His 

concerns focused on the limitations of models for representing highly complex ideas. He 

felt unable to represent his conception 

 

µ«  LQ WKe VRUW RI VLPSOe dLaJUaP I WKRXJKW \RX ZaQWed¶ (OLQe 7) 

 

 µI dRQ¶W aJUee WKaW \RX caQ KaYe a PRdeO WKaW UeSUeVeQWV eYeU\WKLQJ, LW¶V bRXQd WR 

PLVV VRPeWKLQJ ..¶ (lines 62-63) 

 

µ « I UePePbeUed WKLV PRdeO WKaW I¶d VeeQ aQd I WKRXJKW ± WKaW¶OO be aQ eaV\ Za\ RI 

doing it ± and then the more I looked the harder it got because I found it more 

dLIILcXOW WR PaNe LW cOeaU e[acWO\ ZKaW I ZaV WKLQNLQJ.¶ (lines 72-74) 

 

µ « I WKRXJKW aW RQe SRLQW WKaW SeUKaSV I NQeZ WRR PXcK.¶ (line 95) 

 

His conception of geography as a set of highly complex inter-relationships perhaps 

confirms his place in category 1. The complexity of these relationships centred on two key 

concepts ± geographical processes, which inter-relate and are linked to change, cause and 

HIIHFW; DQG SRZHU, ZKLFK VHHPV WR OLQN LQ ZLWK D YDOXHV GLPHQVLRQ FRQFHUQLQJ µZKR JHWV 

ZKDW DQG ZKR GHFLGHV?¶.  

 

µBRWK RI WKeVe [SK\VLcaO aQd VRcLaO eOePeQWV] Kad WKeLU RZQ SURceVVeV « ZKLcK 

occurred at different scales, which in turn had different effects on these, so you 

cRXOd eLWKeU ORRN aW WKaW RQ a PLcUR VcaOe RU a PacUR VcaOe.¶  (lines 52-54) 

 

 µTKeUe ZeUe LVVXeV WR dR ZLWK SRZeU « IRU e[aPSOe SeRSOe ZLWK PRUe SRZeU PLJKW 

live in a place less affected by the environment i.e. not on a floodplain or something 

OLNe WKaW, WKe\ ZRXOd OLNe VRPeZKeUe PRUe VecXUe.¶ (lines 33-35) 

 

That processes and power are linked providing both a cognitive and an affective dimension 

to geography is evident in the following example David gave: 

 

µII a SaUWLcXOaU SOace ZaV SRZeUIXO RU dRPinant, say for example that Birmingham 

and the car industry was once powerful and affected its own links on a global scale 
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and also nationally links on a global scale, but since other places have become 

more powerful and so Birmingham has lost its position, or become unsuccessful or 

ZKaWeYeU, aQd VR WKaW cKaQJeV bXW LW aIIecWV WKaW aQd aOVR ZKaW¶V KaSSeQLQJ aW WKLV 

VcaOe [ORcaO] aIIecWV dLIIeUeQW ORcaOLWLeV « aQd VWXII OLNe WKaW. I ZaV WU\LQJ WR VKRZ 

WKaW aV ZeOO¶ (lines 205-211) 

 

The interview also explored elements of geography that appeared to be missing from 

DDYLG¶V FRQFHSW PDS. FLUVWO\, LW GRHV QRW DSSHDU WR LQFRUSRUDWH JHRJUDSKLFDO SDWWHUQV, 

particularly those relating to spatial distribution. His explanation of this was: 

 

µI WKLQN ZKaW I ZaV MXVW WU\Lng to say was that somehow these [three elements of 

environment, places and people] PaNe a SURceVV RU a SaWWeUQ, eYeQ LI LW¶V VKRUW-

OLYed, RU eYeQ LI LW¶V QRW a JORbaO SaWWeUQ, a SaWWeUQ RccXUV WKaW aIIecWV aOO WKUee RI 

WKeP¶ (lines 64-65) [my addition] 

 

 µI dLd VWeeU cOeaU RI SaWWeUQV becaXVe I WKRXJKW SaWWeUQV ZeUe a bLW, SaWWeUQV aUe a 

bLW WUaQVLeQW, ILcNOe WKLQJV.¶ (lines 136-137) 

 

SHFRQGO\, LW DSSHDUHG QRW WR LQFRUSRUDWH µDFWLYH JHRJUDSK\¶ LQ WHUPV RI WKH UROH RI WKH 

geographer and the means by which the key elements, their patterns and processes might 

EH VWXGLHG. TKHUH ZDV QR PHQWLRQ RI WKH µWRROV¶ RI WKH JHRJUDSKHU [PDSZRUN, ILHOGZRUN] RU 

the process of enquiry, and David stated: 

 

µNR, I QeJOecWed WKaW. I dLdQ¶W WKLQN RI WKaW aW WKe WLPe« LW PLJKW be a development 

from that [the concept map], say these are your thoughts so how would you go 

abRXW ILQdLQJ RXW «?¶ (lines 149, 158) 

 

It could be inferred from this that David conceives geography as being a body of 

knowledge that is somehow separate from geographers and the process of geographical 

enquiry. It is not that these aspects of geography are not part of his conception, but that 

WKH\ DUH LQ D VHSDUDWH FRPSDUWPHQW DQG GR QRW VSULQJ WR PLQG ZKHQ FRQVLGHULQJ µZKDW LV 

JHRJUDSK\?¶ IW LV DOVR SRVVLEOH WR K\pothesise that, if this aspect of geography is so 

embedded it might lead to a lack of attention to development of geographical skills in his 

teaching. 
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8.2 DaYid¶V CRQceSWiRQ Rf geRgUaShical edXcaWiRQ 
 
8.2.1 How and why do we teach geography? 
 

Content Teaching methods Rationale 
CULTURE x Listen to music 

x Look at photos / artefacts 
x Choose 2 contrasting cultures 

and highlight similarities and 
differences 

x Investigate ways of life / 
norms and idiosyncrasies 

x To promote an interest in 
different cultures (reducing fear 
by ignorance) 

x To demonstrate all the various 
aspects / facets that contribute to 
making a culture 

x To facilitate an understanding in 
other curriculum subjects e.g. art, 
music, RE 

DEMOGRAPHY x Investigate changes over time 
in a particular place using 
maps. Statistics and field 
evidence 

x Have a discussion about causes 
and effects of changes that 
have taken place 

x To promote investigative work, 
recording and presenting data 
skills and enhance observation of 
environment 

x To develop an awareness of 
causes and effects demonstrating 
that no changes are simply cause 
and effect 

CLIMATE x Investigate rainfall, 
temperature differences 
through the seasons 

x Discuss these with regard to 
vegetation, animal and human 
adaptations 

x Contrast 2 areas with different 
climates 

x Heighten awareness of physical 
processes 

 

Table 8.1: David's pre-course conception of teaching and learning in geography 

 
The initial elicitation exercise (table 8.1) appears to show that David incorporates the 

following aspects of geography within his conception of teaching and learning: 

 

x Use of a variety of resources and these are selected as appropriate to the subject 

matter being taught 

x Clear focus on the development of key concepts such as similarities and 

differences, change, cause and effect 

x There is a focus on the development of geographical skills associated with 

mapwork, fieldwork and the investigative element of enquiry 
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x WKDW µLQYHVWLJDWH¶ PHDQV LQ WHUPV RI WKH SXSLOV¶ UROH LV QRW FOHDU 

x Focus on challenging views and promoting positive attitudes  

x GHRJUDSKLFDO HGXFDWLRQ FDQ FRQWULEXWH WR SXSLOV¶ VNLOOV DQG YDOXHV DV ZHOO DV 

knowledge and understanding 

 

Overall David seems to have clear ideas about what could be taught and why. Not 

surprisingly at this stage his ideas about how to teach are more limited, focusing mainly on 

investigation and discussion. When this is related to the four theories of teaching and 

OHDUQLQJ LW ZRXOG VHHP WKDW DDYLG¶V FRQFHSWLRQ UHIOHFWV HOHPHQWV RI WKH VKDSLQJ DQG 

travelling theories but with the main emphasis on the travelling theory. Although there are 

elements of active enquiry, there is not sufficient evidence for the growing theory. 

 

8.2.2 Teaching Geography: Stimulated recall interview 
 

Part of the interview gave the opportunity to exploUH DDYLG¶V µJHRJUDSKLFDO SHUVXDVLRQ¶ LQ 

greater depth. David recognised that there was a need to go beyond the facts to studying 

SHRSOH¶V YDOXHV DQG DWWLWXGHV DQG KRZ WKHVH PRWLYDWH SHRSOH WR DFW LQ DQG IRU WKH 

environment but he was unsure about how this could be achieved and what his role would 

be. 

 

µTKaW WR Pe LV PRUe LPSRUWaQW, WKaW SeRSOe UeaOLVe WKaW WKeLU acWLRQV ZLOO KaYe a 

UeacWLRQ « VR WKaW¶V PRUe LPSRUWaQW WKaQ MXVW ORRNLQJ aW WKeVe WKLQJV¶ (lines 309-

310) 

 

 µTKe\ [pupils] certainly will have different conceptions to me, but how I would go 

abRXW QRW aOWeULQJ WKeP bXW VWLOO WeacKLQJ WKeP, I dRQ¶W NQRZ KRZ I ZRXOd dR WKaW, 

WKaW¶V a WULcN\ RQe  « [WKeUe] aUe WKLQJV WKaW cKLOdUeQ PLJKW e[SeULeQce LQ WKeLU 

IaPLO\ « ZKLcK I¶P JRLQJ WR KaYe YLeZV RQ aQd they will have views on and they 

PLJKW QRW be WKe VaPe YLeZV. TKeVe aUeQ¶W WKLQJV WKaW aUe cRYeUed LQ WKe cXUULcXOXP 

bXW WKe\ aUe VWLOO WKeUe aUeQ¶W WKe\.¶ (lines 566-568, 577-580) 
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Later on in the interview David returned to this theme. He was quite clear that he should 

not share his own values and that he had a responsibility towards providing a broad and 

balanced curriculum 

 

µI dRQ¶W WKLQN Ze caQ OeW WKaW [RXU YaOXeV] cRPe LQ WKe Za\ RI WKeLU OeaUQLQJ, WKe 

pupils have the right to have full access to the cXUULcXOXP¶ (lines 522-523) 

 

PHUKDSV QRW VXUSULVLQJO\ WKH GLVFXVVLRQ DERXW DDYLG¶V FRQFHSWLRQ RI WHDFKLQJ DQG OHDUQLQJ 

revealed many inconsistencies. He recognised that at the beginning of the course his 

conceptions were largely embedded in his own prior experiences. 

 

µI cKeaWed becaXVe I VaZ VRPeWKLQJ LQ RQe RI P\ ILUVW e[SeULeQceV LQ a VcKRRO « 

VRPeWKLQJ aORQJ WKRVe OLQeV¶. (lines 257-258) 

 

But was perhaps unaware of the extent to which this apprenticeship had affected his views. 

When explaining how he saw the relationship between teacher, pupil and content, David 

stated 

 

µTKe WeacKeU LQLWLaOO\ XQdeUVWaQdV aQd deOLYeUV VRPeWKLQJ, ZKLcK WKe SXSLOV UeceLYe 

or knows already, and by knowing it or having learnt it, they demonstrate their 

NQRZOedJe aQd XQdeUVWaQdLQJ RI WKaW¶. (lines 342-344) 

 

This reflects the transfer theory with the teacher imparting a body of knowledge which the 

SXSLOV UHFHLYHV, DQG LV QRW XQOLNH WKH H[SHULHQFH DDYLG GHVFULEHG RI KLV RZQ µA¶ OHYHO 

education. The strength of this conception even appears to affect his ability to identify 

factors contributing to the success of a science-teaching episode he describes, 

 

µWe ZeUe LQYeVWLJaWLQJ UeIOecWLRQV aQd VeW XS aQ LQYeVWLJaWLRQ « ZKeUe WKe SXSLOV 

could measure the angles and the light reflected and also look at how many 

UeIOecWLRQV WKe\ cRXOd JeW LI WKe\ cKaQJed WKe aQJOeV « aQd WKe\ UeaOO\ eQMR\ed LW 

aQd SeUKaSV JRW PRUe RXW RI WKaW WKaQ VRPe RI WKe RWKeU RQeV¶. (lines 495-498) 
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But when giving a reason for the success of this lesson, rather than focusing on the active 

and open-ended nature of the activity in which much of the control for learning appeared to 

lie with the pupils, he put it down to the fact that it 

 

µZaV P\ OaVW OeVVRQ LQ LW VR I ZaV SURbably well versed in all the things I needed to 

JeW acURVV, WKe PaLQ cRQceSWV¶. (lines 499-500) 

 

Indeed, when asked to say which theory he thought fitted in with his own conceptions of 

teaching and learning, David said 

 

µI ceUWaLQO\ dRQ¶W WKLQN LW¶V abRXW WUansfer theory, there are aspects of all of them 

WKRXJK, WR VRPe e[WeQW. « SeUKaSV Ze¶Ue JRLQJ PRUe ZLWK WKe JURZLQJ WKeRU\, bXW I 

OLNe VRPe bLWV RI VKaSLQJ aQd WUaYeOOLQJ¶ (lines 401-402, 406) 

 

The notion of where the control for learning lies was explored further during the interview. 

David appeared to have mixed ideas about this. On the one hand he sees the relationship 

between the teacher, pupil and content as being dynamic and in some sort of fragile 

balance: 

 

LeW¶V Va\ WKe WeacKeUV VWaUWV RII NQRZLQJ WKe content but not knowing the pupil, 

initially, but gradually as this feeds into the pupils then the teacher gets a better 

XQdeUVWaQdLQJ RI WKeP VR WKaW aIIecWV « I¶P MXVW WU\LQJ WR VKRZ WKaW QRQe RI WKeP 

are static, and so whatever the feedback from the pupil is, it affects the content 

WKaW¶V deOLYeUed, RU eYeQ KRZ WKe WeacKeU deOLYeUV WKLQJV « WKaW aQ\ cKaQJe LQ WKe 

three categories will affect the others. (lines 351-356) 

 

There is a suggestion of control lying with the pupil here, but David does not recognise this 

and continues: 

 

µTKe cRQWURO XOWLPaWeO\ OLeV ZLWK WKe WeacKeU, ULJKWO\ RU ZURQJO\, bXW LW SURbabO\ 

dReV. « I¶P VXUe WKeUe¶V aQ aUJXPeQW VRPeZKeUe WKaW SXSLOV aUe WKRXJKW WR be LQ 

cRQWURO « bXW I dRQ¶W NQRZ KRZ XVeIXO LW ZRXOd be IRU WKeP [SULPaUy pupils] to be 

left in charge of their own [OHDUQLQJ]«¶ (lines 362, 366-7, 372-3) 

 



 
Chapter 8: David  

158 

This tension between things he had heard, his expressed beliefs and those ideas he had 

OHDUQW VXEFRQVFLRXVO\ GXULQJ KLV µDSSUHQWLFHVKLS DV D SXSLO¶ LV D IHDWXUH WKDW UH-emerged 

during his school experience. 

 

 

8.2.3 ValXeV XQdeUSiQQiQg DaYid¶V cRQceSWiRQ Rf geRgUaShical edXcaWiRQ. 
 

It seems appropriate to combine data about geography, teaching and learning in order to 

GUDZ VRPH FRQFOXVLRQV DERXW DDYLG¶V FRQFHSWLRQV RI WKH nature and purpose of 

geographical education before investigating the degree to which he is able to put these into 

SUDFWLFH LQ WKH FODVVURRP. DDYLG¶V YDOXHV VHHP WR FRPH WKURXJK VWURQJO\ LQ KLV GLVFXVVLRQ 

about his conceptions of geography and teaching and learning. These values will be 

explored in relation to the three ways in which Slater (1998) suggests that values 

potentially affect practice. 

 

VDOXHV GHULYHG IURP DDYLG¶V FXOWXUDO EDFNJURXQG. 

David clearly has a strong set of personal values that are closely linked to his religion. 

However, he is sensitive to how these might have an impact on what he chooses to teach 

and how he chooses to teach it.  

 

« WKe\ ZLOO ceUWaLQO\ KaYe dLIIeUeQW cRQceSWLRQV WR Pe, bXW KRZ I ZRXOd JR abRXW 

not altering them but stiOO WeacKLQJ WKeP, I dRQ¶W NQRZ « WKaW¶V a WULcN\ RQe. I¶P 

WKLQNLQJ LQ WeUPV RI WKLQJV OLNe PRUaO LVVXeV, WKaW I¶P JRLQJ WR KaYe ceUWaLQ beOLeIV, 

TXLWe VWURQJ beOLeIV, aQd WKe\¶Ue QRW QeceVVaULO\ acceSWed b\ WKe UeVW RI VRcLeW\. « 

You know, things like religion, for example, it would be very difficult for me as a 

Christian to teach them other faiths and the validity or worth of other faiths without 

me feeling like I was undermining what Christianity was about. (lines 566-570, 

572-574) 

 

HLV DVVHUWLRQ WKDW µWKHVH DUHQ¶W WKLQJV WKDW DUH FRYHUHG LQ WKH FXUULFXOXP EXW WKH\¶UH VWLOO 

WKHUH, DUHQ¶W WKH\?¶, GHPRQVWUDWHV WKH GHJUHH WR ZKLFK DDYLG LV WKLQNLQJ DQG UHIOHFWLQJ 

deeply on the nature of the curriculum as a whole. It seems, at this point, that the values he 

brings as a person make him hesitant about imposing his own beliefs but that this creates 
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tension with his wish to help children make informed choices for themselves. It will be 

interesting to see if, and how, this tension begins to resolve itself as he spends more time in 

the classroom. 

 

VDOXHV GHULYHG IURP WKH VXEVWDQWLYH HOHPHQW RI DDYLG¶V FRQFHSWLRQ RI JHRJUDSK\. 

Much of the discussion in the interview indicated that the inclusion of values in 

geographical education appears to be important to David. The concept map does not 

explicitly focus on values but this could be deduced from the focus on social processes 

which could be seen to reflect a humanistic/welfare persuasion. Once culture is related to 

teaching and learning this focus on values then becomes e[SOLFLW  µWR SURPRWH DQ LQWHUHVW LQ 

GLIIHUHQW FXOWXUHV (UHGXFLQJ IHDU E\ LJQRUDQFH)¶ DQG µWR GHPRQVWUDWH DOO WKH DVSHFWV WKDW 

FRQWULEXWH WR PDNLQJ D µFXOWXUH¶¶. TKLV LV FRQILUPHG LQ WKH LQWHUYLHZ ZKHUH DDYLG VWDWHV: 

 

µLRRNLQJ aW LW [the concept map] people PLJKW Va\ « WKe eQYLURQPeQWaO SeUVXaVLRQ, 

but I think I was probably going for more of a [welfare persuasion] « RQO\ becaXVe 

WKRVe aUe P\, I¶P PRUe beQW WRZaUdV WKaW¶. «µTKaW¶V ZKeUe, P\ YaOXeV aUe PRUe LQ 

WKeUe¶. (lines 167-169, 190) 

 

David had reflected on this between the first elicitation and the annotation 10 weeks later. 

The only annotation [issues of power] was his attempt to: 

 

µBe a bLW PRUe VSecLILc I VXSSRVe, IROORZLQJ P\ cKaW ZLWK VRPebRd\, ZeOO I ZaV 

trying to explain my thing [concept map], they were asking me about it and I was 

just trying to say that these were factors that would affect the value that people 

would place on a particular place, or the power that people would have, and that 

ZRXOd aIIecW WKeLU LQWeUacWLRQ ZLWK WKe eQYLURQPeQW¶. (lines 197-200) 

 

It appeared to be quite a novel idea that such issues could be part of primary school 

FKLOGUHQ¶V JHRJUDSKLFDO HGXFDWLRQ. 

 

µI WKLQN I OeaUQW ZKaW ZaV caOOed UeJLRQaO JeRJUaSK\ « I dLdQ¶W OeaUQ aQ\WKLQJ 

about how they [rainfall, crops, imports, exports] aIIecWed eacK RWKeU. « I VWLOO 

WKRXJKW WKe aSSURacK ZRXOd be PRUe OLNe WKaW, UaWKeU WKaQ JRLQJ IRU YaOXe¶.(lines 

242-244, 247) 
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David mentioned a specific activity in the taught course as contributing to this change in 

conception [Village Game role-play], and it prompted further thoughts about how values 

and issues could provide a very powerful context for the development of geographical 

knowledge 

 

µTeacK[LQJ] SXSLOV WR LQYeVWLJaWe WKeLU RZQ YaOXeV WKURXJK WKe YLOOaJe WaVN WKLQJ « 

I thought was a really good way of developing geographical knowledge, if you like, 

ZKLcK I KadQ¶W UeaOO\ WKRXJKW abRXW¶. (lines 236, 240-241) 

 

Which he applied when revisiting his pre-course conceptions of teaching and learning. 

 

µI VXSSRVe ZKaW I KaYeQ¶W VaLd, ZKLcK ZRXOd KaYe beeQ TXLWe JRRd, LV WR ORRN aW 

SeUVRQaO accRXQWV, SeUKaSV RI KRZ Za\V RI OLIe LQ WKaW SOace KaYe cKaQJed « 

[which] JLYeV VRPe VRUW RI PeaQLQJ beKLQd « LW OeadV RQ WR SeRSOe KaYLQJ aQ 

appreciation of, if they are in a position of power .. that their actions will have a 

UeacWLRQ, aQd LW ZLOO aIIecW SeRSOe¶V Za\ RI OLIe¶. (lines 288-289, 309-310) 

 

VDOXHV GHULYHG IURP DDYLG¶V FRQFHSWLRQ RI HGXFDWLRQ DQG WKH QDWXUH RI NQRZOHGJH. 

David also appears to value the use of key conceptV WR RUJDQLVH SXSLOV¶ WKLQNLQJ DQG WKDW 

WKH PRVW DSSURSULDWH ZD\ RI GHYHORSLQJ WKHVH FRQFHSWV LV WR µJXLGH¶ SXSLOV¶ WKRXJKWV 

through discussion. While the form the discussion might take, and how he might actively 

structure it, is unclear at this stage of DDYLG¶V GHYHORSPHQW, KH GRHV YDOXH WKH UROH RI 

discussion and seems to do so from a social constructivist perspective. This was evident in 

what he said about the nature of knowledge. 

 

This one, the liberal-progressive one, it says it [knowledge] µe[LVWV LQ WKeLU Kead¶, LI 

LW MXVW e[LVWed LQ WKeLU Kead \RX ZRXOdQ¶W be abOe WR JURZ LQ NQRZOedJe, LQ WKe Za\ 

RI VKaULQJ. I WKLQN I¶P JRLQJ WR JR IRU VRcLaOO\ cULWLcaO. 

 

Interviewer: Right, is the nature of knowledge something \ou¶ve thought about 

before? 
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Yea, not, NLQd RI, I dLdQ¶W LQLWLaWe WKe WKRXJKW bXW LW ZaV WKURXJK P\ OeaUQLQJ I 

suppose. Social theories brought it on, through examples given when I was 

OeaUQLQJ abRXW LW, I acceSW WKe QRWLRQ WKaW LW¶V VRcLaOO\ cRQVWUXcWed¶ (lines 543-551) 

 

However, he also appears to believe that socially constructed learning takes place in 

informal settings rather than in the classroom. 

 

I¶P WKLQNLQJ RI LQIRUPaO aQd IRUPaO WeacKLQJ aQd OeaUQLQJ, LI \RX OLNe, aQd ZKeQ I 

Va\ LQIRUPaO I¶P WKLQNLQJ RI WKLV NQRZOedJe LV VRcLaOO\ cRQVWUXcWed aQd \RX dRQ¶W 

just learn in the classroom. (lines 403-405) 

 

This seems, at this stage, to be a case of having a socially critical ideology, but being 

uncertain about how to put this into practice due, perhaps, to lack of experience. 

 

 

8.2.4 SXPPaU\ Rf DaYid¶V cRQceSWiRQV befRUe VchRRl e[SeUieQce. 
 

 Geographical 
persuasion 
 

Theory of teaching Conception of 
nature of knowledge 

Conceptions 
identified by 
researcher 

Scientific, with some 
humanistic / welfare 

Travelling and 
shaping (with small 
amount of evidence 
of growing) 

 

Conceptions 
espoused by 
David 

Humanistic / welfare Aspects of all, but 
mainly growing 

Socially critical 

 

A SRVVLEOH FRQFHUQ IRU DDYLG¶V DSSOLFDWLRQ RI KLV FRQFHSWLRQV LQWR DFWLRQ LV WKH ODFN RI 

experience he has had in schools so far and therefore, quite possibly, his lack of 

pedagogical knowledge ± specifically the range of teaching strategies that would enable 

him to take a socially critical, constructivist approach. In addition, he has himself 

expressed a concern abouW µNQRZLQJ WRR PXFK¶ ZKLFK PD\ PDNH LW GLIILFXOW IRU KLP WR 

break his subject knowledge down into sufficiently manageable chunks to make it 

understandable to children. How to represent his knowledge in ways that are accessible for 

primary children may also be a difficulty. However, the interview provides evidence of 

DDYLG¶V DELOLW\ WR UHIOHFW GHHSO\ RQ WKLQJV DORQJ ZLWK D UHDO ZLOOLQJQHVV WR OHDUQ IURP KLV 
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experiences which should help him. On the other hand, the interview does not provide 

sufficient evidenFH RI DDYLG¶V LQWHUSUHWDWLRQ RI VRFLDOO\ FULWLFDO ± only that he hoped to 

teach in such a way. 

 

 

8.3 Conceptions in action: Teaching Episode 1  
 

During his final block school experience, David taught a year 6 class a unit of work on 

Environmental Impact in which the key concepts to be taught were change, cause and 

effect, environmental quality and sustainability. The unit focused particularly on the 

impact of people on different environments and how it can be minimised and/or reduced.  

A further aim built iQWR WKH XQLW ZDV WR GHYHORS SXSLOV¶ DZDUHQHVV RI LQGLYLGXDO DQG 

collective power linked to decision-making processes. 

 

8.3.1 Conception of geography in action 

 

The specific lesson observed followed a fieldtrip when pupils conducted an environmental 

quality survey. A brief look at the lesson plan (appendix 29) before the session showed that 

the learning outcomes for the lesson were: 

 

x For pupils to recognise how people can improve the environment (and begin 

to develop a responsible attitude toward the environment) 

x For pupils to analyse evidence and draw conclusions 

 

The activities were planned in three parts ± introduction, development and conclusion. The 

UHVHDUFK GLDU\ HQWU\ EHIRUH WKH OHVVRQ REVHUYDWLRQ QRWHV WKDW µWKH SODQQHG DVVHVVPHQW 

opportunities are more specific to geography for the introduction and conclusion phases, 

EXW UHODWH PRUH WR PRQLWRULQJ RQ WDVN/RII WDVN EHKDYLRXU GXULQJ WKH GHYHORSPHQW SKDVH¶.  

 

Unlike the plan, the lesson lacked a clear focus and structure, with the content focus being 

PRUH ZLGH UDQJLQJ WKDQ WKH SODQ VXJJHVWHG. OQ WKH RQH KDQG, DDYLG¶V FRQFHSWLRQ RI 

geography as a complex set of inter-relationships in which there are physical and social 
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processes which interact in, and affect, environments was evident in his teaching. In the 

post-observation interview (appendix 30), David described the lesson as being about: 

 

« WKLV UeOaWLRQVKLS beWZeeQ eQYLURQPeQW aQd SeRSOe, aQd ORRNLQJ aW WKe LPSacW, 

and about impact in a particular place (lines 5-7) 

 

and he recognised the potential to help pupils distinguish between the physical / built and 

the social elements of the environment 

 

[there] was something to do with safety I was going to go on and look at, not the 

SK\VLcaO eQYLURQPeQW bXW WKe VRUW RI VRcLaO WKLQJ « I WKRXJKW WKaW ZRXOd be a good 

thing to do ± LW¶V QRW MXVW WKe SK\VLcaO eQYLURQPeQW, LW¶V aOVR \RXU aWWLWXdeV aQd aOO 

WKe UeVW WRZaUdV LW. II \RX dRQ¶W IeeO VaIe WKeQ IRU \RX LW¶V QRW a JRRd eQYLURQPeQW, 

no matter how pretty it is.(lines 110-112, 129-132) 

 

DDYLG¶V OHVVRQ DOVR UHIlected his developing view that primary geography can also 

legitimately have a values dimension. This was demonstrated in his attempt to help raise 

SXSLOV¶ DZDUHQHVV RI ZKDW PDNHV D JRRG HQYLURQPHQW: 

 

« Ke aOVR VaLd WKe\ dR QLce cUeaP WeaV. SR I WKRXJKW WKat was quite a legitimate 

WKLQJ « becaXVe LI \RX aUe JRLQJ WKeUe WR UeOa[ WKeQ LW¶V RQe RI WKe WKLQJV \RX ZaQW. 

(lines 225-228) 

 

And that not everyone would hold the same view 

 

µI ZaV WU\LQJ WR JeW RXW WKe dLVWLQcWLRQ beWZeeQ dLIIeUeQW SeRSOe¶V SeUceSWLRQV of 

ZKaW a JRRd eQYLURQPeQW LV « Ze Kad JRRd eQYLURQPeQWV LQ XUbaQ aUeaV aQd JRRd 

environments in the countryside and I was trying to look at those two so that people 

aSSUecLaWed WKaW RWKeU SeRSOe Kad dLIIeUeQW LdeaV bXW ZeUeQ¶W QeceVVaULO\ ZURQJ.¶  

(lines 30-35) 

 

IW ZRXOG DSSHDU IURP WKLV WKDW DDYLG¶V IRFXV IRU OHDUQLQJ ZDV WR H[SORUH WKH QRWLRQ µZKDW LV 

D JRRG HQYLURQPHQW?¶ IQ LWVHOI WKLV LV FOHDUO\ DQ LPSRUWDQW FRQFHSW WR H[SORUH, EXW LW ZDV QRW 

the focus of the lesson as a whole and led to a situation where what was being explored in 
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a lengthy introduction did not match with the activity designed for the development phase 

of the lesson. Thus, when the pupils worked in groups to design posters / poems / rap songs 

about how environments might be improved their work lacked focus or creativity because 

this had not been explored in the introduction. 

 

The second objective identified ± WKDW RI GHYHORSLQJ SXSLOV¶ DELOLW\ WR DQDO\VH HYLGHQFH DQG 

draw conclusions ± suggests that David is trying to build the enquiry approach into his 

lessons. In reality the lesson itself did not give pupils the opportunity to develop these 

enquiry skills partly because some of the evidence (photographs taken during fieldwork) 

had gone missing but also because the skills were not explicitly taught. 

 

BXW WKe\ Kad aOO WKe e[SeULeQce aQd « ZULWWeQ QRWeV LQ WKeLU QRWebRRNV VR WKe\ dLd 

have some evidence, they should have had some evidence. 

Interviewer: But the\ didn¶t use it in the session itself? 

NR, bXW WKe\ Kad WKe RSSRUWXQLW\ WR « UeIer back to it [their notebook] or just to 

draw on their own experiences 

Interviewer: Because their notebooks were in the classroom 

YeV, aOWKRXJK WKe\ ZeUeQ¶W aOO RSeQ, aQd VRPe RI WKeP ZeUe beLQJ cRORXUed LQ, bXW 

it was there for them to refer to, and in any case from their memory they were fine. 

(lines 188-200) 

 

David appears to think that because the resource was there that pupils would automatically 

use it, and in a way that would develop their skills of analysis. This suggests that he does 

not have sufficient understanding of the range of strategies available to use that could be 

effective in skill development, or how to structure a lesson to facilitate that development. 

 

This could help explain why his conception, so clearly structured in his own mind and as 

represented in his concept map, was not so evident in his practice. The strong conceptual 

IUDPHZRUN ZDV QRW GUDZQ RQ WR KHOS IUDPH SXSLOV¶ WKLQNLQJ DERXW WKH HQYLURQPHQW 

observed and how it might be improved, nor were the skills necessary to support such 

WKLQNLQJ H[SOLFLWO\ WDXJKW. FRU H[DPSOH, ZKHQ DVNHG ZK\, ZKHQ KH KDG ZULWWHQ WKH SXSLOV¶ 

LGHDV GRZQ RQ WKH ERDUG, KH KDGQ¶W KHOSHG WKHP WR FODVVLI\ WKHP LQ DQ\ ZD\, KH UHVSRQGHG: 
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I dRQ¶W NQRZ UeaOO\. I MXVW, I dLdQ¶W UeaOO\ « I VXSSRVe LW PLJKW have been another 

Za\ RI dRLQJ LW « I VXSSRVe, WKLQNLQJ bacN WKaW LW PLJKW KaYe beeQ a beWWeU Za\ WR 

see the range. Had it been in categories they could have seen it clearer. (lines 92-

94) 

 

IW LV SRVVLEOH WR LQIHU IURP WKLV WKDW DDYLG¶V FRPSOH[ FRQFHSWLRQ is acting as a barrier to 

more successful teaching at this stage in his development, because he is, as yet, unable to 

break it down into more manageable parts. In other words, his pedagogical content 

knowledge is not sufficiently developed. 

 

The geographical persuasion reflected in the lesson is clearly environmental. When David 

was asked about this he observed: 

 

µRLJKW, I WKLQN WKLV OeVVRQ LV ORRNLQJ aW eQYLURQPeQWaO SeUVXaVLRQ, WKe LQWeUacWLRQ 

beWZeeQ SeRSOe aQd WKe eQYLURQPeQW, \eV.¶ (lines 490-491) 

 

And he was keen to relate this to the unit as a whole: 

 

µAQd WKe ZKROe XQLW ZRXOd eYeQWXaOO\, ZKeQ, ZeOO beIRUe WKLV VeVVLRQ Ze ORRNed aW 

decision-PaNLQJ, WKRVe NLQdV RI WKLQJV, aQd LW¶V VXSSRVed WR JR RQ WR ORRNLQJ aW 

VXVWaLQabLOLW\.¶ (29/06/00 lines 496-499) 

 

In his initial interview David had thought others would say his persuasion was 

environmental, and this is clearly reflected in his practice here. 

 

8.3.2 Conception of teaching and learning in action. 
 

At the time, the lesson was characterised by the observer as being predominantly 

travelling, but that this was more evident in the introduction than the main activity phase. 

On detailed analysis of the post-observation interview it seems that David was confused 

about which theory(ies) of teaching he was drawing on and that he used a mixture of 

transfer: 
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Also in the plenary trying to just, to feed in a few ideas for it to sink in (lines 60-61) 

 

shaping: 

I was also trying to get them to think that prevention would be better than cure 

(lines 157-158) 

Yes, so in a sense I was contriving it to get towards that (line 169) 

 

 and travelling: 

aOVR, WKURXJK P\ TXeVWLRQ abRXW µZRXOd a VLJQ be eQRXJK WR SUeYeQW WKe SURbOeP 

IURP KaSSeQLQJ aJaLQ?¶, I ZaV dLUecWLQJ WKeP WR WKLQN abRXW KaYLQJ PRUe than one 

strategy for improving it. (lines 154-157) 

 

 but thought he was using travelling and growing approaches. 

 

I would say that I was going more along the growing ±  travelling or the growing ± 

I caQ¶W UeaOO\ decLde beWZeeQ WKe WZR. (lines 499-501) 

I sXSSRVe WKe LQWURdXcWLRQ PLJKW be WKe WUaYeOOLQJ WKeRU\« aQd WKeQ WKe UeVW (PaLQ 

activity) would have been the growing theory. (lines 506-508) 

 

Aside from this, something that came through strongly in the interview was that David, 

while clear about what the purpose of the lesson was, had not thought through clearly how 

he would help the children achieve his objectives. In the introduction he used ideas as they 

occurred to him during teaching: 

 

OK, WKaW¶V MXVW VRPeWKLQJ WKaW caPe LQWR P\ Kead (line 210) 

Well, it just occurred to me (line 214) 

YeV, I KadQ¶W UeaOO\ SOaQQed WR JR WKaW Za\ (line 237) 

 

The main activity phase of the lesson was largely unstructured and free flowing and 

DDYLG¶V UDWLRQDOH IRU WKLV ZDV 

 

I ZaV KRSLQJ WKaW LW ZRXOd cRPe RXW « bXW I dLdQ¶t want to contrive it to get to that 

point 
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Interviewer: Why not? 

BecaXVe I ZaQWed WR Vee ZKaW WKe\ ZRXOd cRPe XS ZLWK. I dLdQ¶W ZaQW WR LQIOXeQce 

what they thought (lines 142-147) 

 

So while he had, in his own mind, a clear idea of what he hoped the children would 

understand as a result of the lesson, his understanding of the growing theory seems to have 

OHG, DW WKLV VWDJH, WR LQWHUSUHWLQJ µSXSLO GHYHORSLQJ SHUVRQDOO\, OLNH D SODQW, ZLWK WHDFKHU D 

UHVRXUFH SURYLGHU¶ DV PHDQLQJ WKDW LGHDV VKRXOG VRPHKRZ FRPH spontaneously from the 

SXSLOV. IQ WKLV VHQVH, DDYLG VHHPV WR HTXDWH SURYLGLQJ D VWUXFWXUH WR VFDIIROG FKLOGUHQ¶V 

OHDUQLQJ ZLWK ORVV RI SXSLO DXWRQRP\ / FRQWURO RYHU OHDUQLQJ. TKXV, GHVSLWH DDYLG¶V 

assertion that: 

 

I was trying to develop the thinking that I was telling you about (line 176) 

 

KH GLG QRW SURYLGH D FOHDU VWUXFWXUH WR IUDPH WKH FKLOGUHQ¶V OHDUQLQJ ZLWK WKH UHVXOW WKDW 

there was little evidence of their having learnt anything new from the session. David 

himself realised this, hence falling back on giving them information from time to time (as 

explored above) because he was at a loss to know what other strategies to use. On further 

reflection during the interview he recognised that his teaching style had not really reflected 

the growing theory but that 

 

aW WKe VaPe WLPe I ZaV KRSLQJ WKaW WKe\ ZRXOd VRUW RI «  WKLV LV WKe ZKROe WKLQJ 

about me trying to develop their thinking skills, this [growing theory] is sort of 

ZKeUe I¶d OLNe, I VXSSRVe, LQ a VeQVe, PRUe WR be. OU WKeP PRUe WR be. (lines 515-

517) 

 

This was clearly a source of frustration to him. 

 

I¶Ye VeeQ WKURXJK KeU [WKH FODVV WHDFKHU¶V]TXeVWLRQLQJ WecKQLTXeV « WKe WKLQNLQJ LV 

prompted and so WKe\ dR JeW WKeUe, VKe KaVQ¶W VRUW RI JLYeQ WKeP WKe aQVZeUV bXW 

WKURXJK cOeYeU TXeVWLRQLQJ WKe\ JeW WKeUe. AQd WKaW¶V ZKeUe I¶d OLNe WR be « bXW I 

WKLQN Pa\be I¶P MXPSLQJ JXQV beIRUe I JeW WKeUe. BXW LQ a VeQVe « I dRQ¶W ZaQW WR 

go through that [points to transfer theory] WR JeW WKeUe. I dRQ¶W ZaQW WR JeW WUaSSed 

in the transfer theory. (lines 528-533) 
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8.3.3 Values evident in teaching. 
 

This desire to reach an ideal in his practice was mirrored in the discussion about his views 

on the nature of knowledge and education ideology. The researcher categorised the lesson 

as reflecting a largely liberal ±progressive ideology, although there was some evidence of 

DDYLG¶V DWWHPSW WR EH VRFLDOO\ FULWLFDO. DDYLG KLPVHOI VWDWHG  

 

µAQd KeUe, I VXSSRVe WKe VRcLaOO\ cULWLcaO. µKQRZOedJe LVQ¶W eaVLO\ VSecLILed¶, \RX 

NQRZ, WKe ZKROe dLOePPa RI ZKaW¶V a JRRd eQYLURQPeQW. YRX caQ¶W VSecLI\ ZKaW LW 

LV, eYeU\RQe¶V JRW a dLIIeUeQW RSLQLRQ.¶ (lines 539-542)) 

 

However, the lesson did not appear to be planned in such a way that would enable pupils to 

develop a view of knowledge that is partial, problematic and viewed differently by 

different groups in society. The interviewer therefore probed more deeply: 

 

Interviewer: There was a subtext of that [socially critical approaches], but would 

you say that was the main focus of what they were doing?( line 544) 

 

IW ZaVQ¶W WKe PaLQ IRcXV RI WKe OeVVRQ, QR, bXW WKaW ZaV P\ NLQd RI VXbWe[W. « I 

suppose in a sense I was thinking well that will be my extension. If they were really 

getting on with it then I would have liked to have moved on to developing the 

UeVSRQVLbOe aWWLWXde VLde RI WKLQJV «¶ (29/06/00 lines 546-558) 

 

The frustration of achieving a style that reflects his own conception of knowledge (he 

consistently selected the socially critical category as representative of his conception) is 

clear;  he knows what he would like to achieve but does not know what that looks like in 

practice.  

 

[that] ZaV Pe beLQJ WRR aPbLWLRXV aQd PRYLQJ RQ beIRUe WKe\¶Ue Uead\ IRU LW, RU I¶P 

ready for it, and sR I¶Ye JRW WRR PaQ\ WKLQJV JRLQJ RQ LQ P\ Kead aQd I Qeed WR 

narrow the focus down more. (lines 551-553) 
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8.3.4 Summary of teaching episode 1. 
 

1. His conception of geography as a complex set of interactions that have a strong 

values dimension is reflected in his teaching BUT this is not, at this stage of his 

development, very helpful to him. 

 

TKLV DSSHDUV WR UHVRQDWH ZLWK DDYLG¶V FRPPHQW LQ WKH ILUVW LQWHUYLHZ 

µ « I WKRXJKW aW RQe SRLQW WKaW SeUKaSV I NQeZ WRR PXcK.¶ 

 

2. Although David describes himself as a humanistic/welfare geographer, it is the 

environmental persuasion that appears to be more evident in his teaching. This is 

perhaps due to the nature of the unit. However, when there were opportunities to 

raise welfare-related issues (e.g. the distribution of power in decision-making about 

the environment), he was aware of this and attempted to incorporate it into his 

teaching. 

3. Although enquiry skills were identified as a learning objective, they were not 

evident in his teaching 

4. The use of structure in the form of key concepts to organise pupils thinking was not 

HPSOR\HG EHFDXVH LW DSSHDUHG WR EH RYHUULGGHQ E\ WKH YLHZ WKDW \RX VKRXOGQ¶W µWHOO¶ 

FKLOGUHQ WKLQJV, WKH\ KDYH WR µILQG RXW IRU WKHPVHOYHV¶. 

5. In terms of  the pedagogy required to put his conceptions into practice, this is 

where the mismatch lies. His teaching reflects a view that control for learning lies 

with the teacher, and he appears to be using an apprenticeship model of learning to 

teach. This was evident in his justification for the approaches taken ± for example, 

an over-reliance on the strategy of teacher-OHG TXHVWLRQLQJ LV H[SODLQHG E\ µI VDZ 

WKH WHDFKHU GRLQJ VRPH UHDOO\ JRRG TXHVWLRQLQJ¶ 

 

The fact that he is trying to put what he claims to be his conception into action seems to be 

unhelpful to him as a teacher or to the pupils as learners. There is perhaps a need to rethink 

his conception to incorporate pedagogical content knowledge. Certainly a diary entry made 

six months after the observation, when revisiting the data, records  

 

µTKHUH DUH EURDG VLPLODULWLHV EHWZHHQ KLV (DDYLG¶V) FRQFHSWLRQV LQ WKHRU\ / HVSRXVHG 
conceptions and those seen in action. Where there are differences (e.g. lack of conceptual 
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framework) this appears to be because his conception of teaching and learning over-rides 
his conception of geography. Or is it because his conceptions of teaching and learning are 
at odds and it is the apprenticeship model he falls back on because he does not yet have the 
VWUDWHJLHV WR LPSOHPHQW KLV µLGHDO¶?¶ (RHVHDUFK DLDU\ HQWU\ 25/01/01). 

 

 

 

 

8.4 Conceptions in action: Teaching episode 2.  
 

During his first year of teaching, David was observed teaching geography on two further 

occasions. He secured a post in a Roman Catholic Primary School set in a small 

Worcestershire town, and had responsibility for a Y1 class. He had the opportunity to teach 

geography in each term, and followed ± in part ± the Scheme of Work for Geography 

(QCA 1998), specifically unit 1: Around our school ± the local area, and Unit 2: How can 

we make our local area safer?  In the light of his evaluation of teaching and learning during 

the Autumn term, David adapted Unit 2, dividing it into two parts and adding elements of 

his own, and teaching it over the spring and summer terms 2001. He was observed 

teaching on 9/03/01 and 28/06/01. 

 

8.4.1 Conception of geography in action. 
 

The lesson observed was the second in the planned sequence of six and the learning 

objectives identified were: 

 

x TR GHYHORS FKLOGUHQ¶V XQGHUVWDQGLQJ RI [QDPH RI WRZQ] DQG LWV PDLQ 

features 

x To develop enquiry skills 

 

The first lesson had been fieldwork, David had taken the class on a walk round the vicinity 

of the school up to the high street, passing several key features along the way. They had 

taken a camera to record these features, and the photographs were now available to use as a 

resource in the lesson. David had made three copies of all of the photos and the class 

worked in three groups, each group having a set of photos and a large-scale map showing 

the area walked and its surroundings. 
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As with the previous lesson observed, there was a strong relationship between the 

conception evident in his teaching and that shown on his concept map. David related his 

lesson to that part of his concept map that was about: 

 

ScaOe, ORcaO bXW PaLQO\ I¶P ORoking at this link here ± environment, people, places. 

Trying to get them to link the people that use places in a particular environment. 

(lines 4-7) 

 

In addition there was a strong focus on geographical patterns and processes ± where things 

are located, how they are used and why ± leading to the beginnings of an understanding of 

land use and spatial distribution. In contrast to the previous lesson observed, David chose a 

narrow focus to act as the stimulus for this discussion. 

 

TKeUe ZaV a WabOe « ORRNLQJ at the [photo of] toilets by the Abbey, so then we 

worked out where the toilets were and from there we worked out who used those 

WRLOeWV, aQd LW ZaVQ¶W MXVW eYeU\bRd\ LQ P [name of town], it was people who park 

opposite, waiting for fish and chips, they might use it and people who use the Abbey 

and people who use the playground. So it was just a kind of, something to focus on 

« MXVW WR cKRRVe RQe WKLQJ IRU eacK SeUVRQ « (lines 153-158) 

 

This selection of a relatively narrow focus, along with other changes in his ideas about 

teaching and learning explored below, seem to have enabled David to be more successful 

in putting his conception of geography into practice. There is more evidence of a 

FRQFHSWXDO IUDPHZRUN EHLQJ GHYHORSHG WR VXSSRUW WKH FKLOGUHQ¶V XQGHUVtanding of the 

relationship between geographical features in their town. The ability to break his 

knowledge down into smaller, more manageable parts also appears to have helped him to 

plan a logical sequence to his lessons. This lesson built on features discussed during the 

previous fieldwork lesson, and the end of the lesson prepared the way for the next stage: 

 

Interviewer: The last question « what¶s the most important place, do \ou think, 

on your map? What is the thinking behind your asking that question? 



 
Chapter 8: David  

172 

I suppose just kind of moving on to the next stage and still thinking about the uses 

RI WKe SOace « Pa\be KRZ LW¶V deYeORSed, WK\ WKLQJV aUe KeUe. YRX NQRZ. (lines 

583-589) 

 

although he was unable to identify that this amounted to building a foundation for the 

understanding of settlement. 

 

In terms of the geographical persuasion evident in the lesson both the researcher and David 

agreed that it was humanistic / welfare because: 

 

IW¶V IRcXVLQJ RQ [pause] ZeOO LW¶V ORRNLQJ aW SeRSOe aQd VRUW RI RUJaQLVaWLRQ I 

suppose, who uses what, why is the town organised in such a way (lines 692-693) 

 

and David expanded on his understanding of what a humanistic/welfare persuasion mean 

by adding: 

 

And the subjective experience ± WKe\¶Ye aOO JRW dLIIeUeQW e[SeULeQceV RI P [name of 

town], VRPe RI WKeP dRQ¶W OLYe KeUe, VRPe RI WKeP RQO\ cRPe KeUe WR VcKRRO VR 

WKe\¶Ye aOO a dLIIeUeQW IeeOLQJ aQd VRPe RI WKeP SURbabO\ SUeIeU dLIIeUeQW SOaceV 

«(lines 694-697) 

 

Indicating that his own conception was becoming finer-grained, possibly as a result of 

having to reconceptualise it for teaching. 

 

8.4.2 Conception of teaching and learning in action. 
 

As with his conception of geography, there was evidence that David was beginning to be 

successful at putting his ideal of the growing theory into practice. 

 

TKeUe¶V a bR\, M, Ke ZaV YeU\ JRRd aQd WKeVe WZR JLUOV ZeUe JRRd VR WKe\ ZRXOd 

KaYe VXSSRUWed WKe SeRSOe aURXQd WKeP aQd VKRZed WKeP  « VR WKaW¶V SaUW RI ZK\ 

the groups were mixed like that (lines 139-143) 
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YeV, I PeaQ ZKeQ Ze¶d JRQe URXQd RQ WKe ZaON I MXVW NeSW, I QeYeU aQVZeUed 

aQ\bRd\¶V TXeVWLRQV. I SXUSRVeO\ QeYeU aQVZeUed aQ\bRd\¶V TXeVWLRQV, MXVW SRVed 

TXeVWLRQV « aQd a OLWWOe ULSSOe ZRXOd JR bacN dRZQ, aQd WKe\¶d VWRS aQd WKLQN aQd 

WKe\¶d VKRXW RXW aQVZeUV, bXW I QeYeU acWXaOO\ aQVZeUed WKe TXeVWLRQV .. I QeYeU 

aJUeed RU dLVaJUeed, I VaLd µMPP, Pa\be¶ \RX NQRZ. I ZaV deILQLWeO\ JeWWLQJ WKeP 

to think on their own. (lines 256-267) 

 

The contrast with his teaching 6 months previously was quite pronounced and David was 

asked to reflect on this. 

 

I¶Ye QeYeU UeaOO\ JRQe IRU bUaLQVWRUP ZLWK WKLV aJe JURXS, I¶Ye aOZa\V WULed WR 

RUJaQLVe WKeLU LdeaV IRU WKeP « WKe\ Qeed TXLWe a ORW RI, VcaIIROdLQJ I WKLQN LV WKe 

word. (lines 304-308) 

 

This suggests that David thinks it is only younger children who need their ideas organising 

for them, however there was also evidence that he was beginning to recognise that creative 

thinking strategies could be appropriate for all age groups, even Y6. He reflected on his 

teaching with the Y6 class six months before: 

 

YeV, I¶d cRPe PaUcKLQJ LQ ZLWK P\ aJeQda RI µOeW¶V dR VRPe WKLQNLQJ¶ ZLWKRXW 

KaYLQJ « [SaXVe] 

Interviewer:«  the framework for that thinking 

YeV, aQd WKaW¶V beeQ KaUd IRU Pe « WR ZRUN RXW KRZ WR get the framework and I still 

dRQ¶W WKLQN I¶Ye JRW LW ULJKW (lines 329-335) 

 

DDYLG¶V WHDFKLQJ RIIHUHG FRQFUHWH H[DPSOHV RI ZD\V LQ ZKLFK KH ZDV EHJLQQLQJ WR WU\ WR 

µIUDPH¶ WKH FKLOGUHQ¶V WKLQNLQJ. DXULQJ WKH LQWURGXFWRU\ JURXS DFWLYLW\ WKH following 

conversation was recorded (T=teacher, P=pupil): 

 

µT: LeW¶V KaYe RQe SKRWR IURP eacK WabOe aQd Ze caQ ZRUN RXW WRJeWKeU ± Ze¶Ue aOO 

detectives now ± who uses it and what is it used for 

T: Which one will you choose blues? 

P: The bank 

T ± takes pictXUe aQd VKRZV LW URXQd JURXSV, ZULWeV µbaQN¶ RQ WKe bRaUd. 
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T: If you look at your map, the bank is on Broad Street. Find Broad Street on your 

map 

 

DXULQJ WKH SRVW REVHUYDWLRQ LQWHUYLHZ KH ZDV DVNHG DERXW WKH XVH RI WKH SKUDVH µZH¶UH 

going to be detectives QRZ¶: 

 

Interviewer: Is that something that you use a lot? 

Yes, I do in science and stuff like that and it gets them thinking and once they, sort 

RI, aQd I JR µRK, QRZ Ze¶Ue VWaUWLQJ¶ aQd WKeQ LW NLQd RI eQJaJeV WKeP (lines 377-

382) 

 

This strategy of making the thinking process more explicit was something that had not 

been observed before and is evidence, perhaps, of his growing awareness of the range of 

strategies that might be employed. However, this does not extend, yet, to making it explicit 

what the subject of geography is about.  

 

Interviewer: µlook at \our map « find Broad Street¶ ± do they know this is what 

geographers do? 

PURbabO\ QRW, QR. « I dRQ¶W WKLQN WKe\ dR NQRZ ZKaW JeRJUaSKeUV dR « I¶Ye QeYeU 

acWXaOO\ VaLd ZKaW Ze aUe dRLQJ. «  (lines 401-406) 

BXW I dRQ¶W VWaUW RII, ULJKW WKLV LV RXU JeRJUaSK\ OeVVRQ aQd I dRQ¶W PaNe LW e[SOLcLW, 

which is what I intended to do at the start and I never did it for some reason (lines 

429-431) 

 

As the discussion continued David became aware that this was a reflection of what he 

himself was thinking during the lessons: 

 

« bXW WKe WKLQJ RI Va\LQJ µWKLV LV ZKaW JeRJUaSKeUV dR¶ LV SeUKaSV becaXVe I¶P QRW 

eYeQ WKLQNLQJ OLNe WKaW P\VeOI. I¶P QRW eYeQ WKLQNLQJ ULJKW, PaSV, WKaW LV ZKaW 

geographers do, do you see what I meaQ. SR I Qeed WR « SaXVe 

Interviewer: What are you thinking? 

Good question. [laughter]. SR I Qeed WR SXW P\, I dRQ¶W NQRZ, I Qeed WR SXW P\ 

JeRJUaSK\ KaW RQ aQd « I¶Ye JRW WR WKLQN OLNe a JeRJUaSKeU KaYeQ¶W I? AQd aQ\ 
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VNLOO, aQ\WKLQJ WKaW¶V VSecLILcaOO\ RU explicitly geography I need to make that 

obvious. As I would if I was doing numeracy. (lines 453-465) 

 

TKLV VHHPV WR EH D FUXFLDO VWHS IRUZDUG LQ DDYLG¶V WKLQNLQJ DERXW KLV RZQ SUDFWLFH. 

 

While there were occasions when he drew on other theories of teaching, such as shaping 

 

I was going to go back into groupwork and say, right look at your things, and I was 

JRLQJ WR cKRRVe ZKLcK ZaV WKe PRVW LPSRUWaQW aQd JeW a OLVW « aQd SXW LW LQ VRPe 

NLQd RI RUdeU « WR JeW aQ RUdeU RI WKe PRVW LPSRUWaQW WKLQJV LQ P [name of town] 

(lines 206-211) 

 

and travelling 

 

Perhaps taking them on the walk is the exploring together [travelling] and just 

bULQJLQJ XS TXeVWLRQV aV aQd ZKeQ WKe\ caPe, XP, « WKaW ZRXOd be WKe e[SORULQJ 

side, (lines 721-726). 

 

He did not feel this was at odds with his ideal because he could see how these approaches 

led the way for a more experiential, growing approach to teaching: 

 

 bXW « WKe cKRLce RI TXeVWLRQV « XVLQJ WKe VaPe TXeVWLRQV IRU aOO WKe SKRWRV ZRXOd 

be some of this growing I think, wouldQ¶W LW? (lines 729-731). 

 

8.4.3 Values evident in action 
 

The most striking examples of his attempt to teach in a way that was more reflective of the 

growing theory was in the way he structured the lesson, using specific tasks supported by 

photographic resources to scaffold their learning. For example, the lesson started straight 

away with a paired activity (in groups) that had a clear set of instructions: to consider the 

TXHVWLRQV µZKDW LV WKLV SODFH DQG ZKR XVHV LW?¶ IRU SKRWRV HDFK JURXS KDG LQ IURQW RI WKHP. 

This was followed by some whole class discussion and then some further, focussed 

groupwork and finally the plenary. Although he was not entirely successful in putting this 
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into practice, he recognised why this was the case. The time spent in discussion as a whole 

FODVV ZDV ORQJHU WKDQ KH LQWHQGHG EHFDXVH KH ZDV OHG E\ WKH FKLOGUHQ¶V FKRLFHV.  

 

Interviewer: The first example went on for about quarter of an hour 

That one? 

Interviewer: Yes, because I kept time ± 1.50 and then the bank example finished 

at 2.05 

TKaW ZaV SURbabO\ a bad e[aPSOe WR VWaUW ZLWK, ZaVQ¶W LW? 

Interviewer: No, you let them choose their examples which « 

WK\ dLd I OeW WKeP cKRRVe LW? JXVW becaXVe WKe\ Kad RZQeUVKLS RI LW. « bXW WKaW MXVW 

means that the lesson is unpredictable. (lines 487-506) 

 

This is an indication that David is trying to put his socially critical ideology into practice in 

the sense that he is reflecting, through his teaching, that knowledge is socially constructed 

and that the children can construct their own individual meaning while at the same time 

generating a shared, class meaning:  

 

I think everyone does construct their own knowledge differently but at the same 

time how they are constructing it is socially, if that makes sense. (lines 738-740) 

 

8.4.4 Summary of teaching episode 2. 
 

DDYLG¶V WHDFKLQJ KDV SURJUHVVHG VLQFH JXQH 2000 LQ WKH IROORZLQJ respects: 

 

x He is beginning to provide a more explicit framework for thinking, both in 

terms of key concepts and the enquiry process (being detectives) 

x His understanding of his geographical persuasion is becoming finer-grained 

and this beginning to have a positive impact on his teaching. For example 

he seems better able to deconstruct, or break down, his knowledge into 

smaller parts that are more manageable for children (although his rather 

EURDG OHDUQLQJ REMHFWLYH RI µWR GHYHORS HQTXLU\ VNLOOV¶ FRQWUDGLFWV this). He 

LV DOVR EHJLQQLQJ WR UHFRJQLVH WKH YDOXH RI KLV, DQG SXSLOV¶, NQRZOHGJH IURP 

life experiences ± something that will be returned to in chapter 11 
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x Not only is he clearer about how children might progress in the unit as a 

whole, he is clearer about their progression during the lesson and had 

attempted to plan for this in the sequence of activities (greater awareness of 

range of strategies) 

x He provides a better match between learning intentions and activities 

x He focuses on teaching during groupwork, rather than management 

x Overall he seems better able to put his conceptions and values into practice 

 

However, there are elements of his practice that have remained the same: 

x HH FRQWLQXHV WR UHO\ RQ µGLVFXVVLRQ¶ DV KLV NH\ PHDQV RI GHYHORSLQJ 

FKLOGUHQ¶V FRQFeptual framework 

x HH ILQGV LW GLIILFXOW WR DQWLFLSDWH, DQG WKHUHIRUH PDQDJH, FKLOGUHQ¶V 

responses and therefore the direction of the discussion 

x TKH UHVXOW LV WKDW KH WHQGV WR ORVH WUDFN RI WLPH DQG SDFH, DQG WKH FKLOGUHQ¶V 

attention begins to wander  

 

All of which could still be due to lack of experience. 

 

 

8.5 Conceptions in action: Teaching Episode 3 
 
The third lesson observed, on June 28th 2000, followed some fieldwork during which the 

children had done a traffic survey in and around the school. The purpose of this particular 

lesson was to link traffic that parks outside the school and in the school car park with 

people who have a legitimate reason to visit the school.  Following this lesson the children 

would go on to consider the issue of car use, visitors to the school and traffic congestion. 

 

8.5.1 Conception of geography in action 
 

The learning objectives for the lesson were: 

x To distinguish between visitors to, and users of, the school 

x To build a sense of community around the school 

x To develop enquiry skills 
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IQ WHUPV RI DDYLG¶V FRQFHSWLRQ RI JHRJUDSK\ HYLGHQW LQ WKH OHVVRQ, WKH IRFXV ZDV FOHDUO\  D 

mixture of human and environmental with an emphasis on the interaction between these. 

 

This afternoon was very specifically looking at people and, aOWKRXJK LW ZaVQ¶W aV 

explicit to them, it was people in a particular place and we are looking at an 

eQYLURQPeQWaO LVVXe, aOWKRXJK I KaYeQ¶W LQWURdXced WKaW \eW. (lines 5-8) 

« LW¶V ORRNLQJ aW WKLQJV OLNe SeRSOe aQd cXOWXUeV aQd, \RX NQRZ, LW¶V looking at the 

interaction between different elements (lines 610-611) 

 

WLWKLQ WKLV DDYLG ZDV WU\LQJ WR GHYHORS WKH FKLOGUHQ¶V DELOLW\ WR FODVVLI\ JHRJUDSKLFDO 

phenomena 

 

I wanted to focus them on the sorting [of the photographs]. I actually wanted them 

to dR a bLW PRUe VRUWLQJ, I ZaQWed WKeP WR cRPe XS ZLWK WKeLU RZQ cULWeULa « 

SeRSOe ZKR cRPe KeUe eYeU\ da\, SeRSOe ZKR dRQ¶W, XP, SeRSOe ZKR aUe YLVLWRUV 

aQd SeRSOe ZKR aUe QRW « (lines 408-410, 417-418) 

 

And to begin to think about how these things might be affected by scale 

 

« aOO aW a ORcaO VcaOe, aOWKRXJK RQe RI WKeP LQWURdXced « WKe deILQLWLRQ RI a YLVLWRU 

being from the local area or not, so we could have introduced some of that and also 

why they might visit the school, and that would be part of the processes and the 

VRcLaO aQd ecRQRPLc WKLQJ, « RU ZKaWeYeU. SR OLWWOe bLWV RI WKRVe WLed LQ.(lines 20-

23) 

 

While the conceptual framework for the lesson was clear it was also evident that David 

was much clearer about how the lesson fitted into the sequence of lessons as a whole.  

 

« IROORZLQJ WRda\¶V VeVVLRQ, Qe[W ZeeN Ze¶Ue JRLQJ WR ORRN aW, ZeOO LI WKeVe SeRSOe 

come every day, what are the implications of that, where do they stop? Do they all 

use a car, do they come on bikes? What are the implications for the school which is 

going to lead on to the environmental issue ± how can we make the school safer? 

(lines 51-55) 
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The development of enquiry skills was evident in his whole approach to the lesson which 

focused on encouraging the children to make deductions for themselves based on the 

evidence (photographs) available to them.  

 

T: TRda\ Ze¶Ue JRLQJ WR WKLQN abRXW SeRSOe ZKR YLVLW WKe VcKRRO. WKaW¶V WKaW 

special word we use? 

P: Identify. 

T: Yes. I was going to write investigate but identify is better. 

 

T: WKaW I ZaQW \RX WR dR QRZ « I¶Ye JRW VRPe SKRWRV aQd a VKeeW WKaW I¶Ye cXW XS 

ZLWK SLcWXUeV RI aOO VRUWV RI SeRSOe RQ WKeP. I¶d OLNe XV WR WKLQN RI dLIIeUeQW Za\V Ze 

can sort these pictures / people out 

 

And his justification for this was: 

 

I either Va\ Ze¶Ue JRLQJ WR LQYeVWLJaWe, RU Ze¶Ue JRLQJ WR LdeQWLI\, I XVe WKRVe NLQdV 

RI ZRUdV VR I PeaQ I VXSSRVe WKe\ aUe XVed WR WKaW. « I WKLQN I dR LW aV a, WR IRcXV 

WKeP RQ ZKaW WKe\¶Ue dRLQJ, VR I VXSSRVe LW¶V a VNLOOV WKLQJ. We¶Ue LQYeVWLJaWLQJ, Ze 

dRQ¶W QeceVVaULO\ KaYe WR ILQd RXW bXW Ze aUe dRLQJ WKaW aQd VR, WKaW¶V VRUW RI WKe 

bringing it together at the end ± have we identified people? Have we identified 

what a visitor is? And there was still some debate, which is fair enough. (lines 69-

71, 77-84)  

 

Not only this, he was beginning to see how, even though it is important for him, as teacher, 

to be aware of the individual knowledge, skills and concepts he hopes to develop, these 

things might be more effectively  taught in an integrated way.  

 

So for the JeRJUaSK\ I ZaV WKLQNLQJ, \RX dRQ¶W ZaQW WR dR MXVW VNLOOV, OeW¶V SXW LW LQ a 

cRQWe[W, VR I¶P WU\LQJ WR LQcOXde VRPe PaSSLQJ LQ WKLV. We¶Ue JRLQJ WR PaNe a PaS, 

a plan rather, of the school and look at the routes of the traffic into the school and 

that sorW RI WKLQJ. TKaW¶V KRZ I¶P JRLQJ WR dR WKe PaSSLQJ.  (lines 170-173) 
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TKH WKUHH NH\ HOHPHQWV RI DDYLG¶V RULJLQDO FRQFHSW PDS ± environment, people and places 

± and how they are affect by, and in turn affect, physical and social processes at a variety 

of scales ± all seem to be present here. This has, to some extent, been the case in all the 

geography lessons observed. The difference here is that David seems better able to break 

the whole down into manageable parts that are of a suitable scale for young children to 

understand without losing the essence of his conception.  This, as it relates to his 

developing pedagogical content knowledge, is discussed under the following chapter. 

 

Interestingly David characterised the lesson and unit as reflecting a humanistic-welfare 

persuasion: 

 

I¶d Va\, SaUWLcXOaUO\ WKLV XQLW RI ZRUN « WKLV LV WKe KXPaQLVWLc-welfare persuasion 

(lines 600-601) 

« becaXVe LW¶V ORRNLQJ aW SURceVVeV, LW¶V ORRNLQJ aW WKLQJV OLNe SeRSOe aQd cXOWXUeV 

aQd \RX NQRZ, LW¶V ORRNLQJ aW WKe LQWeUacWLRQ beWZeeQ dLIIeUeQW eOePeQWV. IW¶V aOVR 

ORRNLQJ aW dLIIeUeQW VcaOeV « SeUKaSV VRcLeW\, aV a JORbaO VcaOe, RU WKe PLcUR-

society, depending on what the focus is. And the humanistic-welfare bit is, I feel, 

the challenging stereotypes and the subjective nature of the whole thing, that just 

because one book or one person says such and such, your experience might be 

WRWaOO\ dLIIeUeQW « aQd WKeQ ZKLOe \RX¶Ue OeaUQLQJ abRXW WKeVe WKLQJV \RX KaYe WR 

challenge your own stereotypes, of the experience you find yourself in. Does that 

make sense? (lines 612-623) 

 

because, to the observer, it although the lesson itself had a predominantly humanistic 

focus, the unit as a whole seemed to be about  an environmental issue. Is this a case of 

DDYLG¶V SHUVXDVLRQ DIIHFWLQJ WKH ZD\ KH interprets the geography curriculum and 

geography schemes such as that produced by the QCA (1998)? When asked to expand on 

why he thought is was more humanistic than scientific or environmental, his response was: 

 

TKLV [VcLeQWLILc] LV a bLW WRR « TXaQWLILabOe.  « TeVWLQJ K\SRWKeVeV aQd PeaVXULQJ 

VWXII aQd LI LW dReVQ¶W PeaVXUe WKeQ WKeUeIRUe LW LV VXcK aQd VXcK aQd RbYLRXVO\ LW¶V 

not like that. And I suppose this [environmental] is perhaps a bit too much of an 

environmental persuasion I suppose, some of the LVVXeV WKaW I¶P PRUe cRQceUQed 
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ZLWK aUe QRW QeceVVaULO\ eQYLURQPeQWaO, WKe\¶Ue PRUe VRcLaO RU cXOWXUaO RU JeQdeU 

or whatever. Not just the physical environment. (lines 650, 662-667) 

 

TZR WKLQJV RI LQWHUHVW HPHUJH KHUH. FLUVWO\, LW LV SRVVLEOH WR LQIHU WKDW DDYLG¶V LGHD RI 

environmental issues is more in line with the concept of sustainable development in that it 

incorporates social and economic elements into consideration of environmental issues. 

Secondly, it also seems to be a matter of interpretation. David appears to be equating 

environmental with the physical environment. When it is pointed out to him that there is a 

human element to environments he responded: 

 

TKaW¶V WUXe, I ZRXOd Va\ WKaW. « SR LW¶V NLQd RI OLNe OLWWOe bLWV RI WKLV [environmental 

persuasion] (lines 675, 679) 

 

Apparently agreeing, but not relinquishing his notion that the unit overall reflected a 

humanistic-welfare persuasion. Overall it is evident that David continues to hold a 

conception of geography that is value laden and that the scientific persuasion, with its 

HPSKDVLV RQ PHDVXUHPHQW  DQG µIDFWV¶ LV QRW, WKHUHIRUH, VXLWHG WR KLP. 

 

8.5.2 Conception of teaching and learning in action 

 

Analysis of the post observation interview indicates that David is beginning to be able to 

put into practice his ideals of developing thinking skills within a strong conceptual 

framework. This was evident from the outset when David introduced the lesson by saying: 

 

T: TKLV aIWeUQRRQ Ze¶Ue caUU\LQJ RQ WKe ZRUN Ze¶Ye VWaUWed LQ RXU GeRJUaSK\. 

[WULWeV JeRJUaSK\ RQ WKe bRaUd, UePLQdV cKLOdUeQ RI OaVW ZeeN¶V ZRUN RQ WUaIILc 

survey] 

 

Which he justified by reference to the discussion of the lesson observed in the spring term. 

 

« SaUWO\ VRPeWKLQJ Ze¶d WaONed abRXW OaVW WLPe, PaNLQJ LW PRUe e[SOLcLW aV WR ZKaW 

we were doing, rather than just doing it for doing its sake. (lines 38-40) 
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There was also much evidence of his passing control for learning over to the children, 

allowing them to construct their own meaning through an interactive mixture of action 

(physical manipulation of photos and pictures in the sorting exercise) and talk (David used 

a range of groupings ± whole class, pairs and groups ± to promote and facilitate 

discussion). 

 

[the use of certain photographs] was basically to get them to think about the things 

Ze¶d beeQ TXeVWLRQLQJ. HRSeIXOO\ WKe\¶d cRPe XS ZLWK WKeLU RZQ WKLQJV, ZKLcK 

some of them did. (lines 335-337) 

 

So they would have to have it sorted oXW LQ WKeLU PLQd LI WKe\ Kad WR WeOO Pe. II I¶d 

KaYe MXVW WROd WKeP LW ZRXOd KaYe beeQ PRUe SaVVLYe ZRXOdQ¶W LW? (lines 567-568) 

 

He also used questions in a more targeted way which helped the children to be explicitly 

aware of the framework for understanding, and the skills they were using. That he was 

clear about his own role as facilitator was evident in the following remarks: 

 

I said we were going tR JeQeUaWe a deILQLWLRQ RI a YLVLWRU, I dLdQ¶W ZaQW WR cRPe XS 

with one [a definition]. I just wanted to think about it. (lines 89-90) 

I dLdQ¶W, \eaK, I dLdQ¶W ZaQW WR WeOO WKeP, I ZaQWed WKeP WR ZRUN LW RXW. SR I ZaV NLQd 

of, posing a question without putWLQJ ³LV WKe deOLYeU\ PaQ WKe VaPe aV WKe 

SRVWPaQ?´. YRX NQRZ, I NLQd RI ZaQWed WKeP WR WKLQN RI WKe aQVZeU (lines 127-130) 

 

8.5.3 Values evident in action 
 

David seems to have developed a range of strategies that he can draw on to enable him to 

create open-ended activities which allow children to create their own (as opposed to 

DFFHSWLQJ XQFULWLFDOO\ RWKHUV¶ GHILQLWLRQV ± e.g. of what a visitor is) understandings in an 

atmosphere of joint enquiry. It could be inferred from this that David has reached a point in 

his development where he is beginning to put his ideals of the growing theory and socially 

critical ideology into practice. 
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« VR LW PLJKW be a bLW PRUe RI WKe JURZLQJ WKeRU\ « I aP cRQVWUXcWLQJ WKeLU 

knowledge socially because we are in a social environment.  (lines 690-692) 

 

« NQRZOedJe LVQ¶W VRPeWKLQJ WKaW LV deILQLWe.  (line 761) 

 

And he is able to explain why he aligns himself more with a socially critical than a liberal 

progressive ideology. 

 

I¶P QRW VXUe KRZ SULYaWe LW [NQRZOedJe] LV. We PLJKW think its private but we might 

be NLddLQJ RXUVeOYeV becaXVe, \eV, LQ VRPe LQVWaQceV NQRZOedJe LV beLQJ, LW¶V aQ 

LQWeUQaO SURceVV, \RX KaYLQJ WR XQdeUVWaQd WKLQJV WR PaNe VeQVe RI WKeP, bXW \RX¶Ue 

XQdeUVWaQdLQJ e[WeUQaO WKLQJV aW WKe VaPe WLPe. SR \RX¶Ue Serhaps making sense of 

LW SULYaWeO\ bXW LW¶V QRW WKaW SULYaWe becaXVe LW¶V beLQJ « \RX¶Ue beLQJ LQIOXeQced 

IURP aQ e[WeUQaO aJeQc\, aUeQ¶W \RX? SR I VXSSRVe I¶P PRUe beQW WRZaUdV WKe 

socially critical but there are elements of that [liberal-progressive] that I agree 

with. (lines 831-837) 

 

 

8.5.4 Summary of teaching episode 3. 

 

In summary, David taught  in a way that gave the children space to think for themselves. 

They may not have reached an answer, but they developed a deeper understanding of all 

the factors that contribute to determining who counts as a visitor to their school or not. The 

session was: 

 

x Well structured, with a logical progression 

x Well matched to the learning intentions 

x Explicitly related to the nature of geography and the specific learning intentions 

within this 

 

DDYLG¶V XQGHUVWDQGLQJ RI VRFLDOO\ FULWLFDO VHHPV WR KDYH GHHSHQHG. FRU H[DPSOH, LI WKH 

definition used in the research (and which David was able to refer to during each 
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interview) is examined, it seems as though he is reflecting the aspects underlined in his 

teaching.  

 

Socially critical: Knowledge is dialectical, an interplay of subjective views of the world 
and the historical and cultural frameworks in which they are located. Sees knowledge as 
socially constructed. Thus, knowledge is not easily specified: it has its meaning in actions 
or projects whose significance is in specific contexts. It places a central value on the role of 
knowledge in social action: the emancipatory interests of knowledge. Mental and manual 
aspects of knowing are integrated in groupwork. (Fien, 1993) 

 
 

DXH WR D YDULHW\ RI IDFWRUV, VXFK DV UHFRJQLWLRQ RI WKH YDOXH RI FKLOGUHQ¶V RZQ JHRJUDSKLFDO 

knowledge and a securer pedagogical content knowledge, he is better able to envisage 

what the above might look like if put into practice in his classroom. 
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9. Becky. 
 

Becky is a mature student who had a varied career working in offices and retail until she 

took an NNEB course after which she owned a nursery and then became a classroom 

assistant for two years. Her interest in working with young children led to her taking a 

degree in Early Years Education from which she qualified in 1998 and went straight on to 

the PGCE Primary QTS course. Her biographical questionnaire shows that Becky does not 

recall being taught geography at Primary school. She studied geography at secondary 

school until the age of 16 and gained a CSE. Becky did not enjoy geography at school. 

However the NNEB course had an environmental studies element which she enjoyed. She 

expressed a positive attitude towards teaching the subject prior to the course as she realised 

µit has a much wider scope than when I studied it at school and children love to learn 

about their environment¶. BHFN\¶V LQWHUHVWV DUH UXQQLQJ, ZDONLQJ, UHDGLQJ DQG FRRNLQJ.  

 

 

9.1 BecN\¶V CRQceSWLRQ Rf geRgUaSK\ 

 
9.1.1 Geography: Pre-course elicitation 

 
BHFN\¶V FRQFHSW PDS KDV D UHODWLYHO\ FOHDU VWUXFWXUH ZKLFK LV KLHUDUFKLFDO LQ QDWXUH. TKHUH 

are links across the levels of the hierarchy as well as up and down, suggesting that Becky 

sees many of the elements as being inter-linked.  Three of the key elements selected ± 

physical features, climate and environment ± appear to emphasise the physical geography 

Becky experienced at school. The fourth element, mapping, indicates it as a tool for 

VKRZLQJ ORFDWLRQV DQG µNQRZLQJ WKH ZRUOG¶ DW D YDULHW\ RI VFDOHV. WKHUH OLQNV DUH ODEHOOHG 

they predominantly show an inter-relationship of cause and effect between elements, such 

DV µFXWWLQJ GRZQ WUHHV DIIHFWV FOLPDWH¶. IQWHUHVWLQJO\, WKH IRXUWK HOHPHQW RI PDSSLQJ 

appears to be a separate conception and not linked to the other key elements. Whilst there 

LV D KLHUDUFKLFDO VWUXFWXUH WR BHFN\¶V FRQFHSWLRQ, WKH JHRJUDSKLFDO FRQWHQW DQG SURFHVVHV 

shown within the structure appear to be somewhat haphazard ± for example, why are food 

and crops placed under Climate and rivers under Global? 
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BHFN\¶V FRQFHSW PDS VHHPV WR UHIOHFW D VFLHQWLILF SHUVXDVLRQ, LI QRW HYHQ D µGHVFULSWLYH-

ULFK¶ SHUVXDVLRQ ZKLFK FHQWUHV RQ NQRZOHGJH DQG LV KD]\ DERXW SURFHVV. HRZHYHU, WKHUH 

DUH VPDOO OLQNV VXFK DV µGURXJKW DIIHFWV SRRU FURSV, FDXVHV VWDUYDWLRQ RI SHRSOH¶ ZKLFK JLYH 

a hint of a humanistic/welfare persuasion while environmental concerns also seem quite 

prominent.   Possibly this is a student who does not yet have a clearly formed conception 

of geography. 

 

UVLQJ WKH DQDO\WLFDO WRRO BHFN\¶V FRQFHSW PDS VFRUHG KLJKO\ IRU VWUXFWXUH EXW KDG D ORZ 

score for the geographical relationships expressed between nodes. Although location and 

cause and effect are shown, these are uni-directional relationships and there is not a sense 

of a complex web of inter-relationships between nodes. Becky clearly has a reasonably 

extensive knowledge of geographical content, but a relatively unsophisticated conception 

of how these relate to each other and there is no indication of the process of geographical 

study through active enquiry. Her concept map has therefore been placed in category two.  
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9.1.2 Geography: Annotation of concept map after taught course. 
 

 
 

TKH PRVW LPPHGLDWHO\ VWULNLQJ WKLQJ DERXW BHFN\¶V DQQRWDWLRQV LV WKDW VKe has placed 

µLQYHVWLJDWHV¶ LPPHGLDWHO\ EHORZ JHRJUDSK\ DW WKH WRS RI WKH KLHUDUFK\. TKLV DSSHDUV WR 

indicate a significant change in her conception of the nature of the subject from one which 

is content based to one which is process based. This view is supported by the evidence 

provided in her statement below where she mentions investigative geography and children 

GHYHORSLQJ XQGHUVWDQGLQJ µRI WKH NQRZOHGJH WKH\ KDYH RI WKHLU ORFDO HQYLURQPHQW DQG 

EH\RQG¶. GHRJUDSK\ LV QRW MXVW DERXW EXLOGLQJ DQ HQF\FORSDHGic knowledge of the world, it 

is about developing a range of skills and concepts to help understand the way in which the 

world works and our place within it. 

 

Otherwise, additions to the concept map are mostly ones which provide greater detail 

under the headings of environment (location and scale, physical and human factors) and 

mapping (aerial photos and fieldwork), indicating a developing understanding of what the 

broader terms involve. 
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AV D GHYHORSPHQW IURP WKH LQLWLDO HOLFLWDWLRQ, BHFN\¶V conception has moved away from a 

descriptive-rich to a scientific paradigm, still with elements of welfare and environmental 

paradigms. With the emphasis on enquiry and a more explicit conceptual framework, her 

conception moves into category 1 ± most sophisticated. 

 

9.1.3 Geography: Stimulated recall interview 
 
At an early stage of the interview Becky indicated that she did not really have a well-

formed conception of geography 

 

YRX¶Ue MXVW bOaQN aQd \RX¶Ue WKLQNLQJ I dRQ¶W NQRZ \eW, I KaYeQ¶W UeaOO\ JRW a Yiew 

Rf JeRJUaSK\¶ (lines 103-104) 

 

And that this was partly due to the fact that she was not very confident in the subject: 

 

I feOW WKaW I dLdQ¶W NQRZ aQ\WKLQJ abRXW JeRJUaSK\, I¶Ye aOZa\V feOW WKaW I¶P QRW YeU\ 

geographically minded (lines 8-9) 

 

During thH LQWHUYLHZ DQ LQWHUHVWLQJ DVSHFW WR BHFN\¶V FRQFHSWLRQ HPHUJHG ZKLFK LQGLFDWHG 

that she has two quite distinct conceptions of the subject. On the one hand she conceives 

geography as a subject which is about: 

 

OceaQV, cRQWLQeQWV « LW ZaV MXVW We[WbRRN UeaOO\, « MXVW YeU\ facWXaO abRXW KLOOV 

(lines 27, 63-64) 

 

AQG ZKLFK VKH GLGQ¶W HQMR\ 

 

AW VcKRRO I dLdQ¶W eQMR\ WKaW VLde Rf JeRJUaSK\ « I dLd fLQd JeRJUaSK\ TXLWe 

ZRUU\LQJ aW VcKRRO « aQd I MXVW VZLWcKed Rff a bLW (lines 28, 53, 64). 

 

On the other hand she has a conception of geography as a subject which is about: 
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TKLQJV OLNe cOLPaWe aQd UaLQfRUeVWV aQd WKe KXPaQ VLde Rf LW « I¶Ye aOZa\V beeQ 

LQWeUeVWed LQ WULbeV aQd KRZ WKe\¶Ye, WKe SeRSOe VLde Rf LW, bXW WKaW¶V cRPe OaWeU RQ, 

VLQce I¶Ye OefW VcKRRO. (lines 15-16, 29-31) 

 

and which she has grown to value: 

 

NRZ WKaW I¶Ye JURZQ ROdeU, I UeaOLVe .. WKaW I¶P acWXaOO\ TXLWe LQWeUeVWed LQ 

geography (lines 16-17).  

 

It is interesting that she has (a) compartmentalised her conceptions of geography and (b) 

that it is the formal education conception that she has represented in her concept map, 

despite being aware, as shown on her biographical questionnaire (see background, above), 

that geography is broader than that. Her justification for this is that 

 

I WKLQN LW¶V MXVW WKaW I dLdQ¶W UeaOO\ UeOaWe LW [her conception formed from life 

experiences] to geography initially, although I did know, I mean having said that I 

have realised because of the experience in school, with the nursery section. I know 

WKaW¶V KRZ WKe\ WeacK JeRJUaSK\ aQd I NQRZ KRZ WR dR WKaW bLW, bXW I dLdQ¶W, WKLV 

[points to physical geography element of concept map] was kind of my experience, 

GCSE level, at school (lines 40-44). 

 

An initial interpretation of this is that the formal schooling experience is so strong for 

Becky that it over-rides other experiences that she has had subsequently. An alternative 

explanation could be that we all make certain associations with words in our heads and 

that, due to her formal experience of geography, Becky never connected what she was 

GRLQJ LQ JHRJUDSK\ OHVVRQV, DQG WKHUHIRUH WKH WHUP µJHRJUDSK\¶ ZLWK WKH UHDO ZRUOG DQG KHU 

own everyday geographical experiences. Becky confirmed the latter in the interview, when 

she responded to a question about why active learning, such as enquiry and fieldwork, does 

not appear to be evident in her concept map: 

 

I ZRXOdQ¶W KaYe WKRXJKW Rf WKaW aV WKLV LQLWLaO VWaJe UeaOO\. I WKLQN WKaW ZaV aOO SaUW 

of it, we never really did any fieldwork. (lines 53-54) 
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IW¶V a VKaPe becaXVe I¶P UeaOO\ eQMR\LQJ WKe OecWXUeV. BeLQJ LQ QXUVeU\ aQd 

UeceSWLRQ, I¶P YeU\ aZaUe Rf UROe SOa\ aQd KRZ WR e[WeQd LW [geography] and what 

Ze dR ZLWK LW aQd WKLQJV OLNe WKaW, bXW I MXVW dLdQ¶W WKLQN Rf LW [role play] under that 

heading [geography]. (lines 70-71) 

 

COLPaWe aQd KRZ LW affecWV SeRSOeV¶ OLYeV aQd JORbaO ZaUPLQJ, WKaW¶V WKe bLW I¶P 

LQWeUeVWed LQ aV aQ adXOW, bXW I dLdQ¶W SXW WKaW RQ WKeUe  

IQWeUYieZeU: BXW WhaW VWill ZaVQ¶W \RXU SUedRmiQaQW YieZ, if VRmebRd\ aVkV \RX 

µZhaW¶V geRgUaSh\ abRXW¶ « 

NR, becaXVe \RX WKLQN WKe ZRUd JeRJUaSK\ «(lines 187-192) 

 

TKLV LV SRWHQWLDOO\ D FUXFLDO IDFWRU LQ BHFN\¶V GHYHORSPHQW DV D WHDFKHU RI SULPDU\ 

geography and something that will be returned to later. 

 

As far as the conception represented in her map is concerned, Becky indicated during 

interview that she did in fact believe that geography is a complex set of inter-relationships. 

Indeed, she expressed a view several times that all aspects of geography are inter-linked 

and that it is difficult to separate them out into some sort of structure. 

 

I think I see it as all inter-OLQNed « I dRQ¶W WKLQN aQ\WKLQJ LV PRUe LPSRUWaQW WKaQ 

anything else really (lines 79-80) 

I WKLQN I feOW WKe\¶Ue aOO LQWeU-linked (line 123) 

TKe\¶Ue aOO LQWeU-linked really, each one affects the other (line 129) 

 

In this respect the hierarchical structure shown on her concept map does not appear to 

reflect her actual conception and this could be partly due to an apparent lack of a 

conceptual framework which could link the nodes together. For example, her 

understanding of the relationship between nodes seems to rely on causality 

 

I dLdQ¶W WKLQN WKe\ Qeeded OabeOOLQJ [the links] because they., all of them, go to each 

other, they all affect each other (lines 123-124) 
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But beyond this she was at a loss to know how to provide some sort of organising structure 

for her knowledge. She appears unable to explain how concepts shown in the nodes affect 

each other or what other types of relationships there might be between nodes. 

 

I just thought that [places] came under global really, although it would come under 

aOO Rf WKeP VR «[pause] « aQd WKe ORcaO cRPeV XQdeU, ZeOO I VXSSRVe WKaW cRPeV 

under  environment, it can come under them all (lines 95-97) 

IQ facW WKaW [Lce caSV] VKRXOdQ¶W cRPe XQdeU cOLPaWe, LW VKRXOd aOVR be XQdeU 

environment, it should also be under physical features, so I kind of lost it at the 

eQd, I bUaLQVWRUPed LW aQd WKeQ I WKRXJKW WKe\¶OO aOO JR WRJeWKeU aQ\Za\ (lines 139-

142) 

I started off with my list and when I looked at it as an overall picture I thought it 

caQ¶W UeaOO\ be caWeJRULsed under, it can all be under one heading really, just under 

geography (lines 147-149) 

 

It will be interesting to see whether this apparent lack of a conceptual framework for 

geography is evident in her teaching. 

 

When asked which persuasion Becky thought her concept map reflected she stated 

 

PURbabO\ WKLV KXPaQLVWLc SeUVXaVLRQ, aOWKRXJK LW dReVQ¶W UeaOO\ VKRZ LW RQ WKeUe 

[her concept map], bXW WKaW¶V SURbabO\ KRZ I feeO, I ZRXOd be PRVW LQWeUeVWed LQ 

reading about (lines 157-159) 

 

which reinforces the view that she has two distinct conceptions that she seems to have 

FRPSDUWPHQWDOLVHG LQWR VFKRRO DQG µRWKHU¶ JHRJUDSK\. LLNH DDYLG LW LV SRVVLEOH WR 

hypothesise that, if the process based element of geography is in a separate compartment to 

µVFKRRO¶ JHRJUDSK\, it might lead to a lack of attention to the development of geographical 

skills of enquiry and fieldwork in her teaching. 

 

Becky showed, however, that her conception of geography had changed quite 

fundamentally as a result of the taught course and that this change was partly due to her 

seeing geography through a lens which focused on the way she might teach it. 
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TKe PaLQ WKLQJ LV WKe LQYeVWLJaWLYe aSSURacK, WKaW¶V WKe PaLQ WKLQJ WKaW¶V cKaQJed. 

I UeaOLVe LW¶V VWaUWLQJ fURP ZKaW WKe cKLOdUeQ aOUead\ NQRZ « Rf their own local 

eQYLURQPeQW. I dRQ¶W WKLQN LW¶V XQdeU VXcK KeadLQJV aV PRXQWaLQV aQd KLOO « MXVW 

UeaOO\ fRU WKe cKLOdUeQ WR LQYeVWLJaWe LW « WR be RffeUed LW LQ a YaULeW\ Rf Za\V aQd 

experiences, and to touch it, really, rather than just looking at books and it being 

very factual and not understanding it, just to build on their knowledge so that they 

XQdeUVWaQd WKe NQRZOedJe WKe\¶Ye JRW. (lines 235-243). 

 

It seems as though the taught course has enabled Becky to narrow the gap between her two 

FRQFHSWLRQV DQG WKDW WKH YDOLGLW\ RI KHU µRWKHU¶ JHRJUDSK\, GHYHORSHG DV D UHVXOW RI OLIH 

experiences, has been recognised. It could also be said, from this extract, that there is 

HYLGHQFH WKDW BHFN\¶V FRQFHSWLRQ RI HSLVWHPRORJ\ KDV DOVR FKDQJHG. 

 

9.2 BecN\¶V CRQceSWLRQ Rf geRgUaSKLcaO edXcaWLRQ. 
 

9.2.1 How and Why do we teach geography? 
 

The initial elicitation exercise (table 9.1) appears to show that Becky incorporates the 

following aspects of geography into her conception of teaching and learning: 

 

x An emphasis on selecting content that the children can relate to 

x The use of appropriate resources to represent the world, such as globe, maps, 

postcards 

x Development of concepts such as similarity and difference between places and 

environments 

x An understanding of location, distance and direction 

 

AV ZLWK KHU LQLWLDO FRQFHSW PDS, DW WKLV VWDJH BHFN\¶V FRQFHSWLRQ RI JHRJUDSK\ LQ 

education does not appear to consider the role of fieldwork or active investigation. Her 

ideas about how to teach are relatively limited, despite her experience in nursery settings. 

While she is aware of the types of resources that are appropriate, her ideas about how to 

use them are limited tR µORRNLQJ DW¶, GLVFXVVLRQ DQG GUDZLQJ D PDS. HRZHYHU, VKH VKRZV 

JRRG DZDUHQHVV RI WKH W\SHV RI TXHVWLRQV WKDW PLJKW VXSSRUW FKLOGUHQ¶V WKLQNLQJ. 
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Content Teaching methods Rationale 
COUNTRIES Look at a globe/map ± see where 

our country is. 
Look for the countries children are 
familiar with ± where they have 
been on holiday, where their 
relatives live 
Where different types of animals 
live e.g. lions/Africa etc 

I would use this method because the 
children could relate to it 
personally. Looking at the globe and 
map gives a visual aid to the 
children to relate where we live to 
other countries. 
They need to have something 
concrete to relate to as well as 
abstract. 

CLIMATE Look at map for hot and cold 
countries ± relate it to experiences 
like holidays. 
Bring in postcards from places 
children have been ± was it hot or 
cold? 
Which animals live in cold 
climates/which live in hot climates. 
How do they keep hot or cool? 

Again children need to relate the 
climate to what they already know 
to start to understand the concept.  
Then it can be extended on, and the 
children start to realise that 
temperature/climate is not the same 
everywhere as it is where they are. 

ROUTES Ask the children to think about the 
way they came to school. 
What did they pass on the way? The 
post-box, shop etc. 
Did they come the same way as 
yesterday? 
Do they always come that way? 
Perhaps have a go at drawing the 
way they come to school ± maps of 
school etc. 

By getting the children to describe 
their own route to school they learn 
to observe and have an awareness of 
their own environment.  
They start to become aware of 
direction and distance. 

 

Table 9.1: BHFN\¶V SUH-course conception of teaching and learning in geography 

 

At this stage her ideas seem to reflect the travelling theory, with the teacher guiding the 

SXSLOV¶ WKRXJKW WKURXJK FDUHIXO TXHVWLRQLQJ DQG XVH RI UHVRXUFHV, ZLWK VRPH VXJJHVWLRQ RI 

VKDSLQJ FKLOGUHQ¶V NQRZOHGJH DV ZHOO. VDOXHV DQG enquiry are largely missing. 

 

9.2.2 Teaching Geography: Stimulated recall interview 
 
The interview gave Becky the opportunity to expand on the ideas elicited at the beginning 

of the course and to say whether, in the light of the taught course and first block school 

experience, her thinking had changed at all. While she still agreed with her initial ideas, 

she was able to expand on them in a number of ways. When discussing the purpose of 

teaching certain aspects in certain ways she emphasised the humanistic/welfare persuasion 

more: 
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SR WKe\ UeaOLVe « MXVW dLffeUeQW cXOWXUeV UeaOO\, bULQJ cXOWXUeV LQWR LW aQd ZK\ WKe\ 

are like they are because of the climate and social side of it, and that people live as 

they do because of the climate (lines 317-320) 

 

At the same time she reinforced the notion that it was important to relate everything to the 

FKLOGUHQ¶V SULRU H[SHULHQFHV DQG WKDW WKHUH ZDV OLWWOH SRLQW LQWURGXFLQJ VRPH DVSHFWV EHIRUH 

WKH\ ZHUH µUHDG\¶ IRU LW. 

 

I mean, later on you can JR LQWR SROLWLcV, bXW eaUO\ RQ \RX MXVW caQ¶W dR LW, I PeaQ 

AfULca, LW¶V QRW MXVW dRZQ WR WKe cOLPaWe, LW¶V aOVR becaXVe Rf WKe ZaUV aQd WKaW « 

bXW fURP WKe cKLOdUeQ¶V SRLQW Rf YLeZ LW¶V MXVW ZeaWKeU (lines 329-331). 

 

When asked about the relationship between teacher and learner in a learning situation 

BHFN\¶V LGHDV FOHDUO\ LQFRUSRUDWHG DQ DFWLYH SDUWLFLSDWRU\ UROH IRU FKLOGUHQ DQG D WHDFKHU 

role that includes facilitation as well as more direct teaching.  

 

IW¶V JRW WR VWaUW fURP WKe WeacKeU, SURYLdLQJ WKe cRQWeQW « WKeQ WKe WeacKeU RffeUV « 

µcaQ \RX bULQJ VRPeWKLQJ LQ fURP KRPe?¶ « VR LW¶V bULQJLQJ RXW ZKeUe WKe cKLOdUeQ 

are at (lines 338-343) 

To encourage the investigative approach you do need to ask the pupils where they 

caQ JR fURP WKeUe « UeaOO\ WKe WeacKeU¶V RffeULQJ, VKe cRXOd be WeacKLQJ bXW aOVR 

she could be offering, say, how shall we do this, what shall we do, how can we find 

out about it, who could we ask? (lines 352-356) 

 

Becky could see that her initial ideas reflected the travelling theory and that this was still 

the case but that her preference was for the growing theory. However, she was uncertain 

whether this approach to learning was appropriate for young children. 

 

I think the thing about this is all my experience in nursery and reception, so 

aOWKRXJK WKeUe LV « WKe\ Qeed SeUKaSV PRUe JXLdaQce WKaQ a bLW fXUWKeU XS WKe 

VcKRRO ZKeUe \RX cRXOd defLQLWeO\ OeW WKeP dR WKeLU VSRQWaQeRXV « [pause] « WKe\ 

can enquire on their own and investigate. You do need to guide the very young 

children. (lines 412-417) 
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However, shortly afterwards during the interview Becky described some teaching she had 

done with reception during the first block experience that indicated a growing theory. The 

teaching was focused on developing an understanding of sequencing in different contexts ± 

sequence of a story, the sequence of numbers ± and incorporated the following: 

 

I¶d Pade VRPe OaUJe feeW, VRUW Rf 1-10, they only sequence in 1-10, and I started off 

with that by giving out the numbers and they guessed which number it would be 

and put it down on the floor. In the end I had 1 ± 10 in these feet and then they 

walked along it and then they closed their eyes and I took one away and there was 

a bOaQN aQd WKe\ Kad WR ZRUN RXW ZKLcK RQe ZaV PLVVLQJ « WKe\ dLd WKaW UeaOO\ ZeOO 

(lines 486-490) 

 

Her justification for this kind of approach was that: 

 

I MXVW UeaOLVed WKaW WKe\ dR VeeP WR WaNe LW RQ bRaUd PXcK beWWeU aQd WKe\¶Ue 

LQWeUeVWed, \RX dRQ¶W ORVe WKeP, WKe\ VWa\ RQ WaVN « I WKLQN LW¶V e[SeULeQce (lines 

511-513) 

 

And the experiences she had learnt from were a mixture of school and university-based: 

 

WKeQ \RX¶Ue MXVW WeacKLQJ aW cKLOdUeQ WKe\ dR WeQd WR VZLWcK Rff (line 515) 

Well, lectures that are stimulating have got a lot of variety of teaching methods, 

and are far more interesting that when you just vegetate and listen (lines 521-522) 

 

9.2.3 VaOXeV XQdeUSLQQLQg BecN\¶V cRQceSWLRQ Rf geRgUaSKLcaO edXcaWLRQ. 
 
Not surprisingly, due to her prior experiences, it is easier to identify values that underpin 

BHFN\¶V FRQFHSWLRQ RI WHDFKing and learning than those that underpin her conception of 

geography. As she acknowledged herself, her conception of geography is still crystallising 

and, within an education context, the substantive element of her conception appears to be 

quite narrow. In relation to the three ways in which Slater (1998) suggests values 

potentially affect practice (chapter 8 p.156) it is possible to identify how Becky is 

influenced by the value system prevailing in her own cultural background, but not as easy 
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to identify the values embedded in the substantive element of her conception. The 

interview did, however, explore the values derived from her conception of education and 

her understanding of the nature of knowledge. These three will be taken in turn. 

 

Values derived fURP BHFN\¶V FXOWXUDO EDFNJURXQG. 

It seems clear that Becky has been significantly affected by her prior experiences and that 

WKHVH KDYH OHG WR KHU QRW YDOXLQJ ZKDW VKH VHHV DV µVFKRRO¶ JHRJUDSK\, EXW YDOXLQJ RWKHU 

geographical experiences that she has had both as an adult in general 

 

I QeYeU UeaOO\ OLNed JeRJUaSK\, bXW WKLV, \RX NQRZ, I dRQ¶W WeQd WR WKLQN, aOWKRXJK I 

NQRZ LW¶V JeRJUaSK\, WKe eQYLURQPeQW aQd cOLPaWe aQd KRZ LW affecWV SeRSOeV¶ OLYeV 

« WKaW¶V WKe bLW I¶P LQWeUeVWed LQ aV aQ adXOW (lines 185-189) 

I dR XQdeUVWaQd ZK\ WKe\ cXW dRZQ WKe UaLQfRUeVWV, aOWKRXJK I dRQ¶W aJUee ZLWK LW 

(line 178) 

 

And in the work-related situations which led to her valuing a geography that helps children 

make sense of their own environment. It will be interesting to see how these differing 

conceptions affect her practice in the classroom. 

 

 

VDOXHV GHULYHG IURP WKH VXEVWDQWLYH HOHPHQW RI BHFN\¶V FRQFHSWLRQ RI JHRJUDSK\. 

Beyond discussion in broad terms of environmental and humanistic persuasions, which 

Becky expressed a greater interest in than the scientific or descriptive-rich persuasions, the 

LQWHUYLHZ GLG QRW UHYHDO PXFK PRUH GHWDLO DERXW WKH VXEVWDQWLYH HOHPHQW RI BHFN\¶V 

conception of geography. As indicated above, this could be due to the fact that she does not 

have much of a view of the subject and finds it difficult to articulate her conception in 

specific terms. It is hardly surprising, perhaps, that her conception seems to draw on all 

three persuasions and that while she states explicitly that she values the humanistic 

approach to geography 

 

WeOO LQ WKe eQYLURQPeQW « I VWaUWed WR becRPe aZaUe Rf ORcaO ORcaWLRQV aQd be\RQd 

and that would be a priority for teaching geography, a place to start from, and the 

human factors of that environment (lines 212-214), 
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other comments belie this and show that she continues to be influenced by the conception 

reflected in her own schooling: 

 

I mean, I know there is the factual geography that has to be taught to a certain 

extent, and I mean you would, particularly in the early years, you would point out 

the physical features (lines 204-206) 

 

VDOXHV GHULYHG IURP BHFN\¶V FRQFHSWLRQ RI HGXFDWLRQ DQG WKH QDWXUH RI NQRZOHGJH. 

AV KDV DOUHDG\ EHHQ VKRZQ DERYH, BHFN\¶V LGHDV DERXW WKH SXUSRVH RI JHRJUDSKLFDO 

education (and education in general) revolve around child-centred notions of using 

FKLOGUHQ¶V SUHVHQW NQRZOHGJH DQG H[SHULHQFH DQG EXLOGLQJ RQ LW, KHOSLQJ WKHP WR PDNH 

sense of knowledge and experiences. She values and enjoys interactive sessions where 

children are able to physically, as well as mentally, participate thus reflecting the 

integration of mental and manual shown in the growing theory. That she valued active 

learning because it encouraged children to think more for themselves was evident in 

several comments: 

 

They came in VWUaLJKW aZa\, « WKe\ ZeUe WKLQNLQJ, Uead\ ZLWK WKLV WKRXJKW (lines 

501-503) 

IW¶V MXVW LQYROYLQJ WKeP UeaOO\, WKe\ Qeed WR be, WKeQ WKe\¶Ue WKLQNLQJ, WKe\¶Ue 

SaUWLcLSaWLQJ aQd WKe\¶Ue « LQWeUeVWed (lines 509-511) 

 

These views appear to reflect a liberal-progressive ideology although in interview Becky 

also agreed with some of what was outlined in the socially critical definition.  

 

My view is that knowledge is definitely affected by your social circumstances, 

socially critical really. (lines 527-528) 

 

Indeed, she stated that the socially critical ideology was closer to her own views because: 

 

I think it does affect, your own beliefs and your own social background, how you 

see things and the way things have been shown to you (lines 570-571) 

 

And that this would be bound to affect her teaching ± whether consciously or not. 
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I think it does affect your own beliefs, your social background, how you see things 

aQd WKe Za\ WKLQJV KaYe beeQ VKRZQ WR \RX, aQd \RXU RZQ SROLWLcaO  « \RX 

ZRXOdQ¶W WeacK WKaW, bXW WKeUe ZRuld be an underlying, if you were very much a 

VRcLaOLVW LW ZRXOd be YeU\ KaUd, I dRQ¶W NQRZ, \RX¶d SXW WKLQJV acURVV LQ a ceUWaLQ 

Za\, QRW LQWeQWLRQaOO\ « (lines 572-574) 

 

It is hard to separate out here whether Becky has understood what is meant by socially 

critical, or whether she is confusing this with the concept of socialism. There is some 

evidence that she is aware of how her own knowledge has been socially constructed, but 

she has not applied this to the need for a socially critical approach to teaching and learning, 

where her ideas seem to remain firmly within a child-centred, liberal-progressive position 

which takes a predominantly constructivist approach to transforming knowledge into forms 

that children will understand. 

 

They [young children] do need it [learning] WR be cRQcUeWe, WKe\ dRQ¶W MXVW KaYe aQ 

abstract image of something, they need to be involved (lines 516-517) 

 

 This could be due to the stage in her development as a teacher and the fact that her 

knowledge of strategies that reflect a socially critical ideology is limited. It could also be, 

that like most of the students, she held conflicting views which, at this time, she did not 

perceive as being conflicting.  

 

9.2.4 SXPPaU\ Rf BecN\¶V cRQceSWLRQV befRUe VcKRRO e[SeULeQce 
 

 Geographical 
persuasion 
 

Theory of teaching Conception of 
nature of knowledge 

Conceptions 
identified by 
researcher 

Scientific, with some 
environmental 

Travelling with some 
shaping 

Liberal progressive 

Conceptions 
espoused by 
Becky 

Humanistic / welfare Growing and 
travelling 

Socially critical with 
elements of liberal 
progressive 
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A SRVVLEOH FRQFHUQ IRU BHFN\¶V DSSOLFDWLRQ RI KHU FRQFHSWLRQV LQWR DFWLRQ VXUURXQGV KHU 

conception of geography (as shown in her concept map and discussion of this) which 

appears to lack a conceptual framework (her inability to identify anything beyond causality 

as an organising framework for geographical knowledge) and her conception of 

geographical education (as shown in her ideas about how to teach geography and her 

rationale for these) which suggests that she values encouraging the children to think and 

make sense of their experience for themselves. If Becky does not have a clear framework 

to support the children in making sense of experience for themselves this is a potential 

source of difficulty for her. 

 

9.3 Conceptions in action: Teaching Episode 1 
 

The first occasion when there was an opportunity to observe Becky teaching geography 

was in her first term as a newly qualified teacher in a reception class. As part of the 

planned unit ± Where do I live? ± geographical objectives had been identified for naming 

and describing parts of a house, observing houses in the locality and learning their 

addresses. The emphasis was on developing knowledge from a range of experiences 

(modelling, small world play, fieldwork, painting and drawing) and using this knowledge 

to make comparisons between the physical appearance of buildings and places. 

 

9.3.1 Conception of geography in action 
 

The lesson plan showed the focus was to look at houses and homes and to identify 

similarities and differences between them. A secondary objective was to record things in 

the field using a digital camera, thus providing evidence which could be drawn on later. 

The activities were planned in three parts ± introduction, fieldwork, plenary ± and the plan 

DOVR QRWHG DQ LQWHQGHG RXWFRPH RI GLVSOD\LQJ GLJLWDO SKRWRV DORQJVLGH FKLOGUHQ¶V SDLQWLQJV 

(done previously) and labelling the display with captions of differences and similarities. In 

general the lesson went according to plan, but there was not enough time left for a formal 

conclusion. 

 

Aspects of the lesson which clearly reflected her conception of geographical education, as 

shown in the first interview, were the focus on helping children make sense of experience 
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and, contrary to my concern, she did this by providing a clear conceptual framework ± in 

this instance identification of patterns and similarities and differences  

 

I really wanted them to look at patterns (line 67) 

We¶Ue QRW MXVW ORRNLQJ fRU VKaSeV LQ ZLQdRZV, Ze¶Ue ORRNLQJ fRU ZKaW¶V dLffeUeQW 

(lines 110-111) 

 

and that this would be best achieved by using the skills of geographical enquiry and 

fieldwork. 

 

 I ZaQWed WKeP WR WKLQN Rf Za\V WR UecRUd LW. I dLdQ¶W MXVW ZaQW WR SURdXce WKe 

caPeUa, I ZaQWed WKeP WR NQRZ ZK\ Ze¶d WaNeQ WKe caPeUa ZLWK XV (lines 190-192) 

And again, becauVe Ze¶Ye JRW WKaW SKRWR Ze caQ dLVcXVV WKaW aQd eQOaUJe RQ WKaW « 

(lines 308-309) 

 

She also planned to develop their understanding of some of the processes involved in 

making these patterns: 

 

AV I Va\, LW¶V UeaOO\ fRU WKeP WR WKLQN, ZeOO QRZ LV eYeU\bRd\¶V house the same as 

PLQe, \RX NQRZ. AfWeU WKaW \RX¶Ue ORRNLQJ WRZaUdV, ZeOO, ZK\ LVQ¶W LW WKe VaPe aV 

\RXUV? WKaW¶V dLffeUeQW? WK\ LV LW OLNe WKaW? AUe WKeUe PRUe SeRSOe WKaW OLYe LQ WKaW 

KRXVe « (lines 552-556) 

 

The geographical persuasion reflected in the lesson seemed to be mostly scientific, with its 

focus on identification of patterns through careful observations in the field. However, 

Becky characterised it as humanistic and her explanation for this focuses on aspects that 

were part of the unit plan as a whole, but not covered explicitly in the lesson observed. 

 

SRUW Rf XQdeU WKe bLW KeUe ZKeUe LW¶V fRcXVLQJ RQ SeRSOe, WKeLU cRQceUQV, Za\V Rf OLfe 

± houses that the children live in does very much reflect their way of life and their 

social organisation really (lines 496-499) 

 

When pressed she admitted that these aspects had not been covered yet, and that perhaps 

this particular lesson was closer to the scientific persuasion. 
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YeV, becaXVe LW¶V, LQ VcLeQce \RX¶Ue ORRNLQJ aW dLffeUeQceV aQd VLPLOaULWLeV, LW¶V YeU\ 

VcLeQWLfLc baVed LVQ¶W LW? (lines 521-522) 

 

TKLV FRQIXVLRQ RYHU ZKDW µW\SH¶ RI JHRJUDSKLFDO H[SHULHQFHV VKH LV SURYLGLQJ IRU WKH 

children may be important in terms of her being aware of whether she is providing 

sufficient breadth over a period of time. If she thinks she is focusing on the humanistic 

and/or environmental aspect but in fact this is implicit and the explicit aspect of the lesson 

is largely scientific, it is possible that certain geographical concepts and values may not be 

taught over the course of the year. 

 

9.3.2 Conception of teaching & learning in action 
 

At the time, the lesson was characterised by the observer as being a mixture of travelling 

and growing and by Becky as predominantly growing but with elements of travelling and 

shaping. On further reflection and analysis of the post-observation interview, elements of 

all four theories are in evidence. Becky expressed a continuing commitment to child-

centred learning and encouraging children to think for themselves (akin to growing)  

 

I dR OLNe WKeP WR WKLQN fRU WKePVeOYeV becaXVe WKe WURXbOe LV Lf \RX dR Va\ Ze¶Ue 

JRLQJ WR MXVW UecRUd LW b\ SKRWRJUaSK RU ZKaWeYeU WKe\ MXVW acceSW WKaW, WKe\ dRQ¶W 

think any further as to why, LW dReVQ¶W PeaQ aQ\WKLQJ (lines 250-253) 

 

And this was evident in her practice (source: observation notes) 
[conversation recorded during the introduction] 

T: CRXOd aQ\RQe WKLQN Rf a Za\ « KRZ cRXOd Ze UePePbeU ZKaW WKe bXLOdLQJV ORRN 

like? 

P: Keep them in your head? 

P: Lock them in your brain. 

T: Yes, what other way could we record it? 

P: Take some pictures. 

T: VeU\ JRRd, WKaW¶V ZKaW Ze aUe JRLQJ WR dR, WaNe VRPe SKRWRJUaSKV 

 
[conversation recorded in the field] 
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T: If \RX Vee aQ\WKLQJ LQWeUeVWLQJ Ze¶OO WaNe a SKRWR Rf LW. YRX OeW XV NQRZ aQd Ze¶OO 

take a photograph 

 

And the reason she took this sort of approach was: 

 

AJaLQ, WR OeW WKeP KaYe WKe RZQeUVKLS UeaOO\, fRU WKeP WR WKLQN ZK\ « WKe Ldea I 

that they are selective about what they photograph and why they photograph it 

(lines 285-287) 

 

However, practical concerns often intervened and resulted in other approaches also being 

adopted. For example, she did not involve the children in the planning of the fieldwork as 

much as she would have liked: 

 

It would have been nice to have planned it beforehand and to have got them to 

WKLQN « caXVe WKaW¶V PXcK ZLdeU UeaOO\ WKaQ WKe WLPe Ze Kad (lines 254, 262) 

 

But she did draw on her child-centred philosophy to help her reflect on her practice: 

 

I dLdQ¶W dR a YLVLW before ± I should have done really because then I could have had 

WKLQJV LQ P\ PLQd. BXW WKe RQO\ WKLQJ, SeUKaSV, WKaW I dLdQ¶W KaYe aQ\WKLQJ LQ P\ 

PLQd PeaQW WKaW LW ZaV PRUe cKLd Oed « VR I ZaV ORRNLQJ, OLNe WKeP, ZLWK fUeVK e\eV 

(lines 333-338) 

I KadQ¶W planned it in that way, but just evaluating it in that way! (line 341) 

 

At the same time there was also evidence that she did have ideas in her mind and that she 

ZDV WU\LQJ WR µVWHHU¶ WKH FKLOGUHQ¶V WKLQNLQJ LQ D ZD\ WKDW FRXOG EH FKDUDFWHULVHG DV VKDSLQJ. 

 

I wanted to give them some ideas (line 105) 

TKe\¶OO SURbabO\ cRPe XS ZLWK VRPe LdeaV aQd I¶OO SURbabO\ PRdeO LW (line 420) 

You know what your aims are and you kind of shape it towards that (line 582) 

 

Again, Becky was aware of this  
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My personal theory wRXOd be WKe JURZLQJ WKeRU\, bXW LW¶V QRW aOZa\V SeUKaSV ZKaW, 

VRPeWLPeV \RX¶Ue SXWWLQJ PRUe LQfRUPaWLRQ LQ, \RX WeOO WKeP aOWKRXJK \RX ZRXOd 

UaWKeU« (lines 538-540) 

Again, I do know what I want to get at and you do kind of shape, although I would 

hopefully JR WR a JURZLQJ WKeRU\ ZKeUe « WKe\ ZRXOd e[SaQd LW aQd e[SORUe, bXW 

really often you know what your aims are and you kind of shape it towards that 

(lines 579-582) 

 

And was perhaps unable to put her conception into practice because of a lack of awareness, 

at this stage in her development, of the types of strategies that would be more appropriate. 

As with her initial elicitation a year earlier, Becky understands the need to use resources to 

make the world concrete for young children, but the strategies she uses in geography still 

rely heavily on questioning and discussion. 

 

Interviewer: Did you think about reading them your questions? 

NR, I dLdQ¶W WKLQN abRXW WKaW. TKaW ZRXOd KaYe beeQ a JRRd Ldea, bXW I dLdQ¶W WKLQN 

to do that (lines 123-124) 

SR I MXVW WKRXJKW, ZeOO, ZKeQ Ze cRPe bacN Ze¶OO MXVW KaYe a OLWWOe cKaW abRXW ZKaW 

we saw (lines 400-401) 

 

9.3.3 Values evident in teaching. 
 

In addition to the apparent mismatch between the scientific paradigm observed and the 

humanistic\welfare paradigm espoused, there was evidence during the post observation 

LQWHUYLHZ WKDW BHFN\¶V YDOXHV GHULYHG IURP KHU FXOWXUDO EDFNJURXQG DUH DIIHFWLQJ WKH ZD\ 

in which she interprets the humanistic persuasion. 

 

For example, when discussing how the lesson observed fits into the unit as a whole, she 

talked about how they would be moving on to looking at houses and homes in other 

countries. 

 

I¶Ye JRW a bLJ SRVWeU acWXaOO\, ZLWK aOO dLffeUeQW KRXVeV aQd PXd KXWV aQd WKLQJV 

aQd, \RX NQRZ, ZK\ caQ¶W Ze KaYe a PXd KXW KeUe (lines 63-64) 
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 « I ZoXld e[Wend WhaW Wo ZhaW Zere Whe hoXses made of, ZhaW¶s differenW aboXW 

houses in this country to houses in other countries and why 

InWerYieZer: I Zas going Wo sa\, if \oX¶Ye goW a big posWer ZiWh Whose on \oX are 

aware of the need to avoid stereotyping too much with houses and homes in other 

countries? 

Yes, yes 

IQWeUYieZeU: If Whe\¶Ue beiQg SRUWUa\ed aV mXd huts? 

YeV. I¶Ye JRW a QLce RQe, LW¶V VRUW Rf JRW, \RX NQRZ, aQd I¶OO Va\ ZK\ caQ WKe\ KaYe 

this in a hot country, why would they be able to live in a house like this? Not that 

all houses would be like this but why are some like this? (lines 73-87) 

 

A western, or Anglo/euro-centric perspective seems to be affecting her ability to assess the 

suitability of a particular resource and to anticipate the type of image it might portray to 

young children. 

 

It also seems that, although Becky continues to hold a conception of geography that is most 

closely associated with the humanistic/welfare paradigm, this does not seem to come 

through in her practice. The lesson observed, the overall unit plan, and much of the post-

observation discussion emphasised what houses and homes are made of, how they are 

VXLWHG WR GLIIHUHQW FOLPDWHV, DQG PDNLQJ FRPSDULVRQV EHWZHHQ WKHVH. IQ SDUW, BHFN\¶V 

explanation for this was that she was building a foundation for work that would happen 

later in the year and the key stage. However, it is also possible to hypothesise that she is 

still, unconsciously, being more influenced by her own geographical experiences in school 

± that these are over-ULGLQJ KHU JHRJUDSKLFDO µOLIH¶ H[SHULHQFHV. TKXV, YDOXHV DUH VWLOO QRW D 

strong part of the learning experiences she is providing for children. 

 

In terms of the values underpinning her conception of education and the role of knowledge 

in education, Becky appears to be struggling with conflicting views. On the one hand she is 

a liberal-progressive who values child-centred approaches in which children are able to 

make their own sense of experiences ± thus also reflecting an empirical, epistemological 

conception. On the other hand, she believes that there are certain things that children 

should know, or know how to do, and that sometimes this just requires giving information 

to them. This combination of ideologies, perhaps characteristic of many teachers, is 
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summarised in the following section where Becky is discussing how she selects different 

teaching styles according to her conceptions: 

 

I really believe inside that you should guide the child towards, at this stage really 

for them to explore and experiment, rather than missing things along the way. If 

WKe\ dRQ¶W JeW WKe RSSRUWXQLW\ WR WKLQN LW WKURXJK ± well, why is this, why did that 

happen? ± Lf WKe\¶Ue JLYeQ LW aW WKLV VWaJe, \RX MXVW Va\, ZeOO WKaW¶V WKe aQVZeU, fRU 

example, they never find out how to transfer that to another skill or work it 

through. But on the other hand, you know I do model things and I do for literacy, I 

would model how to write a sentence or how to do things in a certain way (lines 

615-622) 

 

As the discussion progressed Becky stated that she agreed with elements of all of the 

definitions of knowledge, but that she felt the vocational one was only a partial definition, 

while she could accept the other two. She believes that there are things we call facts and 

WKDW VRPH µNQRZOHGJH GRHV H[LVW LQ ERRNV¶ DV H[SUHVVHG LQ FLHQ¶V (1993) YRFDWLRQDO 

conception of epistemology, but: 

 

IW¶V aOO a VPaOO fUacWLRQ Rf, \RX NQRZ « aQd a PRUe XS-to-date version might be 

WRWaOO\ dLffeUeQW « VR, I PeaQ I dRQ¶W UeaOO\ JR ZLWK WKaW [vocational] but I do 

realise that you do have to research things, even at this age I would ask them to 

look in books and compare it with their own [knowledge] « I ZRXOd, aV \RX Va\, 

WKaW ZRXOd be P\ aWWLWXde, WKeUe¶V aOZa\V aQRWKeU SRLQW Rf YLeZ, aQRWKeU Za\ Rf 

looking at things. (lines 739-748) 

 

9.3.4 Summary teaching episode 1. 
 

1. BHFN\¶V HVSRXVHG FRQFHSWLRQ RI JHRJUDSK\ LV humanistic/welfare but the 

conception evident in practice is more reflective of a scientific persuasion. 

2. A continuing lack of in-depth understanding of geographical content and 

FRQFHSWV LV LPSHGLQJ BHFN\¶V FUHDWLYLW\ LQ KHU SODQQLQJ DQG WHDFKLQJ. FRU 

example, although she appears to have a good understanding of the pedagogy 

that is appropriate for geography (encouraging children to think for themselves 

how they might record observations ± using a camera), the follow through in 
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terms of a clear geographical conceptual framework is lacking (she focuses on 

mathematical rather than geographical concepts in her interventions during the 

fieldwork) 

3. BHFN\¶V HVSRXVHG FRQFHSWLRQV RI WHDFKLQJ DQG HGXFDWLRQ DUH JURZLQJ DQG DUH D 

mixture of liberal-progressive and socially critical. 

4. The conceptions evident in practice also show elements of shaping, transfer and 

vocational. 

5. BHFN\ LV DZDUH RI WKLV PLVPDWFK DQG H[SODLQV LW SDUWO\ LQ WHUPV RI PLDJHW¶V 

FRQFHSW RI µUHDGLQHVV¶ ± that it is less appropriate to use open-ended, interactive 

tasks with younger pupils because they require more guidance. This concept is 

one that she had at the beginning of the course and still guides much of her 

practice. 

6. It is also possible that the mismatch is due to her conception of geography, and 

that for geography she takes on a more shaping and vocational position because 

she is uncertain of her geographical knowledge. 

 

9.4 Conceptions in action: Teaching episode 2 
 

There was not an opportunity to observe Becky teaching geography again until the summer 

term when she was observed twice over a period of two weeks. On the first of these 

(teaching episode 2) she was completing a unit on environmental education with a specific 

focus on litter. The class had already had a fieldtrip to a local LEA environmental centre 

where one of the activities was to look at the waste produced from their packed lunches 

and what might happen to it. 

 

The lesson observed had a key learning objective of classifying materials according to 

whether they could be reused, recycled or whether they would be thrown away with 

normal rubbish. There was no lesson plan available and there was not enough time to 

conduct a post-observation interview directly after the teaching. The interview was 

arranged for the following week, just before teaching episode 3 was observed. For this 

reason, the interview questions focusing on theories of teaching and learning and the nature 

of knowledge were left for the final interview, after teaching episode 3. 
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Other contextual factors were that Becky¶V SULRULWLHV KDG XQGHUVWDQGDEO\ VKLIWHG DQG VKH 

seemed less keen, or to have less time, to be involved in the research project. The two 

sessions observed were therefore partly due to negotiation between Becky and the 

researcher and were not necessarily conducted when they might have been, or in the ways 

they might have been otherwise. Having said that, the teaching and post observation 

LQWHUYLHZV GLG SURYLGH IXUWKHU LQIRUPDWLRQ DERXW BHFN\¶V GHYHORSPHQW DV D WHDFKHU RI 

primary geography which is worth considering. 

 

9.4.1 Conception of geography in action. 
 

A secondary learning objective, expressed during the interview, was 

 

That they would think about where the litter went. Think about organizing their 

own litter, and think about whether they need to bring things [in their lunchboxes] 

that need to be thrown away (lines 102-104) 

 

This suggests an environmental persuasion with a focus on learning that goes beyond 

knowledge and understanding to incorporate values and attitudes. In this respect there is a 

JUHDWHU VHQVH RI SXUSRVH WR WKH JHRJUDSK\ HYLGHQW LQ BHFN\¶V WHDFKLQJ WKDQ EHIRUH, DQG WKDW 

purpose is related to promoting positive attitudes towards our environment and how we can 

take action in helping to look after it. 

 

We talked about what would happeQ Lf « Lf \RX dRQ¶W Uec\cOe ZKaW¶V¶ JRLQJ WR 

KaSSeQ, ZKeUe dReV WKe UXbbLVK JR? WKaW¶V KaSSeQV WKeQ? (lines 75-76) 

I was sort of saying to them, trying to get the idea across really. You know, should 

we just throw everything away for the dustman to collect? Or could even the 

dustman do something more with it? (lines 153-155) 

BeLQJ aZaUe Rf WKeLU eQYLURQPeQW aQd caULQJ fRU WKeLU eQYLURQPeQW. TKaW¶V UeaOO\ 

ZKeUe LW¶V cRPLQJ fURP. (lines 162-164) 

 

The scientific element is still present in the topic as a whole in the classification of 

materials according to their properties, but this was then built on from a 

geographical/environmental perspective.  
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9.4.2 Conception of teaching & learning in action 
 

The lesson followed the usual pattern of introduction, main activity and conclusion. Of the 

three-quarters of an hour available, 25 minutes was spent on the introduction, 20 minutes 

on the main activity and one minute on the conclusion. [It is possible that the conclusion 

was continued after break, by which time the observer had left, but this was not mentioned 

in the interview the following week]. 

 

During the introduction concrete examples were used to stimulate discussion: 

 

T: Mrs J. kindly collected something for us this-morning. What did she collect? 

P: All the rubbish 

T: Well done. What sort of rubbish is collected in our bins? 

 

When asked how this approach reflected what Becky had added to her concept map as 

µLQYHVWLJDWHV¶ VKH VDLG: 

 

ReaOO\ LW ZaV MXVW WaONLQJ abRXW aQd WKLQNLQJ abRXW, « dLVcXVVLRQ UeaOO\ ZaV WKe 

LQYeVWLJaWLRQ. WKeUe LW Oed WR. We VWaUWed ZLWK WKe cKLOdUeQ¶V e[SeULeQceV aQd WKeQ 

Ze WaONed abRXW ZKaW ZRXOd KaSSeQ Lf « Lf \RX dRQ¶W Uec\cOe ZKaW¶V JRLQJ WR 

happen, were does the rubbish go, what happens then. That sort of investigation. 

Questioning. (lines 73-77) 

 

The discussion certainly revised the terms reuse and recycle and gave the children the 

chance to actively participate by picking items from the sack and then sorting them. As 

such the introduction was well matched to the activity that followed, when the children 

were working in their groups and had some autonomy over sorting items under black ± can 

be reused or recycled ± or red ± cannot be reused or recycled. However, it was not an 

investigation in the sense of a geographical enquiry. As an investigation it took a more 

scientific approach with the methods being modelled for the children to follow. As a whole 

the lesson was characterised by the observer as reflecting the shaping theory. However, 

there were strategies that Becky used which showed that her teaching style is developing. 

FRU H[DPSOH, VKH XVHG D SXSSHW WR HQJDJH WKH FKLOGUHQ¶V LQWHUHVW 



 
Chapter 9: Becky 

208 

 

I WKRXJKW I ZaV ORVLQJ WKeP a OLWWOe bLW WKeUe, WKaW¶V ZK\ I MXVW SXW BeQML [puppet] in, 

just to bring back their attention a little bit more. I mean they love him. (lines 229-

230) 

 

and chose a child to explain something to another because 

 

LW KeOSV KeU aQd LW aOVR KeOSV cKLOd X aQd aJaLQ VKe PLJKW Va\ VRPeWKLQJ WKaW ZaVQ¶W 

right again, then you can say ± oh well, what do you think? Because every time you 

JLYe WKeP a facW \RX dRQ¶W NQRZ Lf WKe\¶Ue OeaUQLQJ LW. (lines 303-305) 

 

which reflects elements of both the growing and transfer theories. As for the first lesson 

observed, Becky seems to be confused about the extent to which learning should come 

from the children or be facts imparted by the teacher. This could be interpreted as her not 

having a well-formed set of beliefs yet. An alternative explanation could be that she is all 

too aware of the complexity of the learning process and is attempting to select different 

approaches for different purposes. It could be said that she has a finer grained 

understanding than she did at the beginning of the PGCE course and that this has 

complicated matters for her. She has deconstructed some of her conceptions and is still in 

the process of reconstructing them. 

 

9.4.3 Values evident in teaching 
 

The interview was too brief to explore this in any detail, and it formed a large part of the 

interview later on the same day after teaching episode 3. 

 

9.4.4 Summary of conceptions in action. 
 

1. The persuasion Becky stated she was putting into practice on this occasion was 

environmental. This persuasion was certainly evident in the interview, but the 

actual lesson had more evidence of a scientific persuasion. 

2. As before, there continues to be a mismatch between what Becky thinks she is 

doing and what is observed. 
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3. BHFN\ FRQWLQXHV WR YDOXH µPDNLQJ WKHP WKLQN¶ DQG WKLV DSSHDUV WR XQGHUSLQ KHU 

strategies of guided discussion, asking one child to explain something to another, 

and taking an active part in the session. 

4. BHFN\¶V FRQFHSWLRQ RI WHDFKLQJ DQG OHDUQLQJ LV EHFRPLQJ PRUH ILQH-grained but 

this is confusing rather than helping her at this stage. 

 

9.5 Conceptions in action: Teaching episode 3 
 
The final lesson observed was part of an ongoing topic on contrasting localities done 

through following the travels of a bear who accompanied children on holidays or weekends 

away. Over the course of the year the bear went home with children for weekends and this 

was used as a stimulus for questioning, writing and drawing. During the summer term the 

bear was going further a-field and therefore introducing the class to more distant places. 

There was evidence of this in a classroom display of a map of the world with the question 

µWKHUH KDYH \RX EHHQ?¶ DV D WLWOH DQG SRVWFDUGV UHFHLYHG IURP WKH FKLOGUHQ SODFH DURXQG LW. 

  

 

9.5.1 Conception of geography in action. 
 

A lesson plan was not available for this session. However, the main aim of the activity was 

WR HQDEOH WKH FKLOGUHQ WR KHOS WXUQ WKH KRPH FRUQHU IURP D VHW¶V SXUJHU\ LQWR D TUDYHO 

AJHQWV. TKH SXUSRVH RI WKLV, LQ WHUPV RI FKLOGUHQ¶V JHRJUDSKLFDO OHDUQLQJ, ZDV 

 

MaSSLQJ UeaOO\. TKLQNLQJ abRXW ZKeUe WKe\¶Ue JRLQJ fRU WKeir holidays, as well as 

eQYLURQPeQWaO. TKLQNLQJ abRXW SeRSOe. LRRNLQJ aW ZKeUe WKe\¶Ue JRLQJ, KRZ 

WKe\¶Ue JRLQJ WR JeW WKeUe. GRRd URXWeV. KLQd Rf ZKaW Ze KaYe WR dR WR JeW WKeUe. 

How we book it and how we travel. (lines 4-8) 

 

As a reflection of her conception it is difficult to place these objectives. The main purpose 

seems to be to develop locational knowledge and that this is linked to the development of a 

set of life skills (using maps, planning holidays). In this respect the lesson could be said to 

reflect a vocational conception of education. This is confirmed in other, future objectives 

for the use of the Travel Agency which include browsing through brochures, talking about 
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ZKHWKHU LW¶V KRW RU FROG, DQG ZKDW W\SH RI PRQH\ PLJKW EH QHHGHG. BHFN\ DOVR gives a 

rationale for the use of the home corner for role play as her approach as being: 

 

Just so they get the best language out of it. (lines 28) 

 

It could be said from this that the geographical learning was secondary to the language, 

literacy and numeraF\ OHDUQLQJ. HRZHYHU, BHFN\ DOVR ZDV NHHQ WR EXLOG RQ WKH FKLOGUHQ¶V 

knowledge of other places and to identify hot and cold places and start thinking about 

where they are in the world and how far away.  

 

Becky herself stated that her conception of geography now reflected all three paradigms 

 

WeOO I WKLQN QRZ LW¶V aOO Rf WKeP. WKeUe I WKLQN befRUe I SeUKaSV ZRXOd KaYe cRPe 

to [been influenced by] P\ RZQ Ldea Rf JeRJUaSK\ « bXW QRZ I UeaOLVe WKaW WKe\ 

were interlinked. (lines 286-292) 

 

9.5.2 Conception of teaching & learning in action 
 

In contrast to the previous lessons observed, the work was done with a small group while 

the rest of the class were doing other activities under the supervision of the assistant 

teacher. Of the 45 minutes available, 25 were used for the introduction and 20 for the 

activity.  

 

Use of the home corner for different types of role-play is a strategy Becky has been using 

all year: 

 

WLWK SaQWa¶V GURWWR Ze ZeUe dRLQJ feVWLYaOV (lines 114) 

And things like the shop, for example, we would write a shopping list but also let 

the children draw a shopping list (lines 126-127) 

WLWK WKe PRVW OffLce « Ze VeW WKaW XS, WKe\ ZURWe eQYeORSeV ZLWK WKeLU RZQ 

addresses, so that was very geographically based. (lines 138-139) 
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It reflects her conception that children should be active in their own learning and make 

sense of things for themselves, aspects of the growing theory. However, she also directs 

and shapes when it seems appropriate. 

 

WeOO, I¶OO SURbabO\ be WKe WUaYeO aJeQW aQd R [assistant teacher] will be the 

cXVWRPeU. SKe¶OO cRPe LQ aQd bURZVe WKURXJK WKe bURcKXUeV « WKaW VRUW Rf WKLQJV « 

PRdeO WKe ZULWLQJ, PRdeO WKe WLcNeWV « MXVW PRdeO LW UeaOO\ MXVW VR WKe\ JeW WKe beVW 

language out of it. (lines 18-27) 

There are times when you do need to iPSaUW NQRZOedJe bXW I dRQ¶W WKLQN WKaW LV a 

way I would teach all the time. That is a very small part of my teaching really. But 

there are times when you do have to say it is a travel agents you know! You do have 

WR JLYe WKeP NQRZOedJe WKe\ KaYeQ¶W JRW. « I dR RfWeQ JR fURP ZKeUe WKe\¶Ue aW, 

MXVW KaYe WR PRdeO LW aQd VKaSe LW fURP ZKeUe WKe\¶Ue aW UeaOO\. (lines 368-374) 

 

This directing and shaping provides a sound base from which to then move into the 

growing experiential and enquiry based methods. 

 

I PeaQ e[SeULeQWLaO, VSRQWaQeRXV eQTXLU\ I WKLQN LV VR LPSRUWaQW. ObYLRXVO\ LW¶V OLNe 

when they suddenly say, oh why is this, how does that work, what does it work for 

and you can say well, how do you think it works? Why do you think it works like 

that? You NQRZ, aQd RfWeQ WKeUe LVQ¶W a ULJKW RU ZURQJ aQVZeU ZLWK a ORW Rf WKLQJV, 

it could be because of that or it could be because of this.  (lines 392-396) 

 

 

9.5.3 Values evident in teaching 
 

Aside from the conception RI JHRJUDSK\ HYLGHQW LQ BHFN\¶V WHDFKLQJ DQd what that 

suggests about what she values in the subject, the classroom itself provided evidence of the 

fact that geography is a subject that is valued in its own right in her early years practice. 

Two of the large displays in the classroom had a geographical focus ± one of a visit to 

BLVKRS¶V WRRG EQYLURQPHQWDO CHQWUH ZKHUH WKH FKLOGUHQ WRRN SDUW LQ D THGG\ BHDUV 

PLFQLF, DQG WKH RWKHU µWKHUH KDYH \RX EHHQ?¶ DV PHQWLRQHG DERYH.  
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TKH UDWLRQDOH RI UDLVLQJ FKLOGUHQ¶V DZDUHQHVV RI SODFHV EH\RQG WKHLU ORFDOLW\ and what life 

LV OLNH LQ WKHVH SODFHV UHIOHFWV BHFN\¶V KXPDQLVWLF SHUVXDVLRQ. HRZHYHU, ZKLOH UHFRJQLVLQJ 

that her own persuasion is humanistic, she places value on all persuasions and sees it as her 

role to try to achieve a balance in her teaching and the FKLOGUHQ¶V OHDUQLQJ RYHU WLPH. 

 

BXW QRZ I UeaOLVe WKe\ aUe LQWeUOLQNed. AQd OLNe \RX Va\, WKe WULS WR BLVKRS¶V WRRd 

ZaV YeU\ VcLeQWLfLc aQd JeRJUaSKLcaO bXW \RX cRXOdQ¶W UeaOO\ LVROaWe WKe WZR « aQd 

eQYLURQPeQWaO, I dRQ¶W WKLQN I ZRXOd KaYe ORRNed aW WKaW a great deal but now, as I 

say, it is in my long term plan and I do realise that children do have an awareness 

of caring for the environment and what the environment is really. (lines 292-295, 

300-304) 

 

IQ WKLV UHVSHFW BHFN\¶V H[SHULHQFH RI ZRUNLQJ LQ DQ early years setting (which she also did 

as a classroom assistant before doing her PGCE course) has either led to, or cemented (the 

evidence could be interpreted either way) her understanding of how young children learn ± 

that is, holistically through an integrated curriculum, where developing literacy and 

numeracy through, for example, the use of the home corner is as important as developing 

geography, science, D&T and so on. 

 

Valuing all conceptions, persuasions, theories was also evident in her rationale for teaching 

approaches taken in the classroom which, she admitted, were an eclectic mix from all 

theories ± transfer to growing ± and selected according to the principle of best fit with the 

purpose for learning identified. This, in turn, reflected a pragmatic view of the purpose of 

education. 

 

I WKLQN WKaW¶V [achieving a balance] UeaOLVWLc UeaOO\. BecaXVe  « aOWKRXJK I ZRXOdQ¶W 

KaYe VaLd WKaW befRUe « I ZRXOd KaYe VaLd, I ZRXld have given them the opportunity 

just to investigate and work it out where as now I realise that you need a bit of 

[everything] (lines 408-410) 

 

AQd \RX¶Ye aOZa\V JRW WKLV dLOePPa WKaW \RX dRQ¶W ZaQW WKeP WR KaYe WKe ZURQJ 

information, if you do know a facW, RbYLRXVO\ \RX dRQ¶W ZaQW WKeP WR JR aZa\ ZLWK 

WKe ZURQJ LQfRUPaWLRQ. SR Lf WKe\¶Ue QRW JRLQJ WR cRPe WR LW RQ WKeLU RZQ WKeQ 

\RX¶Ue JRLQJ WR KaYe WR LQSXW LQfRUPaWLRQ. BXW RQ WKe ZKROe I WKLQN, \RX NQRZ, I 
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WKLQN WKaW LW¶V PRUe KROLVWLc UeaOO\. WKeQ \RX¶Ye beeQ LQ WeacKLQJ \RX UeaOLVe WKaW 

\RX Qeed a bLW Rf WKLV aQd a bLW Rf WKaW, UaWKeU WKaQ LW MXVW beLQJ aOO LdeaOLVWLc « 

[pause] (lines 415-421) 

 

AQd I VWLOO YeU\ PXcK beOLeYe SaUWLcXOaUO\ LQ eaUO\ \eaUV, WKe\¶Ye JRW WR KaYe WKe 

hands on experience, the\¶Ye JRW WR e[SeULPeQW, WKe\¶Ye JRW WR LQYeVWLJaWe. If WKe\ 

dRQ¶W \RX¶Ue MXVW JLYLQJ WKeP WKe aQVZeUV aQd WKe\ dRQ¶W UeaOO\ NQRZ KRZ WKe\¶Ye 

got there or the knowledge behind it, the understanding behind it. (lines 436-440) 

 

The emphasis continues to be very much on valuing child-centred approaches but, in 

contrast to earlier discussions, there is more evidence here of moving towards a more 

VRFLDOO\ FULWLFDO YLHZ RI NQRZOHGJH DQG HGXFDWLRQ DQG WKLV HYLGHQFH FRPHV IURP BHFN\¶V 

reference to who should be in control of their own learning and why. 

 

And they [children who have taken Archie Bear away with them] talk about it with 

WKe cKLOdUeQ aQd WKe cKLOdUeQ WKLQN Rf TXeVWLRQV WR aVN aQd ZKeWKeU WKe\¶Ue VeQVLbOe 

aQVZeUV, aQd WKLQN abRXW ZKeWKeU Ze¶Ye aVNed WKaW Tuestion before. (lines 73-75) 

AQd eacK WLPe Ze aOZa\V SOaQ ZKaW¶V JRLQJ LQ WKeUe [the home corner] with the 

cKLOdUeQ aQd PaNe a OLVW ZLWK WKe cKLOdUeQ. We dRQ¶W MXVW SURdXce LW RYeU QLJKW. 

TKe\¶Ye WKRXJKW abRXW LW aQd WKeQ I VWaUW WR JeW WKe WKLQJ WRJeWKeU. (lines 158-160) 

AV \RX caQ Vee, WKe\ ZeUe cURVVLQJ WKLQJV Rff WKe OLVW WKePVeOYeV. « SaP caPe RYeU 

aQd Ke VaLd WeOeSKRQe, I¶Ye JRW WKaW VR I caQ cURVV WKaW Rff. (lines 242, 246) 

 

It could be said, therefore, that while Becky is happy to draw from all persuasions and 

theories of teaching, she is doing so because she is developing a greater awareness of a 

whole range of teaching and learning approaches and their suitability for helping children 

develop selected learning objectives. She is also using this greater understanding to begin 

to put into practice what she states she values, which continues to be a liberal progressive 

approach to education but with elements of a socially critical approach. 
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9.5.4 Summary of conceptions in action. 
 

1. Becky now appears to have a finer-grained understanding of how a teacher can 

draw on all teaching and learning theories and match them to purpose, ability, the 

need to achieve a balanced curriculum, and the range of learning styles she might 

encounter in her children. 

2. Her YLHZV RI ZKDW LV µJHRJUDSKLFDO¶ KDYH SHUKDSV EHHQ EOXUUHG E\ H[SHULHQFH; LQ 

the Foundation Stage science, geography, history and D&T all come under 

µKQRZOHGJH DQG UQGHUVWDQGLQJ RI WKH WRUOG¶ (QCA/DIEE 2000) DQG SODQQLQJ 

does not need to differentiate between subjects in the same way. It is harder now to 

identify the geographical type learning in some of her teaching, beyond the content. 

It could be that this blurring was possible because she did not start of with a strong 

conception of geography in the first place. 

3. However, geography is clearly valued as evidenced in the classroom displays. 

4. While her range of teaching approaches is extending as a result of her first year in 

teaching, there is a tendency to rely on the two approaches of learning through 

discussion and learning through doing ± with the assumption that doing =learning. 

SFDIIROGLQJ FKLOGUHQ¶V OHDUQLQJ IURP WKHVH GLVFXVVLRQV DQG H[SHULHQFHV E\ XVH RI D 

clear conceptual framework is still lacking. 

5. One might question whether Becky is aware of suitable resources that exist to 

support geographical learning with this age group. On reflection this was a lost 

opportunity during the post-observation interview. It did not occur to me until 

analysing the data at a later stage that this might be a factor that was impeding her 

development.  
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10 Carrie 

 

Carrie is a student who has a psychology degree, which she gained in 1996. In the first 

year of her degree she also did modules in geography and philosophy. In the three year 

period between gaining her degree and starting the PGCE primary course, she travelled 

around Australia for a year, worked for six months as a holiday representative in Mallorca, 

and worked in the retail industry for one year while getting experience in a local school on 

her day off to support her application for a place on the course. Carrie remembers being 

taught geography in infant school and went on to do GCSE and µA¶ level for which she 

gained A and B grades respectively. She puts her enjoyment of geography at school down 

to the fact that µI was lucky to have a positive and enthusiastic teacher who really 

encouraged me to understand the concepts¶. She remains extremely positive about the 

subject, stating that she is µlooking forward to teaching geography as I find it such an 

interesting, useful and fun aspect of the curriculum and I want to project this image to the 

children¶. In this respect, although not considered a geographer according to the definition 

developed for the purposes of this research, she clearly has a wider range of geographical 

experiences to draw on than B. 

 

Carrie stated her interests as tennis, diving, playing the piano, aromatherapy and health. 

10.1 CaUUie¶V ConceSWion of geogUaSh\ 

10.1.1 Geography: Pre-course elicitation 

Carrie¶s concept map does not appear to have any discernable structure. It is not 

hierarchical; although µgeography¶ is placed at the top, there is no indication from the way 

in which the other 8 nodes are placed that any one is seen to be more important than 

another. On the other hand it is not cyclical in the same way D¶s is, nor sequential in the 

way that L¶s is (chapter 7, p.132). It might be argued that the left hand side contains 

aspects that could come under the heading of human geography, while the right hand side 

is more about physical geography (the links made to and from the node µenvironment¶ 

being to physical elements and scale, but not to human elements of the concept map).  
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On the basis of what is shown on the concept map, Carrie¶s geographical persuasion 

appears to be scientific. It is not content-based in the sense that Carrie has not added any 

concepts beyond the 8 provided, but this could also be interpreted as lack of knowledge. 

There is evidence of a process-based conception along the links but as mentioned above, 

how one thing affects another is the key process shown. The scientific persuasion is also 

evident here, for example in the emphasis on extremes in weather and their effects on 

places, but not on people. 

 

Using the analytical tool Carrie¶s concept map therefore scored low for both structure and 

geographical relationships between nodes. The links between nodes are all unidirectional, 

indicating that the inter-relationship that exists between geographical phenomena is not 

part of Carrie¶s conception. Whilst all the links are labelled, the majority of the labels are 

descriptive rather than explanatory.  The key concept mentioned is effect but because links 

are unidirectional there is not enough evidence to infer interactions of cause and effect 

between nodes. Geographical skills are implicit in mapping, which is represented as a tool 

for recoding how things are grouped together – weather charts, people in areas and 

settlements of different sizes. This hints at an understanding of patterns in location and 
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spatial distribution, but there is not enough explicit reference to this to score it. Her 

concept map has therefore been placed in category three. 

10.1.2 Geography: Annotation of concept map after taught course 

 

 
The changes that have been made to Carrie¶s map, shown in bold above, suggest that she is 

now conceptualising geography in a more hierarchical way, the example she uses to 

illustrate being a hierarchy from the node µglobal¶. Orienteering has been added as an 

example of a further use for maps, and another example of how climate affects phenomena 

is given. Beyond this there is very little change in the conception as a whole. However, the 

addition of specific concept terms and the suggestion of a hierarchical structure mean that 

the conception moves from category 3 to category 2. The map as a whole continues to 

reflect a scientific persuasion.  

10.1.3 Geography: Stimulated recall interview 

 

The interview with Carrie was conducted at a much later stage than the other interviews – 

at the beginning of May 2000 rather than December 1999/January 2000.This is because, of 
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the students who were interviewed on the first occasion, many did not have the opportunity 

to teach geography during school experience, and some dropped out of either the research 

project or the course as a whole. Carrie had indicated earlier that she would be interested in 

participating in the project and so she was approached again and agreed to take part. 

 

In addition, due to a technical hitch the interview with Carrie did not record. However, the 

interviewer realised this within quarter of an hour of finishing the interview and 

immediately typed up the discussion from memory. This document was then given to 

Carrie for her to read through and check for accuracy, add any further comments and so 

on. She agreed that it was an accurate record of the conversation and chose not to add 

anything to it. Having said that, the length of the document is 6 pages as opposed to 

between 18-20 for the transcripts of other interviews. Clearly the same level of detail is not 

available to draw on to illustrate Carrie¶s ideas as expressed in the interview. 

 

For both these reasons the interview data gathered from the first interview with Carrie is 

considered to be less reliable than that gathered for the other students. 

 

Carrie said she felt able to represent her conception of geography successfully but that, on 

reflection, she had drawn on her memory of school geography more than other 

experiences, and that this had affected the conception portrayed quite significantly. 

 

I relied very much on memory of geography taught at school ± the sort of topics 

covered. I preferred physical geography to human, although we covered both. For 

physical geography I did an independent project looking at the local stream and 

the processes there, then we moved on to more global things such as volcanoes and 

glaciers.  (lines 6-12) 

 

This is clearly evident in Carrie¶s concept map; what is less evident is reference to the 

spatial aspect of geography or enquiry. However, Carrie stated that these were both part of 

her conception. 

 

« WKe OLQN beWZeeQ PaSSLQJ aQd SeRSOe aQd PaSSLQJ aQd SOaceV cRXOd be abRXW 

that [location]  (lines 16-17) 
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In the way I have linked the nodes together, what I have written along the link is 

ZKaW I ZRXOd LQYeVWLJaWe. « I did a lot of fieldwork in school and that is part of my 

view.  (lines 29-31) 

 

On the other hand, she admitted that there was no reference to the time / changes aspect of 

geography on her map because she didn¶t think of it at the time. 

 

When asked about the structure of her concept map, Carrie replied: 

 

I have tried to show it as a cycle, with Places in the centre but with everything 

being linked to places and to each other. Everything is interlinked. (lines 35-37) 

 

This suggests a much more structured and integrated conception of geography than was 

inferred by the researcher. It also demonstrates the importance of follow-up interviews, 

without which the extent of her conception would not be revealed.  Carrie was now 

showing a far more complex and broad conception, for example, she had started by making 

links such as µgeography uses mapping, geography is about the environment¶ but had then 

decided to: 

 

Give examples of what you would study if you explored the link between two things. 

So, for example, the link between environment and climate is weather.  (lines 43-

45) 

 

When asked about her geographical persuasion, Carrie was unable to chose between  

humanistic-welfare  and environmental. However, she said it was 

 

Definitely not scientific. (line 52) 

 

This was in direct contrast to the interpretation made by the researcher, and Carrie justified 

her choice by referring, once again, to the influence of her schooling. 

 

Yes, I can see that. Perhaps that [scientific] is what my concept map shows, but my 

own persuasion would be more the other two, and mostly environmental. I think 
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what I did was to show on my map what I had been taught at school, but my own 

view has changed since then. (lines 62-66) 

 

This indicates the strength of these earlier, more formal experiences, which were identified 

as geography as opposed to the later, informal experiences which were part of µlife¶, such 

as the year spent in Australia. It will be interesting to see whether Carrie draws on these 

informal experiences in her own practice, or whether she reverts to the school-based  

conception represented in her concept map. 

 

With reference to any changes in her conception of geography as a result of the taught 

course, Carrie said that she hadn¶t 

 

« UeaOO\ cKaQJed P\ RYeUaOO cRQceSWLRQ. WKeQ I looked at it again I thought, yes, 

that is how I would do it. So what I did was how could I develop it further so I have 

added examples. (lines 77-79) 

 

The geography component of the PGCE course aimed to help students recognise that their 

informal experiences are valid as a source to draw on, and there was an emphasis on 

geography in its widest sense, rather than confined to that portrayed by the National 

Curriculum. This does not appear to have had much of an impact on Carrie, suggesting that 

she may continue to draw predominantly on her school experiences to inform her 

geographical conception. 

 

She was then asked if she felt anything had changed as a result of the taught course and 

replied: 

 

I KaYe UeaOLVed WKaW JeRJUaSK\ LV eYeU\ZKeUe aQd dReVQ¶W KaYe W be complicated 

like my view from A-OeYeO. I Kad aOVR WKRXJKW LW ZRXOdQ¶W be aSSURSULaWe WR WaNe 

young children on fieldtrips but now I can see that this is possible, you just look at 

things that are relevant to them in their area. (lines 89-93) 

 

This seems to be at odds with what she has said earlier. One interpretation could be that 

her conception of geography is not sufficiently well formed for her to be able to articulate 

it adequately, either in discussion or through her concept map. An alternative interpretation 
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could be that she has two conceptions, one developed as a learner, that she portrayed in her 

concept map, and one she is beginning to develop as a teacher. These are not necessarily 

conflicting conceptions, she is just probably not aware that she is responding from two 

different bases. 

 

10.2 CaUUie¶V ConceSWion of geogUaShical edXcaWion 

10.2.1 How and why do we teach geography? 

 

Content What teaching methods would 
you use / how would you teach 
this? 

Why would you use these 
methods? What would be the 
gains for the children? 

Climate Thinking about the weather each day – 
how does it change. 
- temperature / hot + cold 
Thinking why does it change 
How does it affect different countries 
- Africa = very dry 
 England = generally wet 
 Australia = has both rainforest and 
desert 
Does it change around country, from 
home to school? 

-  

? 

Physical features Features of environment and how they 
change 
Look at school in a town (where they 
are) e.g. buildings, a few trees. 
Go on a trip to a farm – wide expanse of 
fields, a few buildings 
Compare the two – could include 2 
areas of school area, e.g. playing field V 
school buildings. 
How features change form town  
country 

A school trip – actually µdoing¶ helps 
the children remember features more 
easily. 
A field trip outside the classroom also 
has same effect. 

Mapping Have carpet map of a street. Let 
children play with maps in extra time. 
Plot where all children in class live on a 
ready drawn map – maybe introducing a 
scale. 
Use instruction on an easy map to get a 
child from school – back home or from 
one room to another e.g. 4 steps left, 2 
forward, even to an area in the room. 

Make lesson meaningful by including 
where each lives. 
Make it fun so children can compile 
maps of how to get to school from 
home or of the school and the different 
rooms. 

 

Table 10.1: Carrie¶s pre-course conception of teaching and learning in geography 
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Carrie was training to teach children in the early years and this comes through in her ideas 

about how to teach certain aspects of geography. The emphasis on how geographical 

phenomena affect each other shown in the concept map comes through strongly in her 

ideas about climate, although she is unclear about what the benefits of such learning might 

be for children. What is also evident here is that she does place the effects of phenomena 

within a framework of understanding about change, which was not explicit in her concept 

map. Other aspects of geography that are evident here but were not in her concept map are: 

 

x focus on comparisons within and between places 

x fieldwork as a means of gathering data 

x maps as a tool for route finding 

 

This is a more active, investigative conception of geography than previously inferred, and 

one that sees the importance of creating learning experiences that are fun. Perhaps these 

aspects emerge because the second task asks students to consider the value of geography, 

through consideration of the gains for children¶s learning. However, even this does not 

lead Carrie to reveal that values are integral to her conception of geography, despite what 

she says about her geographical persuasion. On the other hand, there is evidence that she is 

able to break her conception of geography down in smaller parts and that this might be 

helpful to her when considering how to provide a sequence to children¶s learning.  

 

 

 

 

 

 

 

 

 

 

 

Figure 10.2: Carrie¶s concept map for teaching and learning 

 

Content 

Teachers 

Pupils 
learn 

know 

teach 
Learn  
from 
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Based on table 10.1 and the concept map shown in figure 10.2, Carrie¶s ideas seem to 

reflect the transfer theory with some aspects of the shaping theory of teaching. Whilst there 

is evidence that she recognises the value of building on children¶s current and prior 

experiences and the use of first hand experience, the gains for children are all very 

knowledge orientated and figure 10.2 indicates a far more transmissive style of teaching 

than the ideas in table 10.1 suggest. 

 

 

10.2.2 Teaching geography: Stimulated recall interview 

 

When asked to give a rationale for the ideas she expressed in table 10.1 Carrie first 

responded that: 

 

I¶P TXLWe VXUSULVed acWXaOO\, becaXVe I KaYe SXW ILeOdZRUN aQd PaNLQJ WKLQJV 

PeaQLQJIXO aQd I dLdQ¶W WKLQN I Kad WKaW YLeZ beIRUehand. But I would still agree 

ZLWK ZKaW I¶Ye ZULWWeQ WKeUe ± that children should learn through active experience 

and that learning should be fun. (lines 90-93) 

 

The emphasis on fun was reiterated later in the interview: 

 

« WKe cKLOdUeQ OeaUQW PeaVXULQJ WKURXJK VRQJV aQd « LW ZaV UeaOO\ IXQ. TKe\ 

learnt a lot without even realising they were learning. (lines 172-173) 

 

These ideas had come from her experiences in school just before the course 

 

I did one day a week for five months in a primary school and now I come to think of 

it a lot of my mapping ideas come from there. (lines 101-102) 

 

Which perhaps explains why these ideas portray a different conception of teaching and 

learning than those shown in her concept map for teacher, pupil and content. She was 

asked to expand on the ideas represented in her concept map and remained of the opinion 

that teachers should know what they are going to teach and should always be in control 
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Because the children are too young to choose for themselves ± WKe\ dRQ¶W NQRZ 

whaW JeRJUaSK\ LV VR WKe\ caQ¶W PaNe cKRLceV XQWLO OaWeU, SeUKaSV GCSE aQd 

beyond. (lines 121-122) 

 

Here Carrie is confusing children have a sense of control and ownership over their learning 

with having free choice of content and being self-directed; hardly surprising at this stage in 

her development. However, she did say that her thinking had changed slightly since the 

elicitation exercise and that now she might 

 

Say how the teacher might teach and also that the content should be meaningful to 

the pupils (lines 112-113) 

 

And that, by making things relevant to the children¶s lives that they would, in a sense, be 

directing the teacher¶s choices as much as the curriculum: 

 

YeV « I VXSSRVe \RX cRXOd, aQd WKeLU ORcaOLW\ ZRXOd dLUecW \RXU [the teacher¶s] 

choices as well. (lines 132-133) 

 

When asked which theory of teaching she believed her conception reflected she stated 

travelling and growing because  

 

I do believe that knowledge is a terrain to be explored and that it is not 

independent of the sense. I am not sure pupils can choose which route to take but I 

agree with the rest of it [the definition in front of her]. Also pupils develop 

personally and methods are experiential and we do help them to make sense of 

their experiences. (lines 141-144) 

 

She recognised that this was at odds with what her elicited ideas portrayed  

 

Yes, I can see that, and I would change that now. I think my view now is more the 

JURZLQJ RQe bXW LW ZaVQ¶W WKeQ. (lines 152-153) 

 



 
Chapter 10: Carrie 

225 

10.2.3 ValXeV XndeUSinning CaUUie¶V conceSWion of geogUaShical education 

 

Due to the lack of detail in Carrie¶s interview it is harder to draw inferences about the 

values that underpin her conception of geographical education. There were indicators 

which will be discussed below, but these are offered tentatively given the slim evidence 

base at this stage. 

 

Values derived from Carrie¶s cultural background 

There is sufficient evidence to show that Carrie values geography as a subject in its own 

right. Her schooling and travel around the world have contributed to her view that 

geography is a very interesting and useful subject. There is also some evidence to suggest 

that, while she sees both the formal and informal experiences as contributing to her 

conception of geography, it is the formal that predominate in her concept map and it will 

be interesting to see if this unwittingly affects her practice in the classroom. 

 

Values derived from the substantive element of Carrie¶s conception of geography. 

Carrie states a preference for the physical and environmental aspects of geography. The 

fact that she selected climate, physical features and mapping as the elements to explore for 

teaching and learning supports this claim, although there is insufficient data to provide 

evidence of how she interprets the term environmental. At the moment it would appear as 

though her interpretation is likely to be one that envisages physical-environment linkages 

rather than human-environment linkages. Her ideas about teaching and learning suggest 

that she does see geography as a dynamic subject and values the way in which it helps us 

to actively investigate how the world changes and the effects of those changes on features 

and environments.  

 

ValXeV deUiYed fUom CaUUie¶V conceSWion of edXcaWion and Whe naWXUe of knoZledge 

Carrie¶s understanding of how children learn – that it is important to draw on their present 

knowledge and understanding and to select content that is meaningful to them – is 

reflected in what she said about the nature of knowledge. She was quite clear about why 

she did not prefer the vocational conception of knowledge: 
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Some knowledge is in books but depending on who wrote the book it might have a 

dLIIeUeQW YLeZ RI WKaW NQRZOedJe VR I dRQ¶W aJUee ZLWK WKe ILUVW RQe. (lines 190-192) 

 

but she was undecided between the other two, 

 

I agree with bits of the other two ± liberal-progressive and socially critical. I think 

WKaW NQRZOedJe LV aQ LQdLYLdXaO PaWWeU WKaW KaV VLJQLILcaQce LQ LQdLYLdXaOV¶ OLYeV; LW 

is about the integration of mental and manual in individual work. 

Interviewer: What do you take that to mean? 

That while you are doing you are also learning and thinking. (lines 171-178) 

 

This suggests that she values a µlearning by doing¶ approach, but that the doing would be 

as individuals, suggesting that the role of language through talk is not part of her 

conception at this point. The value of groupwork was mentioned, but in such a way that 

suggests that while her conception of knowledge may be socially critical, her conception of 

learning is predominantly liberal-progressive. 

 

I also think that knowledge is socially constructed, that our family, community and 

VRcLaO JURXSV aIIecW ZKaW Ze NQRZ. «.IW LV LQWeJUaWed LQ JURXS ZRUN, bXW QRW RQO\ 

group work because people learn individually as well. (lines 182-183,189-190) 

 

10.2.4 SXmmaU\ of CaUUie¶V conceSWionV and YalXeV 

 

 Geographical 
persuasion 
 

Theory of teaching Conception of 
nature of knowledge 

Conceptions 
identified by 
researcher 

Scientific 
 

Transfer with some 
shaping 
 

 
 

Conceptions 
espoused by 
Carrie 

Humanistic / welfare 
and environmental 
 

Travelling and 
growing 
 

Liberal-progressive 
with some socially 
critical 
 

 

There appear to be many inconsistencies in the interpretations made by the researcher and 

Carrie¶s conceptions and values as espoused during the interview. A possible concern for 
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Carrie is her relatively narrow, knowledge-based conception of geography and lack of a 

clear conceptual framework for this knowledge. It is clear that Carrie values geography 

and the contribution it can make to children¶s learning, and that she would like to employ 

activities that have a sense of purpose and are fun. However, her lack of geographical and 

pedagogical knowledge (learning through doing, but not clear what µdoing¶ means) may 

make it hard for her to put this into practice. One thing that does not emerge from any 

aspect of the data at this point is a values element to Carrie¶s conception of geography. It is 

possible to hypothesise from this that the values inherent in the humanistic and 

environmental persuasions will therefore not be evident in her teaching, which may reflect 

the scientific persuasion more than anything else. 

 

10.3 Conceptions in action: Teaching episode 1. 

 

Carrie was observed first on 26.06.00 during the latter part of her final block school 

experience. She was teaching a Year 2 class in a large suburban primary. There were 29 

pupils in the class and she was observed teaching the lesson from 2.00 – 2.50 p.m.. The 

lesson was fifth in a planned unit of six sessions focusing on a contrasting UK locality. The 

unit as a whole was planned by the school and Carrie drew on this for her own weekly 

plans. Included in the previous sessions were fieldwork activities in both the contrasting 

area (a nearby village) and the children¶s own locality. The data gathered through field 

sketches, data sheets and photographs were then available for the children to use when 

making comparisons between the two localities. 

10.3.1 Conception of geography in action. 

 

The objectives stated on Carrie¶s lesson plan were exactly the same as those on the unit of 

work, namely for the children to: 

 

x describe key features of an area that contrasts with the local area 

x be able to say how the local area and the contrasting area are similar and how 

they are different 

 

Carrie¶s lesson plan also identified a learning outcome: 
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x to produce information showing similarities and differences of the local area and 

µX¶ [name of contrasting area] 

 

whereas the school¶s unit showed outcomes as being to: 

 

x use the information to produce a mini guide to µX¶ 

x name lists of features 

x give reasons for the differences 

 

Unfortunately the introduction took place before the observer arrived. Children were 

already working in groups on a range of different activities which were: 

 

x using Venn diagrams and information collected on fieldtrips to help identify 

similarities and differences between µX¶ and local area 

x individually creating guide books to µX¶ supported by examples of guide books 

that were on the table to use as a resource 

x completing a data record sheet also aimed at contrasting two localities 

x creating a computer generated map of µX¶  

 

When asked which aspect of her concept map the lesson reflected Carrie said: 

 

Places, definitely, and local, um, people, mapping and physical features. (lines 5-6) 

 

However, there was very little reference to physical features made throughout the lesson. 

Landscape was interpreted as the human landscape. 

 

µX¶ ZaV a VPaOO WRZQ aQd Ze ZeUe Va\LQJ LQ WKe cOaVVURRPV WKaW WKeUe ZaV RQe 

class per year but within this area iW¶V a bLJJeU VcKRRO becaXVe WKeUe¶V PRUe SeRSOe 

and as we looked at the landscape it was just houses (lines 21-24) 

 

«µX¶ ZaV RQO\ VPaOO becaXVe LW ZaV MXVW a VPaOO cRPPXQLW\ (lines 30-31) 

 



 
Chapter 10: Carrie 

229 

While people in relation to society at community level is evident in what Carrie said this 

was not evident in the activities the children were doing which focused on lists of features 

(Venn diagrams and record sheet), descriptions of features (for the guide book) and 

locations of features (for the computer generated maps).  

 

There was a clear aim, through the planning, to develop children¶s conceptual framework 

by focusing largely on classification (features you would find in a town / village), 

comparisons and causes. However, this was not evident in Carrie¶s teaching, although it 

must be remembered that the introduction was not observed. During the activity phase 

Carrie¶s talk was mostly directional (source, lesson observation notes) 

 

T: WKaW \RX dR LV SXW µX¶ WKeUe, ORcaO aUea KeUe aQd WKeQ ZULWe « [VKe JReV RQ WR 

describe the Venn diagram activity] 

P: I know what to do 

T: You know, okay 

[moves to another table] 

T: MaNe VXUe \RX¶Ye JRW \RXU QaPeV RQ WKRVe  

 

rather than supporting or extending children¶s understanding of the two settlements. This 

mirrors the conception shown in her original concept map where the relationships shown 

between nodes were limited in nature, as opposed to what she espoused during interview. 

 

Geographical skills of enquiry and fieldwork were evident, but it is difficult to determine 

the extent to which this is a reflection of Carrie¶s conception because she drew so 

extensively on the school¶s planning. When working in a large school where there are 

several classes per year group team planning of this nature is crucial, but it does make it 

harder to draw conclusions about Carrie¶s own conception in action. 

 

During the interview she was asked about whether the children were aware of the process 

(of enquiry) they had gone through in an explicit way: 

 

I dRQ¶W NQRZ acWXaOO\. 

Interviewer: For example, ‘what did we try to find out when we went there? Did 

what we collected help us to find out?’ 
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YeV, Pa\be QRW, becaXVe Ze KaYeQ¶W acWXaOO\ JRW WR WKaW VWaJe « VR SURbabO\ QRW aW 

the moment. (lines 491-498) 

 

And her rationale for the ICT activity while intended to be 

 

For them [pupils] to get an idea of how roads link and the sort of spatial side of 

things (lines 91-92) 

 

In reality was something, which Carrie recognised, where 

 

All they were doing was literally copying it [a map done by Carrie when modelling 

the activity] bXW LW¶V YeU\ KaUd ZKeQ \RX¶Ue ORRNLQJ aW a SLcWXUe aQd WKeQ \RX¶Ye JRW 

WR PRYe WKe PRXVe WR PRYe WKLQJV « LW ZaV MXVW WU\LQJ WR LQcRUSRUaWe ICT UeaOO\. 

(lines 93-95) 

 

Carrie appears to be having difficulty putting her conception into practice, perhaps because 

her conception is not well formed, or perhaps because her knowledge of suitable teaching 

strategies is, as yet, limited. That it might be the former could be inferred from her 

response to the question: 

 

Interviewer: … when you check what they’ve understood, how do you go about 

that? 

Well, I either ask them, so with the guidebooks I was asking them to read it to me 

becaXVe VRPeWLPeV LI WKeLU VSeOOLQJ¶V QRW aV JRRd, Must to check that they 

XQdeUVWaQd « aQd I RIWeQ aVN VRUW RI TXLWe RSeQ TXeVWLRQV « I caQ¶W WKLQN RI aQ\ 

e[aPSOeV ULJKW QRZ « (lines 171-176) 

 

where she is floundering to think of the sorts of questions that might help the children to 

demonstrate what they know and understand.  

 

Carrie was quite clear that the lesson reflected a scientific persuasion because 

 

« LW¶V IRcXVLQJ RQ WKe NQRZOedJe aQd XQdeUVWaQdLQJ RI WKe ZRUOd aQd aOWKRXJK 

\RX¶Ue IRcXVLQJ RQO\ RQ WZR ORcaO aUeaV LW LV deILQLWeO\ VSaWLaO SaWWeUQV and how 
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eacK RQe UeOaWeV, aOWKRXJK LW¶V QRW QeceVVaULO\ a WRZQ aV VXcK, bXW a WRZQ ZLWK WKe 

country. (lines 426-429) 

 

She also expressed regret that there was not an environmental aspect to the unit 

 

IW¶V aQ LQWeUeVWLQJ aUea WKRXJK, becaXVe I¶Ye Uead VRPe information on that before 

aQd VRPe RI WKe VWXII WKaW \RX JaYe Pe aV ZeOO, bXW LW¶V a VKaPe acWXaOO\ becaXVe 

WKaW¶V TXLWe a JRRd RQe bXW WKe\ [the school / year planning team] dLdQ¶W IRcXV RQ 

that at all (lines 442-444) 

 

But, while there was the opportunity to incorporate, for example, an environmental quality 

survey as part of the fieldwork giving an extra dimension to the sense of place developed, 

she did not do so, possibly due to a lack of confidence. 

 

10.3.2 Conception of teaching and learning in action. 

 

As has already been stated, Carrie¶s role was mostly one of monitoring rather than teaching 

during the activity phase of the lesson. Because of this it seemed as though the learning 

objectives were not explicitly referred to with the children and that the activities were an 

individual repetition of what they had done as a whole class in the introduction. 

 

I dLd a OaUJe VeQQ dLaJUaP RQ WKe bRaUd aQd Kad µX¶ RQ RQe VLde aQd WKe ORcaO 

aUea RQ WKe RWKeU aQd VaLd, ZKaW ZeUe WKe IeaWXUeV WKaW ZeUe LQ µX¶ bXW ZeUeQ¶W LQ 

WKe ORcaO aUea aQd VKRZed WKeP RQ WKe bRaUd. « SR ZKaW ZaV WKe VaPe aQd 

dLIIeUeQW abRXW WKe aUeaV. « WKaW¶V ZK\ I UXbbed LW RII WKe bRaUd, VR WKe\ cRXOd JR 

bacN aQd acWXaOO\ ORRN aW WKe WLcN OLVW aQd WKe\ ZeUeQ¶W MXVW cRS\LQJ LW, WKe\ ZeUe 

thinking for themselves. (lines 38-47) 

 

The modelling provided here gives some evidence of the shaping theory of teaching in 

practice, but the strategy she used while they were working was 

 

CKecNLQJ WKaW WKe\¶Ue RQ WaVN. CKecNLQJ WKeLU beKaYLRXU, WKaW WKe\¶Ue Qot being silly 

aQd WKe\¶Ue QRW MXVW VLWWLQJ WKeUe. (lines 164-165) 
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That she might check for understanding by asking the children what they thought the 

purpose of the task was seemed a novel idea to Carrie  

 

DR \RX WKLQN WKaW I VKRXOd be VRUW RI e[SOaLQLQJ WKaW WR WKeP ZKeQ WKe\¶Ue dRLQJ LW 

« I ZaQW \RX WR dR WKLV becaXVe? (lines 254-255 

 

And this response was another indication that her practice reflects the shaping theory. 

However, she was unclear about how to scaffold the children¶s learning, as discussed 

above, and she also did not capitalise on the potential of the activities in the plenary 

because 

 

I dLdQ¶W JeW P\ WLPLQJ abVROXWeO\ SeUIecWO\, aQd I ZaVQ¶W VXUe LI WKe\ ZeUe JRLQJ WR 

WLd\ XS LQ WLPe « aQd VWXII OLNe WKaW «. I JXeVV SaUW RI Pe WKRXJKW WKe\¶Ye JRW WZR 

more weeks so we will ± LW¶V QRW OLNe µWKLV LV LW¶, RWKeUZLVe I ZRXOd definitely have 

done that [a more structured plenary]. But because time was going on and they 

were enjoying it and stuff like that I just sort of left it really. (lines 305-306, 326-

329) 

 

This is not to say that there was no plenary at all, just that it was shorter than she intended. 

The notes recorded at the time show that she did follow a successful line of questioning to 

introduce why the two areas were different in some respects: 

 

T: Who can tell me why there are 4 classes for each year here and only 1 class in 

eacK \eaU LQ µX¶? 

P: Because there are more children here. 

T: WeOO dRQe. BecaXVe ZKeQ Ze ZeUe LQ µX¶ aQd Ze ORRNed aW WKe OaQdVcaSe aURXQd 

what did we see? 

P: Fields, animals 

T: Yes, and when we looked at the landscape here what did we see? 

P: Roofs, houses 

T: YeV aQd WKaW¶V ZK\ RXU VcKRRO LV bLJJeU, becaXVe PRUe SeRSOe OLYe KeUe. 
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This single example of Carrie using questioning to scaffold children¶s understanding 

indicates real potential, but the strategy was not really used during the activity phase. The 

remainder of the plenary focused on valuing the children¶s work. In interview afterwards 

she appeared to judge the success of the lesson more in terms of whether the children 

enjoyed it and completed the tasks set, rather than whether the learning objectives were 

achieved. 

 

[the guide book] « ZaV TXLWe a QLce Ldea aQd WKe\ eQMR\ dRLQJ LW « LW VeePV TXLWe 

fun (line 134) 

I WKLQN WKe\ dLd VRPe UeaOO\ JRRd ZRUN« JXVW, \RX NQRZ, WKe SOeQaU\ I ZaVQ¶W 

happy with, other than that I felt it went really well because they were on task. 

 

A positive aspect of Carrie¶s practice at this point is that she did an honest evaluation and 

was realistic in her appraisal of her own teaching and the conceptions it reflected. During 

the interview she said that she would like, for example, to try more paired and 

collaborative group work but that at this stage she was still playing it safe due to a lack of 

confidence  

 

I did try that [ask children to work collaboratively] in my first term and I found it 

YeU\ KaUd, LW dLdQ¶W work (lines 229-230) 

AcWXaOO\ I KaYe dRQe WKaW ZLWK PXVLc. ... RWKeU WKaQ WKaW I dLdQ¶W UeaOO\ IeeO cRQILdeQW 

enough to do it. (lines 235, 239-240) 

 

Two points emerge here. Firstly, Carrie¶s concerns mirror those of the majority of students 

in training, that management and control of pupils and their behaviour over-rides anything 

else. Secondly, one could infer that her desire to µplay it safe¶ is symptomatic of the 

pressure of formal assessments of students¶ practice and that risks can lead to unsuccessful 

lessons which may lead to failure (as perceived by them) of the practical element of the 

course. In the dual role of tutor and researcher it is possible that this was a factor. 

 

On the other hand, it emerged during the interview that Carrie had given the children the 

choice of which activities to do and in what order, making it impossible to organise for 

collaborative learning. In addition to the shaping theory of teaching, this suggests that she 
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is also putting the travelling theory into practice. Carrie herself thought that her lesson 

reflected the growing theory 

 

BecaXVe WKe\¶Ue deILQLWeO\ deYeORSLQJ aOO WKe WLPe aQd WKe\¶Ue ceUWaLQO\ QRW, aV WKe 

first one [transfer] « a cRQWaLQeU ZKeUe WKe\¶Ue MXVW ILOOed. TKe\¶Ye JRW WKeLU RZQ 

ideas and they bring their own personalities, um, especially the enquiry and 

PaNLQJ VeQVe RI e[SeULeQce. I WKLQN LW¶V YeU\ LPSRUWaQW. (lines 449-453) 

 

But that it was none-the-less mostly teacher led because 

 

IW¶V beeQ RXWVLde aV ZeOO; Ze¶Ye RbYLRXVO\ dLVcXVVed LW LQ WKe SOeQaU\ ZKeQ Ze¶Ye 

got back, right, so what have we found out, but it has been very much teacher led. 

 

10.3.3 Values evident in teaching. 

 

It is quite a challenge to identify which of Carrie¶s values about geography she is putting 

into practice. Perhaps a combination of a weak subject knowledge and a lack of confidence 

in the use of some strategies led to her relying on the school¶s plans and the work done 

with the other Y2 teachers rather than adapting them to her own style. There are hints that 

her persuasion is more scientific than she realises, since she has not taken the opportunity 

to move beyond the µfactual¶ side of geography to introduce values and opinions. 

 

There is evidence of what she values in her own personal theory of teaching, such as 

learning should be fun and that children should be encouraged to think for themselves, not 

just emulate what the teacher has modelled or demonstrated. 

 

When relating these ideas to educational ideology Carrie had some trouble interpreting the 

definitions, but thought that she probably believed in the liberal-progressive ideology 

 

I dRQ¶W belieYe WhaW iW [kQRZledge] jXVW e[iVWV iQ bRRkV. I PeaQ a lRW Rf kQRZledge 

does « 

InWeUYieZeU: Well, ZhaW Whe\ ZeUe dRing didn¶W UeinfRUce WhaW aW all did iW, becaXVe 

they could see that knowledge was out there, in the environment 
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YeV, I JXeVV LW¶V OLbeUaO-SURJUeVVLYe, WKaW¶V VXbMecWLYe « LW¶V ZKaW WKe\ WKLQN UeaOO\. 

« I PeaQ LW¶V LQWeJUaWLRQ, LW¶V PeQWaO aQd PaQXaO. I WKLQN WKaW¶V ZK\ I OLNe KaQdV RQ 

becaXVe, \RX NQRZ, dRLQJ WKaW WKe\ dR XQdeUVWaQd LW « aQd ZKeQ WKe\ caQ cRPe 

aQd JeW LW RQ a SLece RI SaSeU WKaW¶V ZKeUe LW¶V WUaQVIeUULQJ LW VRUW RI WKLQJ. (lines 

505-517, 521-522) 

 

10.3.4 Summary of teaching episode 1. 

 

x There was potential for an appropriate match between learning intentions and activities, 

but Carrie¶s intervention during teaching did not capitalise on this – she tended to focus 

on managerial aspects of learning or giving praise for effort rather than asking questions 

that would enhance geographical understanding 

x Carrie displays a lack of confidence / knowledge of range of strategies 

x There is some evidence to suggest that Carrie equates doing with learning. As with 

Becky though, this thought did not occur until I was analysing the data and so the 

opportunity to ask the question at the time was missed. 

 

10.4 Conceptions in action: Teaching episode 2. 

 

Carrie secured her first teaching post in an inner city primary school that had a high 

minority ethnic population. She was allocated a Y1 class with 26 children and was 

observed first on 8/12/00 at 11.30 a.m. teaching a lesson that had a focus of developing 

mapwork skills and associated vocabulary as part of a unit on the local area. Evidence of 

work done before the visit could be seen in around the room where there was a large 

display entitle µA Plan of Our Classroom¶ that made use of shape and colour with a key to 

show the location of areas, tables, where each child sits and so on. There were also 

questions beside the display asking µWhere do you sit? Can you find Miss Carrie¶s chair?”. 

There was another display of plan views of everyday objects which had the heading “Look 

at these plans. Do you know what objects they are?”. This all suggested a focus on 

developing map skills and associated subject specific vocabulary in  everyday, meaningful 

contexts. 
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For the lesson observed Carrie had identified one key objective for learning; for children to  

 

x Use geographical vocabulary when describing a map (positional) 

 

The lesson plan also identified that she would assess for the children¶s ability to µwork out 

routes using positional vocabulary¶, indicating that being able to use the vocabulary in 

context was important. The lesson was introduced by some discussion linking it to 

previous work on maps, and by reading the story µRosie¶s Walk¶. The tasks she had 

devised to enable the children to achieve the objective were differentiated and consisted of: 

 

x Finding treasure on a treasure map 

x Pairs of children directing each other from one place to another using a map of 

the classroom 

x Children individually sticking pictures onto a base picture according to 

instruction (on the table, under the chair, above the picture etc) 

x A small group of children giving instructions to Roamer to make it move from 

one place to another in the classroom 

 

In addition, some other activities were available (making a computer generated map using 

µMy World¶, construction toys for making a map, small world play on a floor map) for 

children to choose once they had completed their main activity. 

 

10.4.1 Conception of geography in action. 

 

The aspect of Carrie¶s concept map being put into practice here was the development of 

maps skills with the emphasis (as indicated by the types of task and the assessment) on 

these skills being a useful life tool that need to be applied to specific contexts. This was 

confirmed during the interview when she described the previous lessons leading up to this 

one, where she had used a variety of resources to help the children understand what a map 

is and that it is a 2-dimensional representation of the 3-dimensional world. The resources 

were maps and oblique aerial photographs as well as objects and pictures of the objects 

from side and overhead perspectives. Then, 
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We looked at the classroom and thought which objects in the classroom would be 

important if we were going to actually make a map, so we decided those, then we 

decLded KRZ Ze ZeUe JRLQJ WR SXW WKRVe RQWR WKe PaS « Ze¶d KaYe WR dR a SOaQ 

YLeZ « aQd WKe cKLOdUeQ cXW WKRVe [the shapes] out themselves and we made a class 

map (lines 12-14, 17-19) 

 

And the overall purpose (of the unit as a whole) was 

 

BaVLcaOO\ OLQNed WR WKe PaSSLQJ VNLOOV LQ WKe ORcaO cRQWe[W « becaXVe Ze¶Ue JRLQJ WR 

do a walk around the local area as well to sort of link it in. (lines 104, 109-110) 

 

The notes recorded during the lesson show the use of subject specific vocabulary. 

 

T: [VKRZLQJ cKLOdUeQ SOaQ YLeZV RI RbMecWV] WKaW aUe Ze dRQJ? We¶Ue ORRNLQJ IURP 

« 

P: The top 

T: Yes, and what do we call that? 

P: Plan view 

T: Plan view, yes, well done 

[moves on to class map on display] 

T: Can aQ\RQe UecRJQLVe ZKaW WKLV LV? IW¶V WKe 

P: Cupboard 

T: Cupboard, well done, it tells us on the key 

 

And her rationale for this was 

 

WeOO I dRQ¶W WKLQN WKeUe¶V LQ a Za\, aQ\ SRLQW LQ beaWLQJ aURXQd WKe bXVK. II WKe\ 

NQRZ WKaW ZRUd WKeQ WKe\¶OO SURbabO\ « [hesitates] « I ZaV WKLQNLQJ, SOaQ YLeZ, 

ZLOO WKe\ XQdeUVWaQd? « bXW I WKRXJKW I PLJKW aV ZeOO caOO LW a SOaQ YLeZ becaXVe 

WKaW¶V ZKaW LW LV. AQd WKe\ dR SLcN LW XS aW WKLV aJe « (lines 278-279, 285-287)  

 

It appeared in the lesson, and the interview afterwards, that Carrie was much more secure 

in her subject knowledge than on the last time she was observed. The focus on mapping 
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and its associated vocabulary was made explicit throughout the lesson and the activities 

were a good match for this. Carrie explained this by saying 

 

WKeQ \RX¶Ue RQ WeacKLQJ SUacWLce \RX¶Ue MXVW VWXcN ZLWK, \RX IeeO \RX¶Ye JRW WKaW 

OeVVRQ aQd \RX caQ¶W VRUW RI UeOaWe LW WR aQ\WKLQJ becaXVe \RX dRQ¶W UeaOO\ QRZ ZKaW 

eOVe LV JRLQJ RQ. WKeUeaV QRZ, becaXVe I¶Ye dRQe eYeU\WKLQJ I caQ Va\ µUePePbeU 

ZKeQ Ze dLd WKLV, RU Pa\be Ze caQ OLQN WKaW LQ « (lines 395-399). 

 

This seemed to give her the confidence to be able to put her own conceptions about 

geography into practice, and this confidence was evident in her approach to planning: 

 

It [the book planned into the QCA unit of work] was supposed to be Katie Morag 

aQd WKe TZR JUaQdPRWKeUV bXW I eQded XS dRLQJ µDeOLYeUV WKe MaLO¶ becaXVe WKaW 

RQe ZaV PRUe JeRJUaSKLcaO becaXVe \RX¶Ye JRW KeU JRLQJ RYeU, \RX Vee ZKeUe 

VKe¶V JRLQJ RQ WKe PaS¶ (Oines 74-76). 

 

The geographical persuasion evident in her teaching was categorised as scientific by the 

observer but as a mixture of humanistic/welfare and environmental by Carrie, although 

there is evidence that she misunderstood the question. 

 

Interviewer: Starting off with the geographical persuasions, can you think about 

where what I observed fits in with each one in turn? 

IW¶V beWZeeQ WKeVe WZR UeaOO\, KXPaQLVWLc/ZeOIaUe aQd eQYLURQPeQWaO, becaXVe I¶d 

Va\ LW¶V « deILQLWeO\ abRXW WKe SeRSOe aQd WKe eQYLUonment and the interaction and 

the relationships. But I think it focuses on more than just pollution and global 

ZaUPLQJ « LW¶V WR dR ZLWK VRcLaO RUJaQLVaWLRQ, cXOWXUeV, Za\V RI OLIe, VR I¶P WRUQ 

between those two really. 

Interviewer: Is that your own personal view of it [geography] or … 

YeV, aQd PRUe VR QRZ I¶Ye beeQ dRLQJ LW ZLWK WKLV cOaVV. (lines 472-486) 

 

When asked to expand on why she thought this lesson was humanistic / environmental she 

replied: 
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I Kad WR WKLQN, ULJKW LW¶V WRR KaUd, KRZ aP I JRLQJ WR dR WKLV JeRJUaSK\? AQd LW¶V 

WU\LQJ WR PaNe LW PRUe SUacWLcaO aQd I JXeVV ZLWK WKe cXOWXUeV, becaXVe I¶Ye JRW 

VXcK a cXOWXUaO cOaVV, WKaW I¶Ye Kad WR VRUW RI WKLQN abRXW WKaW aV ZeOO. (lines 492-

495) 

 

Suggesting that although the geography in the lesson had objectives that were more 

scientific, the way in which she taught it took account of the cultural context. She appears 

to be confusing geographical persuasion with conception of teaching & learning here. 

Carrie¶s justification might have been more convincing had the story she chose reflected 

the children¶s cultural context, but as it was, Rosie¶s Walk is set in the countryside on a 

farm that is, to all intents and purposes, British and was in the English language rather than 

a dual language book. 

 

10.4.2 Conception of teaching and learning in action. 

 

Many of the aspects that Carrie said she aspired to in the previous post-observation 

interview were now becoming evident in her practice. For example, her conception that 

learning needs to be practical, fun and concrete was very evident in this lesson, and her 

rationale for this was linked to motivation:  

 

We¶Ue JRLQJ WR dR ORWV RI WKLQJV abRXW PaSV « aQd I WKRXJKW WKaW ZRXOd SURbabO\ 

be easier for them to understand if they actually got up and did a walk forwards, 

walk backwards, walk left and right, so they are doing it practically. (lines 124-

127). 

 

IQ WKe KaOO « WKe\ Kad WR JR RYeU, XQdeU, WKURXJK, aURXQd, \RX NQRZ, VR WKe\ ZeUe 

acWXaOO\ XVLQJ WKe OaQJXaJe WKeUe aQd VRPeWKLQJ OLNe WKaW, aJaLQ, LW¶V SUacWLcaO, LW¶V 

UeaOO\ JRRd IXQ, WKe\ eQMR\ed LW bXW WKe\¶Ue OeaUQLQJ. (lines 381, 383-385) 

 

In terms of established theory, Carrie seemed to relate this to Piagetian notions of stages of 

development 
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DRLQJ LW WKePVeOYeV, LW¶V a ORW PRUe KaQdV RQ, \eV, whereas with the older children 

you could really do something on the board and it could be a bit more abstract 

(lines 151-153) 

 

and that her aim with this Y1 class was to provide a wide range of play-based experiences, 

some of which they would not necessarily understand, but that would lay the foundation 

for deeper learning later on (lines 252-254) 

 

LLNe ZLWK WKe URaPeU WKe\ SURbabO\ dRQ¶W UeaOO\ XQdeUVWaQd ZKaW WKe\¶Ye JRW WR dR 

becaXVe WKe\¶Ue IROORZLQJ P\ LQVWUXcWLRQV RU WKe\¶Ue UeadLQJ WKe LQVWUXcWLRQV but, 

VRUW RI, WKe VRRQeU WKe\ dR eYeU\WKLQJ WKeQ LW¶OO becRPe eaVLeU aV WKe\ JR « XS WKe 

VcKRRO aQd QRZ WKaW \RX caQ LQWURdXce VRPeWKLQJ WKaW¶V SURbabO\ TXLWe KaUd bXW 

\RX caQ LQWURdXce LW aV SOa\ VR ZKeQ WKe\ dR JeW KLJKeU XS WKe VcKRRO WKe\¶Ye JRW WR 

actXaOO\ XQdeUVWaQd WKe UeaOO\ deeSeU PeaQLQJ RI ZKaW WKe\¶Ue dRLQJ WKeQ aW OeaVW 

WKe\¶Ye NLQd RI Kad a JR beIRUeKaQd. (lines 248-254) 

 

Another aspect Carrie aspired to was to try more collaborative groupwork and this was 

very evident in the lesson observed.  

 

I aOZa\V WU\ aQd JeW JURXSV « aQd I aOZa\V VRUW RI Va\ WKaW µZe¶Ue ZRUNLQJ 

WRJeWKeU aV a WeaP¶ (lines 205, 207) 

 

Her rationale was that children learn better when in groups because 

 

WKe\¶Ue WaONLQJ abRXW LW aQd WKe\¶Ue dLVcXVVLQJ aQd WKe\¶Ue, I¶Ye VeeQ Whem in 

OLWeUac\ aQd WKe\¶Ue VRUW RI, LI RQe RI WKeP¶V QRW dRLQJ LW ULJKW aQd WKe RWKeU RQe¶V 

spotted it they help them (lines 214-216) 

 

Throughout the lesson there was also a big focus on subject specific vocabulary 

 

Because I think that sometimes they need WR NQRZ LW « RNa\ VRPeWLPeV WKe\ 

SURbabO\ dRQ¶W XQdeUVWaQd « bXW WKeQ I¶OO XVXaOO\ UeSeaW LW bXW LQ PRUe VLPSOe 

language (lines 164, 168, 170) 
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and making learning objectives explicit 

 

Yes, those are the group targets, but we have individual targets in their books as 

ZeOO. « bXW I dR WU\ aQd Va\, ULJKW, QRZ, \RX NQRZ, WKe RbMecWLYe « WRda\ LV 

PaSSLQJ VNLOOV aQd Ze¶Ue JRLQJ WR dR ORWV RI WKLQJV ZLWK PaSV « LW¶V PXcK beWWeU 

becaXVe WKe\ NQRZ ZKaW¶V e[SecWed RI WKeP. (lines 435, 438-9, 456) 

 

This was a significant shift from the previous lesson observed. 

 

Finally, Carrie was asked to discuss her teaching in relation to the theories of teaching and, 

on this occasion, she could not choose between shaping, travelling and growing: 

 

I WKLQN \RX¶Ue deILQLWeO\ VKaSLQJ WKe SXSLO ZLWK WKe NQRZOedJe, XP, bXW WKeQ WKe\¶Ue 

e[SORULQJ WKLQJV aORQJVLde RI \RX. YRX¶Ue VRUW RI OeadLQJ WKeP UeaOO\ WR OeaUQ abRXW 

YaULRXV LQIRUPaWLRQ. BXW WKeQ WKe\¶Ue JURZLQJ aV ZeOO becaXVe aV VRRQ aV WKe\ JeW 

WKaW WKeQ « OLNe I VaLd, « WKe\¶Ue deYeORSLQJ LW aQd WKe\¶Ue, \RX NQRZ, VRUW RI 

JURZLQJ, VR LW¶V « TXLWe KaUd WR cKRRVe beWZeeQ aOO RI WKRVe. Lines 520 – 526) 

 

Which could be interpreted as putting the concept of match and fitness for purpose into 

practice. However, there was evidence in the interview overall that her conception in 

action was more travelling and growing than shaping, because although she talked about 

the usefulness of modelling for pupils (as she did for the group working with the roamer) 

she saw modelling in the sense of scaffolding rather than moulding or shaping because 

they weren¶t expected to replicate what the teacher had done, but to play with it and come 

up with their own ideas.  

 

10.4.3 Values evident in teaching. 

 

As with the previous lesson it is not easy to identify what geographical values Carrie is 

putting into practice. On the basis of the university phase data, it appeared as though what 

she said in interview (recognising the importance of informal, life experiences in 

geography) was not reflected in her concept map (which drew predominantly on her 

formal, school experience) and this still seems to be the case. Although continuing to 
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express a preference for humanistic and environmental persuasions she appears to put a 

scientific one into practice – one that is more closely aligned with her concept map.  

 

As shown above, she is much clearer and more certain about her pedagogical knowledge. 

A common pattern during the interview was that, if asked to explain a geographical aspect 

of her teaching, she often provided a pedagogical response. However, some of what she 

was saying did seem to relate to her ideas about epistemology,  

 

I guess knowledge is in a way, it is a private and individual matter because 

eYeU\bRd\¶V JRLQJ WR KaYe « WR WaNe WKe LQIRUPaWLon on board in a different way 

and they might not all remember the same things, they might pick out specific bits 

WKaW aUe NLQd RI UeOaWed WR WKeP aQd WKeLU OLIe, VR I¶d SURbabO\ JR IRU WKaW RQe, 

liberal-progressive (lines 550-554) 

 

although when asked to relate this directly to what she had done in the lesson it was not 

clear that she had fully understood the term. 

 

µTRda\ WKe\ deILQLWeO\ JRW dLIIeUeQW YLeZV abRXW PaSSLQJ becaXVe VRPe MXVW VRUW RI 

dLd WKe SRVLWLRQaO OaQJXaJe \RX¶d Qeed « ZKeUeaV RWKeUV ZeUe actually following a 

physical map in their head and then some of the others were just doing it abstract 

RQ WKe IORRU « ZLWK WKe URaPeU. (lines 572-576). 

 

10.4.4 Summary of teaching episode 2. 

 

Overall the aspects if Carrie¶s conceptions of geography and teaching and learning in 

practice that seem to come through strongly are her: 

 

x Explicit focus on appropriate learning objectives and subject specific vocabulary 

x Desire to develop map skills in real, meaningful contexts at a variety of scales 

classroom – local area 

x Ability to manage / organise her and the teacher assistant¶s time more 

effectively with smaller groups so that time spent teaching rather than managing 

increased 
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x Ability to adapt to situations as they arose and to support or scaffold children¶s 

learning accordingly 

x Recognition of the need to make things as concrete as possible if the children are 

going to understand them 

x Finer-grained understanding of the concept of match, or µfitness for purpose¶. 

 

However, it was difficult during the interview to focus on subject matter because pedagogy 

appears to be what she is concerned with. In this respect she seemed to have a realistic 

perception of the theories of teaching her practice reflected, but not for the geographical 

persuasion. It could be hypothesised that Carrie¶s pedagogical knowledge is developing to 

the point that she is feeling much more confident, but that her subject content knowledge is 

not secure enough for her to articulate a clear rationale. It is as if the geography has been 

subsumed in µgood learning¶ and, while a very competent lesson, it was less evident that 

the children were developing their understanding of map skills in context in the way that 

Carrie intended. The necessary subject knowledge to make these connections was not 

evident. One comment made during the interview that seems to support this is 

 

I UeaOLVed ZKeQ I ZaV RQ P\ WeacKLQJ SUacWLce WKaW LW ZaV YeU\ ³ULJKW, WKLV LV 

JeRJUaSK\ aQd WKaW¶V aOO I¶P dRLQJ´ LQ a OLWWOe SacNaJe ZKeUeaV QRZ, becaXVe I¶P 

doing it all the time I link in everything (lines 191-193). 

 

This is typical of the holistic approach to learning in the early years but it is possible that 

this was impeding her ability to scaffold their learning geographically. 

 

10.5 Conceptions in action: Teaching episode 3. 

 

The final lesson observed, on June 14th 2001 at 11.30-12.15, was part of a series of lessons 

on the children¶s local area. Previous work included fieldwork in the local area, focusing 

on a local shopping street, to gather evidence through photographs and observations which 

would eventually contribute to a display of a pictorial map of the street, and an Estate 

Agent¶s home corner area for the purposes of role-play. There were also displays showing 

work on buildings with labels for parts of houses, materials and types of houses. The 

specific learning objectives for the lesson, written on the board, were: 
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x To know the jobs people do 

x To know what a building is used for 

 

After an introduction, which reminded the children of previous work, the children worked 

in groups on different activities none of which seemed particularly well matched to the 

learning objectives: 

 

x Writing labels for photos and paintings of buildings (for a display) 

x Programming roamer using instruction strips in a bag 

x Paintings – of cars observed to go on their display 

x Town base map with buildings, people and street furniture to put on 

x Building blocks to create a model on the carpet 

 

10.5.1 Conception of geography in action. 

 

Carrie felt that the lesson observed would fall into the places - people –local part of her 

concept map 

 

BecaXVe LW¶V MRbV aQd bXLOdLQJV ZLWKLQ WKe ORcaOLW\. LRRNLQJ aW KRZ WKe ORcaOLW\ LV 

XVed « aQd IURP WKaW Ze¶Ue JRLQJ WR deYeORS a PaS VR LW¶V OLQNed WR WKe PaSSLQJ aV 

well. (lines 6-7, 12-13) 

 

She went on to describe how the lesson today fitted in to the sequence of lessons as a 

whole, and much of the previous work seemed to centre on mapping (routes home to 

school, enlarged version of the A-Z map of their area), location (children¶s addresses, 

where they live in relation to each other and other key features within the environment) 

and fieldwork (in the local area to gather the information about different buildings). Her 

rationale for the emphasis on buildings was that it was providing the focus for learning in 

most curriculum areas 
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They are eventually going to be making their own house (line 50) 

In science we are doing about materials so what the different parts of the house 

were made of (lines 54-5) 

We looked at bricks, how to put them in the right order so that when you roll a ball 

WKe\ ZRQ¶W IaOO RYeU (lines 57-8) 

SR baVLcaOO\ WKe IRcXV IRU JeRJUaSK\ ZaV ORRNLQJ aW WKe bXLOdLQJV LQ WKe aUea « 

aQd ZKaW WKe\¶Ue XVed IRU (lines 64-65) 

 

This would appear to confirm what was inferred from the previous observation, that in the 

holistic, cross-curricular approach some of the potential for geographical learning is 

getting lost. Carrie is sticking with the tried and tested in terms of developing children¶s 

map skills in real, meaningful contexts, but beyond this the potential understanding that 

might accompany the content focus is missing, as is the value element. She was quite 

happy providing a rationale for the focus on mapping, but when pressed to provide a 

geographical purpose for the focus on buildings she was hesitant: 

 

UP, MXVW WR be aZaUe RI bXLOdLQJV LQ WKeLU ORcaOLW\, ZKaW WKe\¶Ue XVed IRU UeaOO\ (line 

204) 

Interviewer: And the purpose of that for them? 

Just, again, to make them more aware really, of the fact that there are people that 

work in the area and that things are going on down there. (lines 209-210) 

 

That this could contribute to the children¶s understanding of settlement – what makes a 

settlement and how their settlement might be different to others – did not seem to be a part 

of Carrie¶s thinking. There was also no suggestion that she might encourage the children to 

sort the photographs of buildings collected into groups, or consider why these types of 

buildings were there but not others. This perhaps explains why there seemed to be a bit of 

a mismatch between the learning objectives and the activities provided. 

 

The introduction itself had a clear focus on the objectives. Carrie had a number of 

photographs of buildings taken on their field visit, plus some paintings of these buildings 

done by the children. She showed them each in turn, using them as a stimulus for 

discussion about the types of buildings they were and what jobs people might do in them. 

In the activities the group that wrote the labels (e.g. this is a pub, they serve beer and food 
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to people) was the closest to the learning intentions, although it could be considered more 

of a literacy than geographical activity.  

 

The interview sought to explore how she felt the other activities related to the learning 

objectives. Again, the potential to use the town base map and buildings, play people and 

street furniture to create a community and to help the children be explicitly aware of what 

a community needs was there, but not developed by Carrie and, as the discussion 

continued, she could see what I was getting at and became a little defensive: 

 

SR « WKe PaLQ IRcXV LV WKe MRbV aQd JeWWLQJ WKe OabeOV dRQe aQd WKaW LV IRU WKe 

dLVSOa\. IW¶V UeOaWed acWLYLWLeV UeaOO\, WR ZKaW Ze¶Ye beeQ dRLQJ, RU cRQVROLdaWLQJ 

ZKaW WKe\¶Ye dRQe beIRUe. IW¶V QRW MXVW VRUW RI dRLQJ OLWeUac\, \RX NQRZ, RU 

something completely way out. (lines 275-278) 

 

It is difficult to tell whether Carrie¶s lack of geographical knowledge was impeding her 

planning and teaching, or whether this was one of those lessons where for pragmatic 

reasons children are working on different things that do not necessarily relate to each other, 

but enable some work to get finished. 

 

As with the previous lessons observed, the researcher characterised this as scientific / 

descriptive rich but Carrie said she thought it was a mixture of humanistic/welfare and 

environmental because 

 

IW¶V deILQLWeO\ WR dR ZLWK SeRSOe aQd KRZ WKe\ aIIecW WKe environment really, as 

RSSRVed WR KRZ WKe eQYLURQPeQW aIIecWV SeRSOe « XP, bXW I dR WKLQN deILQLWeO\ LW¶V 

abRXW, « eVSecLaOO\ aW WKLV aJe, LV abRXW LQdLYLdXaOV aQd VRcLeW\ aQd KRZ LW aIIecWV, 

um, how they affect the area (lines 297-301) 

 

When asked why she never chose the scientific persuasion she said 

 

TKaW¶V deILQLWeO\ KLJKeU XS aJaLQ (line 326) 

 

meaning it was more appropriate to do that sort of geography higher up the school. In 

terms of a progression, she thought 
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It goes from the humanistic to the environmental to the scientific, I would have said 

(lines 330-331) 

 

because 

 LW¶V VRPeWKLQJ WKaW \RX¶Ye JRW WR PeaVXUe RU TXaQWLI\ RU WeVW K\SRWKeVeV, (line 335) 

 

 whereas the humanistic persuasion is 

 

 MXVW SeRSOe aQd ZKaW KaSSeQV, ZKaW WKe\¶Ue dRLQJ (line 320). 

 

In her interpretation of the statements, Carrie is focusing on what she understands of the 

term humanistic and ignoring the welfare aspect and its focus on power, wealth and 

inequality. 

 

10.5.2 Conception of teaching and learning in action. 

 

Aspects of Carrie¶s conception that had emerged in the second lesson continued to be 

evident. She often referred to the children¶s stage of development when discussing what 

was feasible or not, and still provided a range of practical and play-based experiences that 

would motivate the children. An example of this was the change of use of the home corner 

to an estate agents which the children had helped to create and had real house details 

gathered from local offices, along with a street map of the area and other relevant props.   

 

Another feature was that of being explicit about the learning objectives, but she had 

developed this further 

 

I¶Ye VWaUWed WR dR a µZKaW I¶P ORRNLQJ IRU LV «¶ aQd WKLV LV becaXVe, aQd I e[SOaLQ WR 

them why I want them to do it. Not just draZ a PaS « bXW ZK\ dReV VKe ZaQW Pe WR 

do this? (150-152) 

 

The lesson was characterised by the researcher as predominantly shaping with some 

travelling and this was certainly implicit in many of the things Carrie said during the 
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interview such as using the display as a means of modelling the environment but then 

using it as a teaching tool to reinforce understanding, and her rationale for providing 

instructions for the children to follow with the roamer this time  

 

YRX KaYe WR dR a VeTXeQce RI LQVWUXcWLRQV RWKeUZLVe LW ZRQ¶W ZRUN « ZLWK WKe 

URaPeU \RX KaYe WR SXW LQ WKLQJV LQ a ceUWaLQ RUdeU RWKeUZLVe LW¶V QRW JRLQJ WR dR 

what you want it to do (lines 100-102) 

 

Which was much more teacher-led than the way in which it had been used previously. 

However, her thinking behind this what that it enabled the children to work more 

independently of her which they have enjoyed and it is possible that following or having 

instructions gave them greater confidence which might lead to more exploratory 

approaches later on. 

 

When asked to state which theory of teaching she thought had been evident in her lesson 

she was still adamant that it was not the transfer theory because  

 

I think all of them [the children] have got experience however small, none of them 

NQRZ QRWKLQJ « (lines 355-256) 

 

But that it could be any of the other three because she felt on occasions she was moulding 

the pupils, but 

 

Then again they are sort of exploring it alongside you as well  (line 365). 

 

Carrie then began to describe how they might relate to each other 

 

YRX¶Ue VRUW RI PRdeOOLQJ LW aQd WKeQ WKe\ cUeaWe « I WKLQN WKe\ dR JURZ ZLWK WKLV aV 

ZeOO « becaXVe I aJUee ZLWK µNQRZOedJe LV VRcLaOO\ cRQVWUXcWed aQd RSeQ to 

cKaQJe¶ (lines 371, 377-379) 

 

which seems to substantiate what was being inferred from the previous lesson – that one 

might select the approach that is most appropriate for a given purpose or ability. Although 

this is not necessarily working in practice yet, she aspired to a more interactive, enquiry-
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based approach to learning but felt that her first year of teaching had been a learning curve 

and that 

 

 Having done the year now, going back to redo it I would definitely bring that 

[enquiry] in and KaYe PRUe « ZKeUe WKe\¶Ue dRLQJ WKe WKLQNLQJ. I¶P QRW QeceVVaULO\ 

MXVW JLYLQJ LW WR WKeP aQd Va\LQJ ULJKW, WKLV LV ZKaW Ze¶Ue JRLQJ WR dR. AcWXaOO\ JeW 

WKeP WR WKLQN abRXW KRZ Ze caQ ILQd WKaW RXW « (lines 405-409). 

 

10.5.3 Values evident in teaching. 

 

In many respects there has been little change in the values evident in this lesson and the 

previous one observed. It is clear that Carrie continues to value geography in the 

curriculum because a significant amount of time is given to it in her planning. In both 

terms that lessons were observed  the geography µtopic¶ gave the focus for much of the 

learning in other foundation subjects. However, although she expresses a belief in the 

power of thinking skills approaches and letting the children generate their own meanings, 

she is not yet at a stage where she can put this into practice. The conception of geography 

evident in practice remains quite narrow, centred on mapping skills and the development 

of some knowledge about the local area which is largely content based. 

 

In terms of her approaches to teaching it is clear that she also continues to value children¶s 

own knowledge and aims to select content that is meaningful to them and that children 

learn best by doing. Although not part of the interview, it is clear that she also places great 

value on the nature of interpersonal relationships in her class. Circle time is a key feature 

of the week and she has built up an excellent rapport and culture of mutual respect with 

and between the children and any other adults that help in the classroom.  

 

Finally, Carrie seems a little more certain this time that she believes in a socially-critical 

epistemology because 

 

AV a cKLOd \RX¶Ue JaLQLQJ \RXU NQRZOedJe IURP WKe WeacKeU bXW aOVR IURP WKe RWKeU 

cKLOdUeQ. « aQd WKeQ, \RX NQRZ, eYeU\RQe¶V VRUW RI OLQNLQJ LQ aQd eYeQ Pe aV WKe 

WeacKeU, I¶P OeaUQLQJ IURP WKe RWKeU WeacKeUV. « aQd WKaW¶V WKe Za\ LW LV, 
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eYeU\RQe¶V JRW WKeLU RZQ RSLQLRQV aQd VR I deILQLWeO\ WKLQN LW¶V VRcLaOO\ cRQVWUXcWed. 

(lines 435-440) 

 

In the lessons observed there are hints that she puts this into practice, whether consciously 

or not. For example, she draws on the children¶s own knowledge, uses contexts that are 

meaningful to them and then extends their understanding through play-based, collaborative 

activities.  

10.5.4 Summary of teaching episode 3. 

 

To summarise, based on the evidence of the lesson observed, the classroom displays and 

the interview, key elements of Carrie¶s practice to emerge are: 

 

x Learning is holistic, so any opportunities to link learning in geography with, say, 

literacy, maths, ICT are exploited 

x This is sometimes detrimental to geographical learning because the geographical 

element gets lost and appears not to be explicit to either Carrie or the children 

x Carrie¶s pedagogical knowledge is developing more than her geographical 

knowledge leading to well-planned activities that do not always match well with 

the geographical objectives 

x Carrie is keen to develop children as independent learners – some activities have 

a clear purpose and do not rely on high levels of literacy (such as the town 

planning game) 

x A belief in the power of collaborative learning and the role of talk, although 

some of the potential is lost – for example, she appeared not to recognise the 

potential of the Estate Agents role-play area for promoting geographical learning 

x She is developing her understanding of how to provide logical progression in 

children¶s learning 

x All takes place within a strong ethos of mutual respect and support alongside 

clear boundaries for behaviour 
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11.  Beginning WeacherV¶ deYelopmenW aV WeacherV of primar\ 
geography. 
 

This chapter proposes a model for beginning teacher development in the field of primary 

geography that has emerged from interpreting and synthesising the evidence from the three 

case studies. The model is applied to the series of lessons observed for each case study 

providing an overview of their development as teachers of primary geography. This, in 

turn, leads to the generation of a number of ideas about beginning teacher development in 

the field of primary geography, including a possible µstages of development¶ model.  These 

ideas are related to the variations in the experiences of each student prior to beginning their 

PGCE training and, as a result, some factors that appear to affect transition from one stage 

to another are identified. The chapter concludes by considering the implications of the 

research and proposing some ideas for developing and researching a new framework for 

primary geography.  

 

However, before this it seems appropriate to consider some of the methodological issues 

that arose during the course of the research and which will have an impact on the 

trustworthiness of the models and theory set out below. 

 

 

11.1 Methodological tensions in the research 
 

During the course of the research several methodological issues arose which require further 

clarification. These are addressed under the following headings: 

 

x Grounded theory and the use of frameworks 

x Case study research 

x The impact of the researcher on data quality and their interpretation 

 

Inherent in the discussion of these issues will be the identification of the factors affecting 

the trustworthiness of the research findings and the models for beginning teacher 

development that are proposed later in the chapter. 
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11.1.1 Grounded theory and the use of frameworks 

 

One of the tensions that emerged during the analysis and subsequent write-up of the case 

study material was my decision, at an early stage of the research, to make use of 

conceptual frameworks presented in previous grounded theory studies. The use of 

conceptual frameworks in grounded theory research is acceptable as long as they do not 

constrain the codification process when analysing the empirical data.  

 

There is some debate between grounded theorists about whether it is acceptable to refer to 

the literature widely before gathering data. Glaser (1978) recommends 

 

… reading widely while avoiding the literature most closely related to what you are 
researching.  His fear, which I share, is that your reading may otherwise constrain your 
coding and memoing (Dick, 2002) 

 

I had already done a great deal of background reading that was directly related to what I 

was researching before I developed my proposal because it was also the focus of my MA 

dissertation (Martin, 1997). I could not ignore this fact, but other grounded theorists 

(Strauss & Corbin, 1998; Lankshear & Knobel, 2004) suggested that the use of concepts 

and conceptual frameworks from previous studies can be helpful as sensitising concepts ± 

that is, if they are used for background information and the researcher does not use and 

privilege them as data. Furthermore, they state that these conceptual frameworks can be of 

particular use if they have emerged from grounded theory and are related to the current 

study. The ways in which conceptual frameworks from previous studies (appendices 3, 14 

and 15) were used in this research were: 

 

x as an elicitation tool during data collection, and 

x as an aid to analysis and interpretation of the data (they formed part of the coding 

framework initially developed using NUD*IST and then transferred to the Word¤ 

indexing and cross-referencing tool) 

 
They were found to be useful as an elicitation tool because they provided a common 

prompt (as were the concept maps) for each of the students when they were asked to 

elaborate on their conceptions about geography, pedagogy and knowledge. In addition, 
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these frameworks were used during every interview enabling development of the students¶ 

ideas to be identified. Their use in this way is supported by Charmaz (2000) who agrees 

that theoretical assumptions from other studies can inform the data gathering process, but 

that care must be taken not to privilege these over other assumptions that may begin to 

emerge during the process.  

 

As an aid to analysis, however, the frameworks were found to be less than helpful. As 

mentioned earlier (chapter 5, table 5.2) NUD*IST was the original analytical tool chosen 

and the frameworks were used a part of the initial coding system. However, it became clear 

that this initial system was not reflecting the key points emerging from the data and at this 

point I explored the possibilities of Grounded Theory, particularly the first stage of open 

and axial coding, as a means of analysing the data. I found I was creating a whole set of 

new codes which, in conjunction with those originally provided by the frameworks, 

became unwieldy and got in the way of letting the data speak for themselves. At the time I 

put the problem down to the software package. In hindsight I realise it was also due to my 

becoming, subconsciously, attached to the imported concepts. I then moved to the use of 

Word ¤ indexing and cross-referencing tool and took the advice of Dick (2002) who 

suggests that if emerging theory does contradict theory from the literature that it should not 

be assumed that the emerging theory is wrong. If frameworks from previous studies are 

used the researcher needs to be particularly assiduous in grounding them through interplay 

with the data and continuously µseeking disconfirming evidence¶ (ibid). The analytical 

process therefore followed this sequence (ref. chapter 5.2) in order to avoid the pitfalls of 

using imported concepts: 

 

x interviews interpreted and coded using Word (applying conceptual codes to the 

data and grouping sets of like codes into categories) 

x as each new interview was coded there was a process of constant comparison with 

codes developed from the previous interview; thus the coding system was 

expanded and refined (properties of each category identified and located along a 

continuum e.g. use of a strategy frequent / infrequent, confidence high / low ± also 

known as axial coding) 

x these codes were then widened through comparison with the concepts from other 

studies  
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x two interesting things emerged from the final stage ± the students sometimes 

interpreted the imported concepts differently to the researcher; the persuasions did 

not appear to have any relevance as a means of describing primary students¶ 

conceptions of geography 

 

The things of interest that emerged in this final stage might not have done so if the coding 

system had not been widened through comparison with concepts from previous studies and 

yet it was these observations that led, in part, to the proposals set out in chapter 12. 

 

11.1.2 Case study research 

The second tension that arose was that, already referred to in chapter 5, of using Case 

Study as the research strategy and then deciding to analyse the data using a grounded 

theory approach and therefore needing to make hard decisions about what and how to 

reSRUW fURP Whe caVe¶V daWa. The daWa gaWheUed fRU Whe caVe VWXd\ ZeUe: 

 

x Concept maps and written accounts of teaching aspects of geography (n=79) 

x Recordings of stimulated recall interviews (n=11) 

x Lesson observation notes of three teaching episodes (n=4x3) 

x Lesson plans and medium term plans for three teaching episodes (n=4x3) 

x Recordings of post-observation interviews for three teaching episodes (n=4x3) 

 

These data were rich in detail and decisions had to be taken about how to present them. 

Case studies can be purely descriptive, providing a meta-narrative to the case that the 

researcher has been immersed in. Cases can also be reported as a mixture of description 

aQd iQWeUSUeWaWiRQ, NQRZQ aV µWhicN deVcUiSWiRQ¶ (GeeUW], 1973). The SXUSRVe Rf WhicN 

descUiSWiRQ iV WR aYRid a deVcUiSWiYe µcaWaORgXiQg Rf cXOWXUe¶, aQd WR ideQWif\ cRQQecWiRQV 

and patterns in the case from which one could generalise, rather than theorise. The tension, 

having decided to use grounded theory as the analytical tool (ref. chapter 5.2), is one of 

balancing the aim of case study research, which is to understand the individuality of the 

case itself (Stake, 1998), and the aim of grounded theory research, which is to create theory 

from the generalisations. Due to the constraints of a Ph.D thesis I decided to reduce the 

amount of description (all the concept maps were analysed in detail, but the written 
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descriptions of teaching and learning were only analysed for those who agreed to take part 

in the stimulated recall interviews; the numbeU Rf e[aPSOeV giYeQ Rf VWXdeQWV¶ deYeORSPeQW 

was reduced from four to three) with the result that some of the detail has not been 

reported. In the case of the reduction from four to three examples this was decided on the 

baViV Rf µVaWXUaWiRQ¶, a cRQceSW fUom grounded study that refers to a saturation point 

reached in the generation of a concept beyond which it is not necessary to gather more data 

(SWUaXVV & CRUbiQ, 1998; ChaUPa], 2000).   ThiV PeaQV WhaW, ZhiOe WheRU\ abRXW VWXdeQWV¶ 

conceptions of geography and the influences on them has been generated on the basis of 79 

VWXdeQWV, WheRU\ abRXW Whe UeOaWiRQVhiS beWZeeQ WheVe aQd VWXdeQWV¶ deYeORSPeQW aV 

teachers of primary geography is generated on the basis of three examples and can 

therefore only be tentatively expressed. 

11.1.3 The impact of the researcher on data quality and their interpretation 
 
As mentioned in chapter 5, in this project I had the dual roles of tutor and researcher and 

needed to guard against my role as tutor influencing the quality of data collected and the 

validity of the interpretations I made of them. In chapter 4 (section 4.3) I made it clear 

what my own conceptions of geography and pedagogy are and how these had informed the 

course content, design and teaching methods employed. Two questions then arise: as their 

tutor did I try to influence the students to develop a conception of geography that mirrored 

my own and if so has the quality of the data collected been compromised?  As the 

researcher have my own conceptions and beliefs prevented me from letting the data speak 

for themselves? 

 

To address the first point, while I have a clear view that a conception of geography that is 

descriptive-rich / scientific is narrow and constraining, my main goal is to enable the 

students to elaborate their conceptions by considering the possibility that other types of 

geography are also valid. It is for this reason that I introduce students to other conceptions 

of geography (including the geographical persuasions). By examining alternative 

conceptions it is possible for students to confirm or disconfirm aspects of their 

conceptions. This is the approach that is, in part, based on that aspect of PCP that Kelly 

refers to as alternative constructivism and that each new experience (in this case comparing 

their concepts with those of others) can enable change to happen. 
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It is not just disconfirmation that leads to a change in construct systems. Confirmation may 
also lead to reconstructing because a confirmation gives one an anchorage leaving you free 
to explore beyond. (Kelly, 1970:15)  

 

To sum up, I tried to influence the students to elaborate on their conceptions, but I did not 

consciously try to influence them to hold the same conception as myself.  

 

The second point has been partially addressed under 11.1.1 above. During the analysis I 

abandoned the coding system initially built using the imported concepts in favour of a 

system that was developed from the data and then compared with the imported concepts 

and accordingly elaborated. This process is referred to as using µsensitising concepts¶ to 

widen the researcher¶s vision (Charmaz, 2000). To respond to the possible criticism of the 

validity of my interpretations I would like to refer back to a concept introduced in chapter 

5.  

 

In chapter 5, I proposed that RichaUdVRQ¶V (1997) idea of conceptualising validity in a 

crystalline, rather than triangular, form would be appropriate for this research. Application 

of crystalline validity suggests that, whilst letting the data speak for themselves, I cannot 

ignore the fact that I will have been affected by my own prior experiences, assumptions 

and beliefs or that, depending on the stage of analysis, it is possible to see different things 

at each time of looking. This latter point does not seem to me to be a negative one; I would 

expect, using the constant comparative technique, that I would see different things as my 

ideas developed and I revisited the data to check for their validity. However, this does lead 

to the challenge of developing a coherent theory in which the complexity of the detail and 

the multiple perspectives does not become obscured. This obvious tension between 

identifying patterns during the codification process but being aware of the complexity and 

individuality of the cases can lead to doubting the trustworthiness of the theory 

subsequently generated. As Richardson stated: 

 
µCrystallisation provides us with a deepened, complex, thoroughly partial understanding of 
the topic. Paradoxically, we know more and doubt what we know.¶ (Richardson, 1997:92 
my italics) 

 

Lankshear and Knobel (2004) offer an alternative approach to the concepts of reliability 

and validity that is concerned with the way in which the findings and theory developed 

from these are communicated. In communicative validity the essential criteria are whether 
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the argument stands up and is persuasive, whether it is believable, coherent and sufficient 

(trustworthiness) and whether it makes sense in a way that can be defended (defensible 

interpretation). The most appropriate people to be judges of these criteria will be the 

community which the research serves (ref. chapter 5 and Christians, 2003, community 

model of ethics) but in this instance the community this research serves is made up of 

several groups: beginning primary teachers, practising primary teachers and primary 

teacher educators. The question of which section of the community to prioritise then arises 

and, in the Feminist tradition within which the communitarian model was developed, that 

would be the group with the least powerful voice ± i.e. the students. The model proposed 

below (section 11.2) has therefore been generated from the data gathered during the 

university-based phase of the course. It is then applied to the data gathered during the 

school-based phase of the research, thus providing an interplay between theory and data 

and enabling the model to be refined. The data and models as generated from the three 

examples are then compared (11.3) providing a further opportunity to refine the overall 

model itself and identify any further factors that appear to be significant. This leads to the 

proposals made in 11.4 when the implications of the model are considered. While the 

models themselves were not communicated to the students that generated them, the 

interpretations I made of the data gathered at each stage did form the basis of a subsequent 

interview and in that sense the three students in the examples had the opportunity to 

comment on them from their perspective. 

 

In addition, the perspectives of the other communities have not been ignored. The model 

and proposals set out in this chapter have been aired in a number of professional arenas 

(Martin 2004c, 2005a, 2005b, 2005c). Where feedback has been given it has been largely 

positive. Primary geography teachers have recognised themselves in the three examples, 

primary geography teacher educators seem to have found the model and further proposals 

coherent and to reflect some of the ideas they have developed over years of working in 

initial teacher education, and primary teacher and teachers educators from other disciplines 

have indicated that they are able to apply the ideas to their own subjects.  
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11.2  Knowledge bases for primary geography teaching. 
 

Chapters three and four outlined a range of knowledge bases for teaching and identified 

subject and pedagogical knowledge as the bases that provided the focus for this research 

project. In addition, chapter 2 (p.37) briefly discussed the work of Mair (1977) who 

showed how people will often behave in what appear to be contradictory ways depending 

on the µbase¶ from which they are acting. The evidence from the concept maps suggests 

that, at the beginning of an ITE course, students conceptualise subjects from the base of 

learner and that this limits their accessible knowledge base to that experienced as a pupil in 

school (see chapter 7, p.119, 134). Evidence from the case studies supports this and shows 

how, even when he held a geography degree, David did not, at first, recognise the value of 

geographical life experiences as a knowledge base for his teaching (chapter 8). ITE 

therefore needs to enable beginning teachers to shift from the base of learner to the base of 

teacher.  

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 11.1: Model to show the influences on geographical and pedagogical knowledge 
which in turn influence pedagogical content knowledge.  
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A model (figure 11.1) has been developed which shows the possible influences on 

VWXdeQWV¶ geRgUaShicaO aQd SedagRgicaO NQRZOedge bases before they begin their ITE 

course. The model developed as a result of comparing the data gathered from the 

university phase with the reading. For example, I already had an idea about how PCK 

might be developed (but not represented in the format shown in figure 11.1) but it was only 

from the data that I identified more clearly the impact of prior experiences on this process 

and what those prior experiences might be - that is, the ones that came through the data as 

significant in one way or another. In terms of the time-line of the research, I did not 

develop this model until after I had gathered all the data.  

 
Clearly each individual student will have had differences in the amount and quality of the 

experiences that will affect the ways in, and the extent to, which they contribute to that 

SeUVRQ¶V NQRZOedge iQ bRWh aUeaV. HRZ WheVe facWRUV acW fRU iQdiYidXaOV caQ be VeeQ iQ WheiU 

geographical conception and persuasion, on the one hand, and in their conception of 

teaching and learning and the purpose of education on the other. It is proposed that, for 

many students, at the beginning of their PGCE course these bases, represented by the 

circles, are separate because subjects and pedagogy are still conceptualised from a 

OeaUQeU¶V SeUVSecWiYe ± that is the perspective they developed when they were pupils in 

school themselves. My understanding, developed from experience in teaching and 

research, in conjunction with the literature (e.g. Medwell et. al. 1998; Turner-Bisset, 1999) 

is that if ITE focuses on the dual roles of subject and pedagogical knowledge, then 

conceptualising a subject from the base of teacher happens when the two elements are 

brought together and become pedagogical content knowledge (PCK). In order to shift from 

the perspective of learner to teacher, students therefore need to become explicitly aware of 

these different perspectives. In addition, as the two circles to begin to overlap and thus to 

establish and expand an area of PCK this becomes a viable knowledge base from which it 

is possible to start working as teacher of primary geography.  

 

This model seems to have potential as a framework that can be applied to the three students 

for each of their teaching episodes. Application of the model to each student will enable 

the validity of the model to be assessed using the criterion that is should be seen to be 

something that is faithful enough as a means of representing points in beginning teacher 

development µthat … the members of the community in which the research is conducted¶ 
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(Lincoln & Guba, 2003:277) may feel safe in acting upon it. It also provides a conceptual 

structure that moves the lens back from the minutiae of the data presented in chapters 8-10 

and enables broader comparisons between students at each transition point (11.3) and their 

development as a whole over time.  

 

One further comment on the model and the way in which it is applied to each student is 

that the circles are not intended to be statistically accurate. Data to enable this sort of 

representation has not been gathered. The size of the circles is therefore broadly 

representational of the balance between the two knowledge bases. 

 

11.2.1 DaYid¶V deYelRSmeQW aV a WeacheU Rf SUimaU\ geRgUaSh\ 

 
Figure 11.2 David¶s lesson June 2000: working from the base of learner 

 

Figure 11.2 represents how, at this early stage of his development, David¶s geographical 

knowledge seemed to be greater than his pedagogical knowledge. This was evident in his 

post-observation interview (chapter 8.3.2) where he was much more able to articulate a 

rationale for the geography than for the pedagogical element of his lesson. He seemed to 

have a limited understanding of teaching and learning and a narrow range of strategies to 

draw on. In terms of his geographical knowledge base he does not seem to be utilising it as 
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effectively as he might do. For example, his learning objectives and his post observation 

interview both suggest that he intended to develop children¶s understanding of 

environmental geography. However the introduction focused more on µwhat is a good 

environment?¶ while the activities were designed to focus on µhow can people improve and 

develop a responsible attitude towards the environment?¶ leading to a mismatch and some 

confusion in the children¶s minds. It is possible to suggest that David has a good 

substantive knowledge base in terms of facts and concepts, but that he is not yet able to 

transform his geographical knowledge into a form that is understandable to pupils, in the 

act of teaching.  

 

Similarly, although David has a sound syntactic knowledge base and had good intentions 

about taking an enquiry approach to the lesson, the reality was very different because the 

evidence (pupils¶ notebooks, photographs, posters) was either not available, or not 

explicitly referred to so the pupils worked from memory. The activity sequence also 

jumped from identification of a problem to asking the pupils to design a way of 

communicating a solution, thus missing out the skills of identifying a range of solutions, 

evaluating them and deciding which was the most suitable alternative. This suggests that 

he is not yet able to put his syntactic knowledge into practice. This is something that has 

been observed by those researching secondary geography teachers and, due to his 

geography degree, David could arguably be seen in a similar category. Secondary students 

have commented that their degree is not helpful to them as teachers (Barratt Hacking, 

1996; Leat, 1996). When this is compared with the evidence of David, , it seems as though 

specialists have a secure substantive knowledge base but are not explicitly aware of their 

syntactic knowledge base ± i.e. how to teach it. Having a geography degree, in this respect, 

appears to be no advantage at this early stage of development. 

 

David¶s unsophisticated pedagogical knowledge also appears to be affecting how he makes 

sense of other experiences he has during his teaching practice. For example, he interprets 

observations of an experienced teacher scaffolding pupils¶ learning as µclever questioning¶ 

but when applying this to his own practice he transforms it into a teacher-led, question and 

answer session. His personal theory appears to be that learning should be child-centred, but 

his understanding of this is that µyou can¶t tell them things¶. He wants the children to learn 

(gain knowledge) but thinks they should come up with the ideas themselves.  Finally, his 
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view of successful learning at this point is product orientated. His PCK is therefore 

relatively small because his conception of teaching and learning does not help him to 

utilize his geography content knowledge base effectively, and he does not consciously 

µknow¶ his subject in a way that helps him to teach it.  

 

It is therefore possible to hypothesise that David is working from the base of learner. 

Further evidence to support this is that, during the geography component of the PGCE 

course David had direct experience of simulation activities and role-plays that would help 

pupils develop concern for, and responsible attitudes towards the environment. It is 

interesting that he chose not to use any of these approaches and to plan a lesson that was 

not like anything modelled by his course tutor. This, taken with the evidence of his narrow 

pedagogical knowledge base, suggests that the key experiences David falls back on when 

planning and teaching a lesson are those he had as a learner of geography, and it is more 

likely that he was selecting his formal school experiences, rather than his degree, because 

the latter might was perceived as being too complex to apply to primary school children.  

 

One final observation about the model in 11.2 is that life experiences are shown as a 

hatched line because, during his stimulated recall interview David acknowledged that he 

was only using his formal education experiences to inform his conception of geography. It 

did not occur to him that experiences from life would have a value in this context and 

nothing that was observed or heard during the interview seemed to contradict this. 

 

Eight months later on analysis of the data for the second lesson observed indicates that 

David¶s knowledge of teaching and learning strategies is growing and that this is beginning 

to have a positive effect on his teaching and the level of the children¶s engagement in the 

activities. He is continually learning from his experience in the Y1 classroom and, 

although not always able to put it into practice, is improving in his ability to judge things 

such as pace: 

 

I certainl\ felt at the end that Ze had « the\¶d sat there for too long. Although 

the\¶d sat there for the whole time the focus was, that was too long for a whole 

class discussion (lines 214-216) 
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It could be hypothesised that the growing pedagogical knowledge means that more of his 

geographical knowledge was useful to him because he could see better how to transform it 

into forms that are helpful to children ± in other words, his pedagogical content knowledge 

has increased (figure 11.3). 

 

 
Figure 11.3: David¶s lesson March 2001: working from the base of teacher 
 

 

Evidence of this can be seen in the way that the learning activities had shifted from 

requiring children to recall (as they were in June 2000) to recognise (ref Matthews 1992 

for research on recall and recognition tasks) and develop their own meanings about 

geographical phenomena. David was using maps and photos as a way of representing the 

local environment in a concrete way for young children. In this way, consciously or not, 

the activity automatically became more enquiry based and child centred, as the children¶s 

cognitive processes were more focused on µmaking sense of¶ than µremembering¶. 

However, after an interesting mixture of group and class interaction for the first part of the 

lesson, the remainder (35 minutes) was still a teacher-led, question and answer discussion. 

 

During the post observation interview, David¶s thoughts indicate that while he is beginning 

to be better able to draw on his geographical base, his substantive knowledge in terms of 
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conceptual frameworks that might help scaffold children¶s learning is still limited, and this 

has led him to using tried and tested approaches, rather than taking more risks and trying 

out new approaches. 

 

Yes, and I¶Ye done that a lot. I¶Ye just repeated something that¶s Zorked almost to 

death and noZ the\¶re bored Zith it. But I haYe started to tr\ neZ things « I sort of 

feel like I should be doing a better job helping them but I haYen¶t got the skill or the 

experience or even the confidence maybe to try a certain way. 

 

This could be evidence that he is shifting from the base of learner to teacher, but that this is 

causing him dissatisfaction and a loss of confidence at this stage. None-the-less he is 

beginning to organise the children¶s thoughts in a way that indicates he is drawing much 

more successfully on his educational ideal, that of developing children who are able to 

think for themselves and question things around them. For example, he organised the 

children in mixed ability, friendship groups so that they could support each other, and he 

tried not to answer the children¶s questions during fieldwork ± just pose them for children 

to think about. This was the first indication that he is encouraging the children to generate 

their own meanings and that knowledge is not certain, but open to interpretation. However, 

his understanding of how to frame this thinking through the use of conceptual frameworks 

is still a challenge for him, as the following extract from the post-observation interview 

indicates: 

 

DaYid: Yes, I¶d come marching in Zith m\ agenda of µlet¶s deYelop some thinking¶ 
Zithout haYing « 
 
Interviewer: The framework for that thinking. 
 
D: Yes, and that¶s been hard for me, it¶s been hard for me to Zork out hoZ to get 
the frameZork and I still don¶t think I¶Ye got it right. 
 
I: Why is that do you think? 
 
D: I think it¶s probabl\ e[perience. 
 
I: OQe Rf m\ ZRUkiQg WheRUieV aW Whe mRmeQW iV alVR SRVVibl\, aQd iW¶V WR dR ZiWh 
experience, is that um you jusW haYeQ¶W had eQRXgh Wime \eW to become aware of 
the variety and the full range of different strategies and what each strategy is best 
for. 
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D: I think \ou¶re right     (Lines 328-346) 
 

In addition, when David was asked if he was explicit with the children about when they 

were doing geography, or being geographers, and he reflected on this he reached what 

might be called a µroad to Damascus¶ moment when he said 

 

So I need to put m\ geograph\ hat on and sa\ right, I¶Ye got to think for this 

session I¶Ye got to think like a geographer haYen¶t I? 

 

This could be interpreted as David being at a stage in his development where he has moved 

from the base of learner to teacher, but that this has not yet incorporated his geographical 

base. However, the comments above indicate that he is becoming aware of how he might 

incorporate the base of geographer within his teaching.  

 

For these reasons the model shows David as drawing predominantly on his experiences in 

school as a teacher ± and from this it is possible to hypothesise that the eight months he has 

had in school have contributed to his pedagogical knowledge and his geographical 

syntactic knowledge and that these experiences have replaced those he had as a pupil in 

school himself. This syntactic knowledge seems to have enabled him to break down his 

degree level knowledge (something that he acknowledged during the post observation 

interview was linked to the fact he was teaching a Y1 class) in such a way that this is 

beginning to become part of his PCK.  

 

Finally, there was evidence that David was beginning to recognise the importance of life 

experiences as a valid geographical knowledge base. This was evident in the way in which 

he explicitly used children¶s own knowledge of their local area and then provided activities 

that helped them to think about these experiences in a more structured way. In hindsight it 

would have been useful to ask David, during the post observation interview, why he 

thought it important to use the pupils¶ own knowledge in this way and it is possible to 

hypothesise that it was also linked to his teaching a Y1 class and the emphasis in the early 

years of always building on children¶s existing knowledge and understanding. 



 
Chapter 11: BegiQQiQg WeacheUV¶ deYeORSPeQW aV teachers of primary geography 
  

266 

 
Figure 11.4 David¶s lesson June 2001: working from the base of geography teacher 

 

Just three months later, analysis of the data indicates that David¶s area of pedagogical 

content knowledge (PCK) has grown considerably (figure 11.4). On several occasions 

(appendix 00) David mentions sources he has used to develop his pedagogical knowledge, 

such as reading books, talking to other members of staff, and some INSET courses he 

attended. He now appears to be µworking from the base of geography teacher¶. The key 

elements he appears to be drawing on to inform his PCK are his degree geography, his and 

the children¶s geographical life experiences, his growing experiences as a teacher and 

accompanying broader theoretical base (personal and established theory). It could be 

hypothesised that this growing pedagogical knowledge has enabled him to utilize more of 

his geographical knowledge; geographical and pedagogical knowledge therefore begin to 

blend together creating a larger area of PCK and his geographical knowledge begins to be 

embedded in his practice. In terms of his conceptions, this is evident in the closer match 

between his preferred ways of working and what is observed in action. 

 

From the outset David made it quite explicit that it was a geography lesson and, as for the 

lesson observed in March, the children worked in groups and had photographs of various 

people (or in some cases artefacts that represent people ± such as the milk crate) to work 

from ± a recognition task. The whole approach was then, through a careful interchange of 
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collaborative group and teacher-led / whole class activities, to enable the children to 

develop their own set of criteria that would help them to identify what a visitor is. The 

activity enabled them to do this by sorting the photos into sets of their own choosing and 

this was because David had an understanding that they would be far more likely to 

remember their definition than one provided by someone else 

 

I think noZ if somebod\ asked them Zhat¶s a visitor the\¶d certainl\ all have 

something to sa\.  So that¶s good.  

 

Further evidence of his growing pedagogical base and his confidence in it can be seen in 

his comments  

 

The\ Zould haYe to haYe it sorted out I their minds if the\ had to tell me. If I¶d just 

told them it Zould haYe been more passiYe Zouldn¶t it? 

Yeah, a thing I picked up from a conference about children and their concentration 

levels. I have major concentration problems here, so just change the strategy ± 

have a chat to your partner about it 

 

This growing pedagogical base is perhaps what has helped him create a clearer focus for 

both his planning and teaching (his talk during the activity phases is predominantly about 

teaching / scaffolding rather than monitoring / managing as in June 2000).  The growing 

PCK also means that he is now better able to identify what are more appropriate ways of 

representing geographical knowledge (he has a more developed understanding of the 

concept of µmatch¶ or µfitness for purpose¶) 

 

I had that dilemma ± should I chop them up, the little pictures, « obYiousl\ Zas 

more of a literac\ skill so I chose not to do that « cutting and sticking Zouldn¶t 

have been appropriate. 

 

To sum up, David¶s growing pedagogical content knowledge helps him to better envisage 

what his conceptions might look like if put into practice in his classroom. This lesson has 

been conceptualised as working from the base of geography teacher, rather than teacher of 
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primary geography, because David has a degree and, combined with his growing use of life 

experiences, his substantive base is effectively that of a subject specialist. 

 

11.2.2  Beck\¶V deYelRSmeQW aV a geRgUaSh\ WeacheU. 

 
Figure 11.5 Becky¶s lesson November 2000: working from the base of learner and teacher 

 

When she annotated her concept map, in December 1999, and was then interviewed it 

appeared as though the taught course had had a profound impact on Becky¶s conception of 

geography. Becky had introduced an investigative element along with the notion of helping 

children to make sense of what they already knew about places and environments. In this 

respect, she appears to be able to incorporate µlife¶ or informal experiences into her subject 

knowledge base. However, her geographical base was smaller than her pedagogical base 

because she had simply not had the depth or range of experiences. Her pedagogical base is 

relatively large because she worked as a nursery and classroom assistant before the PGCE 

course and because the first opportunity to observe her teaching was as an NQT (figure 

11.5). 

 

Evidence that Becky¶s geographical knowledge base had not developed much since the 

university phase was seen in the examples she used to help children develop their 

understanding of similarity and difference between buildings observed on their fieldtrip. 
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Making comparisons is an important aspect of geography, but it is necessary to draw on 

geographical concepts (such as location, use and function) as illustrations, whereas Becky 

used mathematical ones of size and shape. In this respect, although she was aware of the 

importance of informal, life experiences in discussion, she did not appear able to utilize 

this knowledge in practice ± her substantive knowledge of what would make a 

geographical question, or of a question that would help the children to make a geographical 

connection, was limited. 

 

Further evidence of a narrow knowledge base came from points in the interview when she 

was unable to break her conception down and said that µit¶s all interlinked really¶ and that 

she thought the lesson was humanistic because it focused on µpeople, their concerns and 

ways of life¶. In fact this seemed to be more of an intention as she said that she was going  

on to ask the children why the houses observed are or aren¶t the same as theirs, and how 

many people they thought would live in each house. These opportunities existed during the 

fieldwork itself and would have been useful to start the geographical thinking that she 

intended to follow up in the classroom, but the opportunities were not taken. However, it 

must be taken into account that the context Becky was working in was a reception class 

and they were working with the Foundation Stage Curriculum which is based on a holistic 

approach to learning. 

 

Pedagogically the lesson observed indicated that she was attempting to teach using an 

enquiry approach and to make the process explicit to the children. Becky had a confident 

and assertive manner in the classroom, the structure, timing and pace of the lesson, and the 

amount of time spent teaching rather than managing children. In contrast to David at this 

point she had a range of experiences to draw on, including those from her two years as a 

classroom assistant and a nursery teacher. On the occasions when the lesson lacked 

structure, such as the plenary, this was more due to her lack of subject knowledge than of 

strategies to employ.  

 

Theoretically Becky was keen to continue taking an enquiry approach to learning, to build 

on the children¶s current levels of knowledge and understanding and, where possible, to let 

the children have ownership of their learning. However she also said that, for pragmatic 

reasons, she had to resort to µtelling¶ the children things from time to time. This seemed to 
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worry her because µdirected teaching « doesn¶t alloZ \ou to, the child to e[plore on their 

oZn¶ (SE1: line 660). In this respect it seemed as though Becky¶s knowledge of 

educational theory was still at a theoretical level and had not been incorporated into her 

practice in geography lessons yet. Overall this lesson was very promising. It had many 

strong features pedagogically speaking, and now needed a clearer conceptual framework 

for the geographical element. 

 

At the end of her first year of teaching Becky seems to have a much more sophisticated 

understanding of pedagogy (figure 11.6). However, the lessons observed were not as 

successful as they might have been due to her lack of a secure substantive knowledge base.  

 
Figure 11.6 Becky¶s lessons June 2001: working from the base of teacher. 

 

In particular, it appears as though she did not have a clear organising framework to support 

her teaching. The way in which she understands the subject has not moved much from 

when she was a learner of geography herself. Of the conceptual frameworks introduced 

during the geography component of the PGCE course, she is attempting to use the 

syntactic framework of geographical enquiry but, in the lessons observed, the substantive 

frameworks seem to have been forgotten. This is not to say that others are not taking their 

place ± for example, Becky mentioned on several occasions the impact of a visit to, and 

INSET at, a local environmental centre which had helped her thinking about waste 
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management and how it might be introduced in appropriate ways with this age group. 

However, an organising framework of reduce, reuse and recycle is of limited support in 

developing children¶s geographical understanding if not also linked to one of the specific 

geographical frameworks such as provided in the NC programmes of study (DfEE/QCA 

1999) or key concepts (Leat, 1998; Martin & Owens, 2004).  

 

In the lesson observed the following week there was a clear stated focus on location 

(linked to the µWhere have you been?¶ topic) and again there was a strong focus on the 

process of learning where children were actively engaged in deciding what materials or 

artefacts would be needed, gathering them and ticking them off a list themselves. However, 

the teacher and pupil talk was mostly about organisation, independent learning and 

maximising opportunities for literacy development.  

 

The evidence seems to suggest that her geographical knowledge base has grown a little, 

mostly as a result of her experiences at an environmental centre, but overall she seems to 

have reached a plateau with her geography teaching and this is linked to her lack of 

suitable organising frameworks for geography. It must be remembered, though, that the 

lesson observed was a snapshot of the activities planned for the unit as a whole and 

evidence in medium term planning and classroom displays suggested a securer 

geographical knowledge base than was observed in practice.  

 

11.2.3  CaUUie¶V deYelRSmeQW aV a geRgUaSh\ WeacheU 

 

Carrie¶s conception of geography was originally classified as category 3 as she did not 

score highly for either structure or relationships in her concept map. The interview and 

annotations indicated that her conception was broader than originally thought, but her 

knowledge base was still relatively narrow and thus represented by a small circle. Her 

pedagogical base was considered to be greater because of her experiences prior to the 

PGCE course (a day a week as classroom assistant for 5 months; a psychology degree with 

child development module) and the fact that the PGCE course has a pedagogy and 

management strand which accounts for about 1/6th of the taught course, plus her 

experiences on two block practices before the summer term.  
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The first lesson observed is characterised, from a geographical perspective, as working 

from the base of learner (figure 11.7). In respect of the subject focus it could be said that 

Carrie seems to be working from the base of learner because the conception shown in 

action was similar to that elicited at the beginning of the course. It was relatively narrow 

and she did not use clear geographical frameworks for organising her teaching or the 

children¶s thinking. The majority of the teacher talk recorded during the observation 

focused on organising and managing the children¶s behaviour, on offering praise of a 

general nature, or on aspects of literacy for written work. 

 
Figure 11.7 Carrie¶s lesson June 2000: working from the base of learner  

 

The pedagogical circle is represented as larger than the geographical one for the reasons 

mentioned above, and because of the evidence in her lesson and post-observation 

interview. She emphasised the importance of enjoyment in children¶s learning and made an 

attempt to plan activities that are interactive and have some sense of purpose (the guide 

book, using ICT software to build a town), something which was mentioned as part of her 

personal theory, developed as a result of classroom experience and her psychology degree. 

The post-observation interview also shows that she was able to reflect on the efficacy of 

her approaches and had begun to identify ways in which she could improve. She 

recognised that her approaches were mostly shaping, but stated that her ideal was to use 
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those reflective of the growing theory; she talked about collaborative learning and 

encouraging children to think for themselves, but a lack of confidence had prevented her 

from trying out new ideas yet. In this respect, Carrie is operating from the base of teacher, 

however the evidence also suggests that at this stage in her development she equates doing 

with learning, and the majority of the teacher talk during the activity phase of the lesson 

was monitoring and organising rather than teaching, indicating an unsophisticated 

conception of active learning and one that might be characterised as perceiving teaching 

from the base of learner. Overall, therefore, she appeared to be working from the base of 

learner. 

 

 

 
Figure 11.8 Carrie¶s lesson December 2000: working from the base of transition from 
learner to teacher. 
 

Six months later Carrie¶s teaching has developed considerably and both her geographical 

and pedagogical knowledge bases seem to have grown (figure 11.8). The geographical 

focus for the lesson was much clearer on this occasion and, although it continued to reflect 

the scientific persuasion she held of geography as a learner, there were indications that she 

was beginning to utilise her syntactic knowledge more successfully. She was developing 

children¶s mapping skills because they would be necessary for a later stage in the unit 
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when the children will conduct some fieldwork in the local area. Her teaching emphasised 

substantive geographical knowledge to the extent that she was keen to develop appropriate 

subject specific vocabulary, and she was beginning to be selective about the resources she 

used to support her geography teaching, for example, she chose the story µKatie Morag 

Delivers the Mail¶ rather than µKatie Morag and the Two Grandmothers¶ (the latter of 

which is suggested in the QCA unit of work (QCA 1998) because  

 

that one Zas more geographical because \ou¶ve got her going over, \ou see Zhere 

she¶s going on the map. 

 

But then she did not have enough ideas to use the book effectively or to extend the work 

that she did from it  

 

It was not a very exciting book ± it¶s good to do one or tZo lessons but Ze Zere 

doing like a series of six lessons and it was just too much, to read that story, they 

were bored with it 

 

A fXUWheU facWRU WhaW VeePV WR be affecWiQg CaUUie¶V VXbVWaQWiYe knowledge base is the 

holistic approach to learning that she is developing in her early years classroom ± an 

approach supported by the school. For example, during the introduction she was asked 

 

Interviewer: And why did you choose to get them to read it with you? Rather than 

you read it to them? 

 
C: Probabl\ just because, um, that¶s Zhat Ze do in the literac\ hour and I think it¶s 

nice for them to get, if the\ can read the Zords, again just bring in, noZ I¶m tr\ing 

to bring in more literacy and numeracy in everything 

 and this was providing more of a focus than the geographical content of the book. 

 

If there¶s a big book I¶ll use the pointer that Ze¶ve got, and tr\ and get them to read 

it, and Zhat¶s the title, Zho¶s the author \ou knoZ, Even Zhen I read a story book 

the\¶ll alZa\s ask me µZhose the author, Zhose the illustrator¶ and I haven¶t got 

time, \ou knoZ! The\¶re constantl\ asking me that so I just tr\ and bring in as 

much as I can if there¶s a link 
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On the basis of the lesson observed, the learning was very much skills-based and focused 

on syntactic knowledge ± such as leaving the children to work out how to get Roamer to 

move in certain directions themselves, using a problem-solving enquiry-based approach. 

Teacher talk during group work was therefore centred on asking questions and modelling 

skills for the children to then try out for themselves. On this evidence it is possible to 

suggest that while her pedagogical and syntactic knowledge are developing, Carrie¶s 

substantive knowledge remains similar to what as it was at the beginning of the course. 

 

The causes of this growth in syntactic geographical knowledge are not clear. When the 

data are revisited at no point during the interview did I ask a question that revealed why 

this aspect of her knowledge had grown and this was clearly an opportunity missed. 

Nevertheless her PCK does appear to have grown and evidence of this can be seen in the 

ways she has chosen to represent the subject matter through the planned activities. 

Children were working in pairs to direct each other around the classroom using a map (a 

recognition task), and groups were giving instructions to Roamer to make it move from 

one place to another. Her knowledge of the need to make learning as concrete and practical 

as possible for this age group was being applied in a geographical context (syntactic 

knowledge) and leading to the selection of representations appropriate to the learning 

objectives identified for the lesson. Overall it seems as though the growth in pedagogical 

and syntactic knowledge has helped her make more effective use of the substantive base 

she has and enabled her to begin making the transition of working from the base of learner 

to that of teacher, but not yet teacher of primary geography. 

 

In the final lesson observed (figure 11.9), while Carrie¶s pedagogical base appears to have 

grown, her PCK does not seem to have been extended over the last six months. That her 

pedagogical knowledge base has grown is evident in the approaches she uses such as 

drawing on the children¶s own knowledge, using contexts that are meaningful to them, and 

making use of play-based, collaborative learning activities. Carrie has also developed her 

knowledge of, and rapport with, the learners in her class and this has combined with her 

pedagogical knowledge to create a sound base for working as a teacher. 
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Figure 11.9 Carrie¶s lesson June 2001: working from the base of teacher. 

 

However, Carrie¶s substantive geographical base does not appear to have developed much 

since the last lesson observation. In some respects there is progress ± for example, during 

the introduction Carrie explicitly stated: 

 

µZe¶re going to do a map ± Ze¶d like to giYe information to people Zalking past 

about what the buildings are and what jobs people do. « so if an\one Zalks past 

they can look at the photos, they can look at the paintings and the label and know 

Zhat it is¶. (Observation notes, 14/06/01) 

 

which suggests that she is continuing to move away from recall to recognition tasks, in the 

same way as David. However, the activities planned for the children to do in groups did 

not then match the learning objectives. Pedagogically the activities were sound, but the 

stated geographical focus was looking at how the locality is used and activities did not 

support this understanding. The children had taken photos and created paintings of their 

locality but these were not used as a resource for the activities, which seemed to have 

disparate objectives making it difficult for Carrie to build on their learning (e.g. through 

the use of a cognitive framework) in a cohesive way in the plenary. The town baseboard 

with people and street furniture had potential as a means of representing their environment 
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and then talking about it, but no such structure was given. If anything, from a geographical 

perspective, this lesson was poorer than one observed six months previously and the 

conception of geography being put into practice is still the descriptive-rich, scientific view 

of geography she held as a learner. 

 

However, evidence of the change in use of the home corner into an Estate Agents, and the 

way in which this has been used, contradicts this assessment (and reinforces the need to be 

wary of making strong statements or generalisations on the basis of what are, in reality, 

snap-shots of a person¶s practice). Although there was not the opportunity to observe the 

children using the Estate Agents, Carrie discussed in the interview how, through role-play, 

she felt it helped to develop children¶s knowledge of different types of homes and their 

understanding of how Estate Agents aim to match homes to people¶s needs.  

 

However, in one respect there is evidence that Carrie¶s conception of geography is 

changing and this is in the way she is drawing on children¶s life experiences. On several 

occasions during the interview she mentioned using the children¶s knowledge of their local 

area to make geography relevant to their lives ± and it is possible that this has enabled her 

to extend what she might now identify as geography beyond her narrower view held over 

from her experiences as a pupil herself. This view is partly substantiated by the evidence 

presented in chapter 10 that the geographical persuasions were not a helpful tool to Carrie 

because she was interpreting them on the basis of her prior experiences at secondary 

school.  She perceived scientific geography to be the most and environmental to be the 

least cognitively demanding, with a progression from that through humanistic to scientific. 

Her reasoning for this was: 

 

Carrie: I don¶t knoZ Zh\ but that [points to scientific persuasion] to me makes me 

think of my GCSE.  You know, geography when I went out to measure, you know, 

rocks or whatever it was in a stream, you know.  Or in town. 

 

Interviewer: So more quantifiable, yeah. 
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C: Where as with this [points to environmental persuasion] it¶s more thinking and 

drawing and you know, thinking about it really, rather than just getting it down on 

paper and making a table or that sort of thing. 

 
Carrie seems to have a developing conception that geography for primary children was 

about helping them make sense of people, places and features they came into contact with 

in their own lives, but she does not appear to have a clear framework for making 

conceptual sense of this knowledge. 

 

To sum up, Carrie is working from the base of teacher, but has not developed her 

substantive geographical base sufficiently for this to be a base of teacher of primary 

geography. One of the key factors affecting this could be the strong school ethos, which 

has continued to influence Carrie¶s work significantly. Geography is valued in Carrie¶s 

classroom, but it could be argued that her holistic approach to learning is squeezing 

geography out. Her perception is that geography has a central role in her planning and 

teaching, but this central role focuses on content rather than enabling the children to think 

as geographers. Although she is drawing on a relevant knowledge base (the children¶s own 

knowledge) the substantive knowledge needed for her to be able to plan for, and extend, 

children¶s geographical understanding more effectively is not in evidence. 

 

 

11.3 Transition points in beginning teacher development. 
 

The application of the model for beginning teacher development to the three cases has 

enabled the identification of what appear to be three stages in terms of the base from which 

they are acting. Table 11.1 shows these stages as teaching from the base of learner, 

teaching from the base of teacher and teaching from the base of geography teacher. It also 

identifies the points at which transition from one base to another occurs, namely transition 

point A: learner ± teacher, and transition point B: teacher ± geography teacher. 
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Base for teaching 

Learner Teacher Teacher of Primary 
Geography 

Conceptions 

Narrow conceptions of 
geography  & pedagogy 

Broader conceptions of 
geography and pedagogy 

Conceptions of geography and 
pedagogy embedded in PCK 

Impact on knowledge accessible in teaching 

Geography experienced as a 
pupil, models of teaching 
gained through apprenticeship 

More explicit awareness of 
alternative models of teaching 
and geography; beginning to 
recognise value of life 
experiences  

Geographical life experiences 
are increasingly used; 
increasing awareness of range 
of alternative models of 
teaching 

 

 

Table 11.1: Stages in beginning teachers¶ development as teachers of primary geography 
with transition points 
 

Other researchers have identified stages in beginning teacher development (chapter 3.2.2), 

but these tend to focus on students¶ development during the course of their training. 

Indeed, Calderhead and Shorrock (1997) identify the real need for longitudinal studies that 

investigate beginning teacher development beyond ITE because, µlearning about subject 

matter and the teaching and learning strategies associated with it … is an extremely 

demanding task …[and] such a task is only likely to be achieved over a lengthy period of 

time¶ (Calderhead & Shorrock, 1997, p. 209). In addition, in the context of geographical 

education Corney (2000) and Leat (1997) (ref chapter 4) identify the need for further 

research that identifies ways in which students can be enabled to make the transition from 

one stage to another.  Whilst acknowledging the small sample from which data were 

gathered, the model and stages presented here do seem to offer a means of identifying 

some of the factors that affect beginning teachers¶ development in the field of primary 

geography. Firstly, the stages of development can be applied to each student to verify its 

applicability and secondly, the distinctiveness of each student¶s development can aid the 

identification of key factors that appear to affect transitions. 

 

Firstly, the evidence suggests that even for those students, like David, who have a 

geography degree, at the beginning of their PGCE course they are reduced to novices as 

teachers of geography and this appears to affect the way in which they conceptualise the 

Transition point A Transition point B 



 
Chapter 11: BegiQQiQg WeacheUV¶ deYeORSPeQW aV teachers of primary geography 
  

280 

subject ± i.e. they do so from the base of learner. For example, despite an initial conception 

(p. 147) that explicitly drew on his university degree experiences, during his first teaching 

practice David reverted back to his experiences as a pupil at school when he began to think 

about the subject for teaching. As a novice teacher, he had a limited range of experiences 

of teachers and teaching to draw upon and so he used those with which he was most 

familiar. 

 

Becky, on the other hand, had considerable prior experience of teachers and teaching as an 

adult and perhaps, in lessons other than geography, she was acting from the base of teacher 

from an early stage. However, her lack of geographical knowledge meant that in the 

geography lessons observed she was acting from the base of teacher, pedagogically, but 

learner, geographically. This could therefore be conceptualised as transition point A in the 

diagram above. I did not have a participant in the research who had both a geography 

degree and prior experience of teaching as an adult but it is possible to hypothesise that 

such a person may have had transition point B as a starting point. However, in light of 

David¶s case and evidence from other researchers (Bennett & Carré, 1993; Barratt 

Hacking, 1996; Turner-Bisset, 2001; Parker, 2004) it is likely that the geographical 

knowledge base would need to be conceptualised in a different form and therefore not be 

available in an appropriate way at an early stage, so such a person may also begin, like 

Becky, from transition point A. 

 

Carrie had an µA¶ level in geography and was very positively disposed towards the subject, 

but her conception as revealed in her concept map (p.213) appeared to be relatively 

unsophisticated, although in her stimulated recall interview she demonstrated a more 

complex conception than I had initially thought. She had also had some experience in 

schools as a classroom assistant prior to the course, but these experiences were not as 

extensive as Becky¶s.  In terms of her prior experiences Carrie had more geographical and 

less pedagogic experience than Becky, but less geographical and more pedagogic 

experience than David. Like David, her first lesson was characterised as working from the 

base of learner. 
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David Learner Teacher  Teacher of Primary 
Geography 

Becky Learner & teacher Teacher Teacher 

Carrie Learner Teacher Teacher 

 
Figure 11.10: Transitions from one base to another made by David, Becky and Carrie over 
the research period 
 

Figure 11.10 provides a summary of the stages the three students went through over two 

years and the most striking thing is that David seems to be the only one who reached the 

base of primary geography teacher during this time. If the data for all three are revisited it 

should be possible to identify the factors that enabled them all to make the transition from 

learner to teacher, but only David to make the transition from teacher ± primary geography 

teacher. With respect to the latter, this will mean identifying whether these factors were 

missing in Becky and Carrie¶s case. 

 

11.3.1 Factors affecting the transition from learner to teacher 

 

In order to move through transition point A David needed to develop his pedagogical 

knowledge base. In particular, he needed to develop his knowledge of the range of teaching 

and learning strategies both in general, and in relation to geographical syntactic 

knowledge. Furthermore, despite holding a geography degree, he needed to 

reconceptualise his geographical knowledge so that he became more explicitly aware of the 

substantive conceptual frameworks that he could draw on to help scaffold children¶s 

thinking during his geography lessons. 

 

Carrie also had a weak pedagogical knowledge base, a lack of knowledge of a wide range 

of learning and teaching strategies and her teaching, initially, focused on monitoring 

behaviour. Like David, this contributed to a lack of confidence and reluctance to try out 

new ideas. For both of them, once this pedagogical base had begun to develop, their 

confidence rose and they moved into a teaching style that could be characterised as 

working from the base of teacher. 
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In contrast, Becky¶s pedagogical knowledge base, and (or so it seemed) her geography 

syntactic knowledge base were fairly well developed on the first occasion she was 

observed. For this reason she was characterised as working from the base of both learner 

(geography) and teacher (pedagogy). Never-the-less, it was further development of her 

knowledge of a range of teaching and learning strategies that enabled her to move 

completely to the teacher base. In Becky¶s case a key factor was that she did not have the 

opportunity to do any geography teaching until her NQT year so, although she appeared to 

have had a significant change in her conception of geography during the university phase, 

she was unable to put it into practice for almost a year. As a result it is possible to 

hypothesise that she had begun to revert to her original conception. 

 

To summarise, the key factor enabling the transition from the base of learner to teacher 

seems to be the development of pedagogical knowledge. This knowledge is developed 

partly through experience, but it could also be hypothesised that it was developed in a more 

explicit way due to the students participating in the research and having to articulate their 

conceptions and beliefs at various points during the two years. Being explicitly aware of 

your thoughts about teaching and learning is known as metacognition and , as Turner-

Bisset states,  

 

The three attributes of metacognition, that it is conscious, critical and gives rise to 
immediate or later experiment, are essential for changes in one¶s practice to occur. In order 
to develop one has to be aware that one is thinking about a teaching or learning problem, 
critical of one¶s previous performance and intending to experiment with other ways of 
working. (Turner-Bisset, 2001:112) 
 

 

This level of metacognition is much harder to achieve without opportunities to discuss 

thoughts and ideas with another, knowledgeable, professional. In this respect the 

development of a metalanguage for talking about teaching and learning is essential.  

 

 

11.3.2 Factors affecting the transition from teacher to geography teacher 

 

During David¶s second post observation interview he demonstrated that he was beginning 

to try out new teaching and learning strategies as a result of a confidence that came with 
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his widening pedagogic knowledge base. He also, through the conversation, became aware 

of the need to µthink like a geographer¶ himself, and to do so explicitly with the children. 

The speed with which David seems to have moved from the base of teacher to primary 

geography teacher could be explained in terms of his substantive knowledge base. Once his 

developing PCK enabled his geographical knowledge base to be available to him as a 

teacher, he had a depth of knowledge to fall back on. In addition, his pedagogical 

knowledge of how important it is to use the children¶s current knowledge as his starting 

point seems to have enabled him to recognise the value of everyday experiences as 

geographical.  

 

Conversely, because the 14 hours of the PGCE geography component had not been 

sufficient to develop Becky and Carrie¶s substantive knowledge bases, they appeared to be 

µstuck¶ in the teacher base and almost in danger if forgetting what little geographical 

knowledge they had been able to develop during that time. A major contribution to this 

factor could well be the status of geography in primary schools and particularly in early 

years settings (both Becky and Carrie were teaching in reception as NQTs) where a holistic 

approach to learning can lead to some subjects getting µlost¶. There is, however, some 

evidence that Becky and Carrie, again (perhaps) due to their pedagogical knowledge, were 

beginning to recognise the value of life experiences as a valid geographical base. What 

they did not appear to be able to do was provide a conceptual framework for this 

knowledge. 

 

The key factor here seems to be one of substantive knowledge. David had a substantive 

knowledge base so the pedagogical focus of school experience and his induction year was 

sufficient for him to develop his PCK and thus begin to utilize his subject knowledge base. 

Becky and Carrie, however, received few opportunities to continue developing that part of 

their subject knowledge base that is concerned with the subjects key ideas and concepts, so 

no matter how well developed their pedagogical base became, or how positively disposed 

towards including geography in the curriculum they were, it was not possible for them to 

develop a broad PCK for geography. In terms of participating in the research, all three 

clearly had opportunities to articulate their geographical conceptions. However, David 

already had a metalanguage for geography while Becky and Carrie did not. Once in school 
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as a newly qualified teacher  there are arguably far fewer opportunities to develop a 

metalanguage for geography than there are for pedagogy. 

 
 
11.4 Summary 
 

This chapter has proposed a model for showing the influences of conceptions of 

geography, pedagogy and knowledge on beginning teacher practice, and a model for 

showing stages in beginning teacher development along with two key transition points. 

This indicated that, despite variations in prior experiences, all three students were, at the 

end of their PGCE year, working from the base of learner in their geography lessons. That 

is, they were predominantly utilising the geographical and pedagogical knowledge recalled 

from their own learning experiences as pupils to inform their teaching practice. The wide 

knowledge base they have all built as people living in the world therefore appeared to be 

unavailable to them in their teaching. Gradual development of pedagogical knowledge 

enabled all three two progress to the base of teacher, but only David, with his extensive 

prior experiences in geography, was able to progress to the base of geography teacher by 

the end of the two year period during which the data were gathered. It is proposed that the 

lack of opportunities for Becky and Carrie to develop their substantive geographical base 

once they began their NQT year, plus the fact that they were both teaching in the 

foundation stage where a holistic approach to teaching is emphasised, prevented them from 

making the transition from teacher to geography teacher. 
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12. Implications for policy and practice. 
‘In subject disciplines, different conceptions of the nature of the subject or different 
paradigms can affect the way one perceives that area of human activity. This is [also] true 
of teaching¶ (Turner-Bisset, 2001:143) 
 

As I prepared to undertake this research project I was keen to apply Turner-Bisset¶s 

assertion to my own area of interest, that of primary geography teaching. Previous research 

had shown how secondary student teachers conceptualise geography and how primary 

student teachers conceptualise teaching. Few researchers had investigated how primary 

student teachers conceptualise geography and few had investigated the interplay between 

geography and teaching conceptions on each other, either in a primary or secondary 

context. Research into learning to teach also tended to focus on the student teacher learning 

during PGCE courses, and several people had identified a gap in our understanding of how 

learning to teach continues beyond Initial Teacher Education. This project therefore took a 

more longitudinal approach and researched those who are developing as teachers of 

primary geography from the beginning of their PGCE course to the end of their NQT year. 

In addition, I had a notion that something more fundamental than conceptions about 

subjects and teaching affected beginning teachers¶ practice and that this was concerned 

with the values they held which perhaps underpinned their conceptions. Turner-Bisset  

(and Shulman, 1987) both recognise the importance of knowledge of educational ends – 

societal, school and teacher – and the influence of this on other conceptions and 

knowledge. However, they do not appear to relate this to teachers¶ understanding of 

epistemology and yet our understanding of how children (and beginning teachers 

themselves) acquire and construct knowledge is partly dependent on how knowledge is 

conceptualised in the first place.  

 

Chapter 7 described in detail the prior conceptions of geography and teaching that the 

PGCE cohort of 1999-2000 held at the beginning of their course and how these changed 

after the geography component. Stimulated recall interviews with eleven students enabled 

their perspective on, and explanations of, their conceptions to be heard and the influences 

of these conceptions to be explored. Chapters 8-10 then examined in detail, for three 

beginning teachers, the relationship between these conceptions, their conceptions of 

knowledge and their practice as primary geography teachers in the classroom by analysing 

data gathered on three separate occasions over an eighteen-month period. Chapter 11 drew 
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together all that had been learnt from these data and proposed a model for conceptualising 

how all the elements relate to each other and how these relationships change over time. 

This led to the identification of stages in development and the factors that might enable a 

beginning teacher to make the transition from one stage to the next. 

 

This chapter will now consider the implications of these for beginning teacher 

development and the development of primary geography. It will conclude by outlining 

some possible areas for future research. 

 

 

12.1   Implications for beginning teacher development 
 

Firstly, it is important to restate that although the context of this research was a PGCE 

primary specialist course, the specialisms offered were English, maths and science. In 

terms of the geographical input, therefore, students were generalists whether they held a 

geography degree or not – all students followed exactly the same programme for primary 

geography and so the implications can only be considered in detail for PGCE primary 

generalist courses. 

 

The model and supporting evidence show how the students initially needed to make the 

transition from learner to teacher, and that this process could begin during the ITE course. 

However, the transition from teacher to ‘teacher of primary geography¶ did not occur until 

after the ITE course had been completed, if at all (ref Becky and Carrie), suggesting that 

this transition is inappropriate at the initial teacher education phase and more appropriate 

as a focus for the induction phase and beyond. 

 

‘… appropriate support for trainees in learning to teach needs to address the synthesis of 
both subject and pedagogy, an approach that engages students in reflection on their own 
cognitive development in their engaging with ideas during the learning process itself. 
(Parker, 2004:835) 
 

When beginning the research the view expressed in the quotation above was one that I held 

and that affected the way in which I acted as the students¶ tutor, and the decisions I made 

about the focus of the research and its design. However, one of the most striking things 

that has emerged from the data is less about how to synthesise subject and pedagogy and 
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more to do with the effect of how the subject is conceptualised on what is perceived as 

valid knowledge within this conception.  The lack of perceived relevance of everyday, life 

experiences as a source of geographical knowledge was something that I was aware of but 

not something I had considered to be of such significance prior to this research. As the 

examples of David, Becky and Carrie show, although they varied in their geographical and 

pedagogical knowledge bases they all, at an early stage of their development, appeared to 

conceptualise their geographical base from the perspective of learner when thinking about 

it for teaching. The evidence suggests that (a) they were not aware that this is what they 

were doing, and (b) as a result some of their geographical knowledge (e.g. developed from 

degree or life experiences) was unavailable to them in their professional roles.  

 

The significance of this for many of the students interviewed (n=11, ref. chapter 6 and 7) 

was that they appeared to think that they did not ‘know much geography¶ and that this 

contributed to a lack of confidence in their ability to teach it. Because they thought they 

did not know much, they cast back in their minds to the geography they learned at school 

when constructing their concept maps. Becky and Carrie are both examples of this. In her 

stimulated recall interview Becky said she did not know much geography and did not 

really have a view of the subject, while Carrie said she had relied on her experience as a 

pupil at school. In both cases, though, the taught course had developed an awareness that 

whilst geography is complex, it can be simplified in ways that are relevant to primary 

children, and geography is all around us (a beginning recognition of the value of life 

experiences), which appeared to have had a positive impact on their levels of confidence 

(ref chapters 9 & 10).  

 

As argued in previous chapters (2-4), much has been said about the importance of subject 

knowledge in effective teaching, so it would be an understandable position to believe that 

ITE courses should use what little time there is for foundation subjects to develop students¶ 

subject knowledge. It is clearly unrealistic to expect that PGCE primary students, many of 

whom did not study geography beyond the age of 14 or 16, would be able to develop a 

secure, sophisticated knowledge base during the 14 hours allocated for the geography 

component. Indeed, as Turner-Bisset states:  
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To be an expert teacher in the primary phase is a massive undertaking. It would be 
necessary to have subject specific pedagogical content knowledge in all subjects in the 
primary curriculum. (Turner-Bisset, 2001:161) 
  

This does not mean to say that there is no role for foundation subject components on 

generalist primary courses. Developing subject knowledge seems to be about recognising 

what their current conception is, explicitly considering the influences on that conception 

and thus becoming aware that they are drawing predominantly on knowledge developed in 

formal (school) experiences. In terms of the bases from which they are teaching there 

seems to be an argument for a stage in-between shifting from learner to teacher, and that is 

shifting from learner to adult – a person who lives in, and interacts with the world on a 

daily basis. This adult perspective can then be incorporated into the teacher base along 

with the pedagogical base to form the beginnings of a useful PCK. 

 

I therefore propose that the geography component of a PGCE primary generalist course 

needs to focus on replacing students¶ prior experiences as pupil learners with new 

experiences as adult learners, the latter of which explicitly examine a range of alternative 

conceptions for geography, knowledge and pedagogy. These new experiences can be 

reflected on metacognitively from the perspective of learner, and then again from the 

perspective of teacher. The aim would be to transform students¶ conceptions of geography, 

pedagogy and knowledge and so a transformatory pedagogy would be required such as that 

proposed by Askew and Carnell (1998) for teacher education, Sterling (2001) for 

sustainable development education, and both of which are partly based on the work of 

Freire (1972). Deliberate reflection on a range of perspectives / conceptions would develop 

a level of consciousness that would enable the students to take informed action about how 

to develop and change as teachers of primary geography. The educational activity, situated 

in the lived experience of the students, would therefore need to draw on, and make explicit, 

their experiences as learners during their own schooling and to contrast these with their 

experiences as learners during the course. In terms of perspective, the students¶ own would 

be central and so the ‘curriculum¶ would also draw on their experiences of and in the 

world, and show how these relate to alternative geographical conceptions only one of 

which would be the National Curriculum. Concept mapping appears to be one method of 

effectively enabling this process. 
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12.2 Implications for the development of primary geography 
 

What I have learnt from this research is that students begin the geography component of a 

PGCE primary course with a wide range of conceptions and attitudes towards the subject 

based on their prior experiences. When answering the question ‘what is geography¶ 

students appear to think they are being asked about their view of school geography – not 

surprising since they are on a primary teacher education course. Therefore, what they 

reveal, through concept mapping, of what they ‘know¶ and what they actually know and 

understand about geography in its broader sense are often two different things. This 

appears to be because they tend to discount life experiences as a valuable source of 

geographical knowledge. They do not discount life experiences altogether, but do not 

appear to readily perceive that many of their everyday experiences are geographical. The 

factors behind this could be a complex mixture of the way in which geography is portrayed 

through the media, the way in which geography was portrayed when they were at school 

and, perhaps, whether they have consciously thought about geography since leaving 

school. Whatever the factors, it seems as though students are unaware that they are already 

thinking geographically on a daily basis. 

 

In addition to this, it became evident during the course of the research that the non-

specialist primary students did not perceive the geographical persuasions (developed in the 

secondary context) used during the elicitation activities as being particularly relevant to 

them as a tool for conceptualising the types of geography that would be appropriate and 

relevant to primary school children. It therefore seems necessary to develop a way of 

conceptualising primary geography that (a) enables students to recognise the value of 

everyday experiences and that they are already thinking geographically in their everyday 

lives, and (b) is suited to the context that the students are working in – that of the primary 

school, and the evidence emerging from the data suggests that this could be an ‘everyday¶ 

or ‘ethno¶ geography¶.   
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12.3 Everyday (Ethno-)geography 
 

As a result of the data analysis and application of the model theory to each of the three 

students I was already developing the idea of ‘everyday¶ geography when I encountered 

what seems to be a parallel in the field of mathematics, that of ‘ethnomathematics¶:  

 
a key underlying assumption in this field … is that, through interacting in a myriad of 
daily-life activities, people already think and, more specifically, they think mathematically. 
(Frankenstein & Powell, 1994:74) 

 

Frankenstein and Powell assert that the dichotomy between subjectivity and objectivity, 

action and reflection, teaching and learning, and between knowledge and its applications is 

a false one and that ‘underlying these dichotomies is the split between practical, everyday 

knowledge and abstract, theoretical knowledge …¶. They make the further point that 

‘knowledge is produced as we, individually and collectively, search and try to make sense 

of the world¶ (ibid:76). If so, this poses for geography the question of what geographical 

knowledge would be appropriate if it is used by students for living effectively in the world 

on the one hand, and for teaching primary school pupils to live effectively in the world on 

the other. This might be a geography that would reflect the culture of the everyday and its 

application in a primary education context. 

 

Ethnomathematics ‘emerged from the discourse on the interplay among mathematics, 

education, culture, and politics¶ (Frankenstein & Powell, 1994:77), founded on Freire¶s 

ideas (1972), which demonstrates how the dominant discourse is that of the powerful and 

does nothing to reflect the lived experiences or culture of the oppressed. In Initial Teacher 

Education the voices that have been ‘oppressed¶ are those of the students while in primary 

schools the ‘oppressed¶ (or perhaps suppressed) voices are those of the pupils (for full 

treatment of this point see Catling, 2003b).  

 

As referred to above, a conclusion emerging from the research is that students seem to 

assume that geography is academic and so they do not appear to recognise that their life 

experiences are valuable in the context of teaching primary geography. At the same time, 

even when some students did acknowledge the relevance of their everyday experiences, 

these did not match with the conception of geography as it is set out in the English 

National Curriculum programmes of study (DfEE/QCA, 1999), or the persuasions 
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developed by Barratt Hacking (1996). I therefore believe that there is a need to develop a 

geography that recognises students, teachers and pupils¶ lived experiences and cultures and 

that gives them a voice. Due to the parallels with ethnomathematics (and my understanding 

of the term ‘ethno-¶ meaning of people, culture) it seemed appropriate to call this 

ethnogeography.  

 
Ethnogeography would reflect the view that all students are geographers because they all 

live in the world. They all negotiate and interact with a variety of landscapes (human and 

natural) on a daily basis. For example, they have all planned routes and holidays, they have 

all stopped to admire a view, and they have all made decisions about where to live, work 

and play. Through these daily interactions and decisions they will have built up a wide 

knowledge base about the world, near and far, whether through first or second hand 

experiences. What they don¶t perhaps recognise is that this knowledge is useful 

geographical knowledge and a point from which deeper conceptual understanding can be 

developed. I therefore think that there is a distinction to be made between academic 

geography, the discipline, and being a geographer in the everyday sense described above. I 

believe that this would provide a suitable base from which beginning teachers could then 

help children develop as everyday geographers, in other words to help them learn to live in 

the world, an aim closely allied to the overall purpose of citizenship education and thus the 

New Agenda (Grimwade et. al. 2000).  

 

So how do geographers make sense of the world? Why is being an everyday geographer a 

valuable goal to have for our children? To answer these questions I would like to make 

brief reference to an idea that has its roots in sociology.  

 

12.3.1 Geographical Imaginations 
 
In sociology there is a concept known as sociological imagination (Giddens, 2001; 

originally a book title by C Wright Mills, 1959) which refers to how any everyday 

experience or event, such as sitting in a café having a cup of coffee, can be looked at in a 

different way through the ‘eyes¶ of a sociologist.  Sociological imagination ‘requires us 

above all to think ourselves away from the familiar routines of our daily lives in order to 

look at them anew¶.  This does not mean to ignore the everydayness of our experiences, 

but to see them from an alternative perspective. The example given is one of sitting 
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drinking a cup of coffee in a café. This very familiar experience can be viewed from a 

sociological perspective by looking at the number of interactions between the person 

drinking the coffee, and the people in the café – both customers and workers. These 

interactions will be a mixture of verbal and non-verbal and could be related to certain 

sociological theories about how people behave in certain social situations and so on. 

 

There is a similar concept called geographical imagination (Massey, 2005; Geographical 

Association, 2005a) that has been used in academic geography for some time and is 

integral to some degree courses in the UK (http://www2.glos.ac.uk/gdn/qaa/gloshg.htm).  

As Massey explains: 

 

It is probably now well accepted, though it is still important to argue, that a lot of our 
“geography” is in the mind. That is to say we carry around with us mental images of the 
world, of the country in which we live (all those images of the North/South divide), of the 
street next door. … All of us carry such images, they may sometimes be in conflict or even 
be the cause of conflict, and digging these things up and talking about them is one good 
way into beginning to examine what it means to think geographically¶ (Geographical 
Association, 2005a) 

 

If we take the same example of drinking a cup of coffee in a café. What sort of 

geographical imagination could be applied to this activity? When I am in Worcester 

shopping and stop for a cup of coffee there are a number of decisions that I make which 

have a geographical dimension. First of all I think about where the nearest café is which 

serves the type of coffee I like best in the time I have available and which offers the type of 

environment I prefer (comfortable armchairs, modern art on the walls, daily papers to 

read). Once in the café I make decisions about where to sit so that I am warm enough, 

where I will be least disturbed by movement in and through the café, and do some people 

watching! Underlying some of these choices is an implicit understanding of location, sense 

of place and micro-climates. Whenever possible I choose a café that serves Fair Trade 

products (issue: economic exploitation). This decision is based on my knowledge of the 

impact of the coffee industry on farmers, their families and the environment in coffee 

producing countries, and my desire to live in the world sustainably (issue: sustainable 

development). My choice is based on a mixture of social, economic, environmental and 

political factors all linked to places that have local (the cafe itself, the city I am in) and 

global (where the coffee is grown, for which company) dimensions.  
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This is an example of what it means to think geographically, and is the sort of thinking that 

Massey (ibid) recommends we ‘dig up¶ and examine. It is the type of understanding that 

would be missing if geography was not in the curriculum. Therefore the purpose of 

geography in the curriculum is to raise children¶s awareness of the geographical 

dimensions of our everyday experiences (i.e. to see the world anew, from the perspective 

of a geographer) so that they can make better, more informed decisions about how to live 

their lives.  

 

I do not, however, believe that there is one geographical imagination. As shown in chapter 

4 and appendices 3, 5, 7, 8, 21 and 22, there are many types of geographical imagination 

each with its own emphasis. While the concepts of place and space might arguably be 

essential to all (and a recent debate within the Geographical Association (2005b) suggests 

that this would be the case) there are then a variety of perspectives of which 

‘ethnogeography¶ would be one.  

 

12.3.2 An ethnogeographical imagination 
 
What might an ethnogeographical imagination look like? What is it about living in the 

world today that, coupled with a geographical dimension, would enable us to live more 

effectively? One example of the impact of the 21st century on our lives has recently been 

written about by teacher educators in Finland who have noted that 

 

The ability to obtain geographic information has grown considerably as the use of the 
Internet has become more commonplace; a fact that leads to even greater demands being 
placed on students¶ information skills. In addition to locating and interpreting the 
information and being able to evaluate it … a central part of civic skills is being network-
literate. Attention is increasingly drawn to this in teacher training in Finland. 

(Houtsonen, 2004: 191-192) 
 

Another example is the growing concern that is now permeating society about 

geographical and environmental issues such as climate change that relate to the 

sustainability of life on earth. Acting locally and thinking globally is a slogan that has 

developed from the Earth Summit in Rio de Janeiro in 1992 which was translated, at a 

local level, into Agenda 21 and is built on an understanding of the interdependent nature of 

the world. These are all geographical notions that have developed as a result of human 

activity but there are some notions resulting from human activity that have not become part 
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of ‘privileged¶ subjects. It seems essential that we pay attention to the perspectives and 

ideas “manifested in written or non-written, oral or non-oral forms, many of which have 

either been ignored or otherwise distorted by conventional histories” (Frankenstein & 

Powell, 1994: 88, referring to mathematics). 

 

Over the last four years I have been involved in a project that has been part of the work of 

a partnership between TiDE (Teachers in Development Education, Birmingham, Martin 

2004b) and the National Environment Agency of The Gambia. The project focuses on 

developing teacher understanding and practice about climate change and sustainable 

development. One of the key features of this project has been the ways in which, through 

intercultural, collaborative learning, teachers in both countries have developed a more 

complex understanding of the issues because they have had their own knowledge and 

perspectives challenged by perceiving it from other points of view. This has, at the same 

time, given the teachers an expanded frame of reference from which to evaluate 

information available on the internet and reported in the media. I would suggest that, from 

an adult perspective these are the sorts of ways of thinking that stem from everyday 

experiences that could form part of ethnogeography. 

 

Ethnogeography would therefore reflect people¶s experiences and the cultures that bound 

them but I am aware, in the examples I have given, that I have drawn on my own life 

experiences and these will clearly not be the same as those of my students. Whose 

everyday experiences and cultures should be reflected in an ethnogeographical 

imagination? Some of the perspectives that are currently missing from geographical 

imaginations have been identified by Catling (2003b) and Robertson (2003) as children¶s 

geographies and personal geographies respectively. Morgan (2003b), in the same 

publication, notes that even within the field of cultural geography the culture of the masses 

has been neglected; ‘the most sustained commentary on the everyday has resolutely 

dismissed it as dangerously mindless “mass culture”¶ (Morgan, 2003b:219). All three 

writers agree that it is time for the knowledge generated through everyday experiences and 

culture to be recognised, valued and given a place within a geography curriculum for the 

twenty-first century. Morgan goes on to suggest that some of the missing perspectives of 

everyday or popular culture include virtual geographies, gendered geographies and 

consuming geographies – an understanding of each of which could arguably enable 

children to live more successfully in the world.  
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12.4 Conclusion 
 
To conclude, I believe there is a strong argument for developing a new framework for 

primary geography based on an approach I have called ethnogeography and what this, and 

its development of geographical imagination, might look like, and how it might be 

implemented, requires further research. Frankenstein & Powell make some suggestions for 

how ethnomathematics might develop which are also pertinent to ethnogeography, namely 

(rephrased as appropriate) to 

 

1. Develop co-investigations between students and teachers to discover each others¶ 

ethnogeographical knowledge.  

2. Constantly relate formal geography to real geography so that the relationship between 

the two is established and the false dichotomy between practical, everyday knowledge 

and abstract, theoretical knowledge is removed. 

 

These imply the need to 

 

x Develop methodologies that ‘probe effectively and ethically¶ students¶ geographical 

knowledge. Concept mapping has proved an effective elicitation tool in this project and 

the concept maps themselves provided a rich source from which students could begin to 

compare their conceptions with those of others (other students as well as other formal 

geographies) 

x Incorporate students¶ perspectives into educational research – this project has begun this 

process for primary student teachers, but there is a need to extend this to a wider group 

and to use the current findings to refine the tools that might be used 

x Relate students¶ perspectives to our own critical and theoretical frameworks (as 

geography teacher educators and researchers).  

 

In relation to this final point, within a liberatory paradigm the voice of the academic should 

not be ignored. To replace the privileging of one group with that of another would be just 

as questionable, so the approach recommended is to find ways of helping students to 

become aware of their ethnogeographical knowledge without ‘denying the inequality of 

knowledge, but as much as possible ‘based on co-operative and democratic principles of 
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equal power¶ (Youngman 1986: 179 cited in Frankenstein & Powell, 1994: 92). As teacher 

educators we need to avoid uncritical faith in the ‘people¶ so  

 
‘… while we listen to students¶ themes, we organize them using our critical and theoretical 
frameworks, and we re-present them as problems challenging students¶ previous 
perceptions. We also suggest themes that may not occur to our students, themes we judge 
are important to shattering the commonly held myths about the structure of society and 
knowledge that interfere with the development of critical consciousness¶ (Frankenstein & 
Knobel, 1994:92) 
 

This seems to me to be a goal worth working towards. 
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Appendix 1: Extract from Original Research Proposal submitted February 1999 
 

 
Appendix 1 

Title: ‘An analysis of the relationship between primary student teachers¶ professional values and 
their development as effective teachers of geography¶. 
 
 Aims: 
1. To critically review previous research into the relationship between teachers¶ values and 

effective professional practice. 
2. To identify student teachers¶ values about geographical education in ways that allow them to 

be appropriately represented, understood and acted upon. 
3. To explore the impact of student teachers¶ values on their development as effective teachers of 

primary geography. 
4. To consider the impact of the findings for ITE course design and implementation. 
 
 In order to address these aims, the research is designed to be conducted over four phases. 
 
Phase 1 (ref: Aim 1) 
A critical review of the literature pertaining to: 
x pre-service teacher development 
x effective practice in primary geography 
x the impact of teachers¶ values on their thinking about geography and teaching 
 
Phase 2 (ref: Aim 2) n=75 
2.1 Biographical details 
2.2 Use elicitation techniques that enable student teachers¶ values to be identified: 

x concept maps to elicit pre-course conceptions of geography and geographical 
education 

x annotation of their concepts maps by students after university sessions to indicate how 
conceptions have changed 

x students are given a further opportunity to annotate concept maps, or construct a new 
one, to indicate their conceptions of geography and geographical education at the end 
of the course 

 
2.3 Select students as representative of the whole (although geography is not offered as a 
specialism in this course, some of the sample will have a geography degree) (n=10) 
x repertory grid to elicit conceptions of teaching 
x stimulated recall interviews 
 
Phase 3 (ref: Aim 3) 
3.1 Three techniques will be used to enable investigation of the relationship between the values 
identified in phase 2 and effective teaching and learning in the classroom during block school 
experience (SE) 2 and 3. The sample will be the same as those mentioned in phase 2. It is thought 
unlikely that all 10 students will have the opportunity to teach geography during both SE2 & 3, so 
the number of lessons observed may vary for each student. In order to avoid potential conflicts of 
interest, the researcher will not be the school supervisor for these students. 

x concept maps of students¶ National Curriculum geography ‘units of work¶ and 
individual lessons 

x tape recording of teacher discourse during |6 sample lessons for each student 
x pupils¶ concept maps constructed at end of each lesson and at the end of the unit 

 
3.2 Stimulated recall interviews using concept maps and teacher discourse 
 
Phase 4 (ref: Aim 4) 
4.1 Analysis and interpretation of data 
4.2 Feedback and critical evaluation of results within the Postgraduate Teaching team 
4.3 Consideration of the implications for Policy and Practice in Initial Teacher Education  



Appendix 2: Knowledge bases for teaching: the model (Turner-Bisset, 1999:47) 
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KEY TO CODES: 
 
SUB Substantive Knowledge 
SYN Syntactic Knowledge 
BEL Beliefs about the Subject 
CUR Curriculum Knowledge 
CON Knowledge of Contexts 
SELF Knowledge of Self 
MOD Knowledge/Models of Teaching 
L-COG Knowledge of Learners: Cognitive 
L-EMP Knowledge of Learners: Empirical 
ENDS Knowledge of Educational Ends 
GPK  General Pedagogical Knowledge 
 
PCK Pedagogical Content Knowledge 
 

PEDAGOGICAL CONTENT KNOWLEDGE 

SUB SYN BEL CUR 

GPK MOD CON 

L-COG L-EMP SELF ENDS 



Appendix 3: Geographical Persuasions (Barrat Hacking, 1996) 
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Scientific / descriptive-rich persuasion Geography is a discipline 
which focuses on knowledge and understanding of the world with a 
particular emphasis on spatial patterns. It builds up a wide range of 
knowledge, which is hierarchical. Much of this knowledge can be 
measured, quantified and used to test hypotheses. It allows for the 
physical and human elements to be studied separately. 
 
 
Humanistic / welfare persuasion Geography is a discipline which 
focuses on people - their concerns, ways of life, cultures and social 
organisation. It considers issues such as µwho gets what and why?¶. 
It looks at the opportunities and constraints acting on individuals 
and society and how these affect ways of life. It allows for the 
subjective experience of place. It is often about challenging 
stereotypes, and detecting bias and attitudes in the way information 
is presented. 
 
 
Environmental persuasion  Geography is a discipline which is 
concerned with people / environment interactions and relationships. 
It focuses on issues such as pollution, global warming and the 
depletion of the ozone layer. It is concerned with how and why 
different environments are managed, who makes decisions and 
issues surrounding the concept of sustainability. 
 
 



Appendix 4: PGCE Geography Component outline 1999. 
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Week Content / Key Issues to be covered Suggested readings  NC and cross-

curricular links 
1 
2hrs 

What is geography and why teach it? 
� students consider own conceptions through 

concept mapping task 
� cognitive and affective elements that 

contribute to views of geography 
� contribution geography can make to 

individuals and society ± alternative views 
� National Curriculum view of geography 

 
IGU (1995) 
 
DfEE/QCA (1999) 
 

Geography as a bridge 
between the arts and 
the sciences 
 
 
 
 

2 
2hrs 

How do children demonstrate what they know 
and understand about place? 
x environmental cognition 
x graphicacy, spatial awareness and 

developing a locational framework 
x Children¶s µpriYaWe geographies¶; bXilding 

on their knowledge & understanding of the 
world 

Wiegand (1993) 
Children and Primary 
geography  p.22 - 27 
 
Matthews (1992) 
Making Sense of Place  
Ch 5 
 

Maths, spatial 
awareness and gender 
issues 
 
Sense of place and 
place attachment 
 

3 
2 hrs 

The local area and geographical enquiry: 
� conducting a locality appraisal 
� process of geographical enquiry 
� fieldwork and the use of ICT  
� geographical concepts, vocabulary, 

(language and thought) 

Martin (1999) 
 
Chambers & Donert 
(1995) p.25-27 
 
Carter (1998) 

 
Speaking and listening 
and vocabulary 
development 
 
 

4 
2 hrs 

Contrasting localities within the UK 
x Using secondary sources (story, video) 
x Developing pupils understanding of place 

from a variety of perspectives 
x Lesson planning 

Primary Geographer 
issues 37, 35 & 26 
 
Lewis & Watts (1995) 
PG 21 p.33-35 

Making meaningful 
links between subjects 
when planning 
 

5 
2 hrs 

Contrasting localities beyond the UK  
� perceptions of other people and places 
� presenting positive images and counteracting 

stereotypes 
� use of secondary sources 
� developing planning skills 
 
Skills, Places and Themes - how can these be 
integrated through study of contrasting localities? 

Wiegand (1992) Places 
in the Primary School  
 
Catling (1995) Wider 
Horizons: PG (20) p.4 - 
6 
 
Scoffham (Ed) (1998) 
p46-47 

Multiethnic education 
and equal 
opportunities 
 
English and critical 
examination of texts 
 
English and use of 
story, literacy hour 

6 
2 hrs 

Issues based geography -  
� role-play 
� interaction between people and their 

environment 
� the decision making process and change 

Mackintosh, M (1996) 
Rivers: cut it out! PG 
(25) p. 4-5 
 

Making meaningful 
links between subjects  
 
Environmental & 
sustainable 
development 
education and values 

3 weeks block school experience 
7 
2 hrs 

Assessment in geography : What, when, why, 
how? 
� deconstructing the level descriptions 
� using the level descriptions for planning: 

linking assessment with progression and 
differentiation 

SCAA (1996) 
Expectations in 
Geography at key 
stages 1 & 2 
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The National Curriculum – The NC Programmes of Study for Geography (DfEE 2000) 
SURYide Whe fRllRZing fUameZRUk fRU RUgani]ing childUen¶V Whinking abRXW Whe ZRUld: 
 
NC heading Related Understanding  
Geographical Enquiry 
and Skills 

This section outlines the processes by which pupils develop 
geographical knowledge, understanding and values. 
 
Enquiry methods are used such as asking questions, planning 
how to answer the questions, using geographical skills to gather 
data/information, communicating findings, drawing conclusions 
and evaluating. 
 
Geographical skills include using geographical vocabulary, 
fieldwork skills, map skills, ICT, using secondary sources etc 

Knowledge & 
Understanding of Place 

A µVenVe Rf Slace¶ ± ability to identify features that contribute 
WR Whe SlaceV µchaUacWeU¶ ± and recognition of how places are 
linked; people, communities, social and cultural groups 
 
Key Concepts: Place, location (including locational 
knowledge), scale, settlement [size & function], 
interdependence 

Knowledge & 
Understanding of 
Patterns 

The way physical and human features are arranged in a 
landscape or occur in an environment (e.g. the layout of 
hedgerows in a farming landscape, the way streets are arranged 
in a town) 
 
Key Concepts: Location / spatial pattern or distribution; 
similarities and differences 

Knowledge & 
Understanding of 
processes 

A series/sequence of events that cause changes in a place or 
environment (e.g. flooding, river flow eroding the banks of a 
river; increasing traffic, closure of local shops) 
 
Key Concepts: Change, cause & effect 

Knowledge & 
Understanding of 
Environmental Change 
& Sustainable 
Development 

Environmental change is clearly linked to geographical 
processes, but takes it further to consider the quality of the 
effects on the physical and human environment ± includes 
notions of attractive and unattractive environments, good and 
bad change, subjective views, perspectives etc. 
 
Sustainable development then looks at how an issue relating to 
change might be resolved to improve environments or maintain 
environments in ways that are sustainable ± environmentally, 
economically, socially. 
 
Key Concepts: Change, cause and effect, sustainability, power 
[who decides], conflict, citizenship 
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The key elements for developing responsible Global Citizenship are identified as:  
 

x Knowledge and understanding 
x Skills 
x Values and attitudes. 

 
Knowledge and understanding 
 

x Social justice and equity 
x Diversity 
x Globalisation and interdependence 
x Sustainable development 
x Peace and conflict 

 
Skills 
 

x Critical thinking 
x Ability to argue effectively 
x Ability to challenge injustice and inequalities 
x Respect for people and things 
x Co-operation and conflict resolution 

 
Values and attitudes 
 

x Sense of identity and self-esteem 
x Empathy 
x Commitment to social justice and equity 
x Value and respect for diversity 
x Concern for the environment and commitment to sustainable development 
x Belief that people can make a difference 

 
http://www.oxfam.org.uk/coolplanet/teachers/globciti/curric/index.htm Nov  
20th 2004 
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LEAT et. al. (1998) 

 

x Cause and effect 

x Planning 

x Decision making 

x Location 

x Classification 

x Inequality 

x Development 

x Systems 
 

 

Martin & Owens (2004) 

 

x A sense of place (character, distinctive features) 

x Similarity and difference (making connections, comparing) 

x Location and spatial pattern (where things are and how they are 

grouped) 

x Change and continuity (how places are changing) 

x Cause and effect (processes and their impact) 

x Roles, responsibility and participation (awareness, concern, decision 

and action) 

x Appreciation [of] (diversity of peoples, places and environments) 
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Natural 
 
 
 
 
 
 
 
 
 
 
 

Who Decides       Economic 
 
 
 
 
 
 
 
 
 

Social 
 
 

 
 

These are questions about power, 
who makes choices and decides 
what is to happen, who benefits 
and looses as a result of these 
decisions and at what cost 

These are questions 
about money, trading, 
aid, ownership, buying 
and selling 

These are questions about people, their 
relationships, their traditions, culture and 
the way they live. They include questions 
about how, for  example, gender, race, 
disability, class and age affect social 
relationships 

These are questions about the 
environment ± energy, air, water, soil 
living things and their relationships to 
each other. These questions are about the 
built as well as the µnatural¶ environment. 
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  Existing      New 
  knowledge     knowledge 
 
  

 

Asking geographical 
questions 
Activities that encourage children 
to ask and respond to questions 
about places and environments. 
Gradually they will be able to 
pose their own, geographical, 
questions. 
 
Questions should enable children 
to understand geographical 
concepts and content 

Planning  
Activities which help children to 
think about 
How will we investigate our 
question?  What information do 
we need? 
How will we collect (e.g. traffic 
counter) and record the info (e.g. 
tally chart) 
Which geographical skills will 
be used? (e.g. map skills, 
fieldwork skills) 

Investigating 1 
(observe, collect & record information) 

 
Follow the plan to collect the data 
± fieldwork activities (if in local 
area), or interpretation of 
secondary sources 

Evaluating 
Activities which help children 
to look back on the enquiry and 
consider e.g. how good are the 
conclusions? What could be 
improved? Would we collect 
data the same way next time? 
… 

 

Investigating 2 
(analyse data/information, present 
findings and draw conclusions) 

 
Activities to help children 
process the data (charts, maps, 
graphs, pictures, photos …), 
present the evidence, draw 
conclusions or confirm / deny 
assumptions 
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Stage of teaching 
and learning 

Closed Framed Negotiated 

Questions Questions not 
explicit or questions 
Uemain Whe WeacheU¶V 
questions 

Questions explicit, 
activities planned to 
make pupils ask 
questions 

Pupils decide what 
they want to 
investigate under 
guidance from the 
teacher 

Data Data selected by 
teacher, presented as 
authoritative, not to 
be challenged 

Variety of data 
selected by the 
teacher, presented as 
evidence to be 
interpreted 

Pupils are helped to 
find their own data 
from sources in and 
out of school 

Interpretation Teacher decides 
what is to be done 
with data, pupils 
follow instructions 

Methods of 
interpretation are 
open to discussion 
and choice 

Pupils choose 
methods of analysis 
and interpretation in 
consultation with 
teacher 

Conclusion Key ideas presented, 
generalisations are 
predicted, not open 
to debate 

Pupils reach 
conclusions from 
data, different 
interpretations are 
expected 

Pupils reach own 
conclusions and 
evaluate them 

Summary The teacher controls 
the knowledge by 
making all decisions 
about data, activities 
and conclusions. 
Pupils are not 
expected to 
challenge what is 
presented 

The teacher inducts 
pupils into ways in 
which geographical 
knowledge is 
constructed, so that 
they are enabled to 
use these ways to 
construct knowledge 
themselves. Pupils 
are mad aware of 
choices and are 
encouraged to be 
critical 

Pupils are enabled 
by the teacher to 
investigate questions 
of concern and 
interest to 
themselves 
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Knowledge 
 

 
KS1: 
Places - their physical and human characteristics 
Locality of school 
Contrasting locality 
Environmental change and sustainable development 
 
KS2: 
Places - their physical and human characteristics 
Locality of school and its broader context 
Contrasting locality within the UK 
Contrasting locality beyond the UK in an economically developing 
area 
Themes - weather, rivers, settlement, environmental change & 
sustainable development 
 

 
Understanding 
(Key Concepts) 

 
Location and spatial distribution 
µSenVe of Place¶ - characteristics 
Similarity and difference between places 
Patterns and processes 
Change and stability 
Cause and effect 
Interactions - between human and physical elements of place 
Decision making processes 
 

 
Skills 

 
Geographical enquiry - planning, investigating, analysing, 
concluding 
Asking geographical questions 
Map work 
Fieldwork 
Interpreting a range of sources 
Using geographical vocabulary 
 

 
Attitudes / 
Values 

 
Awareness of, and respect for, different lifestyles and cultures 
AppUeciaWion of oWheUV¶ poinWV of YieZ 
AZaUeneVV WhaW people¶V YalXeV / beliefV affecW WheiU acWionV 
Concern for the environment - awareness of issues in relation to 
quality of environment and lifestyle 
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Category Type of thinking / cognitive 
processes Example from local enquiry 

KNOWLEDGE: 
Recall of facts, naming and 
recognizing, basic 
understanding or observations 

What does the second M&S 
shop look like? 
What does it sell? 

COMPREHENSION: 
Comparing, contrasting, 
describing, explaining, 
interpreting facts 

Which is the biggest of the 
two M&S stores? 
In what ways are the two 
stores the same/different? 

APPLICATION: 
Applying knowledge to new 
situations, to make sense of 
problems, classifying, 
selecting & using information 

Where are M&S stores usually 
located? 
Where there is an M&S store, 
are there usually two? 

ANALYSIS: 
Drawing conclusions, making 
inferences, seeing patterns, 
finding causes, using evidence 

Why has Worcester got a 
second M&S store? 
Why are they both in the High 
Street? 

SYNTHESIS: 
Solving problems, making 
predictions, proposing, 
creating 

People use the second store 
more than the original one. 
How could you encourage 
them to use both to the same 
extent? 

EVALUATION: Judging, evaluating, deciding, 
appraising 

Do you think it was a good 
idea to open a second M&S 
store? Do other people agree 
with you? What do retailers in 
the High Street think? 
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The theory of PCP, developed by George Kelly, is one of constructive alternativism. That 
iV, WheUe iV a UealiW\ and WheUefoUe WheUe aUe VXch WhingV aV µfacWV¶, bXW all facts are subject to 
alternative constructions. Each person puts his or her own interpretation on what s/he sees 
and WheVe inWeUSUeWaWionV aUe anchoUed in µanWecedenWV and conVeTXenWV¶ (Kell\, 1970). The 
application of PCP uses techniques that help others to gain an insight into what sense each 
makes of their world and what their construct systems are with a view to helping them 
change. In this respect in the use of PCP techniques transformation is always a possibility. 
 
The psychology of personal constructs has a fundamental postulate elaborated by eleven 
corollaries. 
 
Fundamental postulate: a SeUVon¶V SUoceVVeV aUe SV\chologicall\ channeli]ed b\ Whe 
ways in which s/he anticipates events. 
 
Construction corollary: a person anticipates events by construing their replications. 
 
Individuality corollary: persons differ from each other in their constructions of events. 
 
Organisation corollary: each person characteristically evolves, for his/her convenience in 
anticipating events, a construction system embracing ordinal relationships between 
conVWUXcWV. i.e. iW¶V imSoUWanW Wo oUdeU conVWUXcWionV in Za\V Zhich Zill eVWabliVh SUioUiWieV 
in action (Mair, 1971 p.143) 
 
Dichotomy corollary: a SeUVon¶V conVWUXcWion iV comSoVed of a finiWe nXmbeU of 
dichotomous constructs.  CONSTRUCTS ARE IMPOSED UPON EVENTS NOT ABSTRACTED FROM 
THEM. In this way the bipolar construct is a reference axis which serves as a guideline for 
locaWing eYenWV along Whe a[iV. µA conVWUXcW iV Whe baVic conWUaVW beWZeen WZo gUoXSV. 
When it is imposed iW VeUYeV boWh Wo diVWingXiVh beWZeen iWV elemenWV and Wo gUoXS Whem.¶ 
(Kelly, 1970 p.13). The construct shows how one distinguishes between events. 
 
PERSONAL CONSTRUCT THEORY IS NO MORE A COGNITIVE THEORY THAN IT IS AN AFFECTIVE 
OR A CONATIVE  ONE. IT IS IMPORTANT NOT TO CONSIDER A CONSTRUCT AS ANOTHER TERM 
FOR A CONCEPT  (KELLY, 1970 P.15) 
 
Choice corollary: a person chooses for him/herself that alternative in a dichotomised 
construct through which s/he anticipates the greater possibility for the elaboration of 
his/her system. 
 
Range corollary: a construct is convenient for the anticipation of a finite range of events 
only. A construct has its focus of convenience - a set of objects with which it works 
especially well. Over a somewhat larger range it may work only reasonable well; that is its 
range of convenience. Beyond that it fades into uselessness and we can say the outer array 
of objects simply lies beyond that range of convenience. 
 
Experience corollary: a SeUVon¶V conVWUXcWion V\VWem YaUieV aV V/he VXccessfully construes 
the replications of events. 
 
IT IS NOT JUST DISCONFIRMATION THAT LEADS TO A CHANGE IN CONSTRUCT SYSTEMS. 
CONFIRMATION  MAY  ALSO  LEAD  TO  RECONSTRUING  BECAUSE  A  CONFIRMATION  GIVES  
ONE  AN  ANCHORAGE  LEAVING  YOU  FREE  TO  EXPLORE  BEYOND. 
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Modulation corollary: Whe YaUiaWion in a SeUVon¶V conVWUXcWion V\VWem iV limiWed b\ Whe 
permeability of the constructs within whose ranges of convenience the variants lie. Unless 
a novelty can fit into some permeable part of the construct system it is likely to be ignored. 
Mair (1971) - a person, like a community, maintains his/her identity by regulating the 
entry of new ideas or actions. 
 
Fragmentation corollary: a person may successively employ a variety of construction 
subsystems which are inferentially incompatible with each other. Oberg (1986) describes 
WhiV aV µneZ VXboUdinaWe conVWUXcWV ma\ be deYeloSed Zhich do noW floZ fUom alUead\ 
e[iVWing VXboUdinaWe conVWUXcWV, bXW aUiVe fUom ZiWhin Whe VXSeUoUdinaWe conVWUXcW V\VWem¶ 
(p.65). 
 
Commonality corollary: to the extent that one person employs a construction of 
experience which is similar to that employed by another, his/her processes are 
psychologically similar to those of another person. 
 
Sociality corollary: to the extent that one person construes the construction processes of 
another, s/he may play a role in a social process involving the other person. Oberg (1986) 
µTo Sla\ a conVWUXcWiYe Uole vis-à-vis another person, it is necessary to construe his/her 
construction process effectiYel\¶ (S. 65). 
 
 
CONSTRUING  OF  SOMEONE¶S  CONSTRUCTION  PROCESSES  NEED  NOT  BE  ACCURATE  IN  
ORDER FOR  YOU  TO  PLAY  A  ROLE  IN  THE  SOCIAL  PROCESS  THAT  INVOLVES  THAT  
PERSON.  I.E. IF  I MISUNDERSTAND  MY  STUDENTS¶  CONSTRUCTION  PROCESSES  I  AM  STILL  
ABLE  TO  PLAY  A COLLABORATIVE  ROLE  IN  A  SOCIAL  PROCESS  WHOSE  EXPERIENTIAL  
CYCLE  LEADS  US  ALL SOMEWHERE.  THIS  IS  BECAUSE  I  DO  SO  ON  THE  BASIS  OF  WHAT  I  
THOUGHT  THEY UNDERSTOOD   RATHER  THAN  MERELY  ON  THE  BASIS  OF  THEIR  OVERT   
ACTS. 
 
 
Kelly (1970 p.2) puts forward a contrast to constructive alternativism - accumulative 
fragmentalism - Zhich iV WhaW µWUXWh iV collecWed Siece b\ Siece¶. ThiV iV Whe accXmXlaWion 
of knowledge / facts view of learning. PCP has a view of learning that is all about 
exploring alternative ways of construing. This is an individual, personal process but it can 
be said to be socially constructed in that it needs other people and events to construe in the 
first place.  In PCP the cognitive and affective are inextricably linked - they cannot be 
separated.  
 
ThiV can be linked Wo BUXneU¶V YieZ of Whe leaUneU aV conVWUXcWoU of meaningV ZiWhin Vocial 
and cultural contexts. He defines the role of the curriculum as the framework within which 
the learner joins a community of theory makers and is initiated into particular methods of 
enTXiU\. Hence Whe need Wo be iniWiaWed inWo Whe µUole¶ of Whe geogUaSheU - understanding the 
method of study, the types of questions geographers ask, as well as the body of knowledge 
to be discovered. 
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Transfer Theory - pupil a container to be filled, teacher sees 
content as a commodity to be transferred, knowledge seen as 
certain, unproblematic. Knowledge is separate from individuals, 
there is a natural hierarchy and the focus is on intellectual 
development. 
 
Shaping Theory - pupil is inert material (eg clay), teacher is a 
Vkilled cUafWVSeUVon Zho µmodelV / VhaSeV¶ SXSil XVing knoZledge 
as a blue-print. Methods are more experiential, often like following 
a recipe / workshop style. ThroXgh leaUning µhoZ¶ a bod\ of 
knowledge is built up. 
 
Travelling Theory - knoZledge iV a µWeUUain¶ Wo be e[SloUed b\ 
pupil alongside expert companion / guide (teacher), methods often 
use independent learning, discussion, simulations etc.  Knowledge 
is not independent of the senses and pupils are able to choose which 
route to take through the terrain. 
         
Growing Theory - pupil developing personally, like a plant, with 
teacher a resource provider. Knowledge an experience to be 
incorporated into developing personality. Methods experiential / 
spontaneous, enquiry and making sense of experience are important. 
Knowledge is socially constructed and therefore constantly open to 
change; education is lifelong and contributes to democracy. 
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Vocational / neo-classical: Knowledge is objective - a public 
matter; exists in books; mostly described as skills and information, 
(facts, concepts) which have their meaning and significance in 
occupational or disciplinary contexts; special concern is for the 
scientific/managerial interest of knowledge (knowledge for control); 
VWURQg VSliW beWZeeQ µPeQWal¶ aQd µPaQXal¶ aVSecWV Rf kQRZledge. 
 
 
Liberal / progressive: KQRZledge iV VXbjecWiYe, a µSUiYaWe¶ RU 
individual matter; exists in accomplishPeQWV RU µiQ Whe head¶ Rf Whe 
individual; mostly described as learning, attitudes and living skills 
Zhich haYe PeaQiQg aQd VigQificaQce iQ Whe iQdiYidXalV¶ life cRQWe[W 
and the culture; special concern is for the practical / expressive / 
cultural interests of knowledge for communication, deliberation and 
refinement; integration of mental / manual in individual work. 
 
 
Socially critical: Knowledge is dialectical, an interplay of 
subjective views of the world and the historical and cultural 
frameworks in which they are located. Sees knowledge as socially 
constructed. Thus, knowledge is not easily specified: it has its 
meaning in actions or projects whose significance is in specific 
contexts. It places a central value on the role of knowledge in social 
action: the emancipatory interests of knowledge. Mental and 
manual aspects of knowing are integrated in groupwork. 
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30 November, 1999 
 
 
Dear 
 
I hope you had an interesting and enjoyable first block school experience and that it gave 
you the chance to try out some of the ideas you have been developing over the last few 
weeks. 
  
While \RX¶Ye beeQ bXV\ iQ VchRRl I have been analysing the concept maps and ideas about 
teaching that I collected from our first session together. From the concept maps I have 
identified four broad conceptions of geography. I would like to select four people from 
each EY & LY group (of which you are one) to represent each conception of geography. 
 
What does this mean for you? 
 
 
1. A semi-structured interview of 1 hour to give you the opportunity to discuss your 
concept maps. This would take place before the end of term and, if you are agreeable, I 
would like to record the interview on audio-tape. 
 
2. If you have the opportunity, during SE2 and SE3, to teach geography I would like to 
discuss your plans, to observe some of your teaching (up to a maximum of 6 lessons), and 
to discuss with you how we could assess what learning has taken place (i.e. use different 
planning & assessment tools, possibly making use of concept map techniques etc.).  
 
3. I would like to do a further interview at the end of the course to give you the opportunity 
to discuss how you feel your conceptions of geography, teaching and learning have 
developed during the year, what aspects of the course have aided your development and so 
on. 
 
This would mean quite a commitment on both our parts. I would be committed to 
conducting my research in such a way that it does not interfere with your progression on 
the course, and in ways that I hope are helpful to your development. I would also be 
committed to ensuring confidentiality both during the process and when writing the thesis 
up.  
 
Equally, you would be committed to (and hopefully interested in!) exploring an aspect of 
your practice in more depth. The benefits of this may well be felt in other areas of your 
practice.  
 
If there was any question of our collaboration creating tensions that you/I felt were 
detrimental to you I would stop straight away! 
 
It is quite difficult to provide a succinct but clear outline of the purposes of the research & 
why I have asked you, in particular, to participate. If you would like to discuss any of the 
abRYe, RU RWheU WhiQgV WhaW RccXU WR \RX, SleaVe dRQ¶W heViWaWe WR cRQWacW me. M\ hRme 
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number is                .   In terms of the purpose of the project as a whole, I am hoping to 
feed my findings back to the PGCE teaching team with a view of considering whether we 
need to make changes to aspects of the course - particularly those elements which focus on 
the foundation subjects. 
 
Then, if you feel as though this is / is not something you would like to take part in, please 
let me know as soon as possible so that I can make the necessary arrangements. 
 
 
Thank you 
 
 
 
 
 
 
 
 
work email: f.martin@worc.ac.uk 
home email:  
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Email: f.martin@worc.ac.uk 
Headteacher 
Primary School 
 
 
 
 
September 27th 2000 
 
 
Dear Mrs              , 
 
Re: Newly Qualified Teacher Becky 
 
I aP ZUiWiQg WR iQWURdXce P\VeOf aV RQe Rf BecN\¶V WXWRUV fURP heU PGCE PUiPaU\ cRXUVe 
at University College last year.  I believe Becky may have mentioned that she participated 
in some research that I am undertaking as part of my Ph.D. 
 
Briefly the research iV abRXW aQaO\ViQg begiQQiQg WeacheUV¶ cRQceSWiRQV Rf geRgUaShicaO 
education and how these affect their development as effective teachers of geography in the 
primary school.  This involved collecting data from the students during the university 
phase and then observing a small sample during their school experiences. 
 
Becky was one of those who agreed to be observed during the summer term, but 
unfortunately I injured my back and was off work for the majority of the term.  In 
consultation with my supervisor and the students concerned, the decision was taken to 
observe the sample during their first year of teaching. 
 
I am therefore writing to ask for your permission to come and observe Becky teaching 
geography 2 or 3 times during the course of this year.  Typically this involves: 
 

x Becky choosing which lessons she would like observed 
x My arriving a little time before hand to have a brief discussion about the focus 

of the lesson, objectives for learning etc. 
x Observation recorded by written notes 
x Post lesson discussion with Becky to evaluate from her point of view 
x Advice / suggestions for future teaching & learning given by me if requested by 

Becky 
 
In terms of the ethical aspects of the research, I have assured Becky that I would stop at 
any point if she felt that I was impeding her ability to complete her first year of teaching 
successfully. I would also stop if you felt that I was creating tensions within the school / 
having an adverse effect on the pupils or school community in any way. 
 
Obviously, when the research is written up all participants, their schools and children will 
remain anonymous and confidentiality will be respected. 
 

mailto:f.martin@worc.ac.uk
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If you are happy for me to do this research with Becky could you please complete the 
enclosed form and send it to me using the s.a.e.? 
 
If you would like any further information or discuss this with me please do not hesitate to 
contact me at the above number and / or email address. 
 
Thank you for your time, 
 
Yours sincerely, 
 
 
 
 
 
 
Fran Martin 
Senior Lecturer Primary Education (Geography) 
 
�-------------------------------------------------------------------------------------------------------- 
 
Name of school  _________________________________________________ 
 
Having read a brief outline of the purposes of the research project into Primary  
Geography Teaching we are / are not* happy for Fran Martin to conduct her research  
during the course of the academic year 2000/2001 with the following beginning teacher: 
 
Becky 
 
Reception Class 
 
We understand that Fran has given her assurance to withdraw if her research had an 
adverse effect on the working of the school in any way. 
 
Headteacher ________________________________________ 
 
Signature  ____________________________________________ 
 
Date  ________________________ 
 
 
 
Please feel free to add any comments below: 
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Name ________________________________________________________________   
 
Age    ___________________                                       Gender ___________________ 
 
 
What are your interests / hobbies? __________________________________________ 
 
_____________________________________________________________________ 
 
 
Do you remember being taught geography in Infant school / 5 - 7  yes / no 
 
      Junior school / 7 - 11  yes / no 
 
Did you study geography in senior school  11 - 14   yes / no 
 
       14 - 16   yes / no 
 
       16+   yes / no 
 
As a result of your experiences at school, what was your attitude to geography as a 
subject? [tick one box] 
 
extremely 
positive 

very 
positive 

positive neither  negative very 
negative 

extremely 
negative 

       
 
Please explain this briefly ________________________________________________ 
 
_____________________________________________________________________ 
 
_____________________________________________________________________ 
 
 
What geography qualifications do you have?     Grades 
 
    ‘O’ level  yes / no   
 
    CSE   yes / no 
 
    GCSE   yes / no 
 
    ‘A’ level  yes / no 
 
   Other (please specify)  __________________________ 
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What type of degree do you have?  BA / BSc Year qualified? ________ 
 
What is your degree in?  Main subject ____________________________ 
 
     Subsidiary subject ________________________ 
 
 
Do you have any other qualifications you feel are relevant?_______________________ 
 
_____________________________________________________________________ 
 
 
If you are a mature student (i.e. have not gone straight from school to university to present 
course) what career(s) have you pursued since leaving school / university? (This includes 
parenting). 
 
_____________________________________________________________________ 
 
_____________________________________________________________________ 
 
_____________________________________________________________________ 
 
 
What is your attitude towards teaching geography now, as you embark on the PGCE 
course? 
 
extremely 
positive 

very 
positive 

positive neither  negative very 
negative 

extremely 
negative 

       
 
 
Please explain this briefly _______________________________________________ 
 
_____________________________________________________________________ 
 
_____________________________________________________________________ 
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Pilot Study to investigate the use of concept maps as a means of eliciting conceptions 
of geography 
 
How were the concept maps administered? 
 
During 1998-1999 Whe XVe Rf cRQceSW PaSV aV a PeaQV Rf eOiciWiQg VWXdeQWV¶ cRQceSWiRQV Rf 
geography and geographical education were trialled with two of the four groups in the 
PGCE primary cohort. One group was focusing on learning to teach children aged 7-11 
(Later Years/LY, n=15) and the other on learning to teach children aged 3-8 (Early 
Years/EY, n=20). Both groups were asked to make a concept map in their first primary 
geography session. They were taken through the same process: 
 
1. Tutor provided definitions of concept map, nodes and links (Ghaye & Robinson, 1989) 
2. Emphasis was placed on the purpose of maps as a representation of their view at that 

moment in time. TheUefRUe QR µUighW¶ aQVZeU ZaV e[SecWed. 
3. A gURXS cRQceSW PaS ZaV cRQVWUXcWed fRU µbakiQg a cake¶ WR eQVXUe XQdeUVWaQdiQg 

(following advice by Jones & Vesilind, 1995, and Caelli, 1998). 
4. Students constructed their own maps. Here there was a variation between the two 

groups: EY were asked to construct a map for Primary Geography, LY for Geography. 
5. Students were asked to write brief biographical details on the reverse - name, age, 

qualifications, relevant experiences, attitude towards geography. 
 
What conceptions of geography were revealed? 
 
The fiUVW aQaO\ViV XVed Whe µe\e-baOO¶ WechQiTXe Rf ORRkiQg aW each PaS iQ WXUQ WR gaiQ aQ 
overall impression of ways in which geography is conceptualised. This enabled some 
broad categories to be identified within and between groups. 
 
EY conceptions seemed to fall into three categories: 
 

x factual, knowledge-based (7 students) where nodes are all to do with 
knowledge and links show unproblematic, one-dimensional relationships 
between them  

x more process-based (8 students) where nodes focus mainly on knowledge but 
the links between them reveal a view of geography being an active process of 
investigating / exploring the world about us. The links are also more tentative 
for some (questioning) and indicate a more complex relationship between 
nodes  

x more child-centred view (5 students) where all maps mentioned children in a 
node apart from one which had a teaching technique (mind-mapping). Of these, 
four of the maps had links which showed children as active investigators while 
one map showed them as passive receptors of knowledge. Geographical issues 
are mentioned in either nodes or links. 

 
LY conceptions also fell into three categories: 
 

x knowledge-based (5 students) in which the map seems to be an attempt to 
show everything remembered rather than a conceptual / organisational 
framework. [Cohen & Manion (1994) make a point about concepts - that they 
are limited in number as opposed to the infinite number of phenomena they are 
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used to explain (p.17). A possible explanation for these maps may be that they 
have not yet developed overarching concepts for geography. On the other hand 
the task may not have been explained very well!] 

x knowledge-based with some focus on process (6 students) in which nodes are 
predominantly to do with knowledge but processes are evident in rather one-
dimensional links  

x process-based view (4 students) with an emphasis on geographers, 
investigation and a complex relationship between links. Geographical issues are 
mentioned in either nodes or links  

 
In terms of the variation between groups it appears that the LY group has a conception of 
geography which focuses on content whereas a greater proportion of the EY group have a 
conception which is more complex and equally balanced between knowledge and 
processes. This could be due to the variation in task (Primary Geography / Geography). 
 
The second analysis made a tally of the terms used in the nodes. The most common are 
shown in the table below. 
 

 

Node Term 

 

EY 

 

LY 

 

Total 

% of students 

using term (n=35) 

Physical features (rivers) 12 18 30 86 

Places (towns, countries) 13 14 27 77 

People 16 11 27 77 

Environment 16 10 26 74 

Weather / Climate 13 10 23 66 

Mapping 13 7 20 57 

Local 15 3 18 51 

Global 9 6 15 43 

Locations 1 4 5 14 

 

This presents a view of geography which encompasses the physical and human elements 
of environment, place at local and global scales and the spatial element. The table only 
serves as an indicator of the knowledge aspect of geography because, for most students, 
concepts, skills and values were shown along the links. 
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USE OF CONCEPT MAPS TO ELICIT STUDENTS’ CONCEPTIONS 
OF GEOGRAPHY AND TEACHING 
 
Introduction 
 
GURXS cRQVWUXcWiRQ Rf a cRQceSW maS fRU µBakiQg a cake¶ iQ RUdeU WR: 
 

x explore the nature and purpose of concept mapsi 
x introduce the terms nodes, links and hierarchyii  
x develop knowledge & understanding of how to construct a concept 

map - identify nodes, place in hierarchy, link with arrows, label 
links 

x stress that a concept map represents ideas at a given moment in 
time, WheUe iV QR µUighW¶ aQVZeU. Each Wime a concept map is 
constructed for the same topic it might come out slightly different. 
The main thing is that it serves as a learning tool - to promote 
diVcXVViRQ (b\ cRmSaUiQg ZiWh SeeUV¶ maSV, cRQceSWiRQV Rf 
geographers) about meanings / understandings and possibly to aid 
development of a common language 

 
Instructions for each group 
 
1.  I am going to ask you to do a concept map for geography. I have provided 

the first 9 nodes: 
 
Geography - Environment - People - Places - Local - Global - Mapping - 
Climate - Physical Features 
 
Cut these nodes up and start to arrange them in a hierarchical way on your 
VheeW Rf A3 SaSeU. DON¶T VWick aQ\ Rf Whem dRZQ aW WhiV SRiQW. GeRgUaSh\ 
will go at the top, and then you can decide which concepts follow - you may 
add your own nodes using the remaining labels. It may be helpful to think of 
the hierarchy showing the most general concepts at the top leading to the 
most specific concepts at the bottom. 
 
You do not have to use the nodes provided, or you may wish to use them but 
alter some of the concept names. 
 
2.  Once you have achieved an initial arrangement of the nodes, use a pencil to 

draw lines between the concepts that seem to be connected. Write on the 
line a short explanation of the link. Use arrows to show which way the link 
goes. Different links can go in both directions for any pair of terms and 
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there can be more than one link in any direction. There does not have to be 
a link between terms. 

 
3.  Once you are happy with the position of your labels and the way you have 

linked them, you may stick them down and go over your explanations with 
black pen. 

 
4.  Now select three of the concepts shown in your nodes - you will probably 

find it helpful to choose ones that you know most about - and turn over 
your sheet. 

 
5.  Place your selection in the three boxes in the first column. These can be 

seen to be geographical concepts that might be taught in schools as part of 
the geography curriculum 

 
6. Spend some time thinking HOW you might teach this aspect (column 2 - 

What methods would you use / How would you teach this?) 
 
7. Now consider WHY it is an important topic for pupils to learn (column 3 - 

why use this method? and what would be the gains for the children?) 
 
8. Finally, on a separate sheet of A4 paper do a concept map to show the 

relationship between the 3 concepts of Pupil, Teacher and Content. 
 
 
 
 
 

 
i Concept maps are a means of revealing what is understood by the learner - the concepts and relationships 
beWZeeQ Whem. The\ dR QRW µWeVW¶ ZhaW haV beeQ Uecalled RU UemembeUed, Whe\ iQdicaWe ZhaW meaQiQgV 
students have attributed to the content acquired (Ghaye & Robinson, 1989).  
µA cRQceSW maS iV a Za\ WR UeSUeVeQW Whe VWUXcWXUe Rf kQRZledge¶ (NRYak, 1995:79). SiQce Whe meaQiQg 
attributed to the concepts are unique to the individual, concept maps also reveal the cultural / social context 
within which the knowledge structure was formed. 
ii Nodes are a means of showing what concepts/ideas a person holds about a given topic, while links show 
the relationships between them (Ghaye & Robinson, 1989). Concepts shown on the nodes are hierarchical 
(Novak, (1995) and can therefore be ranked from the most general, inclusive concept to the most specific, 
least inclusive.  
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THE PLACE OF GEOGRAPHY 
 
Doonesbury by Garry Trudeau (The Guardian, August 1988) 
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The nature of geography 

PGCE student: Geography is what geographers do 

 

Geographers make sense of the world through undertaking 

geographical enquiries. Geographers enquire about the human and 

physical elements of places, how they interact and the effects they 

have on each other. Geographers look for patterns (e.g. how things 

are spatially organised on the surface of the earth) and processes 

(e.g. how environments change) and offer explanations for these. 

They examine connections between people and places and consider 

human motivations and their impact on the environment. 

Geography is therefore also about being critical of ways in which 

information is presented – challenging stereotypes, detecting bias 

and so on. Geographers recognise the dynamic nature of the world, 

they show an appreciation and concern for a variety of 

environments, people and places and they recognise individual as 

well as collective responsibility. 

 

They use a range of tools to support these enquiries – mapping, 

fieldwork, and interpreting a variety of secondary sources including 

photos, satellite images, CDRoms and so on. 
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Questions about conceptions of geography Notes 
1. At the time, did you feel you were able to represent your 

conception of geography successfully? Explain / Justify
 PROMPT:  Sitting where you are now, what do you 
think was going on in your head at that time - what thought 
processes were you going through? 

This question comes after initial 
µZaUP-XS¶ chaW aQd WiPe giYeQ 
to look at concept map 1. 

2. I notice that you have / have not included reference to 
....[location, changes/geographical processes, interactions 
between the physical and human elements of geography]     
Can you explain this? 

These questions were designed 
WR checN fRU (a) UeVeaUcheU¶V 
interpretation and (b) extent to 
which concept map reflects 
conception. 3. There is very little / no reference to geographical enquiry, 

investigating through fieldwork etc. Why is this? 
4. Looking at your map, is that how you see the subject?  

Justify. 
i When you were thinking about how to organise your map, 

what choices / alternatives did you consider? (Hierarchical 
or not?) 

ii What reasons did you have for the choices you made? 
 

QXeVWiRQ(V) abRXW cRQceSW PaS¶V 
structure 

5. These are definitions of geographical persuasions (show 
student definitions on paper) - if someone was judging your 
concept map, which persuasion do you think they would 
say you are? [if different to my classification pursue] ... I 
have put your persuasion as x because.. would you like to 
comment? 

ChecNiQg fRU VWXdeQW¶V 
perception of persuasion and 
validity of researcher 
interpretation 

6. Did you have any particular feelings about doing the 
concept map? 

Question to allow student to 
discuss whether affective factors 
were impeding cognitive ones 
while doing the map 

7. In your second concept map, what have you changed and 
why? 

i To what extent do you now feel you have been able to 
represent your conception of geography successfully? 

ii Can you say why your conception has changed in these 
ways? / Has anything fundamental changed [PROMPT: 
persuasion same/different ?] 

EOiciWiQg VWXdeQW¶V perception of 
what has changed and why. 

8. You said that you felt x when doing the first map. How did 
you feel the second time? 

Any change in attitude ± 
towards subject / concept 
mapping as a technique? 

  
Questions about conceptions of teaching, learning & 
nature of knowledge 

 

1. Can you say why you thought you would teach [x] in that 
way? 

These questions enabled student 
to elaborate and researcher to 
validate interpretations. 2. Could you explain why you have represented teacher / pupil 

/ content in this way? 
3. I notice in your concept map [for T&L] that you do not 

show that pupils are able to choose the content. Why is 
that? 

4. Here are definitions of 4 theories of teaching and learning. 
Which category would you put yourself in? Please justify 
your choice. [I have put you in ..x.. - discuss if different] 

5. If you were going to teach [x] now, would you still choose Changes in conceptions/ 
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to do it in the same way?  Please explain.   Would that place 
you in a different category now? 

underlying beliefs? 

6. What is your favourite subject to teach? Can you give an 
example of how you would teach something from that 
subject? 
i OR choose something that you did during SE1 that you 

felt was successful. Describe how you taught it and why 
you thought it was successful. What were the gains for 
the children? 

This question enabled 
exploration of whether a 
VWXdeQW¶V aSSaUeQW cRQceSWiRQ 
teaching was subject specific.  

7. Here are 3 statements that offer different ideas about the 
nature of knowledge. Which of these most reflects your 
conceptions of knowledge? What do you understand by the 
WeUP µNQRZOedge¶? 

Exploration of fundamental 
beliefs about knowledge and 
therefore what is valued and 
ideology reflected. 
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Student:   
 
School: small village school on Welsh borders 
 
Date: 9/2/00 
 
Time: 2.30 pm 
 
Number of pupils: 32  [6 in smaller group] 
 
Year group: Y2/3 
 
Focus of lesson: Recycling / decomposing; litter solutions 
 
 
 
Observation notes on consecXtiYe pages «..
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Notes made during observation. 
 
[Words in italics] = description of what is happening 
 

 
Time 

 
T = teacher   P = pupil 

Interpretations / 
questions 

 
2.30 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
Introduction 
[Children note bonfire outside and how it 
pollutes. 
Focus on vocabulary ± word beginning 
Zith µp¶ for damaging our environment 
Reinforcement of pollution types] 
T: gas which leaks out from rubbish 
P: toxic 
P: Nuclear Power 
T: methane ± very dangerous gas from 
land-fill sites. 
[other pollution?] 
P: Farm chemicals 
T: Farmer sprays vegetables with 
pesticides « Zhat happens?   Pause.   If 
it rains? 
P: Pesticides go into the ground then the 
river the sea, up into the clouds, it rains 
and goes into the rivers again and we 
drink it. 
T: You were talking about the water 
c\cle Zeren¶t \ou? 
T: How have we polluted our 
environment this lunchtime? 
P: Crisps « packet   
[T looks at examples from the bin] 
T: If it¶s in the bin \ou¶re not polluting 
are you? 
P: Oh yes you are! It gets tipped at the 
rubbish dump. 
T: So Ze¶ve done our bit but then it just 
gets tipped in a bigger bin. 
[discussion of this process] 
T: What happens to wrappers at the 
rubbish tip? 
P: It¶s buried. It rots. 
T: Would they rot away? 
P: No, makes acid 
P: Gas comes out 
T: The\ don¶t rot, they stay there for a 
very long time. What about apples? 

 
 
Relating the topic to 
concrete experience 
 
Clear focus on subject 
specific language which 
continues throughout the 
whole session 
 
 
 
 
 
Questions move from 
those that demand factual 
recall to those that require 
explanations (i.e. higher 
order questioning) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Could have used this as a 
hypothesis ± x says s/he 
thinks it will rot. Who 
thinks the same? How can 
we test it to see if you are 
right? 
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2.45 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
2.58 
 
 
3.00 

P: That would rot away. 
T: Decompose 
 
Instructions for activity 
T: We¶re going to do these Zorksheets on 
Our Lunch Litter. 
What did \ou have for lunch and Zhat¶s 
left over from today? 
[List on board ± 2 columns with no 
headings but representing bio- and non-
biodegradable] 
T: What could we do with some of this 
rubbish? 
P: Recycle it 
T: Yes, recycle. If we wanted to do this 
what could we do? 
[Recycling bins. Discussion of whether 
we can recycle things other than 
wrappers etc ± i.e. apple cores etc. Pupils 
make several guesses, not along right 
lines] 
T: Some of you might have one in your 
garden. 
P: Compost heap 
T: Victoria said compost heap & that¶s 
where you can put these things and 
the\¶ll rot doZn. 
Special assembly ± all children except 
one group go 
 
T: I¶ve got a big bag full of rubbish ± 
crisp packets and so on to take to the 
recycling centre 
[shows pupils] 
T: I¶ve got another bag full of 
[produces bag with examples of food 
waste ± shows to children and then gets 
ready made compost in large tray/plastic 
box. Much talking by children] 
T: Look at other things in here [compost] 
leaves, grass, twigs. Look at how this has 
nearly decomposed ± just the veins are 
left.  These bugs are doing ever such a 
hard job 
 

 
 
 
1/4 hour spent on intro 
before instructions ± about 
the right amount of time if 
pace is going to be kept 
up. 
 
Could you have provided / 
asked them to suggest 
suitable headings? 
 
 
From this point the pace 
began to wane. Perhaps 
some direct teaching 
would have been 
appropriate? In other 
words, tell them that the 
worksheet is a way of 
them recording how they 
would sort their lunchtime 
rubbish (linked to their 
predictions/hypotheses 
above). 
 
 
 
 
Given that, in your 
interview, you prefer 
active learning methods 
why did you choose to do 
this as a demonstration? 
[This is not a criticism! I 
am just interested]. 
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3.15 

[Children gather round table looking in 
and discussing, making observations 
about what they see. 
Then all go out to look at the rotting 
pumpkin outside another classroom] 
P: It¶s rotting 
P: Melting 
P: These are from Halloween 
T: Look at the difference between the 
seeds and the flesh ± it¶s decomposing. 
Back in class to collect compost tray and 
food waste and take outside. Rest of class 
join group and watch T put food waste 
and some wrappers in the compost. 
T: I¶m going to put some more leaves on 
top. 
 
[Back in the classroom, recap on what 
was done with the whole class] 
T: Somebody from this table tell the 
others what helps these things to 
decompose, break down. 
P: The bugs 
T: Micro-organisms. Micro meaning tiny 
and organisms, living things. 
T: We¶ll have a look at this tomorroZ, 
after the weekend and so on and see 
Zhat¶s happened. 
 
[Finish] 

They are very interested 
and your open-ended 
questioning encourages 
them to make detailed 
observations. 
 
Why did you take them 
outside at this point?  
 
 
 
When the rest of the class 
joined it made it rather 
difficult to manage! In an 
ideal world, what would 
you have done / how else 
would you have conducted 
this activity? 
 
Good strategy to get them 
to do the talking. 
 
 
Further use of subject 
specific language. 
Could have asked for 
predictions here ± when 
will it start to rot? What 
will rot first? Etc. 
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MEMORANDUM 

TO:  

FROM:  FRAN MARTIN 

SUBJECT: REQUEST FOR YOU TO TAKE PART IN NEXT STAGE OF RESEARCH 

DATE:  APRIL 7TH 2000 
  

 

Dear all 
 
Yes!   It¶s that time again. Now that my mega-busy teaching time has come to an end, and 
your next block school experience is not far away, it is time for me to start thinking about 
the next stage in my research project. 
 
Having done a brief trial during SE2 (         will tell you all about that!) and discussed 
things with my supervisor, the tentative plan at the moment is as follows: 
 
1. Observe those of you who have the opportunity to teach geography 3 times over the 

block 
2. Discuss your planning and teaching for about 1/4 hr before each observation and about 

1/2 hour after each observation (possibly tape-record the post observation discussion) 
3. Collect other forms of data such as medium and short term plans 
4. After the block experience has ended, do a final, tape-recorded, interview where we 

discuss how you feel you have developed as a teacher of primary geography, what the 
key factors that have enabled / impeded your development have been etc«.. 

 
Clearly this involves commitment on both our parts. As mentioned before, I will be 
committed to conducting the research in a way that is as supportive and unintrusive as 
possible and will, when writing up, ensure confidentiality etc.  You will need to commit 
more time to being observed and discussing your teaching than might have otherwise been 
the case, but this should be beneficial rather than not!!  In the post observation discussion, 
once we have explored how and why you did things I will offer any thoughts / advice I can 
for enhancing what you are doing. 
 
In terms of the practical aspects could I ask you to do the following? 
 
1. Let me know as soon as possible if you would like (or can ± given that geog might not 

be on the timetable!) to continue to take part. I am in college Mon ± Thurs next week 
and have a timetable on my door if you want to come and find me to chat about this. 

2. If so, I would like to seek formal agreement from your school and so will need the 
names of the head teacher and your class teacher ± I would like to be able to write to 
them before the end of this term. 
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3. At the beginning of next term, have a look at your timetable and start thinking about 
when it would be appropriate for me to make my visits ± I realise that I will have to be 
flexible here!!  It would be helpful for me to have a rough timetable, though, so I can 
fit in with other college commitments. 

 
I think that¶s all for now, other than to say thank you for the support you have already 
given me. I must admit that I have let things fall by the wayside a little bit this term ± 
mostly because of heavy teaching timetable ± but I have done an initial analysis and write 
up that has been presented at a research seminar which I have enclosed for your interest.   
It was favourably received, so I think we are going along the right lines! 
 
The interview data has been transcribed but not properly analysed ± I am having training 
this week to use a computer analysis package called NUDIST (!) which should help.  This 
will probably feed in to aspects that we focus on during SE. 
 
Thanks again and, if I don¶t see you before, have a good Easter. 
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So the first question is that when you look at that, and as much as you can remember from 
doing it at the time, which I realise is quite a long time ago now, did you feel that you were 
able to represent your conception of Geography to your satisfaction? 
 
Not in the sort of simple diagram that I thought you wanted, I was trying to get three 5 
elements, these three elements, Environment, Place, People, and to show how they totally 
relate to each other, but introduce all the other aspects of scale, processes and things. I just 
cRXOdQ¶W dR LW VLPSO\, VR I NLQd RI XVed a PRdeO WKaW I¶d VeeQ beIRUe, WKLV NLQd RI cLUcXOaU 
WKLQJ, I ZaV RULJLQaOO\ JRLQJ WR RYeUOaS WKeP bXW I cRXOdQ¶W JeW eQRXJK OLQNV beWZeeQ WKeP. 
I cRXOdQ¶W be VSecLILc enough about some of the things, which is why I spread it out, does 10 
that make sense? 
 
Yes it does. Lets go to this, is that where you started then, looking at this relationship 
here? 
 15 
IW¶V QRW ZKeUe I VWaUWed dUaZLQJ bXW WKaW¶V ZKeUe P\ WKRXJKWV VWaUWed, I think. 
 
Where did you start drawing? 
 
Here. This is where my thoughts started. 20 
 
OK, lets go with that one then, why did your thoughts start there, what was going through 
your head? 
 
WeOO I ZaV dUaZLQJ RQ SUeYLRXV WKLQJV I¶d OeaUQW, VSecLILcaOO\ a PRdXOe WKaW I¶d dRQe, 25 
.[unintelligible] Society, and to me that kind of captured what Geography was about, 
because I say that whether you were a human geographer or a physical geographer that 
could answer everything. I thought that was Geography in a nutshell, bXW LW ZaVQ¶W deWaLOed 
enough. 
 30 
IV WhaW Zh\ \RX¶Ye gRW WheVe aUURZV gRiQg iQ bRWh Za\V, WhURXghRXW WhaW ciUcle aV Zell? 
 
Yes, because when you wanted me to amend it, there were issues to do with power, that I 
was talking to somebody about, and I dLdQ¶W NQRZ KRZ WR PaNe LW cOeaU, IRU e[aPSOe 
people with more power might live in a place less affected by the environment, i.e. not on 35 
a IORRdSOaLQ RU VRPeWKLQJ OLNe WKaW, WKe\ ZRXOd OLNe VRPeZKeUe a bLW PRUe VecXUe. I caQ¶W 
answer why they might live on a IaXOW OLQe, OLNe LQ CaOLIRUQLa, bXW WKeUe¶V aOO VRUWV RI, dR 
\RX NQRZ ZKaW I PeaQ, WKeUe¶V aOO VRUWV.... 
 
That might be because of social and cultural issues might be more overriding than the 40 
environmental ones, in their minds.  
 
Yes, but in one way or another all sorts of people interact with a place or even modify the 
place, which might even modify the environment, which in turn might effect the people 
that live there and so it goes on. 45 
 
So then having established this sort of thought in your mind, how did that then move out to 
relate to these two here? 
 



Appendix 26: Interview with David - 7.12.99 

 
Appendix 26 

2 

This was to try and make it a bit more specific, to sort of split this up into physical and 50 
VRcLaO. I ZaV MXVW WU\LQJ WR be a bLW PRUe VSecLILc abRXW WKeVe WKLQJV. I dLdQ¶W SXW SRZeU RQ 
here but I suppose I should have done. Both of these had their own processes, physical 
processes and social processes which occurred at different scales, which in turn had 
different effects on these, so you could either look at that on a micro scale or a macro 
scale. 55 
 
From somebody, like myself, coming to it, and not having insight into those things, when I 
looked at this it seemed as though you were saying that processes were central to anything 
that was studied in Geography, that you might see that as being a central concept, if you 
like, would I be, would that interpretation be correct, or......? 60 
 
I dRQ¶W NQRZ, \ea, I dLdQ¶W UeaOO\ ZaQW WR PaNe SURceVVeV, \RX NQRZ OLNe WKeVe PRdeOV WKaW 
SeRSOe cRPe XS ZLWK, becaXVe I dLdQ¶W Vee, I dRQ¶W aJUee WKaW \RX caQ KaYe a PRdeO WKat 
UeSUeVeQWV eYeU\WKLQJ, LW¶V bRXQd WR PLVV VRPeWKLQJ, bXW I, QR I dRQ¶W WKLQN LW¶V ceQWUaO. I 
think what I was just trying to say was that somehow these make a process or pattern, even 65 
LI LW¶V VKRUW-OLYed, RU eYeQ LI LW¶V QRW a JORbaO SaWWeUQ a SaWWeUQ Rccurs that effects all three of 
WKeP. TKe\¶Ue aOO SaUW RI a SURceVV, RU VeYeUaO SURceVVeV aW WKe VaPe WLPe, I dRQ¶W NQRZ, LW 
was very difficult to do, I thought, this task. 
 
I¶ll cRme WR WhaW, Zell QR leW¶V mRYe RQ WR WhaW, iQ facW. OQe Rf Whe TXeVWiRQV I¶ve got is that 70 
as you were going through this process, how were you feeling? 
 
WeOO RULJLQaOO\ I WKRXJKW LW ZRXOd be aOO ULJKW, aQd ZKeQ I UePePbeUed WKLV PRdeO WKaW I¶d 
VeeQ I WKRXJKW µWKLV ZLOO b\ eaV\¶ aQd WKeQ WKe PRUe I ORRNed aW WKe KaUdeU LW JRW because I 
found it more difficult to make it clear exactly what I was thinking. Or even how to place 75 
WKeP LQ VRPe VRUW RI RUdeU RI LPSRUWaQce, ZKLcK I RbYLRXVO\ dLdQ¶W dR LI \RX WKRXJKW WKaW 
was more important. I was trying to get the cyclical effect, that everything relates to 
eYeU\WKLQJ eOVe aQd eIIecWV eYeU\WKLQJ eOVe. AQd WKaW¶V ZK\ LW JRW PRUe dLIILcXOW. 
 
I guess I just thought about that one, not that I had any [uninteilligible]. but because that 80 
was the only one that linked with the overall term so my perception was that Geography is 
through that, and then sort of goes out to all of these others, but that was the sort of thing 
that it was enacted through, if you like. 
 
I suppose what I was trying to say was that these make up the processes. 85 
 
Because if I asked everybody to represent their perception of Geography in this particular 
way, if you were able to choose a different way, would you? 
 
I dRQ¶W NQRZ QRZ, LI \RX Kad aVNed Pe beIRUe KaYLQJ dRQe WKeVe I PLJKW KaYe WKRXJKW RI 90 
VRPeWKLQJ, bXW VLQce WKeQ I¶Ye thought perhaps this is quite a good way of doing it, even 
WKRXJK I IRXQd LW dLIILcXOW, VR I dRQ¶W NQRZ, P\ MXdJPeQWV cORXded QRZ. 
 
It was the sort of inter-relatedness that was ...? 
 95 
Yes. I thought at one point that perhaps I knew too much. 
 
That is a danger. 
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It would have been easier had I not. 100 
 
Try to stick it all down, represent it in one way or another. I felt that when I tried to do it, I 
eQd XS ZiWh WhiV big meVV Rf SaSeU. WhaW abRXW Whe VWUXcWXUe, Whe Za\ iW¶V UeSUeVeQWed 
rather than what is represented there. I think that when I was giving the instructions right 
at the beginning I suggested that people could, if they wished to, put it in a hierarchical 105 
WhiQg bXW \RX¶Ye chRVeQ VRmeWhiQg TXiWe diffeUeQW WR WhaW. WRXld \RX like WR Walk me 
through, Ze¶Ye VRUW Rf WRXched RQ iW, ZiWh ZhaW \RX Vaid, bXW Walk me WhURXgh Zh\ \RX 
chose to represent it in a different way? 
 
WeOO I ZaV JRLQJ WR WU\ aQd dR LW LQ WKaW KLeUaUcKLcaO NLQd RI Za\, bXW WKeQ I decLded, WKaW¶V 110 
when I came to my first dilemma, I cRXOdQ¶W SOace LW LQ aQ\ NLQd RI RUdeU, becaXVe RI eacK 
RI WKeVe; eOePeQWV, eQYLURQPeQW, SOaceV aQd SeRSOe I cRXOdQ¶W SXW RQe abRYe WKe RWKeU. 
 
AQd \RX ZRXldQ¶W haYe ZaQWed WR SXW Whem RQ a leYel? 
 115 
NR I dLdQ¶W ZaQW WR SXW WKeP RQ WKe OeYeO becaXVe I ZaQWed WR VKRZ WKLV eIIecW aQd WKaW¶V 
ZK\ I decLded WKaW SeUKaSV WKe ZKROe WKLQJ VKRXOd JR LQ a cLUcOe, ZeOO LW¶V QRW UeaOO\ a 
circle but that was the idea. 
 
LRRkiQg aW iW QRZ, dR \RX WhiQk WhaW¶V a UeSUeVeQWaWiRQ, iW mighW QRW be µWhe¶ UeSUeVeQWaWiRQ 120 
of your view but you would be happy with it as one way of representing your view? 
 
YeV, I WKLQN VR. WKeQ \RX aVNed XV WR aPeQd LW I cRXOdQ¶W, I cRXOdQ¶W UeaOO\ add WR LW a ORW, 
although it took me a while to try and remember what I meant, I think I did add something, 
QR I WKLQN LW¶V YaOLd IRU Pe. 125 
 
YRX haYeQ¶W UeSUeVeQWed RQ heUe, Whe VRUW Rf Whe VSaWial aVSecW Rf GeRgUaSh\, aQd I 
wondered why that was? Because for some Geographers, some, it would be about noticing 
patterns in the way things are spatially distributed and whether there was equality and so 
on and so forth? 130 
 
Well I was trying to, this was supposed to try and do that. Because this could be a 
particular place or a region, it could be as big or as small as you like, which, I think I was 
trying to do that. 
 135 
BXW WheUe¶V a diVWiQcWiRQ WR be made beWZeeQ Vcale RU VWXd\ aQd lRRkiQg aW WhiQgV iQ VSaWial 
patterns. 
 
I ZaV WU\LQJ WR JeW, Pa\be WKaW¶V, SeUKaSV I PeaQW LW PRUe SaWWeUQV, I dLd VWeeU cOeaU RI 
patterns because I thought patterns were a bit, patterns are a bit transient, fickle things. But 140 
\eV, I KadQ¶W e[cOXded, I WKLQN beWZeeQ WKeVe WZR I ZaV VWLOO WU\LQJ WR cRYeU eYeU\WKLQJ. 
 
Between processes and scale. 
 
Trying to say that these could make a pattern or a process, perhaps I should have put 145 
pattern, I know that could be seen. 
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And perhaps it would be difficult to represent something that is constantly changing? I 
have the same question about the active, investigative, all through fieldwork type of view 
of Geography as well. That in my interpreWaWiRQ didQ¶W aSSeaU WR be UeSUeVeQWed heUe? 150 
 
NR \RX¶Ue ULJKW, I QeJOecWed WKaW. I dLdQ¶W WKLQN RI WKaW aW WKe WLPe. WKaW abRXW KRZ Ze 
investigate these things? 
 
Yea. 155 
 
I dLdQ¶W WKLQN RI WKaW. 
 
DRQ¶W ZRUU\ abRXW WhaW, iW mighW be a SURdXcW Rf hRZ I aVked Whe question. 
 160 
It might be a development from that, say these are your thoughts so how would you go 
about finding out......... 
 
Or how would you go about teaching it as well? You may or may not have seen this before, 
I dRQ¶W kQRZ, bXW aQRWheU WhiQg WhaW I did, haYiQg lRRked aW eYeU\bRd\¶V maSV aQd WhRXghW 165 
abRXW Whe fRXU bURad caWegRUieV, I WheQ lRRked aW VRmebRd\ elVe¶V defiQiWiRQ Rf diffeUeQW 
geographical persuasions, and I wondered if somebody came along and looked at your 
map where would you think they might place you, along here? 
 
Probably, looking at it they might say people and environment, the environmental 170 
persuasion, but I think I was probably going for more of a, I hope they would see more of 
WKLV SeUVXaVLRQ, RQO\ becaXVe WKRVe aUe P\, I¶P PRUe beQW towards that, so I would assume 
WKaW aQ\WKLQJ WKaW caPe RXW ZRXOd, bXW Pa\be LW ZRXOdQ¶W, RQ VecRQd WKRXJKWV, ORRNLQJ aW 
it people might say it was more towards that. 
 175 
Well I lRRked aW iW aQd Vaid WhaW iW ZaV WhRVe WZR. I didQ¶W SXW iW dRZQ aV, becaXVe although 
iW¶V meQWiRQed WheUe I acWXall\ Sicked XS, ZheQ WheVe liQkV all WhURXgh heUe, VR I Sicked XS 
more or a humanistic welfare position, but I also had that one down because, and again 
this was just my interpretation, I was picking up on the processes aspect and the scientific 
approach to, this is something that can be measured and we can look at the change, and 180 
then we can have some thoughts about it, that was my interpretation as well. Although 
cleaUl\ iW ZaVQ¶W VhRZQ aV a hieUaUchical, bXW WheUe ZaV aQ element of physical and human 
aspects being separate there as well. 
 
TKaW¶V ZK\ I cKRVe WKLV RQe, becaXVe RI eQYLURQPeQW LQWeUacWLRQV. 185 
 
Well I have to say I had that one as well. 
 
Plump for the middle one then. 
 190 
YeV, becaXVe WhaW¶V ZheUe \RX SeUVRQall\ ZRuld stand? 
 
I WKLQN VR \eV, WKaW¶V ZKeUe, P\ YaOXeV aUe PRUe LQ WKeUe. 
 
So if we compare that with the second time around, would you like to talk me through what 195 
went on when you were given the opportunity to have a look at this and think about 
whether you wanted to change it in any way? 
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OK \eV I added .[XQLQWeOOLJLbOe] dLdQ¶W I, I was trying to be a bit more specific I suppose, 
following my chat with somebody, well I was trying to explain my thing, they were asking 200 
me about it and I was just trying to say that these were factors that would effect the value 
that people would place on a particular place, or power that people would have, and that 
would effect their interaction with the environment, or....... So I was just throwing the issue 
of power in there as well. 
 205 
And illustrating along those lines, a bit more what sort of relationship you were talking 
about? 
 
AQd KeUe aOVR I ZaV WKLQNLQJ RI, VWLOO I VXSSRVe I dLdQ¶W Va\ aQ\WKLQJ abRXW SRZeU, LI a 
particular place was particularly powerful or dominant, say for example that Birmingham 210 
and the car industry was once powerful and afIecWed LW¶V RZQ OLQNV RQ a JORbaO VcaOe aQd 
also nationally links on a global scale, but since other places have become more powerful 
aQd VR BLUPLQJKaP KaV ORVW LW¶V SRVLWLRQ, RU becRPe XQVXcceVVIXO RU ZKaWeYeU, aQd VR WKaW 
changes but it affects that and aOVR ZKaW¶V KaSSeQLQJ aW WKLV VcaOe aOVR aIIecWV dLIIeUeQW 
localities. Not always to do with power, it could be economics and stuff like that. I was 215 
trying to show that as well. 
 
So if you had to sum up what was happening to your conception between that point and 
that point, what would you say? 
 220 
I suppose I was trying to make it a bit more, just clarifying. 
 
SR \RXU SRViWiRQ hadQ¶W chaQged? 
 
NR I dRQ¶W WKLQN VR, LW¶V MXVW WKaW ZKeQ \RX JaYe LW bacN WR Pe I WKRXJKW µRRK I dRQ¶W NQRZ 225 
if I could XQdeUVWaQd, RU UePePbeU¶ VR I WKRXJKW WKaW PXVW be WULcN\ IRU aQ\RQe UeadLQJ LW, 
ZKR dLdQ¶W eYeQ NQRZ ZKaW ZaV JRLQJ RQ LQ P\ PLQd, VR I ZaV WU\LQJ WR be a bLW PRUe 
specific. 
 
If you were to look at the ten weeks, split with three weeks in school, what would you say 230 
would be the aspect of what we did together that created the greatest learning for you, 
because you already had a position in Geography? Always assuming there was some 
learning going on of course! 
 
Say that again? 235 
 
Over the ten weeks that we had together, what was the, was there a learning curve for you, 
and if that was the case what was it to do with? 
 
TKeUe ZaV deILQLWe OeaUQLQJ, I WKLQN RQ KRZ WR VKaUe, QR SeUKaSV QRW VKaUe, I dRQ¶W NQRZ LI 240 
LW¶V ULJKW WR VKaUe \RXU OeaUQLQJ ZLWK SXSLOV, Pa\be how to teach them, teach pupils to 
investigate their own values through the village task thing, I thought that was really good, 
because you could build on that, to think about the village location, and also the think that 
a wider scale would impact on it. And if you liked I suppose you develop that into looking 
at specific things, so I thought was a really good way of developing geographical 245 
NQRZOedJe, LI \RX OLNe, ZKLcK I KadQ¶W UeaOO\ WKRXJKW abRXW. I¶d WKRXJKW WKaW WeacKLQJ 
Geography would be, I suppose this is how we were taught it, I think I learnt what was 
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called regional Geography, we did the whole of Africa, country by country, average 
UaLQIaOOV, cURSV, LPSRUWV aQd e[SRUWV, WKaW VRUW RI WKLQJ, I dLdQ¶W OeaUQ aQ\WKLQJ abRXW KRZ 
they affected each other. And although I still think, well I thought that perhaps that still 250 
happened to a certain extent, but perhaps more with an environmental bias, just because 
WKaW¶V VRcLeWLeV aQVZeU WR cKaQJe, bXW I VWLOO WKRXJKW WKe aSSURacK ZRXOd be PRUe OLNe WKaW, 
ratheU WKaQ JRLQJ IRU YaOXe«. 
 
ThaQk \RX. If Ze haYe a lRRk aW WheVe, jXVW chRRVe RQe Rf WhRVe aQd I¶m gRiQg WR aVk \RX WR 255 
talk about it in a little bit more depth. 
 
I ZRQ¶W cKRRVe WKaW RQe, becaXVe WKaW ZaV aOPRVW aQ aIWeUWKRXJKW. 
 
So reminding yourself of what you wrote could you say why you chose these teaching 260 
methods, why you thought they might be appropriate and so on? 
 
I cheated a bit because I saw something in one of my first experiences in a school, before I 
started the course, I saw something along these lines. 
 265 
So this was observing somebody else teaching a Geography lesson? 
 
Yea. 
 
At what level? 270 
 
Must have been Keystage 2, top of Keystage 2. 
 
And did you, while you were observing it, did you feel that it was an effective lesson? 
 275 
Difficult to say because I was shadowing this pupil who had slight behaviour problems and 
WKe VcKRRO Kad MXVW XVed Pe aV a UeVRXUce WR KeOS KLP aORQJ, VR I dLdQ¶W UeaOO\, I ZaVQ¶W 
really involved in the tasks as such, I was just keeping him on task. But I saw that they 
were doing that and I thought.... 
 280 
I asked that because I wonder whether choosing it was a matter of selecting something you 
had VeeQ befRUe RU VelecWiQg VRmeWhiQg fURm a UaQge Rf VRmeWhiQg¶V aQd WhaW RQe becaXVe 
it was more effective than the others? 
 
Yea, QR, LW ZaV aOZa\V becaXVe I Kad VeeQ LW beIRUe, I VXSSRVe, I dRQ'W eYeQ NQRZ LI LW¶V a 285 
particularly useful thing to learn, no it is.  
 
If you were to be a bit more specific, there might be many ways in which children could 
investigate changes over time in a particular place, what exactly might you ask them to 
do? 290 
 
Well I would have got them to collect their own statistics, through field evidence, or even 
secondary data, current secondary data, and draw on that, or look at a current map and 
compare that with older maps and older statistics. Obviously they could do that, and 
WKURXJK SKRWRV aQd WKLQJV, MXVW WR JeW a IeeO RI LW. I VXSSRVe ZKaW I KaYeQ¶W VaLd, ZKLcK 295 
would have been quite good is to look at personal accounts, perhaps how ways of life in 
that place had changed. 
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And possibly link that to shifts in population and movement, that sort of thing as well. 
 300 
I WKLQN WKaW¶V ZKeUe I¶P JRLQJ ZKeQ I Va\ deYeORSLQJ aZaUeQeVV, becaXVe I ZaV WKLQNLQJ RI 
my own town, I did a small study when I first started my degree and it just got me to think, 
it was a very small place and it was built up around the salt industry, that has since died 
aZa\ aQd LW¶V baVLcaOO\ a cRPPXWeU YLOOaJe, ZLWK ORWV RI SeRSOe WKaW dRQ¶W NQRZ aQ\bRd\, 
me being one of them. But just while I was trying to find stuff on it useful things were 305 
SeUVRQaO accRXQWV, aQd eYeQ MXVW cKaWWLQJ WR a IeZ VKRS RZQeUV ZKR¶d UXQ WKeLU bXVLQeVVeV 
pretty much since the High Street development. They had lots of knowledge about why 
things had changed and the changes that had taken place, that was quite good. 
 
That helps to illustrate the more dry, quantitative information. 310 
 
Yea, JLYeV VRPe VRUW RI PeaQLQJ beKLQd, WKeUe¶V PRUe SeRSOe, PRUe URadV aQd ZK\ aQd 
ZKaW dReV WKaW PeaQ WR SeRSOe. I WKLQN WKaW¶V ZK\ I VWaUWed Va\LQJ LV WKaW a XVeIXO WKLQJ WR 
learn and then I said it is a useful thing to learn, because then I think it leads in to people 
having appreciation of, if they are in a position of power and they made some sort of 315 
decision that affected a place, and I think that to me is more important, that people realise 
that their actions will have a reaction, and it will affect peoSOe¶V Za\ RI OLIe. SR WKaW¶V PRUe 
LPSRUWaQW WKaQ MXVW ORRNLQJ aW WKeVe NLQd RI WKLQJV, aV \RX Va\ LW¶V MXVW dU\ RWKeUZLVe. 
 
ThaW¶V UeflecWiQg \RXU SeUVXaViRQ Ueall\ iVQ¶W iW? NRW YalXe ladeQ, bXW fRcXViQg RQ Whe 320 
YalXeV elemeQW, WhaW¶V YalXe ladeQ aV Zell.... 
 
TKaW LV YaOXe OadeQ aQd WKaW¶V ZK\ I ZaV Va\LQJ I¶P QRW VXUe ZKeWKeU I VKRXOd VKaUe P\ 
YaOXeV LQ WKaW Za\, becaXVe I¶P bLaVLQJ, LW¶V a dLIILcXOW RQe WR NQRZ ZKaW WR dR, becaXVe 
RbYLRXVO\ I¶Ye JRW P\ RZQ YaOXeV aQd WKaW PLJKW aIIecW KRZ I WeacK, I PLJKW be that I focus 325 
more on these things, than on these things and so my pupils may never get this, or even 
this kind of persuasion about Geography. 
 
Unless being aware of that you made a conscious decision to provide a balance and 
provide an alternative. 330 
 
Which I think would be difficult over time, I may start off with the best intentions, but 
over time, or I may be forced through legislation to knock that on the head and the 
curriculum might be saying do that. 
 335 
Having a look  at the contact .[unintelligible] teacher, just remind yourself of what you 
put, and perhaps just talk me through why you chose to represent the relationship between 
those three elements in that way? 
 
I¶d VeeQ VRPeWKLQJ VLPLOaU aV ZeOO. 340 
 
Had you. 
 
Yea, not to do with this but the monitoring and assessment sort of thing, how it feeds back 
into your teaching. I just think these kind of things are useful to show that nothings 345 
dominant .[unintelligible], OK so the pupil demonstrates through his or her work, their 
knowledge and understanding of a particular subject, which the teachers understood and 
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delivered. There ought to be some stages here, maybe I should have numbered these. Yes, 
so the teacher initially understands and delivers something, which the pupil receives or 
knows already and by knowing it, or having learnt it they demonstrate their knowledge and 350 
understanding of that. Teacher reflects on that [unintelligible]  what they have monitored 
and assessed that will in turn affect the future content.[unintelligible] Does that make 
sense. 
 
Yes it does. You mentioned about choosing a cycle, rather than another way of showing it, 355 
but you liked that, if I interpreted you correctly, you liked it because it showed no one 
aspect was more important than the other, is that .... 
 
In this case perhaps not necessarily importance, but more the fact that, lets say the teacher 
starts off knowing the content but not knowing the pupil, initially, but then gradually  as 360 
this feeds into the pupils then the teacher gets a better understanding of them, so that 
aIIecWV. I¶P MXVW WU\LQJ WR VKRZ WKaW QRQe RI WKeP aUe VWaWLc, aQd VR ZKaWeYeU WKe IeedbacN 
IURP WKe SXSLO LV LW aIIecWV WKe cRQWeQW WKaW¶V deOLYeUed, RU eYeQ aIIecWV KRZ WKe WeacKeU 
deOLYeUV WKLQJV, aQd WKe UeOaWLRQVKLS beWZeeQ WKe SXSLO. I¶P MXVW WU\LQJ Wo show that any 
change in the three categories will affect the others. 365 
 
So if I was to ask you where does the control lie in that relationship, in terms of the 
learning that you hope is going on in the classroom, what would your response to that be? 
 
The control ultimately lies with the teacher, rightly or wrongly, but it probably does. 370 
 
Why do you say rightly or wrongly? 
 
WeOO becaXVe SeUKaSV, I KaYeQ¶W UeaOO\ ORRNed LQWR WKLV YeU\ PXcK bXW I¶P VXUe WKeUe¶V aQ 
argument somewhere that pupils are WKRXJKW WR be LQ cRQWURO. II \RX OLNe I¶P aQ e[aPSOe RI 375 
WKLV becaXVe aW WKe PRPeQW, aV a SXSLO KeUe, I¶P VXSSRVed WR be, WR VRPe e[WeQW, LQ cRQWURO 
RI P\ RZQ OeaUQLQJ, WKURXJK WKLV SURILOLQJ. AQd I QRWLce WKaW, I¶Ye MXVW OeaUQW, \eVWeUda\, 
that profiling is going to become a bit more prevalent throughout the whole UMS scheme, 
aQd LI WKaW KaSSeQV, ZKR NQRZV LI cRXOd ILOWeU dRZQ WR VecRQdaU\ VcKRRO. I VXSSRVe I¶P QRW 
MXVW WaONLQJ abRXW SULPaU\ SXSLOV KeUe, aQd I dRQ¶W NQRZ KRZ XVeIXO LW ZRXOd be IRU WKeP WR 380 
be left in charge of their own, that was another thing, my mentor was telling me about, in 
da\V JRQe b\, LQ WKe 70¶V, WKaW WKeUe ZaV a VLWXaWLRQ ZKeQ WKe\ VeW WaUJeWV IRU WKe ZeeN aQd 
pupils just had to meet those at the end of the week but they could it however they wanted, 
in any order. I forget the name he gave this system, but it was that kind of thing where the 
pupil was in charge of their learning, if you like, and that I suppose is the one end of the 385 
continuum to the other where the teachers take control.  
 
BeiQg iQ cRQWURl iVQ¶W QeceVVaUil\ Whe Vame aV beiQg iQ chaUge WhRXgh, RU cRQWURlliQg iVQ¶W 
necessarily the same as being in charge. 
 390 
NR, I VXSSRVe VR. I WKLQN WKe WeacKeU dReV, WR be KRQeVW I KaYeQ¶W JLYeQ LW PXcK WKRXJKW bXW 
WKaW¶V ZK\ I Va\ ULJKWly or wrongly, I think the teacher at the moment, in primary education 
LV PRUe LQ cRQWURO RI WKe SXSLOV WKaQ I WKLQN WKe SXSLO LV. I dRQ¶W NQRZ ZKeWKeU WKe SXSLO 
VKRXOd KaYe PRUe cRQWURO RU QRW, I KaYeQ¶W UeaOO\ JLYeQ LW PXcK WKRXJKW XQWLO QRZ. 
 395 
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I did a similar thing with these as I have with the geographical persuasions, so can I ask 
you now to look at those theories of teaching and learning and say where you would place 
yourself? 
 
These are new to me. 400 
 
The\¶Ue QRW miQe, I¶Ye WakeQ Whem fURm VRmebRd\ elVe. 
 
Sorry what do you want me to say on them now, you want me to ....... 
 405 
Would you place yourself in any of those, do you feel like any of those is representative of 
what you think teaching and learning is about? 
 
I ceUWaLQO\ dRQ¶W WKLQN LW¶V abRXW WUaQVIeU theory, there are aspects of all of them though, to 
VRPe e[WeQW. I WKLQN WKeUe aUe VRPe aVSecWV RI PRdeOLQJ bXW I ZRXOdQ¶W JR aV IaU aV WR Va\ 410 
WKaW ZLWK WeacKeUV WKeUe LV aOZa\V WKe PRdeO ...... I¶P WKLQNLQJ RI LQIRUPaO aQd IRUPaO 
teaching and learning, iI \RX OLNe aQd ZKeQ I Va\ LQIRUPaO I¶P WKLQNLQJ RI WKLV NQRZOedJe 
RI .[XQLQWeOOLJLbOe]  cRQVWUXcWed, aQd WKaW \RX dRQ¶W MXVW OeaUQ LQ WKe cOaVVURRP, aQd SeUKaSV 
Ze¶Ue JRLQJ PRUe ZLWK WKe JURZLQJ WKeRU\, bXW I OLNe VRPe RI WKe bLWV RI VKaSLQJ aQd 
traveling, bXW WKeUe aUe aVSecWV RI PRdeOLQJ.  I¶P QRW VXUe LI I¶Ye JRW WKLV RQe ULJKW bXW VRUW 415 
RI a OLWWOe bLW OLNe WUaQVIeU, bXW LW¶V PRUe \RX¶Ue WUaYeOLQJ aORQJ aQd SLcNLQJ WKLQJV XS aV \RX 
go along. 
 
Yes, and my interpretation of this one is that the knowledge is still out there and given, but 
Whe SXSil iV able WR e[SlRUe iW aQd Va\ µI ZaQW WR QiS Rff dRZQ WhaW URad, WhaW lRRkV 420 
iQWeUeVWiQg¶ RU µcaQ Ze gR back WR ZheUe Ze¶Ye jXVW cRme fURm becaXVe I Ueall\ like WhaW 
aQd I ZaQW WR VWa\ WheUe a biW lRQgeU¶ VRUW Rf QRWiRQ, bXW Whe WUaQVfeU WheRU\ ZRXldQ¶W allRZ 
for that. 
 
Perhaps this thing here, developing personally, could incorporate those aspects of this one, 425 
the teacher as a resource provider could be the modeller and developing personally could 
be the traveling, if you like. 
 
HRZ ZRXld µWeacheU aV UeVRXUce SURYideU¶ be Whe Vame aV mRdelleU? 
 430 
Well I suppose the modeller is the resource. 
 
Cos here, the pupil is the thing that the teacher is modeling, so the teacher has a view of 
where she or he wants the pupil to be, what sort of knowledge and understanding and 
values, whereas this one allows for the pupil to develop that according to their own 435 
perceptions. 
 
I WKLQN I¶P JRLQJ WR JR ZLWK WKLV RQe, bXW I¶P QRW JRLQJ WR UXOe RXW WKeVe becaXVe, 
depending on your personality,  you will be modeled by those that you respect. I think 
subconsciously you will model yourself to things that you think are right, or good, or you 440 
WKLQN aUe eIIecWLYe aQd eIILcLeQW, \RX¶OO WKLQN OK I¶P JRLQJ WR WaNe WKaW RQ bRaUd aQd VR WR 
some extenW \RX¶Ye beeQ PRdeOed, b\ ZKReYeU WKaW SeUVRQ LV. AQd ZKeWKeU WKaW¶V beeQ 
dRQe e[SOLcLWO\ RU \RX¶Ye MXVW SLcNed LW XS, abVRUbed LW LI \RX OLNe. I ZRXOdQ¶W OLNe WR JR IRU 
VRPeWKLQJ WKaW Va\V QR Ze PXVWQ¶W PRdeO, LQ WKaW NLQd RI acWLYe VeQVe, VR I WKLQN I¶OO go for 
growing. 445 
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When I did you I had you in these two here, and what stopped me from, because I thought 
there was a little hint of growing theory as well, but what stopped me from adding that, 
becaXVe I haYeQ¶W, I WhiQk iW¶V TXiWe SRVVible WR be iQ more than one, depending on the 
SXUSRVe fRU ZhaWeYeU iW iV \RX¶Ue WeachiQg, ZaV heUe I ZaV cRQceUQed abRXW Whe SXSil 450 
UeceiYiQg cRQWeQW, becaXVe WhaW WR me didQ¶W haYe aQ\WhiQg WR dR ZiWh gURZiQg aQd VR iW 
seemed as though there was something in the concept that was a little bit at odds with 
other stuff that you had said here, and that that, in the way that I interpreted it was a 
QRWiRQ Rf µheUe¶V a Sackage Rf cRQWeQW¶ aQd SaVViQg iW WR \RX aQd \RX aUe gRiQg WR UeceiYe 
it. 455 
 
So I should then, no I can see why \RX¶Ye VaLd WKaW. UQdeUVWaQdV aQd deOLYeUV, RU 
SURYLdeV......, LW µV KRZ WKe SXSLO WaNeV WKLV RQ bRaUd. 
 
Yes, because had I written an explanation along there I might have put interprets. 460 
 
Because that implies that they will receive all of that. 
 
Whereas SUeVXmabl\ WheUe¶V gRiQg WR be VRme VRUW Rf acWiYe biW Rf ZhaW¶V Whe SXSil¶V 
present level of knowledge and understanding and therefore, is that going to affect the way 465 
that they take some of that on board or not, or reject some of it. 
 
NR, \RX¶Ue right. 
 
ThaW¶V Whe VRUW Rf WhiQg, ZheQ \RX¶Ue SXW RQ Whe VSRW iW¶V haUd WR cRme XS ZiWh Whe UighW 470 
words, and here am I more than twenty years down the line and still finding it hard to 
come up with the right words. 
 
Well if you want me to justify that, I suppose these comments might be to do, well no, 
WKe\ aOO Va\, LI WKe SXSLO KaVQ¶W UeceLYed LW WKeQ I¶P aVVeVVLQJ WKe WKLQJV WKaW WKe\ dR UeceLYe 475 
LW. WeOO I¶Ye cKaQJed P\ PLQd. I¶Ye QeYeU PeW WKeVe beIRUe, ZeOO I¶Ye PeW WKLV RQe beIRUe, 
although not under that label. 
 
ThaW¶V Whe claVVic chalk aQd WaXghW cRXUVe, WUaQVmiVViRQ. 
 480 
I KadQ¶W eYeQ WKRXJKW abRXW WKaW ZKeQ I dLd WKLV acWXaOO\. II \RX ZeUe JRLQJ WR aVN Pe WR dR 
it again I would, perhaps, change it. 
 
More in that category there? 
 485 
Yes. But I can see why you thought ..... 
 
Out of all the subjects that you may, or may not, have had options to teach so far, if I was 
WR aVk \RX WR chRRVe RQe WhaW ma\be \RX felW mRVW aW hRme ZiWh RU VRmeWhiQg \RX¶Ye dRQe 
that you thought was really successful, or what was the favourite subject, which would you 490 
choose? 
 
TKaW¶V dLIILcXOW, ZeOO I¶Ye Kad RSSRUWXQLW\ WR WeacK EQJOLVK, MaWKV, ScLeQce, PE,  aQd I 
dRQ¶W NQRZ ZKLcK caWeJRU\ WKLV IaOOV LQWR, LW ZaV LQ a JeRJUaSK\ OeVVRQ bXW I ZaV dRLQJ LW 
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more as an ICT .[unintelligible]  I did more Science, I suppose I had more opportunity for 495 
VXcceVVeV LQ ScLeQce WKaQ SeUKaSV, bXW LW¶V QRW QeceVVaULO\ a IaYRXULWe VXbMecW. I eQMR\ LW. 
 
WhaW¶V \RXU faYRXUiWe VXbjecW? 
 
I kind of like all of them.  500 
 
The UeaVRQ I aVk iV, aQd I¶m probably going to go down the road of leading questions now, 
I¶m iQWeUeVWed iQ e[SlRUiQg ZheWheU YieZV Rf WeachiQg aQd leaUQiQg WhaW SeRSle hRld 
chaQge accRUdiQg WR Whe VXbjecW, Whe cRQWe[W WhaW Whe\¶Ue WhiQkiQg Rf iW iQ. SR ZhaW I ZaV 
going to ask, if you cRXld WhiQk Rf aQ\ Rf Whe VXbjecWV aQd SeUhaSV \RX¶d had VXcceVVfXl 505 
teaching experience in it, whether you would like to describe what you did and why you 
thought it was successful? 
 
Lets take the Science first. We were doing light, and I suppose the effective lesson was the 
one where we were investigating reflections and set up an investigation, an activity, where 510 
the pupils could measure the angles and the light reflected and also look at how many 
reflections they could get if they changed the angles, how many reflections of an image, 
like a kaleidoscope, and they really enjoyed that and I think that they perhaps got more out 
of that then some of the other ones, but that was my last lesson in it, and so I was probably 
well versed in all the things I needed to get across, the main concepts. The other one on 515 
VKadRZV ZaVQ¶W WRR bad, bXW becaXVe I KadQ¶W beeQ e[SOLcLW LQ VRPe RI WKe WKLQJV I¶d aVNed 
WKeP WR dR, LQ UecRUdLQJ VSecLILcaOO\, ZKeQ WKe\ caPe WR ZULWe XS ZKaW WKe\¶d OeaUQed, LW 
looked like they were cRQIXVed, bXW I WKLQN WKe\ SeUKaSV ZeUeQ¶W becaXVe RI WKe QaWXUe RI 
WKe deVWLQaWLRQ. SR WKaW RQe ZaVQ¶W VR VXcceVVIXO, aOWKRXJK I WKLQN WKe\ dLd OeaUQ 
VRPeWKLQJ. BXW WKe VecRQd RQe, becaXVe I¶d OeaUQW abRXW beLQJ PRUe e[SOLcLW LQ P\ 520 
instructions and things, it looks like they got a better grasp of it, so I got a kick out of that. 
SR WKaW¶V ZK\ I¶P Va\LQJ WKaW ZaV JRRd, bXW LI I ZaV, WKLV LV ZK\ I ZaV Va\LQJ I¶P QRW VXUe 
abRXW Va\LQJ ZKaW LV P\ IaYRXULWe VXbMecW, WKaW ZaV WeacKLQJ OLJKW, ZKLcK ZaVQ¶W WRR bad, I 
liked it end enjoyed it. But if I was still teaching Science, but on a different topic say, 
PROecXOaU VWUXcWXUe RU VRPeWKLQJ, I ZRXOdQ¶W KaYe eQMR\ed WKaW aV PXcK VR LI \RX Kad 525 
aVNed Pe RQ WKaW bLW, P\ YLeZV RQ ScLeQce, WKe\ ZRXOdQ¶W KaYe beeQ aV JRRd as teaching 
forces of light. I could probably say the same about any subject, if it was Geography and I 
was teaching about mountain formation or something I might not enjoy that as much as 
teaching about culture. The same with History, I might enjoy Vikings more than the 
Romans. 530 
 
BXW WhaW VeemV WR me QRZ, WhaW \RX¶Ue Va\iQg, I kQRZ I aVked Whe TXeVWiRQ abRXW eQjR\meQW 
and favourite and so on, is enjoying something that you teach going to affect the view or 
the teaching and learning process? Or would you still hold some fundamental views on 
what good teaching and learning is all about, and you would apply that to whatever 535 
subject? 
 
YeV, I WKLQN I ZRXOd, aQd I WKLQN WKaW¶V \RXU SURIeVVLRQaO UeVSRQVLbLOLW\, WR be KRQeVW. I 
dRQ¶W WKLQN Ze cRXOd OeW RXU, WKaW¶V ZK\ I ZaV Va\LQJ abRXW VKaULQJ P\ YaOXeV, I dRQ¶W 
think we can let that come in the way of their learning, the pupils have the right to have 540 
IXOO acceVV WR WKe cXUULcXOXP. WKLcK I VXSSRVe LV ZK\ LW¶V deVLJQed LQ WKe Za\ WKaW LW LV. II I 
just came along and Va\ I RQO\ OLNe ScLeQce VR \RX¶Ue QRW OeaUQLQJ MaWKV, EQJOLVK, 
GeRJUaSK\ aQd HLVWRU\, WKeUe¶d be VRPeWKLQJ ZURQJ. 
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Which is how it is when I first started teaching. 545 
 
SR, \eV, I WKLQN WKaW¶V WKe UeVSRQVLbLOLW\ WKeUe, WKaW I ZRXOd KaYe eWKLcaOO\, LI QRW 
profeVVLRQaOO\. I¶d VWLOO WU\ aQd deOLYeU LW aV ZeOO, aQd SURYLde WKe VaPe UeVRXUceV. 
 
And that would fit somewhere between traveling, growing and some kind of shaping. 550 
 
My own un-enjoyment of it would be in researching and doing the background work, it 
might not stimulate me as much, but I would still do it. 
 
TR fiQiVh Rff ZiWh I¶Ye gRW Whe fiQal liVW Rf - this is homing in on an aspect that I think 555 
crosses between the persuasion bit and the views of teaching and learning bit. Again not 
my words, chosen from sRmebRd\ elVe¶V defiQiWiRQV. HaYe a lRRk aW WhRVe WhUee aQd Va\ 
where you would put yourself? 
 
This one, the liberal and progressivism exists in their head, if it just existed in their head 560 
\RX ZRXOdQ¶W be abOe WR JURZ LQ NQRZOedJe, NQRZOedJe VKaULQJ. I WKLQN I¶P JRLQJ WR JR 
for socially critical.  
 
RighW, iV Whe QaWXUe Rf kQRZledge VRmeWhiQg WhaW \RX¶Ye WhRXghW abRXW befRUe? 
 565 
Yea, QRW NLQd RI , I dLdQ¶W LQLWLaWe WKe WKRXJKW bXW LW ZaV WKURXJK P\ OeaUQLQJ I VXSSRVe. 
Social theories brought it on, through the examples given when I was .[unintelligible] I 
acceSW WKe QRWLRQ WKaW LW¶V VRcLaOO\ cRQVWUXcWed. 
 
Something that you said, almost at the beginning of our conversation when you were 570 
WalkiQg abRXW WhiV, WheUe ZeUe ceUWaiQ aVSecWV WhaW \RX didQ¶W SXW dRZQ because you felt it 
would be difficult to represent the .[unintelligible] the sort of shifting nature of that 
kQRZledge becaXVe iW¶V WUaQVieQW, fickle, I WhiQk, iV Whe ZRUd WhaW \RX XVed. DReV WhaW, iV 
that something that you are aware of when you are thinking about, or does it have any 
effect on you as a teacher, in the role of teacher? 575 
 
I KadQ¶W WKRXJKW abRXW LW. 
 
For example would you, in your teaching, be prepared to accept that pupils might have 
alternative conceptions to you, and that there might not be µiW¶V like WhaW RU like WhaW¶, aQd 580 
so the way in which you would construct learning situations would allow for that to 
happen? 
 
I¶d WKRXJKW abRXW LW \ea, WKe\ ZLOO KaYe dLIIeUeQW, WKe\ ceUWaLQO\ ZLOO KaYe dLIIeUeQW 
conceptions to me, but how I would go about not altering them but still teaching them, I 585 
dRQ¶W NQRZ KRZ I ZRXOd dR WKaW, WKaW¶V a WULcN\ RQe. I¶P WKLQNLQJ LQ WeUPV RI WKLQJV OLNe 
PRUaO LVVXeV, WKaW I¶P JRLQJ WR KaYe ceUWaLQ beOLeIV, TXLWe VWURQJ beOLeIV, aQd WKe\¶Ue QRW 
necessarily accepted by the rest of society. Well, perhaps not going to accept them because 
RI WKeLU SaUeQWLQJ, RU PedLa, LW¶V QRW UeaOO\ XS WR Pe WR SeUVXade WKeP RWKeUZLVe, eYeQ 
though I believe it. You know things like religion, for example, it would be very difficult 590 
for me, as a Christian, to teach them other faiths and the validity or the worth of other 
faiths, without me feeling like I was undermining what Christianity about. For example, if 
I beOLeYe WKaW JeVXV ZaV WKe SRQ RI GRd, bXW LI I dLdQ¶W VKaUe WKaW ZLWK WKeP, bXW then I had 
WR WeacK WKeP abRXW MRKaPPed, I dRQ¶W NQRZ, I KaYeQ¶W cRPe acURVV LW, bXW I¶P aZaUe WKaW 
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that situation might arise. Or even other things, like, all sorts of things that children might 595 
experience in their family lives, abortion, divorce and thiQJV OLNe WKaW, ZKLcK I¶P JRLQJ WR 
have views on and they will have views on and they might not be the same views. These 
aUeQ¶W WKLQJV WKaW aUe cRYeUed LQ WKe cXUULcXOXP bXW WKe\ aUe VWLOO WKeUe aUeQ¶W WKe\. 
 
Would you put forward lots of different points of view and just give them the skills to 600 
decide for themselves? 
 
I WKLQN WKaW¶V ZKaW I ZRXOd dR, \ea. BXW LI WKe\ aVNed Pe I dRQ¶W WKLQN I ZRXOd deQ\ LW. 
 
BXW Zh\ VhRXld \RX deQ\ iW, aV lRQg aV \RX didQ¶W Slace mRUe YalXe RQ \RXU RZQ SRViWiRQ 605 
than any others, in their eyes, then clearly it would have more value for yourself. 
 
Yes, I suppose if I made it explicit that that was my view, and what I believe was right, but 
WKeUe aUe RWKeUV, LQ IacW I SURbabO\ KaYe dRQe WKaW. IW¶V MXVW WKaW I NQRZ KRZ LPSUessionable 
they are, that, well I was as a child, I agreed with, well I mean who I voted for was 610 
LQIOXeQced b\ P\ SaUeQWV aQd WKeQ I JRW WR UeaOLVe WKaW I dLdQ¶W aJUee ZLWK WKeP. TKe\ aUe 
impressionable at that age, which is what makes me wonder about how much I should 
share this with them. But I suppose if I made it explicit that this was only my view on that 
topic. 
 615 
IW¶V a WUick\ RQe iVQ¶W iW, I WhiQk I¶m dRZQ heUe aW gURZiQg WheRU\ eQd Rf WhiQgV, 
ideologically, but when it comes to the pragmatic concerns and every day life in the 
classroom and other sorts of external influences, there comes a time when..... 
 
TKaW¶V ULJKW, becaXVe LI \RX ORRN aW KeUe.... \RX dR aOO \RXU WeacKLQJ, ZeOO PRVW RI \RXU 620 
teaching through books and developing skills, and finding information and dealing with 
LQIRUPaWLRQ aQd LQWeUSUeWLQJ LW, RIIeULQJ \RXU RZQ, VR WKeUe¶V VXcK a bLaV KeUe, bXW WKeQ I 
suppose that also comes under the distinction of formal and informal learning. This if you 
like covers everything, covers learning out of school. 
 625 
TheVe WZR SRViWiRQV ZRXldQ¶W SUeYeQW \RX fURm belieYiQg WhaW WheUe iV VWXff WhaW e[iVWV iQ 
bRRkV, iW¶V jXVW Whe Za\ iQ Zhich \RX make XVe Rf iW, ZhaW \RX ZRXld dR ZiWh WhRVe « (WaSe 
ran out) 
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C 
Change 

attitude to geography, 7 
attitude towards geography, 1 
conception of geography, 2, 5, 6 
conception of school geography, 6 
conception of T&L, 5, 6 
conceptionm of geography, 5 
fundamental, 6 

Component 
physical, 1 

Components 
all inter-linked, 3 
environmental, 1 
human, 1, 5, 7 
linkages 

all inter-linked, 3 
physical-human, 1, 8 

physical, 1 
Conception 

hanven't got a view of geography, 3 
Confidence in geography 

low, 1 
Confidence in teaching 

high, 10 
Control 

teacher, 8 

E 
Elements 

concepts 
cause & effect, 3, 5 
classification, 2, 4 
location, 5 

skills 
enquiry, 5, 6, 8 
fieldwork, 5 
mapping, 5 

Epistemology 
Empiricism, 6, 8, 12 
Empiricism / Pragmatism?, 9 
pragmatism, 13 
Rationalism, 5 

F 
Factors 

learning from prior experiences, 10 
learning from prior experiences-life, 1 
learning from pupils, 8 
learning from tutor, 6, 7 
learning from university, 2, 12 
prior experience - classroom assistant, 12 

I 
Ideology 

liberal-progressive, 6, 7, 9 
libseral-progressive, 5 
mixed, 13 
socially critical, 12 

Impact of values 
recognition, 13 

M 
Meta-language 

the word geography, 5 

P 
Paradigm 

environmental, 4, 5 
humanistic/welfare, 4, 7 
mixed, 6 
scientific, 4 

Personal theory 
readiness, 8, 10 
thinking, 11 
thinking / participation, 12 
transforming, 6, 7, 10, 12 

Preference 
human-environmental, 1 

Prior experiences 
negative, 2 
strong, 1, 5, 10 

Purpose 
meaningful, 8 
relevance, 7 

R 
Represents conception 

no, 1, 4, 5 
partial, 1 
partial-fault of task, 3 

S 
Strategies 

lack of, 10 
Structure 

all inter-linked, 2, 3, 4 
hierarchical, 2 

T 
Theories 

growing, 6, 10, 11, 12 
transfer, 11 
travelling, 10 

Theory 
growing, 8, 9 
travelling, 8
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Codes: 
 
1. Conception of Geography 

1.1Paradigms: 111Scientific 
     (Persuasion) 112Humanistic / welfare 
         113Environmental 
  114 Mixture 
 
1.2Components: 121Physical 
  122Human 
  123Environmental 
  124Linkages ±  

a) physical-human;  
b) physical-environmental;  
c) human-human; 
d) human-environmental 

 
1.3Structure: 131Hierarchical 
  132Cyclical 
  133All inter-linked  

134No discernable structure 
 
1.4 Purpose: 141 Know about the world ± people, places, climate etc. 
  142 Life skills ± (e.g. find way around, plan holidays) 
  143 Relevance (e.g. Help understand the world they live in, make  

sense of the world; i.e. making it meaningful 
personally relevant) 

  144 Promote positive views (about other people and places) 
  145 Help pupils take positive action in and for people and  

       environments 
146 Other 
 

2. Conception of Teaching & Learning 
2.1 Elements expressed in geography 

 211 Knowledge (ref. Components 1.2) 
212 Concepts ± a) location;  

               b) patterns / processes;  
   c) changes;  
   d) causes & effects  
   e) scale 
   f) classification (ref. Patterns?) 

213 Skills ± a) mapping;  
         b) fieldwork;  
         c) enquiry/investigation;   

214 Values, attitudes, beliefs ±  
a. quality of, managing and sustaining 

environments;  
b. issues (pollution, traffic congestion; quality of 

life);  
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c. perspectives (awareness of variety of 
viewpoints);  

d. equality ± power ± inequality; e) 
interdependence 

 
2.2 Theories 221 Transfer 
  222 Shaping 
  223 Travelling 
  224 Growing 
  225 confused 
 
2.3 Personal theory 
  231 Fun, enjoyment 
  232 Transforming (putting knowledge into a form that helps children to  

learn it, e.g. into a song, play, game etc) 
233 Thinking (emphasis on) 
234 ReadiQeVV (childUeQ¶V VWage Rf deYelRSPeQW) 
 

2.4 Strategies 240 lack of / developing 
241 Control ± teacher / pupil 
242 learning objectives ± clear / not clear / lack of focus 

 
3. Nature of education 
 3.1 Ideology 

311 Vocational 
   312 Liberal-progressive 
   313 Socially Critical 
   314 Mixture 
 
 3.2 Epistemology  321 Rationalism 
   322 Empiricism 
   323 Pragmatism 
   324 Mixture 
 
4. Development 
 4.1 Change 410 Attitude to geography - +ve or -ve 

411 conception of geography 
   412 conception of school geography 
   413 conception of T & L (how to teach) 
   414 Some change but difficulty in expressing / articulating it 
 
 4.2 No change 421 conception of geography 
   422 conception of school geography 
   423 conception of T & L 
 
 4.3 Factors 431 Learning from university tutor 
   432 Learning from own study 
   433 Learning from university activities 
   433 Learning from observing others teach 
   434 Learning from own teaching 



Appendix 28: Coding system developed using NUD*IST 

 
Appendix 28 

   435 Learning from pupils 
   436 Learning from prior experiences (life, own schooling) 
 
5. Free categories 5.1 Represents conception ± a) Yes, b) No, c) partial 

5.2 Meta-language ± developing a language to express what you mean, same  
words mean different things in different contexts 
5.3 Prior experiences ± a) strong b) weak c)+ve d)-ve 
5.4 Confidence in geography ± a) high or b) low 
5.5 Confidence in teaching ± a) high or b) low 
5.6 Preference a) Physical geography, b) human geography, c) 
environmental geography, d) other 
5.7 Misunderstanding (does not appear to understand terms or what 
interviewer is saying) 
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Subject/Activity: Geography / Improving the environment    Date: 29/06/00 
Year/Group: 6H         Time: 1.20 ± 3.00 
ICT Opps: Possible use of ICT to present ideas 
 
PoS: 1c ± analyse evidence and draw conclusions, 5a ± recognise how people can improve the environment 
 
Learning outcomes ± pupils to recognise how 
people can improve the environment (and begin to 
develop responsible attitudes towards the 
environment) 

Previous experience ± pupils have been on a walk 
around the local environment to collect evidence on 
human impact on the environment and have 
presented their findings to others 

Organisation whole class   mixed ability groups   ability groups   pairs   individuals   teacher led 
 
Structure 
and timing 

Introduction 
1.20 ± 1.40 

Development 
1.40 ± 2.35/40 

Conclusion 
2.35/40 ± 2.55 

Learning 
activities 

Discussion 
x What are features of a 

good environment? 
x What things do you think 

improve/ enhance an 
environment? 

 
Q: is it good enough just to put 
a notice to fine people in order 
to stop dog-fouling pavements? 
Q: what do you need to do to 
be more effective? 
 
Proactive, not reactive 
Pupils write a list of features of 
good environment 

Look at presentation posters as a 
reminder of findings from local 
area walk 
 
From poster identify two worst 
or most important things that 
need improving 
 
Identify ways of improving the 
problems 

Share work produced 
and discuss any issues 
arising, answer pupil 
questions etc 

Differentiat
ion 

Through direct/open questions 
aV appUopUiaWe Wo pXpilV¶ 
responses. 
e.g. ± why do you think that? 
(to encourage pupils to 
appreciate differences in each 
oWheU¶V peUcepWionV of a µgood 
enYiUonmenW¶. 
Pupils supported through 
opportunity to draw on their 
own experiences ± ie work at 
own level. 
Less able supported through 
responses of more able in 
discussion activity. 

By outcome and level of adult 
support ± pupils to work 
individually, in pairs or small 
groups (as they choose) 
Choice of activity: 
x Taped interview ± role play 

of local councillor at press 
conference 

x Newspaper reporter ± 
journalist reporting on 
findings and making 
suggestions for 
improvement 

x Letter ± to residents, local 
council, headteacher etc 

x Advertisement ± to 
residents, parents etc 

By outcome 

Preparatio
n and 
resources 

PXpilV¶ pUeVenWaWion posters 
Notebooks  
Photos of local walk 

x Sugar paper and crayons 
x Tapes and tape recorder 
x Wipe boards 
x Laptop / computers 

Monitor work to 
ensure sufficient time 
Wo VhaUe all pXpilV¶ 
contributions 

Assessment  
(what & 
how) 

Outcome of responses ± can 
pupils identify features, areas 
or problems that can be 
realistically improved? 

Observation / monitoring ± are 
pupils working cooperatively, 
remaining on task etc? 

By outcome ± can 
pupils recognise ways 
of improving the 
environment. 
Are pupils developing 
responsible attitudes 
towards environment? 
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TR begLQ ZLWK ZKaW I¶d OLNe WR aVN \RX WR dR LV, KaYLQg a ORRN aW WKe UeYLVed YeUVLRQ Rf \RXU 
RULgLQaO cRQceSW PaS, ZRXOd \RX be abOe WR SOace ZKaW \RX¶Ye beeQ dRLQg WKLV afWeUQRRQ 
somewhere along that map? 
 
BHWZHHQ , ZHOO LW¶V WKLV relationship between environment and people, and looking at the 5 
impact. And about impact in a particulaU SOaFH VR I VXSSRVH LW¶V « 
 
all that cycle in the bottom there 
 
Yea 10 
 
Okay, and as I said what I was doing was trying to record as factually as I could, 
sometimes what you were saying, what pupils were saying and sometimes I just wanted to 
describe what waV gRLQg RQ «. AQd WKe fLUVW TXeVWLRQ I¶d OLNe WR aVN LV, \RX¶Ye cKRVeQ WR 
introduce the session through a question and answer discussion method and I wonder if 15 
you could give me your reasons for choosing that particular method and whether you 
considered alternative ways of introducing.. 
 
YHV I KaG, I¶G FRQVLGHUHG JHWWLQJ WKHP WR ZULWH GRZQ a OLVW IURP PHPRU\. BaVLFaOO\ WKH 
idea was to remind themselves of what they had seen bHFaXVH LW¶V bHHQ a FRXSOH RI ZHHNV 20 
since we actually did the field trip so in a sense that was a refresher.  And the reason for 
writing all their initial contributions on the board was so they could be shared rather than 
« bHFaXVH I ZaV aZaUH RI WLPH UXQQLQJ aZa\, aQG getting them to write it in their books 
and then share would have doubled the time, probably. 
 25 
Yes, would they have needed to share it? 
 
NR, bXW I GRQ¶W NQRZ LI HYHU\RQH ZRXOG KaYH WKH PaGH Whe distinction between .. I was 
WU\LQJ WR JHW RXW WKH GLVWLQFWLRQ bHWZHHQ GLIIHUHQW SHRSOHV¶ SHUFHSWLRQV of what a good 
environment is and hopefully, and we did get some examples of what ± we had good 30 
environments in urban areas and good environments in the countryside and I was trying to 
look at those two so that people appreciated that other people had different ideas but 
ZHUHQ¶W QHFHVVaULO\ ZURQJ. I ZaV MXVW WU\LQJ WR GHYHORS WKaW a bLW, aQG aOVR « 
 
Yes. How successfully do you think that point came across? 35 
 
DLIILFXOW WR Va\ bHFaXVH I KaYHQ¶W, XP, aVVHVVHG LI \RX OLNH, I KaYHQ¶W KaG aQ\ IHHGbaFN 
IURP WKaW VR I ZRQ¶W NQRZ ZKHWKHU WKH\¶OO KaYH WaNHQ LW LQ. IW¶V WKH VRUW RI WKLQJ WKaW PLJKW 
come out later. 
 40 
For example, if we look at the presentations that they all did, were any of them in a non-
urban context? 
 
No. They were all in an urban context. 
 45 
Mmm. 
 
TaONLQJ abRXW OLWWHU aQG WKLQJV, VR QRbRG\ « 
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BXW RQ WKe RWKeU KaQd WKaW¶V SRVVLbO\ becaXVe ZKaW \RX aVNed WKeP WR dR ZaV WR WKLQN 50 
about ways of improving their own area and their area is an urban area 
 
TKH aUHa WKH\¶G VHHQ, \HV. YRX VHH, RQ P\ OHVVRQ SOaQ, I KaYH LQ bUaFNHWV aV a VHFRQG (QRW 
as a main) objective 
 55 
.. to develop responsible attitudes 
 
Yes VR LQ a VHQVH aQG aOVR LQ WKH SOHQaU\ WU\LQJ WR MXVW, WKaW ZaVQ¶W WKH PaLQ WKUXVW, WR IHHG 
in a few ideas for it to sink in. And so the initial part is in a sense to set that up just so that 
people can be aware, you know. I mean they may well like both environments aQG WKHUH¶V 60 
nothing to say that one is better than the other. 
 
Yes. And just to go back you said that you had considered getting them to write down lists 
but then you were worried about the time element of sharing those lists, um, what 
advantage might that have had over the way we did it? 65 
 
The advantage I suppose is that it might have focused their attention better, there would 
have been less management, SURbabO\. I WKLQN WKaW¶V LW. 
 
Okay, thank you. Oh, this was interesting. When we started to get examples of things that 70 
children were saying, and some just said things like plants, animals, bench to sit on etc. 
whereas others seemed to have a much more global view of things that would create a 
good environment such as the good sewerage system, and something about water supply. 
IV WKaW, becaXVe \RX dLdQ¶W SaUWLcXOaUO\ SLcN XS RQ eLWKeU Rf WKRVe ZKeQ WKe\ ZeUe 
mentioned and I just wondered why you let those go by 75 
 
BHFaXVH [OaXJKV] I GLGQ¶W NQRZ KRZ WR GHYHORS WKHP I VXSSRVH. 
 
Right. Because another thing I wondered, apart from recording on there [the board] so 
hat they had something to look at, did you have any other purpose in mind? 80 
 
Just so they could see the range of different things. 
 
YRX ZeUeQ¶W WU\LQg WR cOaVVLf\ LW fRU WKeP? 
 85 
NR, I SXUSRVHO\ GLGQ¶W SXW aQ\WKLQJ LQ QH[W WR, I GLGQ¶W WU\ aQG JURXS aQ\WKLQJ. 
 
No, and why was that? 
 
I GRQ¶W NQRZ UHaOO\. I MXVW, I GLGQ¶W UHaOO\ « I VXSSRVH LW PLJKW KaYH bHHQ aQWKHU Za\ RI 90 
GRLQJ LW « I MXVW ZaQWHG WKHP WR VHH WKH range but in a way I suppose, thinking back that 
might have been a better way to see the range. Had it been in categories they could have 
seen it clearer. 
 
BecaXVe SaUW Rf ZKaW geRgUaSKeUV dR, LVQ¶W LW, LV WR caWegRULVe things that they look at in 95 
the environment, so some of them might be to do with water [interruption, tape stopped 
then started again] so for example pollution seemed to be the category that all of them 
were drawing on and QRQe Rf WKeP XVed caWegRULeV VXcK aV ZaWeU VXSSO\ RU, I dRQ¶W NQRZ. 
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UP« WKaW ZRXOG KaYH bHHQ a JRRG LGHa. II I GR WKaW aJaLQ I¶OO GR WKaW. 100 
 
AQd WKeQ « 
 
TKHUH ZaV aFWXaOO\ RQH UHVSRQVH, I GRQ¶W NQRZ LI \RX JRW LW down, one response that I was 
going to pick up and that was the ± was it something to do with safety? I was going to go 105 
on and look not the physical environment but the sort of the social WKLQJ ZKHUH WKHUH¶V  
 
Oh, teenagers. 
 
That was it, yes. Teenagers. 110 
 
And in fact it was quite interesting because the pupils said not many teenagers but you 
heard no teenagers and wrote up on the board no teenagers. 
 
Oh, right.  115 
 
AQd WKeQ \RX VaLd I¶P gOad \RX VaLd WKaW becaXVe LW UaLVeV aOO VRUWV Rf LVVXeV  
 
WKLFK I GLGQ¶W aFWXaOO\ JR LQWR « bXW WKaW ZaV RQH WKLQJ WKaW I ZaV KRSLQJ WR GHYHORS 
because some of them had actually written something about improvements for me but not 120 
the whole class, and that was one of the things that came up was about feeling safe. I 
thought that would be a good thing to do ± LW¶V QRW MXVW WKH SK\VLFaO HQYLURQPHQW LW¶V aOVR 
\RXU aWWLWXGHV aQG aOO WKH UHVW RI LW WRZaUGV LW. II \RX GRQ¶W IHHO VaIH WKHQ IRU \RX LW¶V QRW a 
good environment no matter how pretty it is. So I was hoping to develop that and then I 
never did. 125 
 
And at which point were you thinking ooh that thing to do with issues of safety? 
 
I¶G WKRXJKW RI LW OaVW FULGa\ 
 130 
BXW \RX dLdQ¶W deOLbeUaWeO\ SOaQ LW LQWR \RXU OeVVRQ. 
 
NR, I ZaV KRSLQJ WKaW LW ZRXOG FRPH RXW bHFaXVH I¶G VHHQ VRPH RI WKH ZRUN WKaW ZaV WKHUH. 
BXW I GLGQ¶W ZaQW WR FRQWULYH LW to get to that point 
 135 
Why not? 
 
BHFaXVH I ZaQWHG WR VHH ZKaW WKH\ ZRXOG FRPH XS ZLWK. I GLGQ¶W ZaQW WR LQIOXHQFH ZKaW 
they thought. 
 140 
So it was important to you that whatever they did during the activity or development phase 
of the lesson emerged directly from them? Rather than you imposing anything? 
 
Yes, I mean I did impose a couple of things. For example the activity, I imposed 
suggestions but in a sense I directed them towards some of those. And also through my 145 
question about would a sign be enough to prevent the problem from happening again .. I 
was directing them to thinking about they would have to have more than one strategy for 
improving it. I was also trying to get them to think that prevention would be better than 
cure which is in a sense what linked up with my last few comments ± well they actually 
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brought it up themselves ± that a reward would be better than just telling people not to do 150 
LW bHFaXVH MXVW WHOOLQJ SHRSOH QRW WR GR LW GRHVQ¶W aOZa\V ZRUN aQG WKH\ NQRZ WKaW, IURP 
ZKaW WKH\¶YH VHHQ WKH\ NQRZ WKaW a VLJQ Va\LQJ GRQ¶W GURS OLWWHU GRHVQ¶W ZRUN. I ZaV 
hoping that they would start, and that was the second part of the objective, moving towards 
responsibility. So they would start thinking well rather than just telling people what to do 
\RX¶YH aFWXaOO\ JRW WR SUaFWLFH LW, LW¶V JRW WR bH NLQG RI aQ HIIRUW RU ZKaWHYHU 155 
 
So education might be the route to take 
 
Yes, so in a sense I was contriving it to get towards that. But those are the only two areas 
that I think I did. 160 
 
DReV LW, ZKaW I¶P SLcNLQg XS fURP ZKaW \RX¶Ue Va\LQg LV WKaW \RX KaYe a SUefeUeQce fRU a 
lot of their learning emerging from them rather than you imposing a structure, an idea of 
µZeOO I NQRZ I ZaQW WKeP WR OeaUQ abRXW VXcK aQd VXcK µ 
 165 
Yes, for this session yes. Because I was also trying to develop the thinking that I was 
telling you about, for the science, and making that link that with science we looked at the 
results and then we considered the evidence and so in geography we could just as well do 
WKH VaPH, ZH¶YH JRW WKH HYLGHQFH IURP WKH ILHOGWULS 
 170 
The enquiry route is all about that 
 
and now we need to consider it.  
 
For all that being WKaW VRPe Rf WKe eYLdeQce ZaVQ¶W aYaLOabOe [SKRWRV gRQe PLVVLQg] 175 
 
But they had all had the experience and they had all written notes in their notebooks so 
they did have some evidence ± they should have had some evidence. 
 
BXW WKe\ dLdQ¶W XVe LW LQ WKe VeVVion itself? 180 
 
No, but they had the opportunity to. I gave them the opportunity to refer back to it or just 
to draw on their own experiences 
 
Because their notebooks were in the classroom .. oh, they had them in front of them, I 185 
missed that, sorry 
 
YHV, aOWKRXJK WKH\ ZHUHQ¶W aOO RSHQ, aQG VRPH RI WKHP ZHUH bHLQJ FRORXUHG LQ,  « bXW LW 
was there for them to refer to, and in any case from their memory they were fine. There 
were also the photos, buW I LQWURGXFHG WKRVH WRR OaWH. I KaGQ¶W VHHQ VaQ\a¶V SKRWRV VR I 190 
GLGQ¶W UHaOO\ NQRZ ZKaW WKH\ ZHUH OLNH aQG WKaW¶V ZK\ I ZaV UHOXFWaQW WR bULQJ WKHP LQ aV a 
thing straight off, which is why I introduced them later as a sort of, it was more of an 
interest thing, so there was that evidence as well if I wanted it. 
 
ONa\, WKaQN \RX. AQd WKeQ, LQ WKe VecRQd SaUW Rf WKe LQWURdXcWLRQ, \RX PRYed RQ WR « VR 195 
ZKeQ \RX aVNed WKe RULgLQaO TXeVWLRQ µZKaW VRUW Rf SLcWXUe dLd \RX KaYe LQ \RXU Kead?¶ 
and I wondered what you were thinking of then, and a whole sort of discussion followed on 
from it. 
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OK WKaW¶V MXVW VRPHWKLQJ WKaW FaPH LQWR P\ KHaG 200 
 
And what you were driving at there 
 
And I suddenly felt, well, they would have had, well it just occurred to me that if I was to 
think of that I would think of a place, or I would have an image in my head and then I 205 
ZRXOG UHOaWH LW WKHQ. TKaW¶V ZKHQ I ZaV WKLQNLQJ ZH KaG aOO WKHVH WKLQJV aQG bHFaXVH WKH\ 
GLGQ¶W QHFHVVaULOy marry up, well I suppose you could have categorised it urban and rural, 
RU ZH FRXOG KaYH FaWHJRULVHG LW WKHPaWLFaOO\ FRXOGQ¶W ZH? AQG WKHQ LW MXVW RFFXUUHG WR PH 
that some of them would have been thinking about a specific place and I thought that 
might be one of the ways of drawing out that people have got different opinions about 210 
what a good place is. For example the Cheddar Gorge one 
 
Yes.  
 
UPP, WKH Za\ KH GLGQ¶W, \RX NQRZ, KH VaLG ZKaW PaNHV it good was and he described it, 215 
and then he also said they do nice cream teas. So I thought that was quite a legitimate thing 
IRU Va\LQJ ZHOO WKaW¶V a JRRG HQYLURQPHQW because if you are going there to relax then 
WKaW¶V RQH RI WKH WKLQJV \RX ZaQW. 
 
Yes 220 
 
So I thought that was quite a good distinction. 
 
So that occurred to you as you went along? 
 225 
YHV. I KaGQ¶W UHaOO\ SOaQQHG WR JR WKaW Za\. 
 
BXW RQ WKe RWKeU KaQd LW dLd « dLd Ze KaYe LQ KeUe abRXW « QR, VRUU\, I¶P MXVW KaYLQg a 
look back at your lesson plan to remind myself about whether we had a target of being 
aZaUe WKaW QRW eYeU\bRd\¶V YLeZV ZRXOd be WKe VaPe RU QRW. 230 
 
No. 
 
No, so that was sort of an aside? 
 235 
Yes. I suppose it comes under just developing your own responsibility, you know, if you 
OLNH ROG bXLOGLQJV WKHQ KRSHIXOO\ \RX¶G bH V\PSaWKHWLF WR PaLQWaLQLQJ WKHP. Or if you like 
open spaces then you would develop a responsibility towards that. Like, most people, they 
FaUH abRXW ZKaWHYHU¶V FORVHVW WR WKHP, VR « bXW WKH\ FRXOG VWLOO aSSUHFLaWH WKaW RWKHU 
people would have other views. 240 
 
Other interests and concerns, yes.  
 
I suppose that was like an undercurrent. 
 245 
ONa\. AQd WKeQ KeUe, WKaW¶V ULgKW, RK \eV, aQd I¶Ye SXW MXVW aV a UePLQdeU, SUeVXPabO\ \RXU 
ideas, as well as the notebooks, was that they would have their posters so that you could 
OLQN LQ ZLWK aQaO\VLQg WKe eYLdeQce« AgaLQ, KeUe, aQd Ze¶Ye SaUWO\ dLVcXVVed this now, but 
I was at the time that I wrote that, wondering about the way in which you introduced what 
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they would then do in the development phase of the lesson. You gave a list of possible 250 
things but basically there was free choice involved, and your WKLQNLQg abRXW WKaW. We¶Ye 
cRYeUed WKaW UeaOO\ KaYeQ¶W Ze? 
 
Yes. 
 255 
Oh and this was interesting as well. What can be improved? And they gave some examples 
of things ± PRUe KRZ Ze caQ LPSURYe WKeP UaWKeU WKaQ ZKaW Ze caQ LPSURYe. AQd WKeQ µOeW 
animals be where WKe\ aUe aQd dR WKeLU RZQ WKLQg¶, µVR \RX PeaQ baQ SeWV?¶ aQd WKeUe ZaV 
a little discussion between you and whoever this child was and I think you misunderstood 
him because you were fixed into the urban-local environment and I think in his head, 260 
because when he came to do his plan of what his ideal environment would be like it was a 
rural one, and I think he was thinking of a rural environment. 
 
No, I thought that as well 
 265 
And animals 
 
Being natural 
 
Yes, in their natural habitat and being, doing their own thing and so people should have a 270 
responsible attitude towards the environment 
 
Yes, I did think that. Why I said ban pets was because, because by suggesting that you 
need to keep the animals in their own natural environment and get on with their own thing 
PHaQV WKaW \RX FaQ¶W KaYH SHWV bHFaXVH \RX¶UH NHHSLQJ WKHP  275 
 
In an un-natural environment, right. 
 
YHV, WKaW¶V ZK\ I VaLG WKaW. I KaGQ¶W UHaOO\ PLVXQGHUVWRRG KLV PHaQLQJ, bXW P\ UHVSRQVH WR 
LW; I FaQ VHH ZKHUH \RX¶UH FRPLQJ IURP. 280 
 
Right, okay, yes I see. 
 
But my response to it was a bit off, I went off on a tangent in my own head thinking, my 
response was as a consequence of that, so I jumped about three steps ahead. 285 
 
YeV, aQd WKeQ Ze ZeQW Rff RQ WKe YLdeR SaWK « [OaXgKV] 
 
They keep mentioning video, in everything; they think a video is the answer to everything 
ZKLFK LV ZK\ I WULHG WR Va\ µOHW¶V QRW JR GRZQ WKHUH¶. 290 
 
By the time we reached the point, and you gave them a time limit as to how much time they 
had to do their activities, and according to your lesson plan we were running about twenty 
minutes behind schedule.  Have you got any thoughts about that? 
 295 
Well, in the end it was enough time, so that was fine, but  
 
So you were happy with the length of time that you took in the introduction? 
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IQ WKH HQG, P\ UHaVRQV IRU WU\LQJ WR JHW LW GRQH HaUOLHU WKHUH LV bHFaXVH SUHYLRXVO\ I KaYHQ¶W 300 
managed to get them to complete work sufficiently in the lesson. So I was really trying to 
make sure that I had enough time for them all to do that. As it happens it worked out 
alright because they all finished the task. Perhaps they could have done with another few 
minutes, but most of the groups would have started getting restless.  
 305 
But there was a rushed amount of time for the plenary, for the presentations. 
 
YHV, WKHUH ZaV. SR LQ WKaW VHQVH LW ZaVQ¶W YHU\ JRRG. 
 
YeV, WKaW¶V just the way it goes sometimes. 310 
 
Yes, and I was very conscious about me not talking for so long, and I wondered if I 
VXGGHQO\ ZHQW LQWR, RNa\ OHW¶V GR WKH aFWLYLW\ QRZ, ZKHQ « IRU PH WKaW IHOW abUXSW bXW I 
GRQ¶W NQRZ Pa\bH LW ZaVQ¶W, Pa\bH WKH\ ZHUH UHaG\ for it. 
 315 
I think they probably were. 
 
I¶P MXVW a WaONHU. 
 
Because it felt, well, to be honest it felt, um, once it got to the point where we went down 320 
the video, but before that even, I did wonder whether the side issue of µZKaW SLcWXUe dLd 
\RX KaYe LQ \RXU Kead?¶ gLYeQ WKaW I ZaVQ¶W VXUe WKaW WKe\ Pade a dLUecW cRQQecWLRQ 
between the point you were trying to make there and the activities that then followed. Was 
LW MXVW a QLce OLWWOe VLde URXWe WKaW added WLPe?« 
 325 
 What was tKH WLPH WKHUH, WKaW¶V LQWHUHVWLQJ, 1.45 
 
1.45 aQd WKeQ LW ZaV 2 R¶cORcN. 
 
So if I had have stopped there I would have been just 5 minutes over. Mmm. That was just 330 
me being curious .. 
 
BXW WKeQ LW¶V QeYeU eaV\ « 
 
That, in a sense, that was me being curious. I just wanted to know, that was something I « 335 
 
Because it suddenly occurred to you. Yes. Okay, and then we moved on to the activity 
phase and I stopped writing down by and large what you or they were saying, because it 
was easier just to make notes of descriptions of what they were doing. I made a note that 
at the beginning you were monitoring, and then you wrote the target on the board, and 340 
then you went round to ask them some questions about what they were doing and so on. I 
WKRXgKW I¶d aVN \RX abRXW WKaW RYeUaOO SKaVe Rf WKe OeVVRQ, geQeUaOO\ ZKaW dR \RX Vee \RXU 
UROe aV beLQg? IW¶V SXUSRVe aQd LV LW WKe VaPe fRU aOO OeVVRQV? 
 
NR, LW¶V QRW WKH VaPH IRU aOO, XP, I¶G VaLG WKaW I ZRXOG RIIHU VXSSRUW aV aQG ZKHQ LW ZaV 345 
required, um, and so basically I was just on hand if they wanted anything, different 
UHVRXUFHV WKaQ WKH RQHV I¶G SOaQQHG. BXW PaLQO\ I ZaQWHG WR HQVXUH WKaW WKH\ ZHUH aOO QRW 
messing about, that they were cooperating, because in these sorts of activities a couple of 
WKHP FaQ bH a bLW GLVUXSWLYH, ZKLFKHYHU JURXS WKH\¶UH LQ. IQ IaFW M ZaV QRW LQ a JURXS, KH 
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ZaV OHIW RQ KLV RZQ ZKLFK FaQ bH MXVW aV GLYLVLYH VRPHWLPHV LI KH¶V ZaQdering around like 350 
a loose cannon. 
 
Yes, niggling people. 
 
I knew that he would upset that group, and I got a distinct feedback form this group that 355 
WKH\ GLGQ¶W ZaQW KLP MRLQLQJ. TKH JLUOV ZHUH KaSS\ GRLQJ WKaW, VR I SXW KLP LQ WKaW JURXS 
ZKLFK ZaVQ¶W WRR bad. He was probably about normal for him, disruptive wise. But they 
were actually working on two things because they did, and R & M were particularly proud 
of themselves and the rap they made up, so I knew I had to do some control there, so I 
wanted to free myself up for that. 360 
 
YRX Va\ WKaW¶V QRW WKe VaPe fRU aOO OeVVRQV. CRXOd \RX gLYe Pe a bULef e[aPSOe Rf RWKeU 
roles that you adopt during the development phase that are different from what I saw this 
afternoon? 
 365 
Well, in English for example I would have tended to be with a group and the others would 
be working independently. 
 
Right, and what would you be doing with that group? Would you be monitoring or would 
you be teaching? 370 
 
Mainly teaching I suppose, but not direct teaching, just sort of question and answer, 
discussion, reading things, discussing issues WKaW  aULVH RXW RI ZKaWHYHU LW LV ZH¶UH ORRNLQJ 
at. 
 375 
But the discussion would be more to do with the teaching and learning aspect rather than 
the control aspect? 
 
YHV, I ZRXOGQ¶W bH VLWWLQJ WKHUH MXVW ZaWFKLQJ WKHP JHW RQ ZLWK LW. NR, I¶G bH LQYROYHG LQ LW 
ZLWK WKHP. MaWKV I VXSSRVH I¶P IaLUO\ VLPLOaU LQ WKH VHQVH WKaW I KaYH aQ aVVLVWaQW ZKR 380 
VXSSRUWV WKH OHVV abOH aQG WKHQ I FaQ « I FaQ¶W, ZHOO I VXSSRVH I FRXOG, bXW I KaYHQ¶W VR IaU 
I KaYHQ¶W SOaQQHG LW WKaW WKH RWKHU JURXSV ZRUNHG VR LQGHSHQGHQWO\ WKaW I FaQ MXVW bH ZLWK 
RQH JURXS. BHFaXVH WKH\¶UH VHW IRU PaWKV aQG WKH ZKROH JURXS LV WKH bRWWRP VHW. TKH\¶UH 
not at the stage really where you can leave them independent stuff. TKHUH¶V VXFK a PL[HG 
UaQJH I WKLQN WKH\¶UH abRXW ILIWHHQ VSHFLaO QHHGV ZLWKLQ WKH FOaVV VR WKH\¶UH QRW UHaOO\ aW WKH 385 
VWaJH I GRQ¶W WKLQN ZKHUH \RX FRXOG OHaYH WKHP WR ZRUN WKaW LQGHSHQGHQtly without being 
GLVWXUbHG HYHU\ ILYH PLQXWHV. SR WKaW¶V XVXaOO\ a UROH ZKHUH I ZaQGHU aURXQG and give help 
ZKHQ LW¶V QHHGHG. HLVWRU\ aQG RE I¶YH WHQGHG VRPHWLPHV WR KROG WKH ZKROH VHVVLRQ MXVW aV 
a discussion. I¶OO UHaG WKHP VRPHWKLQJ aQG I¶OO WaON abRXW WKLQJV aQG WKHQ MXVW aVN 
TXHVWLRQV, VR LW¶V a TXHVWLRQ aQG aQVZHU VHVVLRQ. SRPHWLPHV LW¶V PXFK PRUH WHaFKHU-led, 390 
PXVLF LV YHU\ GLUHFWHG VR LW¶V OHVV IUHH aV WR ZKaW WKH\ can do. 
 
SR, I¶P LQWeUSUeWLQg WKaW aV PeaQLQg WKaW \RX adRSW dLffeUeQW UROeV accRUdLQg WR WKe VXbMecW 
because for some subjects you see it as being more appropriate. 
 395 
I VXSSRVH VR \HV, I KaGQ¶W UHaOO\ ORRNHG aW LW LQ WKaW Za\. IW PLJKW bH bHFaXVH RI WKH VXbject 
bXW aOVR I VXSSRVH LW¶V PaLQO\ bHFaXVH « LW¶V PaLQO\ WKH aFWLYLW\. II I ZaV GRLQJ WKLV VRUW RI 
activity where people were freer to work in groups than they were in maths or English or 
whatever then I would do the same so I think it depends on the activity rather than the 
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VXbMHFW. BXW, aV LW KaSSHQV, WKRVH NLQG RI aFWLYLWLHV I¶YH WHQGHG WR KaYH IRU WKRVH NLQG RI 400 
subjects. So the non-core subjects of you like have been a bit more liberal. I WKLQN WKaW¶V 
kind of, I doQ¶W NQRZ ZKHWKHU WKaW¶V VRPHWKLQJ WKaW I¶YH VaW GRZQ aQG WKRXJKW WKLV LV KRZ I 
ZaQW WR GR LW, I WKLQN LW¶V MXVW NLQG RI PH IROORZLQJ WKH V\VWHP LQ WKH VFKRRO VHW-up anyway 
and I get the fHHOLQJ LW¶V SaUW RI WKH QaWLRQaO HWKRV aQ\Za\. TKaW WKaW¶V KRZ WKLQJV JR. 
Morning subjects are much stricter and the afternoons are [freer with space]. 405 
 
YeV, I WKLQN \RX¶Ue SURbabO\ ULgKW! I¶P QRW VXUe WKaW I ZRXOd P\VeOf agUee ZLWK WKaW eWKRV, 
bXW « 
 
Yes, but this is kind of, the victim of circumstances that you find yourself in and 410 
VRPHWLPHV LW¶V HaVLHU MXVW WR JR aORQJ ZLWK LW. 
 
One question I had here about what they had chosen to do and when I questioned them 
they were quite clear about what they were going to do and several of them related it to 
WKe WaUgeW WKaW Kad beeQ ZULWWeQ dRZQ RQ WKe bRaUd, aQd I¶P aVVXPLQg WKaW¶V VRPeWKLQg 415 
WKaW \RX RfWeQ dR ZLWK WKeP, becaXVe \RX dLdQ¶W Va\ aQ\WKLQg abRXW LW bXW WKe\ ORRNed aQd 
saw it. 
 
NR, I KaG PHaQW, WR bH KRQHVW I KaG PHaQW WR SXW WKaW XS HaUOLHU bXW « 
 420 
Is that something that you often do though? 
 
YHV, LW¶V WKH VFKRRO SROLF\ 
 
« Sa\, WKLV LV ZKaW WKe WaUgeW fRU WRda\ LV, VR \RX¶Ue VKaULQg LW ZLWK WKe children? 425 
 
YHV. BXW I GLG UHIHU WR LW aW WKH HQG, aQG aOVR bHFaXVH I KaGQ¶W SXW LW XS aW WKH bHJLQQLQJ 
WKaW¶V aOVR RQH RI WKH UHaVRQV I ZHQW WR HaFK JURXS WR aVN WKHP ZKaW WKH WZR WKLQJV ZHUH 
and what are they going to do to improve it. So I was reminding them, without directing 
them to that, I was reminding them of what my expectations were. 430 
 
AQd LQWeUeVWLQgO\, ZKeQ I VaLd WR WKeP abRXW « ZKaW dR \RX WKLQN \RX¶Ye OeaUQW fURP dRLQg 
this? They were much less clear about that. They were less able to say what have they 
OeaUQW WKaW WKe\ NQRZ aQd XQdeUVWaQd QRZ WKaW WKe\ dLdQ¶W aOUead\. AQd I ZRQdeUed 
whether that was first of all possibly one of the dangers of letting things come from the 435 
children rather than providing some VRUW Rf VWUXcWXUe ZKeUe \RX¶Ye gRW a cOeaU Ldea Rf µWKLV 
LV ZKeUe WKe\¶Ue aW aQd WKLV LV ZKaW I¶d OLNe WR PRYe WKeP RQ WR¶.  TKe VecRQd RQe ZaV 
about, with the free choice whether they were focusing more on the outcome than the 
actual process of getting them to the outcome. 
 440 
YHV, bHFaXVH I GLG SURPSW VRPH WR SOaQ ILUVW aQG WKH\ GLGQ¶W, WKH\ ZHQW VWUaLJKW LQ 
 
They did, they went straight into the presentation. 
 
So that, in a sense that is a thing for me to develop, to encourage them to plan it first. 445 
 
And how might you do that, if you had a chance to do this sort of thing again? 
 



Appendix 30: Coded transcript of post observation interview with David, 29/6/00 
YEAR 6 CLASS ± 21 pupils  TOPIC: Environmental Change & Sustainability 
 

 
Appendix 30 

10 

I VXSSRVH \RX¶G KaYH, LQ a VHQVH IRUFH WKH VLWXaWLRQ VR \RX¶G JLYH WKHP, Va\ µULJKW, bHIRUH 
ZH JR RQ aQ\ IXUWKHU ILYH PLQXWHV WR SOaQ LW¶ VR \RX¶UH IRUFLQJ WKHP WR VSHQG WKH WLPH 450 
doing that. 
 
And then having done that bit and that bit how are you going to present it? 
 
And there should have been plenty of time to do that. 455 
 
And then you could get them to reflect afterwards on, so what did we do? Why did we do it 
in that order? Why did I make sure that you planned it before you did your poster? What 
was the purpose of that? 
 460 
Yes. 
 
TKaW¶V acWXaOO\ WKe bLW WKaW KeOSV deYeORS WKLQNLQg VNLOOV. 
 
Yes [thoughtfully] 465 
 
The metacognition bit. 
 
See for me, my problem is that those are my grand ideas and I want to do that, I want to 
develop these things « [WaSH FXWV RII ± tutor and student have discussion about how 470 
thinking skills can be developed in a more planned and explicit way. Problem for student 
is not knowing HOW ± lack of strategies?] 
 
Placing the lesson into categories for persuasion, theories of T&L, nature of knowledge. 
 475 
So you want me to talk about where I am now? 
 
Where you feel what you did this afternoon fits into these categories, yes. 
 
Right, I think this lesson is looking at environmental persuasions, the interaction between 480 
people and the environment, yes. 
 
With issues such as pollution etc. Right. 
 
And the whole unit would eventually, when, well before this session we looked at 485 
decision-making, WKRVH NLQG RI WKLQJV, aQG LW¶V VXSSRVHG WR JR WR ORRNLQJ aW VXVWaLQabLOLW\. 
So the whole unit actually fits in there, rather than just the lesson. As far as theories of 
teaching and learning go, I would say that I was going more along the growing, either the 
travelling or the growing, I caQ¶W UHaOO\ GHFLGH bHWZHHQ WKH WZR, bXW LQ WKH VHQVH RI VHWWLQJ 
it up with some discussion, starting their thinking and then letting them develop that with 490 
WKH aFWLYLW\, VR « 
 
If you could categorise the introduction separately from the development phase? 
 
Oh, then I suppose the introduction might be the travelling theory, developing it with me 495 
as a [..?..] and then the rest would have been growing theory, leaving, having had that then 
they can develop it at their own pace, in their own direction. 
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YeV. WRXOd WKaW aOORZ fRU WKe µNQRZOedge LV VRcLaOO\ cRQVWUXcWed¶ eOePeQW Rf «? 
 500 
Well it was already constructed I suppose in that their knowledge in a sense was set up and 
SURPSWHG VR WKH\ ZHUHQ¶W JURZLQJ LQGHSHQGHQWO\ WKaW¶V ZK\ I¶P VSOLW bHWZHHQ WKH WZR. 
But at the same time I was hoping that they would sort of ± this is the whole thing about 
me trying to develop their thinking skills, this is VRUW RI ZKHUH I¶G OLNH, I VXSSRVH, LQ a 
sense, more to be. Or them more to be. 505 
 
MPP. AQd LW¶V MXVW a TXeVWLRQ Rf, ZLWK gUeaWeU e[SeULeQce aV \RX « \eV« PRYe RQ 
gUadXaOO\, deYeORSLQg VWUaWegLeV fRU « 
 
 and I suppose you need to develop the relationship witK WKH FKLOGUHQ. I FRXOGQ¶W FRPH LQ 510 
VWUaLJKW aZa\, LI WKH\¶UH QRW XVHG WR  
 
WRUNLQg LQ WKaW Za\, QR. WKeQ \RX¶Ye gRW \RXU RZQ cOaVV fURP WKe begLQQLQg Rf WKe \eaU 
aQd \RX¶Ye gRW a gRaO WKaW \RX ZaQW WR ZRUN WRZaUdV ZLWK WKeP, LW¶V PXcK eaVLeU. 
 515 
AQG I¶P QRW Va\LQJ WKaW WKH\ FaQ¶W bHFaXVH ZLWK WKH FOaVV WHaFKHU I¶YH VHHQ WKaW WKURXJK 
her questioning techniques they do, the thinking is prompted and so they do get there, she 
KaVQ¶W VRUW RI JLYHQ WKHP WKH aQVZHUV bXW through clever questioning they get there. And 
WKaW¶V ZKHUH I¶G OLNH WR bH, WKaW¶V ZKHUH I¶P WU\LQJ WR bH bXW I WKLQN I¶P Pa\bH MXPSLQJ 
JXQV bHIRUH I JHW WKHUH. BXW LQ a VHQVH bHFaXVH I GRQ¶W ZaQW WR ORRVH VLJKW RI, I GRQ¶W ZaQW 520 
to go through that [points to transfer theory] to get there, I want to get there quicker. I 
GRQ¶W ZaQW WR JHW WUaSSHG LQ WKH WUaQVIHU WKHRU\. 
 
Just telling? 
 525 
MPP. AOWKRXJK I GR a ORW RI WKaW, GLVFXVVLQJ, WKaW¶V ZK\ I JHW OaWH LQ P\ OHVVRQV! BXW 
anyway! And here [looks at theories about the nature of knowledge] I suppose the socially 
critical. KQRZOHGJH LVQ¶W HaVLO\ [VSHFLILHG], \RX NQRZ WKH ZKROH GLOHPPa RI ZKaW¶V a JRRG 
environment. YRX FaQ¶W VSHFLI\ ZKaW LW LV, HYHU\RQH¶V JRW a GLIIHUHQW RSLQLRQ. 
 530 
That, there was a subtext of that, but would you say that was the main focus of what they 
were doing? 
 
IW ZaVQ¶W WKH PaLQ IRFXV RI WKH OHVVRQ, QR, bXW that was my kind of subtext. I perhaps 
VKRXOGQ¶W KaYH, I PHaQ I SXW LW LQ bUaFNHWV RQ WKH [OHVVRQ SOaQ] I VRUW RI WKLQN, \RX NQRZ, I 535 
suppose in a sense I was thinking well that will be my extension. If they were really 
getting on with it then I would have liked to have moved on to developing the responsible 
attitude side of things and gone more into discussing that. So in a sense that was kind of 
P\ H[WHQVLRQ RI WKH ZKROH WKLQJ LI WKLQJV ZHUH JRLQJ ZHOO bXW « aJaLQ PH bHLQJ WRR 
ambitious and moving on beforH WKH\¶UH UHaG\ IRU LW, RU I¶P UHaG\ IRU LW, aQG VR I¶YH JRW WRR 540 
many things going on in my head and I need to narrow the focus down more. I thought I 
KaG QaUURZHG LW GRZQ bXW MXVW b\ SXWWLQJ LQ WKaW OLWWOH aVLGH ZaV GLVWUaFWLRQ HQRXJK. WaVQ¶W 
it? As it turns out? 
 
As it turns out, yes! 545 
 
I PHaQ I KaGQ¶W WKRXJKW RI aQ\ RI WKLV bHIRUH and had you not asked me I probably 
ZRXOGQ¶W KaYH WKRXJKW RI LW. BXW QRZ ZH¶UH UHIOHFWLQJ RQ LW LQ GHWaLO 
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BecaXVe RQ WKe RWKeU KaQd LW Pa\ QRW KaYe beeQ « LW ZRXOd KaYe beeQ TXLWe SRVVLbOe WR 550 
have organised a session that focused on both of WKRVe OeaUQLQg RXWcRPeV, µUecRgQLVe KRZ 
SeRSOe «¶ aQd µdeYeORS a UeVSRQVLbOe aWWLWXde¶ 
 
A session each? 
 555 
No, in the same session, but just to have constructed the activities in the development 
phase slightly differently. 
 
Yes [thoughtfully] 
 560 
SR WKaW « 
 
Perhaps got them to draw up an action plan or something. 
 
Yes. 565 
 
AQG WKHQ IURP WKaW ZKHUH GR ZH JR QRZ? TKHUH¶V QR XVH MXVW KaYLQJ a SOaQ « 
 
YeV, becaXVe WKe Ldea \RX Kad Rf µVR ZKaW aUe WKe WZR ZRUVW SURbOePV WKaW \RX¶Ue gRLQg to 
WKLQN Rf?¶ aQd MXVW geW WKeP WR dR WKeP fLUVW LQ SaLUV RU aV LQdLYLdXaOV RU ZKaWeYeU aQd 570 
WKLQN Rf, QRZ bUaLQVWRUPLQg \RXU SaLUV a UaQge Rf WKLQgV WKaW « VWUaWegLeV fRU deaOLQg ZLWK 
 
For improving 
 
FRU LPSURYLQg WKRVe WKLQgV. AQd QRZ OeW¶V ORRN aW \RXU brainstorm list and can you 575 
categorise those into, these are the ones that we can do ourselves, and those are the ones 
WKaW Ze¶OO KaYe WR KaYe VRPe adXOW KeOS WR dR. 
 
Yes [tone of enlightenment!]. 
 580 
NRZ, \RX¶Ye dRQe aOO Rf those things, now you can go away and do your poster or your rap 
or whatever it is. 
 
YHV. AQG WKaW¶V aOVR VRPHWKLQJ WKaW VRUW RI FaPH RXW LQ WKH GHbaWH. TKaW WKHUH aUH VRPH 
WKLQJV \RX FaQ GR WKaW ZRXOG bH HIIHFWXaO aQG WKHUH aUH VRPH WKLQJV WKaW LW GRHVQ¶W matter 585 
what you do it will be ineffectual because there are greater powers above it. The political 
WKLQJ. AQG I ZaV YHU\ KaUG LQ WKaW I ZRXOGQ¶W ± there was a clear split in the class as to 
which route should be taken [referring to a by-pass planning exercise], there were no 
people in the middle as we had at college, nobody was thinking  
 590 
TKeUe VKRXOdQ¶W be a URXWe 
 
NR, WKH\, WKaW¶V« WKH\ VaLG WKHUH VKRXOGQ¶W bH a URXWH. NRbRG\ aV ZH KaG LQ FROOHJH, 
nobody was thinking about their own interests in the business or where they lived and so 
say, there ought to be a route but it needs to be not in my back yard over there. There 595 
ZaVQ¶W WKaW GLOHPPa. IW ZaV HLWKHU ZH QHHG a URXWH RU ZH GRQ¶W QHHG a URXWH. TKH\ ZHre 
quite clear-cut. And even those where the route would have been advantageous to them 
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GLGQ¶W ZaQW LW bHFaXVH RI RWKHU WKLQJV. SR LQ a VHQVH WKH\¶YH GHPRQVWUaWHG WKaW 
responsibility already. 
 600 
TKaW¶V LQWeUeVWLQg.  
 
But I was like, no you have to have a route because people have ± I started to make things 
up ± SHRSOH KaYH bHHQ NLOOHG aQG aOO WKH UHVW, LW¶V QRW VaIH VR ZH QHHG LW aQG VR I LPSRVHG 
the issues aQG WKaW UHaOO\ XSVHW WKHP. IW ZaVQ¶W IaLU, aQG WKLV LV ZKHQ ZH ZHUH UHaOO\ JHWWLQJ 605 
into it and so that could have been developed in the sense of there are things you can do, 
there are also things you can do but nothing will happen about it. So I could have 
developed that. 
 
UQOeVV \RX WaNe WKe SROLWLcaO URXWe « 610 
 
Yes, so I would have liked to .. 
 
« WKaW¶V VRPeWKLQg WKaW WKe\¶d WacNOe SeUKaSV aW VecRQdaU\ OeYeO. 
 615 
YHV. I ZRXOG KaYH OLNHG WR GR WKaW, I¶OO MRW WKaW GRZQ IRU QH[W WLPH. 
 
And that might have, um, I know there was an element of the socially critical and they 
ZeUe ZRUNLQg cROOabRUaWLYeO\, VRPe Rf WKeP, VR LW ZaVQ¶W MXVW WKe LQdLYLdXaO XQdeUVWaQdLQg 
because they had to negotiate with each other and expORUe eacK RWKeU¶V XQdeUVWaQdLQgV WR 620 
a certain degree. But it would be interesting to take it one step further and say, well these 
are all issues in our culture and in our society here. Would they be exactly the same that 
say a contrasting locality, the issues that they would pick up as being the most important 
for them there? 
 625 
Would litter be a problem in  Buckingham Palace (?) 
 
For example, yes. 
 
 630 
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C 
Change 

conception of T&L, 13 
Component 

linkages 
human-environmental, 1 

Components 
environmental, 1, 2, 3, 5, 6, 7, 11, 12 
human, 3 
linages 

human-environmental, 11 
Confidence in teaching 

low, 2 
Control 

pupils, 4 
teacher, 8, 14 

E 
Elements 

concepts 
cause & effect, 1 

skills 
enquiry, 4, 11 
fieldwork, 1 

values 
issues, 3, 9, 11, 14 
managing environments, 6 
perspectives, 1, 3, 5, 6, 12 

F 
Factors 

learning from observing others, 12 
learning from school, 10 
learning from tutor, 3, 10, 13 
learning from university activities, 14 
refelcting on it in detail, 13 
stage of development, 1, 2, 3, 8, 11, 13 

I 
Ideology 

liberal-progressive, 9 
socially critical, 12, 14 

L 
Learning objective 

not clear, 10 
Learning objectives 

lack of focus, 13 

N 
Not learning, 10 

P 
Paradigm 

environmental, 1 
Personal theory 

readiness, 9, 13 
thinking, 4, 11, 12 
unrealistic, 7 
unsophisticated, 7 

Prior experience 
strong, 10 

Purpose 
positive action, 2, 4 
positive views, 6 
positive action, 14 

R 
Reflection-in-action, 6 
Reflection-in-practice, 5 

S 
Strategies 

developing, 5, 6, 11, 13 
lack of, 1, 3, 4, 5, 7, 8, 9, 11 

Strategy 
discussion - over-reliance, 9 
lack of, 2 
reliance on memory, 5 

T 
teaching 

lack of direction, 3 
lack of focus, 5, 7 
managing, 8 
multi-focus, 3 
other subjects, 9 

Theories 
confused, 4, 12 
confused-inaccurate perception, 4 
Growing, 4, 12 
mixed 

travelling & growing, 11 
NOT transfer, 12 
relying on memory, 1 
shaping, 4 
transfer, 2, 8 
travelling, 4, 12 

Thinking on the hoof, 5 
 


