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Geographical Education is published annually and is 
distributed to all members of the state and territory 
associations affiliated with the Australian Geography 
Teachers’ Association Limited. 
The aims of the journal are to: 
• encourage school, college and university teachers and 

all others interested in Geography to share their ideas 
and experiences; 

• promote sound practice and encourage the 
developments of innovative strategies for teaching 
Geography in the classroom and the field; 

• provide a forum for discussion between teachers on 
issues and direction of Geographical education; 

• encourage reflection on the scope and purpose of 
Geography and its role as a medium for the education 
of young people; 

• promote the diffusion of developments in Geography 
and examples of ways they may be introduced into 
Geography teaching; 

• examine educational issues and trends in the light of 
their relevance for Geography teaching; and 

• disseminate news of AGTA activities and information 
of national interest from state affiliates. 

Review 
Geographical Education is a refereed journal. Articles 
submitted to Geographical Education for consideration are 
reviewed anonymously by a minimum of two reviewers 
from the list below. Articles are selected by the editor 
based on the outcome of the anonymous reviews and 
ratified by the editor. Authors of accepted articles are sent 
guidelines for their final submission. Contributions to 
other sections such as Book Reviews and Reports are not 
refereed. 
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Forty-five years ago the first edition of 
Geographical Education was published. The 
journal of the Association intended to provide 
a forum for teacher educators and geography 
teachers in secondary schools in Australia, New 
Guinea and New Zealand. Volume 1, June 1969 
contained articles gleaned from the first AGTA 
Conference in August 1968. These included an 
examination of the changing nature of geography 
in the secondary school, anticipated improvement 
in geographical thinking and new developments 
in human and regional geography, geographical 
inquiry, geographical materials, and a very 
contemporary sounding, Landscapes, Terrain 
Imagery and the Geographical Imagination, and, 
book reviews.

 Volume, 27, 2014 continues this fine tradition, 
consistent with the current aims of the journal as 
outlined on the first page. The Chair of Director’s 
Annual Report disseminates news of AGTA’s 
activities. The two reports Submission to the 
Review of the Australian Curriculum Submitted by 
the Australian Geography Teachers’ Association 
Limited, from Dr Grant Kleeman and Comments 
on the recommendations relating to geography 
in the Review of the Australian Curriculum, by 
Associate Professor Alaric Maude, encourage 
reflection on the scope and purpose of geography 
and its role as a medium for the education of 
young people. The Review of the Australian 
Curriculum: Preliminary Report on the progress of 
the Review of the Australian Curriculum, 28 March 

2014 can be retrieved from http://docs.education.
gov.au/node/35905 

 The four peer reviewed articles: Sustainability 
in the Australian Curriculum: Geography, by 
Associate Professor Alaric Maude; Investigating 
the impacts of global education curriculum on 
the values and attitudes of secondary students, 
by Dr John DeNobile, Dr Grant Kleeman and Ms 
Anastasia Zarkos; Post-primary education and 
energy literacy: An analysis of the potential for 
geography curricula to contribute to Australian 
students’ energy literacy, by Mr Brad Maddock 
and Dr Jeana Kriewaldt; and, Interested and 
influential: the role of a professional association 
in the development of the Foundation to Year 
10 Australian Curriculum: Geography, by Ms 
Susan Caldis, all meet the aim of the journal to 
encourage, school, college and university teachers 
and all others interested in geography to share 
their ideas and experiences.

The current editor wishes to acknowledge the 
diligent efforts of Associate Professor Ken Purnell 
as journal editor from 2002 to 2013.

Many thanks to Geoffrey Paterson as proof reader 
and reviews editor of the current volume.

The next edition of the journal Volume 28, 2015 
will include contributions from presenters at the 
AGTA Conference, Rotorua, January 2015 to 
address the theme Learning from Aotaeroa�

Editorial
Nick Hutchinson  
Editor, Geographical Education
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2013–2014 has been a year of consolidation for 
the Australian Geography Teachers’ Association 
Limited (AGTA). This follows a busy few years 
during which AGTA played a leading role in 
the development of the Australian Curriculum: 
Geography and facilitated the development of 
the GeogSpace professional learning website in 
conjunction with Educational Services Australia. 
The Association’s challenge going forward is to 
support the implementation of the Australian 
Curriculum: Geography and the promotion of 
school Geography more generally.

Changing of the Guard
AGTA  leadership has changed following the 
retirement of Malcolm McInerney (President), 
Rebecca Nicholas (Secretary) and Rob Berry 
(Treasurer). The new President (Chair) is Grant 
Kleeman (NSW) while Susan Caldis (NSW) takes 
over as Secretary and Leonie Brown (Victoria) 
becomes Treasurer. 

It is impossible to understate the terrific 
contributions that Malcolm, Bec and Rob have 
made to AGTA during their time in office. 

Malcolm led the Association to a new level of 
recognition, relevance, influence and achievement. 
The leading role AGTA played in the development 
of the Australian Curriculum: Geography was due, 
in no small measure, to Malcolm’s insistence 
that the Association be seen as the discipline’s 
principal stakeholder. He made sure that AGTA, 
and its affiliates, were at the centre of the 
curriculum development process either directly or 
indirectly.

GeogSpace is another lasting legacy of 
Malcolm’s tenure. Malcolm was determined 
that the Australian Curriculum: Geography be 
well resourced. He successfully lobbied for, and 
secured, $500,000 in Commonwealth funding 
to showcase best practice in pedagogy and 
professional learning. The delivery of this project 
– on time and on budget – was a remarkable 
achievement and no better example of the 
managerial flair and leadership skills that Malcolm 
demonstrated throughout his time as President.  

Malcolm will be remembered for his inclusive 
leadership style, his energy and his passion for 
Geography (albeit with a bias towards GIS!). 

Bec carried out the role of AGTA Secretary 
with great dedication and good humor. Her 
detailed minutes, that record the Association’s 
deliberations and decisions, are a work of art even 
though some of us are a bit tardy when it comes 
to attending to the duties listed in the actions list. 
We all admire Bec’s mastery of ICT. Her recent 
presentation at the recent GTANSW was superbly 
delivered and very well received. Bec has a lot to 
offer the discipline in coming years. 

Rob Berry has been more than just an excellent 
custodian of the Association’s finances. He has 
been a wise counsel in all the big decisions 
made by, and on behalf of, AGTA in recent years. 
He played an enormous role in the GeogSpace 
project and has done a terrific job maintaining the 
Association’s online presence. Rob’s contribution 
as treasurer has been outstanding. His reports 
to the Board are always thoroughly prepared 
and Rob is not backward in providing cautionary 
advice when expenditures threatened to exceed 
income. We all appreciated Rob’s honesty and 
integrity. 

The three retiring executive members did an 
outstanding job and we thank them for their 
contribution. We also look forward to their 
ongoing contributions in whatever capacity they 
choose.

The Australian Curriculum: Geography
With the Australian Curriculum: Geography 
F–10 and the senior years now a reality (not 
withstanding any redirection resulting from the 
Federal Government’s Review of the Australian 
Curriculum), Australian students have, for the first 
time, an opportunity to develop a knowledge and 
understanding of the characteristics of the places 
that make up our world. 

Each state and territory has approached the 
implementation of the Australian Curriculum: 
Geography differently and over a different 
timescale. In NSW, the Board of Studies, Teaching 
and Educational Standards has just released the 
NSW Syllabus for the Australian Curriculum: 
Geography  K–10. For those interested, the draft 
syllabus can be found at: www.boardofstudies.
nsw.edu.au/australian-curriculum/pdf_doc/
geography-k-10-draft-syllabus-for-consultation.
pdf

Chair of Director’s Annual Report 2014
Dr Grant Kleeman  
Chair, Australian Geography Teachers’ Association Limited

www.boardofstudies.nsw.edu.au/australian-curriculum/pdf_doc/geography-k-10-draft-syllabus-for-consultation.pdf
www.boardofstudies.nsw.edu.au/australian-curriculum/pdf_doc/geography-k-10-draft-syllabus-for-consultation.pdf
www.boardofstudies.nsw.edu.au/australian-curriculum/pdf_doc/geography-k-10-draft-syllabus-for-consultation.pdf
www.boardofstudies.nsw.edu.au/australian-curriculum/pdf_doc/geography-k-10-draft-syllabus-for-consultation.pdf
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As we are all aware, AGTA played an important 
role in making the curriculum a reality. Together 
with other professional bodies, including the 
Institute of Australian Geographers and the Royal 
Geographical Society of Queensland, it lobbied 
for Geography to be included in Phase 2 of the 
curriculum development process and played 
an active role in the curriculum development 
process. 

The challenge for AGTA is now to support the 
implementation of the Australian Curriculum, 
especially through the provision of quality 
professional learning and resources.

As a peak body, AGTA seeks to foster the teaching 
and learning of Geography in all Australian 
schools and enhance awareness of its applications 
in society by:

• promoting and circulating the results of 
research into geography education;

• maintaining a professional network through 
which teachers of geography in Australia may 
express opinions on educational matters; and

• representing the interests of its member 
affiliates on national education decision 
making bodies.

AGTA believes that a study of geography 
contributes to:

• an understanding why societies and 
environments occur as they do;

• the acquisition of skills that enables students 
to investigate, formulate and communicate 
their understandings and opinions; and

• the clarification of students’ values concerning 
themselves, the society in which they live and 
the environment.

In particular, AGTA supports and promotes the 
three values areas of democratic process, social 
justice and ecological sustainability.

AGTA’s Constitution and Membership
AGTA now has a new constitution and 
representational structure. The Board now has 
15 directors. These consist of two directors from 
each member affiliate, one being the President 
of the affiliate association and the other being 
nominated by the affiliate’s membership. The 
Northern Territory is now represented on AGTA as 
an affiliate.

AGTA’s Curriculum Related Initiatives
Some of AGTA’s most important curriculum 
related initiatives include the GeogSpace website, 
its biennial conference, and the Association’s 
professional learning program and resources.

GeogSpace

The GeogSpace website is an AGTA initiative  
supported by the resources of Education Services 
Australia.  GeogSpace has been designed 
to support primary and secondary teachers 
in implementing the Australian Curriculum: 
Geography. It has been developed by AGTA’s team 
of practising Geography teachers, dedicated to 
ensuring all schools across Australia have access 
to a unique resource that reflects best practice 
using current technology and pedagogies. 

Malcolm McInerney, who led the development 
of GeogSpace, has played an important role in 
introducing the website and its many features to 
teachers across Australia.

AGTA Conference
The 2015 AGTA Conference, to be held from 
11–16 January 2015 in Rotorua, New Zealand, is 
a great professional learning opportunity aligned 
to the requirements of the Australian Curriculum: 
Geography. The Conference also features an 
extensive fieldwork program in addition to pre- 
and post-Conference tours. Further details can be 
found on http://www.agta.asn.au  

Nick Hutchinson, with the assistance of Rob 
Berry, has assembled an excellent array of 
keynotes, workshops and fieldwork activities. 
Nick’s efforts in convening the conference are 
very much appreciated. 

Review of the Australian Curriculum
AGTA developed a submission to the Federal 
Government’s Review of the Australian 
Curriculum. Led by Nick Hutchinson, all affiliates 
had the opportunity to provide input into, and 
comment on, the various drafts of the document. 
The recommendations of the Review are a 
mixed bag and the Review certainly lacks rigor. 
It is problematic that one Geography teacher’s 
perspective should hold such sway given the 
hours of consultation involved in the development 
of the Australian Curriculum: Geography.

Professional Learning
In 2015, AGTA will launch a nationwide 
professional learning initiative focusing on the 
Australian Curriculum: Geography�  This will 
include a program directly related to the needs of 
both primary and secondary school teachers. 

Publications
Geographical Education is the professional 
journal of AGTA and was on the DEST Register 
of Refereed Journals. The journal was published 
in print form until Volume 25, 2012. Since then 
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the journal has been published in a digital format 
and is available on the Association’s website. The 
new International Standard Serial Number for 
Geographical Education is ISSN 2204-0242.

Contributions of varying length are invited, with 
a maximum of 5,000 words for major articles 
and research reports. Shorter articles of 2,000 
words, featuring classroom strategies, reflections 
on particular issues and practices in geography 
teaching, in-service education workshops, and 
comments on previous articles are especially 
welcome.

Nick Hutchinson took on the role of Journal Editor 
in 2014 replacing Ken Purnell who had edited 
the journal for some years. Geoffrey Paterson 
continues in his roles of Reviews Editor and copy 
editor.

Thinking Geographically DVD
The second edition of this popular resource 
contains:

• geographical thinking examples, exercises and 
articles;

• over 50 Thinkpieces on geography;
• curriculum planning and assessment 

processes and templates;
• hundreds of links to geographical thinking and 

teaching of geography Internet sites; and
• presentations and video resource links to 

support professional learning.

AGTA has also supported the publication of 
Teaching Primary Geography for Australian 
Schools by Simon Catling, Tessa Willy and John 
Butler� This book helps to develop teachers’ 
knowledge and understanding of Early Years and 
Primary Geography and its teaching. It discusses 
the nature of Geography and geographical 
knowledge and understanding, and links this 
with everyday life, in particular, with children’s 
environmental and geographical experiences, a 
thread running throughout the book. Key aspects 
of Early Years and Primary Geography are 
covered, including the core ideas in the subject, 
and understanding places and environmental 
sustainability. It considers inquiry approaches to 
teaching and learning geography, learning outside 
the classroom through fieldwork, the geographical 
skills children need, such as map work and 
visual skills, world knowledge and global issues, 
citizenship and cross-curricular approaches. 
Aspects of planning geography teaching and 
learning and assessment are discussed, as are 
ways in which you can investigate and reflect on 
your geography teaching and children’s learning 
in your classroom.

AGTA has also endorsed Understanding and 
Teaching the Australian Curriculum: Geography 
for Primary Schools by Alaric Maude. The 
publication is designed to ease the burden of 
primary teachers by showing them how to 
understand and use the curriculum they are being 
asked to teach.

Primary teachers with an interest in Geography 
are being encouraged to become actively involved 
in their local Geography teachers association. 

Keys to Geography Skills AGTA is committed 
to publishing a Geography skills book to 
replace Keys to Geography Skills. This follows 
Macmillan’s decision not to proceed with a third 
edition of the widely acclaimed publication. The 
new book will contain additional material aligned 
to the requirements of the Australian Curriculum: 
Geography.

Reaching out to primary teachers

Now that Geography is a discrete subject in the 
early years of schooling (F–6) AGTA is seeking to 
meet the professional learning needs of primary 
teachers. In many instances, conferences and 
other accredited professional learning activities 
will now feature a dedicated program focusing on 
Primary Geography. 

Professional advocacy

Australian Alliance of Associations in 
Education (AAAE).

Thanks largely to the work of Malcolm McInerney, 
the AAAE is now a reality.  AGTA is a founding 
member of the newly established entity. The AAAE 
is a body specifically formed to represent the 
interests of teacher professional associations at 
a national level. There are 23 founding member 
associations, and the AAAE will be able to lobby 
at a Federal level on issues affecting teachers and 
their professional practice. 

Australian Federation of Societies for 
Studies of Society and Environment 
(AFSSSE).  
AFSSSE is a consortium of four professional 
associations – Australian Association for 
Environmental Education, Australian Geography 
Teachers’ Association, Business Educators 
Australasia and Social Educators Association of 
Australia. AFSSSE was formed in 1992 to act as 
the peak organisation for the broad area of study 
known as Studies of Society and Environment. 
Rob Berry continues to represent the views and 
interests of AGTA on AFSSSE. 



GEOGRAPHICAL EDUCATION    VOLUME 27, 20146

National Committee for the 
Geographical Sciences
The AGTA Board recently voted to support the 
Academy of Science’s National Committee for 
the Geographical Science’s Decadal Plan for the 
discipline. To be known as Strategic Directions for 
the Geographical Sciences, the plan will include 
a focus on the contribution of school geography 
to the nation’s strategic research priorities. 
The purpose of the document is to inform 
policymakers – in government and industry  – 
about the role of Geography. We look forward to 
making a contribution to the development of the 
Plan.

Geographia
Geographia is AGTA’s newsletter. It is used to 
update the broader membership on the activities 
of AGTA and its state and territory based affiliates. 
Alexandra Piggott is to be congratulated on the 
quality of the newsletter.

Australian Geography Competition
AGTA is pleased to be associated with this 
important national initiative offered by the Royal 

Geographical Society of Queensland. In 2014, 
more than 70,000 students participated in the 
competition. 

The National Geography Competition is a great 
opportunity to promote the study of Geography in 
schools. Winners of the competition can also be 
invited to join the Geography Olympiad team and 
attend Geography’s Big Week Out (this year held 
in NSW). The Australian team represented the 
country at the International Geography Olympiad 
held in Krakow, Poland, in 2014. The Australian 
team was placed second. Kath Berg’s continued 
involvement in the Competition is greatly valued 
and appreciated.

AGTA Patron
The Reverend Tom Costello, Chief Executive 
Officer of World Vision Australia, has been invited 
to act as the Association’s Patron for another 
three years. AGTA greatly appreciates Tim’s 
ongoing commitment to the study of Geography 
in Australian schools.

Finally, I would like to thank the AGTA Board for 
its support throughout 2013–2014. 
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Submission to the Review of the Australian Curriculum  
Submitted by: The Australian Geography Teachers Association Inc. 

 

The Australian Geography Teachers Association (AGTA), which has seven members, being the 
geography professional associations in each State and Territory, is fully supportive of the Australian 
Curriculum: Geography. AGTA acts as a coordinating body, with each state and territory association 
independently working to support of school Geography.  

We believe that the study of Geography is a core component of a good education; one that presents 
young people with real issues, globally and locally. Geography is directly relevant to people’s lives and 
the world of work, including practice in geospatial technology skills, integral to work in government 
departments, utilities, business enterprises, agriculture, and bush fire and disaster management. The 
study of Geography promotes global citizenship, engages students with their surroundings and develops 
a wide range of perspectives on people and environment. 

Minister for Education, the Hon. Christopher Pyne MP, stated that the Australian Curriculum had been 
heavily criticised over a "lengthy period of time" http://www.pyneonline.com.au/media/transcripts/review-
of-national-curriculum. AGTA, speaking on behalf of its state and territory affiliates, is unaware of these 
criticisms with regard to the Australian Curriculum: Geography. Furthermore, AGTA supports the Asia 
Education Foundation’s submission to the review 
[http://www.asiaeducation.edu.au/policy_and_research/australian_curriculum_review.html].  

The Association has had a long engagement with the curriculum development process (refer to the 
appendix below). 

While the long drawn out curriculum development process (2009–13) was very reliant on the expertise 
of the lead writer, Associate Professor Alaric Maude, AGTA continually filtered through suggestions and 
offered advice. During the ACARA process of refining the Australian Curriculum: Geography AGTA was 
very proactive in commenting on successive drafts of the curriculum in public or via restricted 
consultations managed by ACARA.  All these were conducted through face-to-face meetings, 
teleconferences and surveys, emailed exchanges and written submissions. AGTA also had several 
members in the ACARA Geography Advisory Group.  

The detailed process by which ACARA responded to critical suggestions about curriculum content and 
possible improvements to the structure, scope and sequence and inquiry and skills sections of the 
document impressed these AGTA members on the advisory group. At each stage of the development 
process AGTA was cognisant of ways that ACARA responded to suggestions concerning the Shape 
Paper, Position Paper and various drafts of the Curriculum.  

Early concerns about the curriculum included: 

• role of Geography in the school curriculum, especially its status in the middle school years and 
whether it would receive parity with History; 
 

• an endeavour to address the overlaps with Maths and Science curriculums; 
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• a need to develop landscape frameworks where physical and human Geography could be 
expressed in a spatial context and tied to specific places; and 
 

• a desire to slow the curriculum implementation process to allow the development of support 
materials and professional development opportunities (this was subsequently not regarded as 
being as relevant given the protracted curriculum development process). 

The role of pedagogy in the Australian Curriculum: Geography 

In the initial stages of the curriculum development process AGTA was made aware at a Teaching 
Australia National Curriculum and Assessment Roundtable that the curriculum was to be framed in 
terms of:  “What teachers are expected to teach" and “what students will learn”. We were reassured that 
“Pedagogy is the responsibility of the classroom teacher but some curriculum documents will inevitably 
give direction”. AGTA believes that Geography teachers must adapt their teaching methods to the ever-
changing dynamics of each Australian classroom. 

Given that the Australian Curriculum sets out what young people should learn, but does not specify how 
students should be taught, AGTA increased efforts to support to teachers in their endeavours to teach 
Geography in the classroom. AGTA considers that the Review of the Australian Curriculum is diverting 
attention away from the need to support teachers in implementing the curriculums we have, and this 
support is what is needed to improve educational standards. 

AGTA supported the research project The Professional Standards for Accomplished Teaching of School 
Geography, which was an attempt to document and clarify the nature of exemplary Geography teaching 
in our schools and which culminated in the release of Professional Standards for Accomplished 
Teaching of School Geography. The standards posted at http:// www.geogstandards.edu.au were 
developed with the Australian Curriculum: Geography in mind and with considerable reliance on the 
extensive research into pedagogy that had preceded and provided impetus for the inclusion of 
Geography into the national curriculum, i.e. the papers published under Towards a National Geography 
Curriculum for Australia. 

The standards were developed from: 

• video footage of ten accomplished Geography teachers in government and non-government 
schools in three states; 

•  project website online survey which gathered responses to questions concerning the lesson 
videotapes of the teachers; 

• 17 panel meetings in five states; and 

• a summary of responses from the meetings, the online survey and written responses. 

AGTA also supported the enrichment of the Australian Professional Standards for Teachers. The 
Australian Institute for Teaching and School Leadership (AITSL) funded AGTA to develop the following 
Illustrations of Practice: Mapping the Pacific: 
[http://www.teacherstandards.aitsl.edu.au/Illustrations/Details/IOP00291] 

and Sustainable cities: [http://www.teacherstandards.aitsl.edu.au/Illustrations/Details/IOP00134 

Another initiative, now referred to as Geogspace, was developed in conjunction with Education Services 
Australia (ESA). Referred to initially as Supporting Australian Curriculum Online (SACOL) Geography 
Project it aimed at developing the knowledge, skills and pedagogical capacity of teachers to teach 
Geography. The project has been completed and resides on the website http://www.geogspace.edu.au. 
It has been well received and has accolades from Geography educators in the UK. 

AGTA has written two books that support the teaching of Geography: Keys to Geography: Essential 
skills and tools and Keys to Fieldwork: Essential skills and tools. The former is being rewritten to 
conform to the Australian Curriculum: Geography. AGTA endorses a new text Teaching Primary 
Geography for Australian Schools.  

A recently published DVD Thinking Geographically is linked to Australian Curriculum: Geography 
resources materials, contains presentations of professional learning and suggestions for curriculum 
planning. 
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Social constructivism and cultural relativism and the Australian Curriculum: Geography  

Dr Donnelly has argued that: "Education has, for some years now, been blighted by the plague of 
postmodernism and deconstruction – theories that argue there is no such thing as objective knowledge 
and that each individual, and different cultures, create their own sense of truth". 

The Geography [draft shape] paper adopts what it terms a cultural/social constructivist approach, one in 
which it is impossible to argue that some ways of dealing with and understanding the physical 
environment are closer to the truth than others. http://newsweekly.com.au/article.php?id=4460. AGTA 
would argue that this approach could indeed be used in the Geography classroom. But, it is only one of 
many.  

Geography educators list a number of geographical viewpoints that have developed chronologically but 
which tend to leave behind important continuities. Prominent among these are: scientific viewpoints that 
prioritise empirical knowledge and spatial associations; behavioural viewpoints that meld psychology 
with Geography looking at aggregate behaviour and people –environment relationships; humanistic 
viewpoints that examine people and places, authenticity and belonging; social welfare viewpoints that 
examine place and society and the role of power groups, postmodern viewpoints involving reflection and 
interpretation looking, for example, at landscapes as text; and, neoliberal viewpoints that examine an 
ever more connected world of communication, production, consumption and ways of seeing. 

It can be argued that postmodernism and deconstruction now are very much passé in the geographical 
academy and that scholars have moved on into many more fruitful areas of inquiry. However, this is a 
school Geography curriculum that is at issue.  

We absolutely accept that Geography is based on an agreed body of knowledge that students need to 
learn. Professor David Lambert, Professor of Geography Education, University of London, refers to this, 
as the vocabulary rather than the grammar of Geography. He argues that the subject's 'core knowledge' 
can be thought of as Geography's vocabulary – the extensive, factual basis of the 'world subject'. If core 
knowledge is Geography's vocabulary, Geography's conceptual framework forms its grammar (D. 
Lambert, 2011, Reviewing the case for geography and the 'knowledge turn' in the English national 
curriculum, The Curriculum Journal, 22, 3, pp. 243–264).  

AGTA is fully supportive of the notion of ‘core knowledge’ as it is of the concepts that are used in the 
Australian Curriculum:Geography – place, space, environment, interconnection, sustainability, scale and 
change. Such ‘core knowledge’ also includes systematic coverage, over Years F–10, about all 
continents and countries, particularly those that are Australia’s major trading partners. 

We see Geography as drawing from, and contributing to, the Sciences, Social Sciences and Humanities 
and submit that, in all these arenas, knowledge can be interpreted and explained in different ways. 
Phenomena such as beach cusps, micro crescents on Australian beaches, have undergone a 
succession of scientific explanations; town planners from different corners of the world bring in new skill 
sets and perspectives and apply them to Australian cities, and, Aboriginal and Torres Strait Islanders, 
Maori and Native Americans might interpret wilderness areas in different ways from those following 
Judeo-Christian traditions, many of the latter having little scientific basis. 

The Cross curriculum priorities 

AGTA supports the view that students will be better equipped to make sense of the world in which they 
live through special attention to the three cross curriculum priorities: 

• Aboriginal and Torres Strait Islander histories and cultures; 
• Asia and Australia’s engagement with Asia; and 
• Sustainability. 

Indeed, to could be argued that Geography is perhaps the best vehicle to examine these priorities. An 
anecdote, from Professor of Environment and Geography Richie Howitt sees him explaining Geography 
to Indigenous Australians, mining companies and local government groups: "Geography is interested in 
what places are like and the relationships between people and places so we look at landscapes and 
environments and regional policies and things like that."  
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There has been a long struggle, over the last thirty years, to incorporate an Indigenous perspective in 
Australia curriculum documents.  

AGTA supports the Asia Education Foundation statement: "The Australian Curriculum: Geography 
enables students learn about the ways in which Australia and Asia are interconnected, both 
environmentally and socially, and how transnational collaboration supports the notion of shared and 
sustainable futures within the Asia region." 

Geography teaching has had a prolonged and deep engagement with sustainability. Reference could be 
made to the Geogspace illustration ‘Sustainability in focus’ 
http://www.geogspace.edu.au/verve/_resources/2.4.1.2_1sustainability_in_focus.pdf and Maude’s 
recent work on sustainability (A. Maude, 2014, A sustainable view of sustainability, Geography Vol. 99.1 
Spring, pp. 47–50). 

Australian Curriculum: Geography represents an unprecedented opportunity for the holistic education of 
Australian students in environments, people and culture. Through this study students will develop a 
deeper sense of commitment to global citizenship and a commitment to a more just, tolerant and 
accepting society. 

A curriculum firmly based on disciplines 

It is noted that Dr Donnelly criticised the rise of a subject called Studies of Society and the Environment: 
"This new study embraces traditional subjects like history, geography and politics and gives them a 
new-age, PC bent. The focus is very much on 'isms' like multiculturalism, feminism, environmentalism 
and students get a very jaundiced view of such matters. Instead of students being taught to think 
independently they are often indoctrinated with a PC interpretation." 
http://itsacademictutoring.com/content/index.php?option=com_content&task=view&id=1009 .  

The Australian Curriculum: Geography is firmly based on the discipline of Geography rather than the 
melange of subjects delivered under the umbrella Studies of Societies and Environments. We believe 
that the Australian Curriculum: Geography is a robust curriculum, which allows schools sufficient 
flexibility over how it is taught. 

It should be recalled that in the initial phase of the curriculum development process AGTA funded a 
research paper reviewing different Geography curricula from around the world and running state-based 
consultation sessions to gather feedback from teachers. ACARA also engaged some AGTA executive 
members to match the Australian Curriculum: Geography against curricula in the UK, Ontario, Finland 
and Singapore. The Australian Curriculum: Geography was reviewed by ‘critical friends’ Professors 
David Lambert and Simon Catling, leading Geography educators from the UK who recently presented at 
an AGTA conference in Perth. University Geographers have served on the earlier advisory bodies; 
provided additional support based on their special interests and have been interested to follow the 
curriculum development process. 

We endorse the inclusion of fieldwork and incisive and critical, geographical skills in the curriculum. We 
believe that an adherence to the conceptual framework strengthens the curriculum structure; that the 
inquiry approach, with its particular geographical intent, will best engage students in the vocabulary of 
Geography. We believe that the inclusion of geospatial technologies in the curriculum, in Years 4–10, 
adds vocational relevance and offers opportunities for students that are not developed in other 
disciplines.   

The strengths of the curriculum 

The Australian Curriculum: Geography has been greeted with enthusiasm throughout the Geography 
teaching community. Its structure is sound.  

Geographical knowledge refers to the facts, generalisations, principles, theories, models and 
explanatory frameworks developed in Geography to explain the spatial distribution of and the 
relationships between the characteristics of places. Geographical understanding emphasis explanation 
and a particular take on viewing the world through the development of the means to think 
geographically. Geographical inquiry involves the big ideas of Geography that enable students to use 
geographical methodologies to seek out new knowledge about the world. Geographical proficiencies, 
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the techniques and tools of making sense of the world involve interpreting data in print, graphic or digital 
form and developing the proficiencies to be critical of the methods used to obtain and portray data. 

Robustness, independence and balance 

We believe that the Australian Curriculum: Geography is a robust and independent program. We 
advocate that ACARA should endorse Geography as a compulsory study in Years 9 and 10 in an effort 
to achieve balance in the curriculum. Students need to study the contemporary world. If Geography is 
not compulsory in Years 9 and 10 then students may undertake no study of the contemporary world in 
those years. This is hardly a ‘balanced’ curriculum. Further, in the interest of a balanced curriculum, we 
believe that Geography should have equivalent status to History as mandated study in Years 9 and 10. 
We believe that a Geography curriculum that emphasises the perspectives from both human and 
physical geography is more balanced than the study earth and environmental studies in the Australian 
Curriculum: Science, which tends to minimise the importance people in the environment. 

Conclusion 

AGTA is proud of, and fully supportive of, the Australian Curriculum: Geography. AGTA argues that 
Australian Curriculum: Geography plays its part in the development world-class curriculum: one that 
inspires and challenges all learners and prepares them for the future in the 21st century. 

To quote AGTA in Geogspace: "There has never been a more exciting time to study Geography, with it 
being a subject vital to the education of every young Australian in the 21st century". 

Yours sincerely 

	  

Dr Grant Kleeman 
President (Chairperson) 
Australian Geography Teachers Association Inc. 
25 February 2014 

 

Submission developed for AGTA by Mr Nick Hutchinson in collaboration with AGTA's 
state/territory-based affiliates. 
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Members	  
•	  Geographical	  Association	  of	  Western	  Australia	  •	  Geography	  Teachers’	  Association	  of	  New	  South	  Wales	  •	  Geography	  

Teachers’	  Association	  of	  Queensland	  •	  Geography	  Teachers’	  Association	  of	  South	  Australia	  •	  Geography	  Teachers’	  Association	  
of	  Victoria	  •	  Tasmanian	  Geography	  Teachers’	  Association	  •	  

Appendix: A long engagement with the curriculum making process 

The Association has had a long engagement with the curriculum development process, having 
successfully lobbied for a national Geography curriculum during the time of the Howard Government. As 
long ago as 2006 a delegation from AGTA, the Institute of Australian Geographers (IAG) and the Royal 
Geographical Society of Queensland (RGSQ) met with the Federal Minister for Education, Science and 
Training. The Minister, the Hon. Julie Bishop MP, subsequently commissioned a study into the teaching 
of Geography in Schools 3–10, from Erebus International. This study investigated a range of issues 
raised by the lobby group.   

In 2007, a similar deputation, from the three organisations, appeared before the Senate Standing 
Committee on Employment, Workplace Relations and Education Inquiry into the Quality of School 
Education and answered questions about the state of Geography teaching and learning in Australian 
classrooms.  

AGTA, the IAG and RGSQ developed a short paper that was widely circulated through the geographical 
and wider community. The paper, titled Australia Needs Geography, 
http://www.agta.asn.au/files/Resources/2007/AustNeedGeog.pdf had its content approved by a number 
of academic and Geography teaching societies and associations, including The Australian Academy of 
Science's National Committee for Geography.  

Subsequently, AGTA and RGSQ funded a research paper reviewing different Geography curricula from 
around the world and running state-based consultation sessions throughout 2008–9 to gather feedback 
from teachers. The results were published in a background report that included the views of Geography 
teachers at the forums, online submissions, examinations of Australian and selected overseas 
syllabuses and the synthesis of an extensive literary review. A steering committee incorporated further 
feedback and their own extensive reading to write a paper, Towards a National Geography Curriculum 
for Australia. A website has been posted to record these developments http://www.ngc.org.au.  
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The Final Report by Professor Wiltshire and Dr 
Donnelly on the Australian curriculum has eight 
recommendations at the end of the section on 
geography (p. 193). These are reproduced below, 
followed by comments.

1. Geography should be introduced 
at Year 3 and in Years 3–6 as part of 
a combined humanities and social 
science subject, then should be a 
separate learning area from Years 7–10. 
Comment: This recommendation, the most 
significant of the eight for geography as a 
school subject, appears to be an outcome of 
the belief that the primary school curriculum is 
overcrowded and that more focus is needed on 
literacy and numeracy. To achieve this focus the 
reviewers want to reduce the number of subjects 
in the primary school curriculum. However, they 
have different ideas on how to achieve this, and 
propose different models. In Dr Donnelly’s model 
geography is an elective subject from Foundation 
onwards, but it is still a separate subject in all 
years, which is not what the recommendation 
above proposes. The recommendation only fits 
the curriculum model of Professor Wiltshire. 

The first part of the recommendation is that 
geography not be taught in the first three years of 
primary school. In Professor’s Wiltshire’s model 
the first three years of schooling are focused

on the development of literacy and 
numeracy while embracing aspects 
of other curriculum areas in teaching 
and learning programs where relevant 
and incorporating important areas of 
child development such as play-based 
learning, socialisation and movement and 
coordination� In these early years, the 
curriculum would benefit from resource 
material which would continue to be 
produced, and teachers would use relevant 
content from disciplines as they develop 
literacy and numeracy content and skills� 

The assumption seems to be that other subjects 
take time away from the teaching of literacy and 

numeracy, yet there is considerable experience 
in how to use geography and other subjects 
to support the development of literacy and 
numeracy. These are capabilities, and they are 
not solely learned in English and mathematics. 
In the first three years of primary school 
geography also teaches students some essential 
knowledge of their own place and the wider 
world, and helps the development of a child’s 
self-identity, and this should not be delayed until 
Year 3. This knowledge needs to be specified in 
the curriculum, or the resource materials that 
Professor Wiltshire refers to will not be produced, 
and teachers may not know what content from 
geography to use because almost none of them 
has any tertiary level training in the discipline. 

The review uses international comparisons as 
benchmarks against which to test the Australian 
curriculum, yet these do not support the 
recommendation. For geography, the benchmark 
countries are Singapore, Finland and England, 
all of which teach geography from the beginning 
of primary school, either on its own or as part 
of a broader subject. Furthermore, none of these 
countries has a primary school curriculum as 
narrow as Professor Wiltshire’s model. For 
example, in the first year of primary school in 
England the compulsory subjects are English, 
mathematics, science, art and design, computing, 
design and technology, geography, history, music 
and physical education. These subjects continue 
throughout the primary years, with a second 
language being added in Year 3. Are Australian 
teachers and students unable to cope with a 
similar breadth of subjects?

The second part of the recommendation is that 
in Years 3-6 geography be taught as part of a 
combined humanities and social science subject. 
This is at odds with the reviewers’ support of a 
more rigorous curriculum based on discipline 
knowledge, as cogently argued in Chapter 1 
of the Final Report. The reviewers comment 
favourably on the emphasis on knowledge in 
some of the curriculums used as international 
comparisons, and conclude that the Australian 
Curriculum ‘undervalues introducing students 
to the conversation represented by “our best 

Comments on the recommendations 
relating to Geography in the review of the 
Australian Curriculum
Alaric Maude
Retired Associate Professor of Geography at Flinders University, Adelaide, South Australia
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validated knowledge and artistic achievements”’. 
This deficiency will be increased if subjects are 
merged into a single Humanities and Social 
Sciences course in primary school, and their 
disciplinary distinctiveness lost. Yet this is what 
is recommended, which means going back to 
teaching the discipline of geography as part 
of SOSE, a subject which gained a reputation 
for lack of rigour and depth and which the 
Australian curriculum consequently split into 
its constituent disciplines. I also note that the 
thoughtful and comprehensive submission from 
the Australian Primary Principals Association 
does not call for the return of social studies 
but instead recommends reducing the content 
of the geography curriculum, and delaying the 
teaching of history until Year 3 and the teaching 
of economics/business until Year 7. It is unclear 
who, other than Professor Wiltshire, wants the 
return of SOSE.

I also believe that it is unhelpful to teachers to 
combine geography with history and civics and 
citizenship in a single subject. Geography has 
important links with other subjects, especially 
science, mathematics and English, and a separate 
geography curriculum will make it easier for 
teachers to integrate their teaching of geography 
with these subjects when appropriate. Separate 
curriculums ensure that the distinctive ways of 
thinking in each discipline are not lost, but still 
allow teachers to combine the teaching of related 
topics in different disciplines.

2. It should form part of a composite 
humanities and social science learning 
area. 
Comment: It is unclear what this means. 
Geography already is classified as part of this 
learning area, even though it has strong links with 
science. If the meaning is that this learning area 
should be taught as a single composite subject, 
then this was part of the first recommendation. 

3. The curriculum should undergo a 
fundamental rebalancing to introduce 
much more content on physical 
geography, which will involve some 
reduction of content in human 
geography as well as linking of these 
two strands. This should be achieved 
by incorporating the recommendations 
of the subject matter specialist and 
with the assistance of a fresh cohort of 
geography teachers. 
This is the second most significant 
recommendation. The reviewers state:

In terms of content there is also no doubt 
about the main issue – the need to achieve 
a balance between physical geography 
and human geography� Views differ 
on how well the Australian Curriculum 
meets this criteria but the weight of 
professional opinion is that although the 
curriculum draws from both natural and 
human sciences, it is quite unbalanced 
and favours human geography� It is also 
dominated by the theme of sustainable 
development�

Comment: The only professional opinions referred 
to in the report are the views of the subject 
specialist and a submission from the Australian 
Meteorological and Oceanographic Society, which 
states:

It is not clear how students are supposed to 
understand or appreciate the mechanisms that 
drive meteorological or oceanographic hazards 
(e�g� tropical cyclones) without having prior 
and scaffolded exposure to the geophysical 
variables (e�g� ocean heat content, wind shear, 
earth’s rotational effects) and the dynamical and 
thermodynamical principles which drive them�

I think this is asking high school students to study 
topics that are barely covered in university texts 
on physical geography, and are not included in the 
senior school earth science curriculum. 

The relevant comments of the subject specialist 
relating to Recommendation 3 are reproduced 
below, with a comment after each paragraph:

Until the publication of this document, 
most respected geography courses 
were designed to expose students to 
learning from two core strands of the 
subject – physical and human (cultural) 
geography� It is noted, in a comparison 
of this curriculum with those of ‘two 
other relevant countries’ (i�e� the revised 
curricula for England and Singapore) 
that both have retained the traditional 
terminology and both strive for a balance 
of these units/topics, e�g� Singapore, upper 
secondary – three physical and three 
human topics (from the 8 listed, 4 options 
for each strand)� As well, it would appear 
that this balance in content is reflected in 
the program of assessment� This is not the 
case in the new Australian Curriculum� 

Comment: A comparison of the Australian and 
Singapore curriculums does not support this 
statement. The Australian geography curriculum 
in Years 7-10 has two units in each year. One 
starts with physical geography content and 
the other with human geography content, and 
both then link with content from the other 
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branch of the subject. In Singapore the lower 
secondary geography syllabus has three units 
on Environment and Resources and three on 
Urban Living, and they all combine physical and 
human content. In Years 11 and 12 the Australian 
curriculum has two physical geography units 
(Natural and Ecological Hazards, and Land Cover 
Transformations), and two human geography 
units (Sustainable Places, and Globalisation 
Transformations). I find it hard to see how the 
balance between physical and human geography 
in Australia differs from that in Singapore. 
What the Australian curriculum does not do is 
to describe geography as divided into physical 
and human geography, which I consider as out-
dated and educationally unhelpful. Geography is 
presented as one subject, but with starting points 
in either environmental or human phenomena.

Physical geography makes an appearance 
in places but the physical processes of 
aggradation and degradation which create 
landforms/landscapes and wear them 
away/shape them appear to be ignored � � � 
until Year 8 with the unit on ‘landforms and 
landscapes’� Students should be exposed 
to the forces of volcanism, plate tectonics, 
weathering, erosion, transportation 
and deposition during their primary 
years� For example, there are several 
references to ‘natural features’ (Years 1, 
3), ‘environmental characteristics’ (Year 5), 
even the ‘influence of the environment on 
the human characteristics of a place’ (Year 
5, content descriptions) but precious little 
space/time is given to the geomorphic/
physical processes that create these 
environments� As a result, I express some 
concerns about the sequence of topics� 

Comment: The geography curriculum has to 
be evaluated in conjunction with the science 
curriculum. The natural processes that change the 
earth’s surface are introduced in Year 4 science, 
and in Year 6 science students learn about sudden 
geologic changes like earthquakes and volcanism. 
To add these to geography would indeed be to 
overcrowd the curriculum. Instead, the geography 
curriculum in primary school has more emphasis 
on weather, climate and vegetation, which are 
neglected in science.

A further example relates to the teaching 
of those geomorphic processes which 
operate in a catchment� Students are 
required in Year 7 to complete the unit 
‘Water in the world’ or select a possible 
case study called ‘Inland water’ or ‘Land’ 
in Year 10 (‘Environmental change 
and management’) and investigate the 
‘environmental and economic’ factors 
that ‘influence crop yields in Australia’, 

presumably including the 40 per cent 
of our food produced in the Murray 
Darling Basin, without a foundational 
understanding of its physical geography� 

In my opinion, we need to address the 
issue of balance in our curriculum and 
strive to better represent the physical 
strand of the subject� As well, I would 
strongly recommend that we retain/
reinstate the traditional terminology 
and use them explicitly in the content 
descriptions and elaborations� 

Comment: The subject specialist seems to be 
concerned about the lack of geomorphology in 
some years. Geomorphology is emphasised in 
the Year 8 unit on Landforms and Landscapes, 
but in other years more relevant aspects of 
physical geography are central. For example, the 
water unit in Year 7 includes studies of rainfall, 
runoff and evaporation, and of the movement 
of water through the environment, and these 
are more relevant to an understanding of water 
resources than geomorphology. In the study of 
the environmental, economic and technological 
factors that influence crop yields in Year 9 climate 
and soils are emphasised. In both years  teachers 
would be expected to include geomorphological 
factors where relevant in any case study, but 
there is no requirement to make a specific study 
of the Murray-Darling Basin. In Years 7-10 the 
curriculum therefore introduces all the main 
branches of physical geography, with climate and 
hydrology in Year 7, geomorphology in Year 8, 
climate, vegetation and soils in Year 9, and their 
integration in the study of a type of environment 
in Year 10. I would describe this as a balanced 
study of physical geography at levels appropriate 
for these years.

To test the claim of imbalance between physical 
and human geography I have classified each 
content description in Years 7-10 as either 
physical geography, environmental geography 
(an integration of physical and human content) 
or human geography. Ten content descriptions 
are physical, ten are environmental and 20 are 
human (although some of these have some 
environmental content). This means that 20 
content descriptions are wholly or significantly 
physical, and 20 are wholly or mostly human. This 
does not support the claim that the curriculum 
is “quite unbalanced”, but I also reject the 
argument that it should give equal weight to 
physical and human geography, because much 
of contemporary geography can’t be classified in 
this way.

Final comment: The reviewers state that the 
curriculum is dominated by the theme of 
sustainable development, yet this term is not 
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mentioned in the curriculum. If the reviewers 
mean ‘sustainability’, which is a different concept, 
the comment is still incorrect, and will be 
considered in the comments on Recommendation 
8. 

Recommendation 3 also calls for some reduction 
of content in human geography as well as linking 
of these two strands. However, neither the 
reviewers nor the subject specialist indicate what 
human geography content should be cut, and 
instead identify content that they think should be 
added, which is not particularly helpful. The call 
to link physical and human geography is puzzling, 
because I think this is precisely what the 
curriculum does well, and may explain why the 
subject specialist thinks that physical geography 
is neglected.

4. The use of simpler language is 
required and some rectification of 
sequencing as identified by the subject 
matter specialist. 
Comments:
• There is nothing in the report of the reviewers 

or the subject specialist to support the 
recommendation for the use of simpler 
language. In fact, the subject specialist writes:

The reading level chosen for the 
documentation seems appropriate and 
the expression of content descriptions, 
geographical inquiry questions and 
achievement standards should be 
sufficiently clear, logical (in terms of 
sequence), coherent and meaningful 
for most audiences (students, parents, 
teachers)�

• As noted in my comments on 
Recommendation 3 the gaps in sequencing 
identified by the subject specialist are covered 
in the science curriculum.

5. The omissions identified by the 
subject matter specialist should be 
rectified and his suggestion for a more 
contemporary overview in the last years 
should be adopted. Content also needs 
to be generally shifted to later years 
than at present, along the lines the 
subject matter specialist has indicated. 
Comment: In relation to the last sentence, the 
subject specialist did not suggest that content 
needed to be shifted to later years. He used the 
presence of content that in his school is taught in 
Years 10, 11 and 12 but is in the primary school 
years in the Australian curriculum as a measure 
of its robustness. He wrote that: 

When it comes to the content of the 
learning area, as specified in the subject’s 
content descriptions and elaborations, 
I have few reservations about its 
robustness�

The reviewers change this to: 

The subject matter specialist has 
some reservations as to robustness as 
specified in the content descriptions and 
elaborations�

They then recommend shifting content to later 
years, “along the lines the subject specialist has 
indicated”, when he made no such indication, and 
the shift would reduce robustness.

The main omissions identified by the subject 
specialist are:

1� The other surprising omissions from 
the list of themes treated in Years 8-12, 
but especially from Years 10 to 12 are: 

(a) any substantial reference to 
geopolitics (e�g� global conflicts 
over territory, resources, religion, 
ethnicity) or the geography of 
warfare/peace 

(b) food security and population 
pressure on resources – global, 
spatial inequalities in development 

(c)  geography of disease� 

Instead, the final unit in Year 12, entitled 
‘Global transformations’ appears to 
adopt an unnecessarily narrow focus 
(i�e� economic geography) on various 
strands of globalisation (already covered 
as a unit in Year 9 � � � as indeed is food 
security)� For mine, the final unit in the 
subject needs to adopt a much broader 
geopolitical view and offer students 
opportunities to explore several avenues 
of investigation� Studies of global conflict, 
spatial inequalities in development 
and food security or the pressures of 
population on resources also provide 
vehicles for students to revisit and 
improve their mastery of the world map 
… perhaps a fitting end to a course in 
geography? 

Comments: 

• A geopolitical topic would have been good, 
but a proposal for such a unit did not survive 
the consultations.

• Food security is in Year 9, and Years 11 and 
12 deliberately do not repeat what students 
have already studied.
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• Population pressure on resources is included 
in Year 9 in relation to its effects on food 
security in the future.

• Spatial inequalities in development are studied 
in Year 10 (Geographies of human wellbeing).

• A range of diseases are studied in Year 11 
(Natural and ecological hazards).

• The Year 12 unit on Global transformations 
is equally divided between economic and 
cultural integration, and does not just focus on 
economic geography.

2� Studies of the traditional, nomadic, 
hunting and gathering lifestyle of our 
Aborigines needs to be compared with 
those who practise nomadic herding 
on savannahs, shifting cultivation in 
rainforests or subsistence farming in the 
rice paddies of Asia� Similarly, any socio-
economic or demographic investigations 
of the nation’s population should include 
the 2 per cent who are Indigenous among 
broader studies of the myriad of ethnic 
groups and cultures now existing in 
Australia�

Comment: There is scope to undertake the studies 
advocated in the first sentence in the Year 6 topic 
on indigenous peoples in the world. The second 
sentence does identify a significant gap in the 
curriculum.

3� Studies of Papua New Guinea (PNG) and 
the Pacific nations are almost excluded 
(a mention in Year 3, p� 31) and given 
the sheer numbers of Australians who 
travel to the Pacific, to Europe and to 
North America each year, there should 
be more opportunities in the secondary 
courses to investigate case studies from 
these areas as well� Our enduring interest 
in the geopolitics of Antarctica and 
the environmental threats to its fragile 
ecosystems go unnoticed�

Comment: Papua New Guinea and the Pacific 
Islands are included in Year 3 as part of a brief 
study of Australia’s neighbours, and in Year 10 
they are an option in a case study of development. 
It is difficult to fit more into a curriculum that the 
reviewers recommend reducing in size. Year 7 
requires students to use case studies of liveability 
strategies from Europe, and Year 8 requires a case 
study of the United States of America. Antarctica 
is, however, missing, as it proved impossible to fit 
into the curriculum.

4� I do express surprise, indeed a little 
disappointment that students are not 
expected or encouraged to investigate 
the political considerations of issues; for 
example, in Year 7 (and in subsequent 

years), students are asked to ‘propose 
action in response to a geographical 
challenge taking account of environment, 
economic and social considerations’ (p� 
55)� 

Comment: People’s environmental, economic 
and social interests and values can be expressed 
through politics, and the political process is how 
we manage conflicts between these interests 
and values. Politics is not another consideration, 
separate from them, and will clearly be involved in 
many discussions of geographical issues.

6. The prescriptive format of the 
document needs to be reviewed in 
three years’ time to determine whether 
teachers have the capacity to allow 
for more professional discretion in 
delivering this subject. 

Comment: Geography is no more prescriptive 
than other subjects (it follows the same format as 
other ACARA subjects), yet this recommendation 
is not made for other subjects. I also believe that 
the curriculum does allow teachers considerable 
choice, particularly in how they select case 
studies. The subject specialist in fact comments:

As well, I found that teachers have been 
given ample scope for choice (apart from 
the deficiencies in physical geography 
topics) and flexibility in the delivery of this 
curriculum�

7. More emphasis needs to be placed 
on teaching outside the classroom with 
provision for more excursions and field 
trips. 

Comment: Agree, but this is not something the 
curriculum can prescribe. How the curriculum is 
taught is a matter for the states and territories, 
and individual schools, to decide.

8. The cross-curriculum priorities 
need to be reviewed to be sure they 
rest on educational and not political 
grounds, content needs to be included 
on the Pacific Islands, the current 
heavy emphasis on sustainability in 
this curriculum needs to be addressed 
to avoid its overuse as a concept. The 
three themes need to be integrated 
where appropriate. 
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Comments:

(a). No evidence is presented that the 
incorporation of the cross-curriculum priorities 
into the geography curriculum is not based on 
educational grounds.

(b). I have already commented on the Pacific 
Islands.

(c). The claim that there is a current heavy 
emphasis on sustainability in the geography 
curriculum is unsupported by any evidence, and 
is not a claim made by the subject specialist. 
Sustainability is the main theme in Year 4 
and a significant one in Year 10. The terms 
‘sustainability’, ‘sustainably’ and ‘sustainable’ are 
each mentioned only once in a content description 
in the curriculum from F-10, and it is content 
descriptions that prescribe what must be taught. 
Sustainability is also only one of seven concepts 
underlying the curriculum. This hardly constitutes 
a “heavy emphasis”.

(d). The recommendation that the three themes 
need to be integrated where possible is puzzling, 
because they already are integrated into the 
content of each year. No evidence is provided 
in the report on where these themes are not 
integrated.

The reviewers have one other ‘recommendation’ 
that does not get repeated in the list at the end of 
the section. This is the one most likely to interest 
geographers, and is:

Be that as it may, the decision not to 
make geography mandatory to Year 
10, appears to have been made not on 
educational grounds, but solely in terms 
of concern about a crowded curriculum. 
Given this unsatisfactory approach to 

curriculum design, together with the 
increasing importance of geographical 
knowledge in the current and future 
world contexts, and considering that 
the vast majority of countries we 
have analysed have geography as 
a compulsory subject to at least the 
middle years of secondary schooling, 
we believe that geography should be a 
mandatory subject to Year 10. 
However, while Professor Wiltshire’s preferred 
model for the Australian curriculum makes 
geography a compulsory subject in Years 9 and 
10 (p. 143), the model preferred by Dr Donnelly 
has geography as an elective from F-10 (p. 145), 
which is incompatible with the opinion expressed 
by the reviewers in the previous paragraph. 
Another puzzle in a somewhat puzzling report.

The recommendations and comments on 
geography in the Review of the Australian 
Curriculum are, on the whole, disappointing. The 
subject specialist is much more positive than the 
two reviewers, who seem to have tried hard to 
find fault, even to the extent making a couple of 
recommendations that are the opposite of what 
the specialist wrote. Other recommendations are 
contradicted by the curriculum model advocated 
by Dr Donnelly, several are unsupported by an 
analysis of the curriculum, two would reduce 
robustness rather than increase it, and several are 
statements unsupported by any evidence for the 
deficiency claimed.

In my opinion there are aspects of the geography 
curriculum that need to be improved, and in my 
submission to the Review I identified five areas of 
concern. My comments on one area are quoted by 
the reviewers, but none of theses is followed up.



GEOGRAPHICAL EDUCATION    VOLUME 27, 2014 19

Abstract
Sustainability is one of the seven major concepts 
in the geography curriculum. It is also one of the 
three cross-curriculum priorities in the Australian 
curriculum, together with Asia and Australia’s 
engagement with Asia, and Aboriginal and Torres 
Strait Islander histories and cultures. This paper 
describes how the concept is explained in the 
curriculum, explores some of the implications for 
the teaching of physical geography, discusses the 
contestability of the concept, and outlines where 
and how sustainability appears in the curriculum 
for each year.1

Sustainability is a noun formed from the 
adjective sustainable, which means being able 
to be maintained or kept going – something is 
sustainable if it can be continued into the future 
(Sutton, 2004). The concept can be applied in 
many contexts, such as the sustainability of 
places, but the curriculum is mainly concerned 
with environmental sustainability. Some 
definitions extend the concept to include social, 
economic, political and cultural sustainability, but 
I think this confuses the meaning of the term. 
Many of these forms of sustainability are not 
about sustaining something into the future, but 
about some other desirable outcome – such as 
political democracy, respect for diversity, or a 
strong economy. Sustainability also should not 
be confused with sustainable development, as 
it often is in textbooks for students and guides 
for teachers, because the terms sustainability 
and sustainable development are very different 
concepts. Sustainability is the state or condition 
of being sustainable; while sustainable 
development is a process of economic and social 
change designed to produce an environmentally 
sustainable economy and a just society (Porritt, 
2005, p. 21).

The first step in applying the concept of 
sustainability to the environment is to decide 
what should be maintained into the future. In 
the description of the concept in the Australian 
Curriculum: Geography, sustainability is defined in 
this way (ACARA, 2014a):

The concept of sustainability is about the 
capacity of the environment to continue 
to support our lives and the lives of other 
living creatures into the future� 

Two comments can be made about this statement. 
The first is that elsewhere in the curriculum 
human welfare is added to “our lives” to make 
the point that sustainability is about more than 
ensuring our survival; it is also about the quality 
of our lives. The second is that the inclusion of 
“and the lives of other living creatures” in the 
definition is a good topic for class discussion, 
with two questions that could be debated: whether 
this is an impossible objective, given the current 
rate of species extinction, and whether human 
sustainability should take precedence over the 
sustainability of other living creatures if there is a 
conflict.

In an elaboration in Year 10, and in the glossary 
to the curriculum (ACARA, 2014b), the capacity 
of the environment to support human life and 
welfare is divided into four environmental 
functions, or the four S’s: 

1. The Earth’s source function – the production 
of the food and materials on which we depend 
from the natural resources of soil, water, 
forests, minerals and marine life; 

2. The Earth’s sink function – the safe absorption 
(through breakdown, recycling or storage) 
of the wastes and pollution produced by 
production and human life; 

3. The Earth’s service function – the provision 
of the environmental services that support 
life without requiring human action, such 
as climatic stability, biodiversity, ecosystem 
integrity, pollination, and protection from 
ultraviolet radiation; 

4. The Earth’s spiritual function – the 
recreational, psychological, aesthetic and 
spiritual value of environments to humans.

Standard descriptions of these functions, which 
come from economics,2 group the third and the 
fourth together as the Earth’s service function. 
However, there is a major difference between 
the life support functions of the environment 
and what the curriculum calls the Earth’s 
spiritual functions. The service functions exist 
independently of human thought, can be studied 
scientifically, and are the same for all people. 
For example, the ozone layer was not discovered 
until 1913, yet it had been protecting humans 
from ultraviolet radiation for tens of thousands of 
years. The spiritual functions only exist because 
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of human thought, which varies from person to 
person, culture to culture, and over time, and are 
about relationships with the environment that 
involve our emotions, imaginations and beliefs. 
These include, but go beyond, the religious and 
supernatural aspects of the environment, and 
range from the feelings produced by a beautiful 
or dramatic landscape to beliefs in sacred sites 
or the spiritually purifying power of water. They 
remind us that the environment is much more 
than an economic resource to be exploited, and 
that it sustains human life in more than utilitarian 
ways.

The value of this classification of environmental 
functions is that for each function we can 
identify principles or rules that describe what 
sustainability means for that function, and these 
principles give students a set of criteria for 
assessing sustainability in different situations. 

Principles 1 and 2 are about the source function 
of the environment. The sustainable use of these 
resources can be defined as use that maintains 
the capacity of the environment to continue to 
produce the resource into the future.

Principle 1

To be sustainable, renewable resources should be 
extracted at or below their rates of renewal, and in 
ways that do not reduce the productive capacity of 
the environment�

Examples of the application of this principle are:

• A water resource, such as a river or 
groundwater, can be used sustainably 
provided that water is not extracted faster 
than it is being replenished by rainfall or 
groundwater inflow. Otherwise the river and 
the dams it feeds runs dry, or the water table 
drops. The fate of the Aral Sea is an extreme 
example of over-extraction, but there are 
growing problems resulting from excessive 
groundwater extraction in the High Plains of 
the USA and the North China Plain, and from 
surface water extraction from the Colorado 
River in the USA and the Murray-Darling river 
system in Australia.

• A fish stock is classified as sustainable 
in Australia if the level of harvesting does 
not pose a risk to the natural regrowth of 
the stock, and the size of the stock is big 
enough to ensure natural regrowth. This can 
be simplified to saying that sustainability 
means not catching fish faster than they can 
reproduce. If fish are caught faster than this, 
the fish stock will eventually fall to a size 
where it cannot revive, as happened to the 
cod fishery off the coast of Canada in the 
1990s (Sale, 2012). Almost all the fish stocks 
in Australia, for which sufficient data are 

available, have been classified as sustainable, 
which may be a surprise to many people but 
reflects the high level of fisheries management 
in this country. This involves careful 
monitoring of fish stocks, control of the 
quantity of fish that can be caught, regulation 
of fishing methods, and the designation 
of marine reserves from which fishing is 
excluded and in which fish stocks can grow.

• For timber resources the idea is the same – 
sustainable use means not cutting down trees 
faster than the forest can grow new wood.

• Agricultural production is sustainable provided 
that the plant nutrients, extracted from the soil 
when crops are harvested, are replaced. 

The second half of this principle – in ways that 
do not reduce the productive capacity of the 
environment – is about preventing damage to 
the marine ecosystems in which fish breed; 
the degradation of agricultural land through 
soil erosion, compaction, salinisation and 
acidification; and the pollution of water resources.

The sustainability of a renewable resource can 
be measured, although not always precisely, by 
indicators such as the quantity of fish or timber, 
the depth of water tables, the rate of soil erosion, 
or the area of land lost to salinisation.

Principle 2

To be sustainable, non-renewable resources 
should not be extracted faster than the rate 
at which they can be maintained through 
the discovery of new reserves, recycling or 
substitution, or in ways that damage other 
environmental functions�

This is similar to Principle 1 in that it is designed 
to ensure the continuing availability of resources, 
but with non-renewable resources there are 
opportunities to replace a declining resource with 
a substitute material that can perform the same 
function. In addition, while Principle 1 requires 
government or community action to ensure 
sustainability, it could be argued that the first part 
of Principle 2 does not. This is because in cases 
when a non-renewable resource begins to become 
scarce its price rises, and more effort is made by 
companies to locate new reserves, recycle the 
material, and/or develop substitutes. 

The second part of this principle – which refers 
to issues ranging from the global increase in 
greenhouse gas emissions to the effects of 
mining on local environments – is a clearer 
case of government regulation being needed to 
ensure sustainability. It also illustrates the way in 
which the principles are interrelated, in that the 
sustainability of one function, such as the supply 
of energy for industry, should not be at the cost of 
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the sustainability of another, such as the quality of 
underground water for agriculture.

Principles 3 and 4 are concerned with the sink 
function of the environment.

Principle 3

Biodegradable wastes should not be added 
to the environment in ways that prevent them 
from being broken down and safely recycled or 
stored, or reduce the productive capacity of the 
environment, or threaten human health�

Principle 3 is about the ability of microorganisms 
to break down biodegradable materials and 
either store the resulting elements, or make 
them available for plant growth. However, heavy 
discharges of organic matter from agricultural 
land, sewage plants or agro-processing factories 
can promote the growth of algae in inland and 
coastal waters. This toxic algae is harmful for 
people and animals and, because it consumes 
oxygen, the algae also makes the environment 
uninhabitable for aquatic life. If this principle 
is not followed, a water resource may become 
less productive or even unusable because of 
eutrophication, and consequently less able to 
support human welfare.

Principle 4

Non-biodegradable wastes should not be added 
to the environment at levels that threaten human 
health or other environmental functions�

Principle 4 is about wastes that environmental 
processes are unable to make safe. If this 
principle is not followed, the source function of 
the environment could be threatened by toxic 
chemicals that make land or water resources 
unusable, or kill marine and aquatic life. Human 
health could also be threatened. This principle is 
the subject of a growing body of environmental 
regulation which bans or limits the discharge of 
toxic substances into the environment, with the 
aim of keeping their concentrations below the 
levels that affect the health of humans and other 
living bodies. 

The sustainability of waste disposal can be 
measured by a range of indicators, including 
the levels of nitrates in rivers and groundwater, 
pesticides in the environment, oxygen in aquatic 
environments, pollutants in the atmosphere, and 
heavy metals in soils.

Principles 5 and 6 concern the protection of the 
service and spiritual functions of the environment, 
respectively.

Principle 5

The life support and ecosystem services functions 
of the environment should be protected�

Ecosystem services are the free environmental 
services that support life without requiring human 
action. They include purification of air and water, 
regulation of hydrological flows, retention and 
storage of water, renewal of soil, pollination of 
plants, control of agricultural pests, dispersal of 
seeds, cycling of nutrients, provision of genetic 
resources, protection from ultraviolet radiation, 
stabilisation of climate, and moderation of 
temperature extremes (adapted from Costanza 
et al., 1997; Daily, 1997). They are frequently 
overlooked and taken for granted but are of 
crucial importance in maintaining human life and 
human welfare, and are of considerable economic 
value.

The sustainability of some of these services can 
be measured by indicators such as changes in the 
ozone layer, in local and global climates or in bee 
numbers. 

Principle 6

The recreational, psychological, aesthetic and 
spiritual value of environments for people should 
be protected�

This principle is important because it enables 
teachers to explore students’ enjoyment of 
environments, appreciation of their beauty, and 
feelings of wonder and awe. This is the affective 
side of geography, and can help to get students 
emotionally as well as intellectually engaged with 
the subject. It also provides a place to examine 
Aboriginal and Torres Strait Islander conceptions 
of the natural world and their relationships with 
Country and Place3. This principle takes the 
evaluation of environmental functions beyond 
those that directly support human life and welfare 
into more subjective and contentious ones. These 
cannot be measured objectively because they 
relate to human perceptions, feelings, beliefs, 
values and worldviews, but are often central to 
arguments about environmental protection and 
conservation. 

Physical geography and sustainability
Teaching an understanding of sustainability may 
require some rethinking of the content of physical 
geography in schools, as Principles 1 to 5 all 
require a knowledge of environmental processes. 
Some examples are provided here.

1. To understand sustainability issues for water, 
students need some knowledge of the water 
cycle, and of the effects of precipitation, runoff 
and evapotranspiration on soil moisture and 
surface water.

2. To appreciate the role of vegetation 
in the environment, students need to 
know something about soil erosion, 
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evapotranspiration, microclimates and 
groundwater hydrology.

3. To understand sustainability issues for soils, 
students should know something about 
rates of soil formation and erosion5; the 
effects of cultivation on soil structure, plant 
nutrients and organic matter; and the causes 
of soil salinity and acidification. These are 
much more relevant to an understanding 
of sustainability (and of food and fibre 
production) than the common study of soil 
types, and more interesting for students. 
There is very little on these topics in the 
science curriculum.

4. To understand the sustainability of 
biodegradable wastes, students need some 
knowledge of the processes that break down 
and recycle or store these wastes, and of the 
causes of eutrophication (also not in science).

5. To understand some of the problems with 
the disposal of non-biodegradable wastes, 
students need some knowledge of the 
movement of groundwater.

6. To appreciate the importance of ecosystem 
services, students need to know a little about 
how these services work.

7. To identify ways of protecting valued 
landscapes, students need some knowledge of 
the processes, like soil erosion, that degrade 
them.

These are just a few examples, but they suggest 
a way of orienting the teaching of physical 
geography to an understanding of a range of 
practical and contemporary issues. This would 
be in keeping with the advice of Atherton (2009) 
to teach a physical geography that is about how 
natural processes relate to human activity, as a 
way of engaging students in topics they don’t 
always find interesting.

Contestability
The six principles, and the concept of 
sustainability on which they are based, provide 
students with ways of assessing sustainability 
for each of the four environmental functions. In 
some cases, this assessment may be relatively 
straightforward, although not necessarily easy. 
For example, there are established methods 
for assessing the sustainability of renewable 
resources or safe levels of toxic waste discharge. 
In other cases, assessment is more difficult, 
because it involves complex situations and 
subjective judgements. Sustainability can be a 
highly contested concept, and the curriculum 
explores some of this contestability. For example, 
it has a number of statements about differences of 
opinion over sustainability and ways of achieving 
it. One is in the description of the concept, which 
includes these words (ACARA, 2014a):

There is a variety of contested views 
on how progress towards sustainability 
should be achieved and these are 
often informed by worldviews such as 
stewardship�

The contested views can take two forms.

1. For all of the four functions of the environment 
there can be disagreement over whether a 
situation is serious enough to require action. 
Some may even deny that a problem exists, 
despite the scientific evidence. This attitude 
is often based on a dislike of government 
regulation of business, and a belief that 
economic and social considerations, like 
the generation of income and employment, 
should have precedence over environmental 
sustainability. Others may use evidence of a 
problem to advocate greater regulation, or 
changes in our economy and ways of living, 
because of their dislike of capitalism and 
consumerism. Conservative comments that 
sustainability is socialism masquerading as 
environmentalism are descriptions of this 
view, and are sometimes correct.

2. There are also different views on how to 
achieve sustainability. For example, to ensure 
the sustainability of a renewable resource 
some people prefer methods that reduce 
the use of the resource, like restrictions on 
fishing, or bans on water use, or recycling 
paper and cardboard to reduce the need to 
harvest new wood. Others want methods 
that increase the output of the resource, 
like planting trees, improving soil fertility, 
damming rivers, farming fish (aquaculture) or 
making fresh water by desalination.

People’s views on sustainability reflect their 
environmental ideology or worldview, even though 
they may be quite unaware of what this is. These 
views range from an ecocentric (environment-
centred) view that humans are a part of nature 
and must manage the environment for the 
welfare of all life forms, to an anthropocentric 
(human-centred) view that humans are separate 
from nature and that the environment is there to 
provide for human needs (Gagnon Thompson 
& Barton, 1994). The latter view tends to see 
technology as the solution to sustainability 
problems, while the former advocates working 
with nature and changes in people’s ways 
of living. In the glossary to the Australian 
Curriculum: Geography (ACARA 2014b), these are 
described as environmental worldviews. 

The quote at the beginning of this section from 
the description of the concept of sustainability in 
the Australian Curriculum: Geography identifies 
stewardship as a worldview, but it is a type of 
anthropocentrism. Stewardship is explained 
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in the glossary to the curriculum as an ethical 
position that supports the careful management 
of environmental resources for the benefit of 
present and future generations. The term comes 
from the role of stewards, who did not own 
resources but only managed them for the benefit 
of others. The concept is similar to the well known 
statement that “We do not inherit the earth from 
our ancestors; we borrow it from our children”. 
This is an idea that might appeal to students (who 
are the children) and is a nice way of expressing 
the ethical aspect of sustainability. What might 
also appeal to them is that the origin of the saying 
is attributed to an Australian Minister for the 
Environment and Conservation, Dr Moss Cass, in 
1974.4

Worldviews are particularly significant in 
disagreements over Principle 6, because this 
principle requires subjective judgements. As 
a result, there are considerable differences of 
opinion over which environments should be 
protected for their recreational, psychological, 
aesthetic or spiritual values, and what activities 
if any should be allowed in them. An example is 
opinions on the protection of Aboriginal sacred 
sites, which are places of spiritual significance 
that are important to some people but not to 
others. 

This description of the way that sustainability 
is presented in the geography curriculum can 
be used to defend it against attacks that it is 
a left wing ideology, or in the words of one 
critic, a hippie heresy from the 1960s that is 
opposed to development and progress (Cater, 
2014). For example, Principles 1, 3 and 4, and 
the second part of Principle 2, are explicitly or 
implicitly followed by government agencies in 
the management of environmental resources and 
wastes, and are based on science rather than 
ideology. Second, the curriculum recognises 
that there are different views on what priority 
should be given to sustainability, and on how 
to achieve it, and that these views range from 
left to right across the political spectrum. No 
one view is advocated, and the curriculum 
requires students to explore and debate different 
opinions. Third, the concept of sustainability 
in the geography curriculum is not one that is 
opposed to development. Sustainability is not 
about preventing environmental change, but 
about maintaining the environmental functions 
that support human life and human welfare. 
Humans have a long history of transforming 
their environments in ways that have enabled the 
world to support more people at higher levels of 
welfare. If humans had remained hunter-gatherers 
and not cleared land for farming, the world might 
support about only 100 million people, and would 
not have developed urban civilisations. If modern 
agricultural technologies had not been developed 

the world might support only about three billion 
people, instead of the present around seven 
billion. Our way of life has been made possible 
by changes to the environment. Sustainability 
is about ensuring that these changes do not 
threaten important environmental functions, 
through actions like carefully managing renewable 
resources, preventing soil degradation, restricting 
climate change, and preserving genetic resources.

The contestability of some aspects of 
sustainability gives students the opportunity to 
explore topics and issues for which there are no 
simple answers, and where they have to evaluate 
conflicting opinions and sometimes conflicting 
evidence. They can debate some big issues, 
and learn to look critically at claims made by 
protagonists on both sides of an environmental 
argument. This is an important preparation for 
citizenship.

Sustainability Year by Year6

This section of the paper describes and briefly 
comments on how sustainability is incorporated 
into the F-10 curriculum. In primary school, it is 
not introduced as a concept until Year 4. Before 
then, Year 1 students examine how to care for 
places and their features, some of which will be 
natural, and explore the influence of people’s 
feelings and perceptions on their views about the 
protection of places, including their environments, 
in Year 3. This should get them thinking about 
attitudes towards the environment. In some years 
where sustainability is not explicitly mentioned, 
I have included content descriptions that are 
about environmental change, because these 
changes can be evaluated for their implications for 
sustainability.

Year 4

The theme of Year 4 is The Earth’s environment 
sustains all life, and the description of the year in 
the curriculum document highlights sustainability. 
It also describes the environment as having 
functions that support our lives. However, none 
of the content descriptions includes a study of the 
meaning of sustainability or of the four functions, 
yet without some discussion of these students will 
have difficulty in making sense of the year. 

Content descriptions relating to sustainability in 
Year 4 are:

The importance of environments to animals 
and people, and different views on how they 
can be protected

The custodial responsibility Aboriginal and 
Torres Strait Islander Peoples have for 
Country/Place, and how this influences their 
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past and present views about the use of 
resources

The natural resources provided by the 
environment, and different views on how they 
could be used sustainably

The sustainable management of waste from 
production and consumption

The first content description is a bit problematic. 
The wording is about protection rather than 
sustainability, and they are not the same. 
I suggest interpreting it as protecting the 
importance of the environment to animals and 
people, which is about sustaining the functions of 
the environment. Sustaining these functions may 
require preserving environments from change, 
as in the conservation of biodiversity, but may 
also involve changes to the environment, as in 
farming for food production and the  
planting of forests for timber production.  
This content description also has an  
elaboration that reads:

explaining that people’s connections with 
their environment can also be aesthetic, 
emotional and spiritual

The also refers to the first three functions of the 
environment, but mention of these vanished in 
the final stages of curriculum preparation. The 
elaboration doesn’t make much sense without 
them.

The second content description also doesn’t 
mention sustainability, but it provides the 
opportunity to study the ways that the concept 
of custodial responsibility for Country or Place 
underpins Aboriginal and Torres Strait Island 
land and resource management practices that 
promote sustainability. Teachers could explore 
with students the differences between Aboriginal 
and non-Aboriginal environmental worldviews. In 
an Aboriginal view, people are not separate from 
nature but embedded in it, and their responsibility 
is to keep it healthy. In non-Aboriginal or Western 
views, people are mostly seen as separate from 
nature and in control of it, and their responsibility 
is to develop it. These two viewpoints, one largely 
ecocentric and one largely anthropocentric, 
are likely to differ in the priority they give to 
environmental sustainability. 

The third and fourth content descriptions are 
explicitly about sustainability, but to examine 
them students must have a definition of 
sustainability to use to decide if natural resources 
or wastes are being managed sustainability. 
Principles 1, 3 and 4 can be applied here, but 

the general idea of environmental sustainability 
needs to be understood first.

Year 5

The content description relating to sustainability 
in Year 5 is:

The influence of people, including 
Aboriginal and Torres Strait Islander 
Peoples, on the environmental 
characteristics of Australian places

This relates to sustainability because some of the 
environmental changes that might be identified, 
like soil erosion or salinity, are ones that threaten 
the sustainability of an environmental function. 
Teachers could follow up issues discussed in 
Year 4 by using the sustainability principles to 
evaluate the consequences of environmental 
change, and compare the influence of Aboriginal 
and non-Aboriginal environmental worldviews 
on the impact of people on the Australian 
environment.

Year 7

One content description relating to sustainability 
in Year 7 is in the topic on Water in the world:

The nature of water scarcity and ways of 
overcoming it, including studies drawn 
from Australia and West Asia and/or North 
Africa

This implicitly involves sustainability, as 
managing water scarcity involves finding ways 
to use water sustainably. Note that in this 
elaboration of the first content description:  

investigating the causes of water scarcity, 
for example, an absolute shortage of water 
(physical), inadequate development of 
water resources (economic), or the ways 
water is used sustainably

The third cause of water scarcity is misleading. If 
water is being used sustainably and is still scarce 
it would be a case of either the first or second 
type of scarcity. The original wording was “the 
ways water is used”, which was about scarcity 
produced by extravagant uses of water, such as 
my watered garden, my neighbour’s swimming 
pool, and golf courses in dry tourist resorts. 
The addition of sustainably has destroyed this 
meaning.

The second content description relating to 
sustainability in Year 7 is in the topic on Place 
and liveability:

The strategies used to enhance the 
liveability of places, especially for young 
people, including examples from Australia 
and Europe
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which has an elaboration on:

discussing the impact of housing density 
on the liveability of places, examining 
whether liveability and environmental 
sustainability can be enhanced at the 
same time

The idea behind this statement is that if students 
decide that low density suburbs have the best 
liveability they could then be challenged to look 
at the environmental sustainability of that form 
of urban living, because low density suburbs 
remove agricultural land from food production, 
and use more water and energy in transportation 
than higher density suburbs. On the other hand, 
if they advocate higher density areas they could 
add environmental arguments to their case for 
higher density. In the first case, liveability and 
sustainability could be in conflict, while in the 
second they are not.

Year 8

Content descriptions relating to sustainability in 
Year 8 are:

The aesthetic, cultural and spiritual value 
of landscapes and landforms for people, 
including Aboriginal and Torres Strait 
Islander Peoples

The ways of protecting significant 
landscapes

The first content description is an illustration 
of the fourth function of the environment. The 
ideas in it can be applied to the second content 
description, as the first elaboration to this content 
description suggests examining how people’s 
views on the aesthetic, cultural and spiritual 
value of landscapes and landforms influence their 
attitudes to the application of Principle 6.

Year 9

The content description relating to sustainability 
in Year 9 is:

The capacity of the world’s environments 
to sustainably feed the projected future 
population to achieve food security for 
Australia and the world

This is a big topic. It is about the source function 
of the environment and asks students to assess 
the capacity of the world to produce enough 
food for the projected future population, while 
achieving both sustainability and food security 
for Australia and the world. These are complex 
questions, and there is no agreement on the 
answers. Teachers could perhaps predominantly 
focus on either sustainability or food security. 
A focus on sustainability would examine the 
potential to increase food output either by 

intensifying production on existing agricultural 
land (intensification) or by cultivating more land 
(extensification), and the different sustainability 
issues associated with each method. The 
investigation could be confined to Australia, and 
the potential to increase food production in this 
country, and include a study of the environmental 
limitations to agricultural production in 
Australia, and the agricultural potential of the 
north. Principle 1 is relevant here. A focus on 
food security would explore the argument that 
increased food production won’t achieve food 
security unless the reasons why people lack food, 
such as poverty, conflict, the conversion of land 
from food production to export agriculture, and 
government mismanagement, are addressed. 

Year 10

The unit on Environmental change and 
management in Year 10 has a strong focus on 
sustainability. The relevant content descriptions 
are:

The human-induced environmental 
changes that challenge sustainability

The environmental worldviews of people 
and their implications for environmental 
management

The Aboriginal and Torres Strait Islander 
Peoples’ approaches to custodial 
responsibility and environmental 
management in different regions of 
Australia

The application of environmental, 
economic and social criteria in evaluating 
management responses to the change

These provide scope for a study of several 
aspects of sustainability, ranging from the 
environmental processes (and their causes) 
that may be threatening the sustainability of 
an environmental function, to the influence 
of worldviews and economic and social 
considerations on decisions about environmental 
management. Note that the third content 
description is an example of the second, and 
the two could be studied together. I also think 
that the wording of the last content description 
is wrong, as what is being studied is not how 
to evaluate management responses but how 
to explain why these responses were chosen, 
as is apparent from the elaborations. This 
content description can be used to illustrate the 
contestability of decisions about sustainability.

The various aspects of sustainability included in 
Australian Curriculum: Geography and described 
above constitute a much more extensive study 
of the concept than in any other subject in the 
Australian curriculum, including science. In no 
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other subject will students learn what the concept 
means, how to apply it, and why it is contested. 
This gives geography an important role in the 
education of young Australians.

Conclusion
Sustainability is an important concept in the 
Australian geography curriculum. In teaching, 
it can be an integrating idea, because to 
understand the causes of unsustainability 
requires an exploration of both environmental 
and human factors, and to develop acceptable 
programs to improve sustainability requires 
a balancing of environmental, economic 
and social considerations. It provides a way 
of demonstrating the relevance of physical 
geography and the study of physical processes 
to our lives. In the classroom, it can be used to 
generate questions, identify problems, inform 
decisions and evaluate programs. Learning about 
sustainability also teaches students a way of 
thinking about some important local, national and 
global environmental issues, and the opportunity 
to examine some significant controversies, that 
they will not gain from other subjects. It is a 
concept that offers much to both teachers and 
students.
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Endnotes
1.  The article is an adaptation of one published in 

Geography (Maude, 2014a), with an emphasis 
on how sustainability is expressed in the 
Australian Curriculum: Geography for Years F 
to 10.

2.  For example, Ekins (2000) and Jacobs (1991).

3. Place is the Torres Strait Islander term for 
Country.
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5.  The rate at which new soil is produced by the 
weathering of rock is very slow in Australia, 
because of the low rainfall, and is estimated 
to average about 1 millimetre per 1000 years. 
On the other hand the current rates of soil loss 
by water erosion across much of Australia 
are reported to “exceed soil formation rates 
by a factor of at least several hundred and, 
in some areas, several thousand. As a result, 
the expected half-life of soils (the time for half 

the soil to be eroded) in some upland areas 
used for agriculture ranges from less than a 
century to several hundred years”(State of the 
Environment 2011 Committee, p. 294). By the 
definition of sustainability in this paper this is 
not sustainable.

6.  For a more detailed discussion of 
sustainability in Years 4 and 5 see Maude 
(2014b).
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Abstract
Each year, World Vision and AusAID devote 
substantial resources to their educational 
programs. These initiatives include the production 
and dissemination of Global Education related 
instructional materials and the provision of 
professional learning for teachers. Given the 
substantial funds involved, it is important that we 
evaluate the effectiveness of such initiatives. Are 
they for example enhancing students’ knowledge 
and understanding of global issues? Do they 
have a positive impact on attitudes and values of 
students? Do they enhance students’ sense of 
self or personal identity? Do they make students 
more predisposed to support programs that 
seek to alleviate poverty in developing countries? 
And, do they promote active and informed global 
citizenship? The purpose of this study is to 
investigate how the study of Global Education 
impacts student knowledge, understanding, 
attitudes and values. The research reported here 
explores student attitudes and values using 
quantitative data extracted from a total of 521 
pre- and post- questionnaires.  The authors will 
discuss that, despite the anticipated positive effect 
of the Global Education program, the results 
revealed an element of intolerance in the students’ 
responses. 

Introduction 

Global Education and Education 
Philosophies

Geography provides students with opportunities 
to gain knowledge of people and countries beyond 
their personal and local experiences.  Adding 
global education to the curriculum with its 
global perspective, examination of contemporary 
global issues, and educating students to be 
global citizens that empathise and understand 
other people, cultures and countries, involves 
resocialisation of individuals and advancement of 
social and civic.  

Curriculum as social reconstructivism is central 
to John Dewey and Paulo Freire’s educational 
philosophy.  Dewey (1916) supports curriculum 

that focuses on student experiences and the 
constructive application of information acquisition 
and imagination to improve the social condition. 
For Freire (1972), schools are places for cultural 
reconstruction and that education is a process 
of critical awareness that draws on people’s 
ideas and perceptions to question and challenge 
injustices.   

In broad terms, global education reflects these 
two strands of progressive education. The first 
is focused on the development of the individual 
and the student’s experiences (Dewey, 1916). 
The other is concerned with creating a more just 
and equitable society (Freire, 1972).  For authors 
like Dewey and Freire learning is about effecting 
change at the personal and social level (Breithorde 
& Swiniarski, 1999).  Thus global education with 
its emphasis on self and society can be viewed as 
a resocialisation approach as argued by Rapoport 
(2013) or reflecting Goodson’s (1990) concept 
of curriculum as social construction, in both in 
process and practice.

Global Education in Australia

Global education in Australia was established as 
a curriculum approach in a national statement 
titled Global Perspectives: A statement on global 
education for Australian schools, first published 
in 2002 (Curriculum Corporation, 2008).   Global 
education can be traced back to the growing 
international concern for social and global 
inequalities in the 1960s and 1970s (Curriculum 
Corporation, 2008) and the emergence of 
international studies and development education 
(Dyer, 2005; Bliss, 2007; Zhao, Lin, & Hoge 2007; 
Fuijkane, 2003). 

The current Global Perspectives document 
encompasses five key learning areas 
reflecting themes in global education such as 
Interdependence and Globalisation, Identity and 
Cultural Diversity, Social Justice and Human 
Rights, Peace Building and Conflict Resolution, 
and Sustainable Futures (Curriculum Corporation, 
2008). These learning areas are interdisciplinary 
and the objective is to integrate global 
perspectives across the curriculum.   

Investigating the impacts of Global 
Education curriculum on the values and 
attitudes of secondary students
Dr John DeNobile, Dr Grant Kleeman, and Ms Anastasia Zarkos
School of Education, Macquarie University
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A key goal of the Melbourne Declaration on 
Educational Goals for Young Australians 
(MCEECDYA, 2008) is that the national curriculum 
enables students to become active and informed 
citizens.  Although a number of statements in 
the Melbourne Declaration (MCEECDYA, 2008) 
incorporate a focus on global education including 
global knowledge, global skills and global studies, 
global education is not a key perspective or key 
capability. It is however inferred in other initiatives 
in the Australian Curriculum (ACARA, 2013) such 
as Asia and Australia’s engagement with Asia.   

The overall consensus is that global education 
is a good thing for 21st century learning in a 
global economy. It can be empowering and 
transformative in terms of the way in which 
students view the world (Bliss, 2005a; Dyer, 2005; 
DERC, 2013); it extends students’ understanding 
and acceptance of difference (Gore, 2004) and 
provides opportunities for students to develop 
positive and responsible values and attitudes and 
become active global participants (Curriculum 
Corporation, 2008; DERC, 2013).  

Some Issues Relating to Global Education 
in Canada, UK and USA

Despite global education’s presence in the 
education discourse in Australia, the UK and 
USA a number of authors (Zhao, Lin, & Hoge 
2007; Hicks, 2003; Bourn & Hunt 2011) have 
found that there is a lack of specific research on 
the effectiveness of the various global education 
programs.  One of the reasons for this absence of 
research may be due to how global education as a 
concept is viewed and applied.  

This is compounded by the absence of a universal 
definition (Bliss, 2005a); the nuanced meanings 
of global education (Dyer, 2005); and the many 
terms used by educators including global 
dimension, global citizenship, development 
education, and global education (DERC, 2013; 
Hicks, 2003). A further dilemma identified by 
a number of authors (Bliss 2005a; Dyer, 2005; 
Hicks, 2003) is the existence of related fields such 
as peace education, environmental education, 
development education and sustainable education 
that have separate identities but are part of global 
education.

Generally, there are common elements in the 
rationale and outcomes of global education 
programs (Bliss, 2007) but as noted by Tye 
(1999, as cited by Hicks, 2003) differences exist 
across countries in relation to forms, connections 
and multiple perspectives.  In the UK and USA, 
global education has been conceptually contested, 
criticised and reviewed by all sides of politics 
(Merryfield & Kasai, 2004; Zhao, Lin, & Hoge, 
2007; Agabaria, 2011).

The effectiveness of global education in the USA 
has been questioned by a number of researchers 
(Lansford, 2002; Merryfield & Kasai, 2004; 
Zhao, Lin & Hoge, 2007; Gaudelli & Heilman, 
2009).  These authors have raised concerns about 
students’ rudimentary knowledge and critical 
capacity to understand complex global issues. 
Similarly in Canada, research indicates that the 
implementation of global education was weak 
or uneven (Mundy & Manion, 2008) due to low 
levels of teacher knowledge in this area. This 
was seen as a factor in Canadian youths’ limited 
knowledge of global issues.  

Research undertaken in the United Kingdom 
found that without an opportunity to learn in 
school about global issues  34 per cent of adults 
surveyed (aged 15 years and over) were not 
interested, engaged or supportive of positive 
social action. In comparison, this disengagement 
reduced significantly to 1 in 10 for those that 
learnt about global issues at school (DEA, 2010). 

Role of Teacher and School

Buchanan and Harris (2004), Marshall (2007) 
and Bourn and Hunt (2011) note the development 
of a global perspective in UK schools was linked 
to local stimuli associated with multicultural 
communities, languages spoken at school, and 
teacher commitment. This reflects Dyer’s (2005) 
view that the quality of global education is 
dependent on the teacher and the learning space 
created by the teacher.   

Teachers’ experiences, knowledge and critical 
capacity influenced the teaching of complex global 
issues (Merryfield & Kasai, 2004; Zhao, Lin, & 
Hoge, 2007). This is reaffirmed in research by 
Dyer (2005) Bliss (2005b, 2005c, 2007), and 
Gallavan (2008) revealing that factors such as 
age, life experiences, bias, prejudices and subject 
discipline may contribute. Boon (2011), however, 
argues that more research needs to be conducted 
to gain a better understanding of influences that 
shape pre-service teachers’ beliefs, values and 
ethics.

Many teachers report that they feel inadequately 
trained to teach global issues (Merryfield & Kasai, 
2004).  Not surprisingly research confirms the 
importance of teacher training in addressing 
global education knowledge and understanding 
(Donnelly, Bradbery, Brown, Ferguson-Patrick, 
Macqueen, and Reynolds, 2013; Holden & 
Hicks, 2007; Power, 2008) including career long 
professional learning (Buchanan & Harris, 2004; 
Mulraney, 2006) and provision of appropriate 
support and resources (Larsen & Faden, 2008; 
Mundy & Manion, 2008). 

Teaching and learning resources provided by 
NGOs for global education have not always been 
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successfully integrated in schools and classrooms 
such as in Canada (Mundy & Manion, 2008) and 
the UK (Bourn & Hunt, 2011).  Contrary to the 
overseas experience, internal research by World 
Vision (2011) revealed teachers in Australia that 
utilised NGO resources had a positive impact 
on student knowledge, values and attitudes.  
Witteborn (2010), however, questions the role 
of NGOs and argues they promote values, 
practices and a vision of global citizenship that 
is “choreographed by donor countries”.  This 
concern is echoed by Bliss (2005b; 2007) and 
Mangram and Watson (2011) and as noted by Tye 
(1999, as cited by Hicks, 2003) it could be argued 
that global education is a rich world initiative 
reflecting an Anglocentric perspective (Berry & 
Smith, 2009).

Inclusion of Values and Attitudes

Students participating in global education are 
introduced to a more critical and informed way 
of viewing the world. Kriewaldt (2003) argues 
from a reconstructionist perspective that students 
develop knowledge and skills through the study 
of countries, people and places, and by examining 
different perspectives. The importance of multiple 
perspectives is embodied in Australia’s national 
statement first published in 2002 (Curriculum 
Corporation, 2008). 

Submissions by the National Geography 
Curriculum project team (Berry & Smith, 2009) 
to ACARA argued that students should be able 
to develop values and attitudes through the 
exploration of ethical dilemmas and critical 
analysis of differing viewpoints. In exploring 
values in Geography, Kriewaldt (2003) notes that 
teachers and curriculum material may draw from 
a range of ideologies and teachers should help 
students to develop informed opinions. 

In the process of challenging or influencing 
students’ perspectives, Bliss (2005a) notes that 
content and practice are linked.  The how and who 
we teach has an impact on students’ outcomes 
– as informed, responsible global citizens. 
Ultimately, Bliss (2005b) sees teaching values as 
an integrated process often requiring “mindset 
changes” in moving students beyond thinking and 
feeling to acting.  

Research on the transformative nature of the 
broader Australian program Values in Action 
Schools Project reveals students can be 
supported to develop a deeper understanding of 
complex issues (Lovat, Clement, Dally, & Toomey, 
2010). Similarly, research on Asian studies by 
Griffin, Woods, and Dulhunty (2004) found a 
correlation between students’ understanding/
achievement levels and the teacher’s commitment.

Kriewaldt (2003) argues that values are central 
to geographical education and that both teachers 
and students should deconstruct the ideological 
framework that positions their values through 
the study of people and places and multiple 
perspectives.  The challenge for teachers is 
whether to stay neutral or play the role of devil’s 
advocate to illuminate alternative perspectives 
(Kriewaldt, 2003).  

Purpose of the Study

The purposes of this research were to find out 
(a) after completing a unit of work in global 
education to what degree did it enhance students’ 
knowledge of global issues? (b) to what degree 
did it have a positive impact on attitudes and 
values of students? (c) to what degree did it 
enhance students’ sense of self or personal 
identity? and (d) to what degree did it promote 
active and informed global citizenship?

Measuring Values and Attitudes
The Global Education Values and Attitudes 
Questionnaire (GEVAQ) was developed using 
concepts expected to be taught in the Global 
Education framework (Curriculum Corporation, 
2008). Items for the questionnaire were 
developed by operationalising concepts relating 
to the values and attitudes expected to be 
developed in the Global Perspective curriculum. 
Where possible, insight from recent research 
literature was used to inform the development 
of the items. For example, sense of community 
is one of the desired outcomes of the Global 
Education framework. There exists a body of 
literature that has investigated that particular 
concept. Therefore, key studies (for example, 
McMillan & Chavis, 1986; Chiessi, Cicognani, and 
Sonn (2010) were used to conceptually frame 
sense of community and its various dimensions 
and generate items for the questionnaire. Care 
and compassion were conceptualised using the 
operational definitions concerning the desire to 
do something about the suffering of others and 
related concepts developed by Martins, Nicholas, 
Shaheen, Jones, and Norris(2013), Gelhaus 
(2012), and others. A comprehensive explanation 
of the development of the GEVAQ will be reported 
in a forthcoming article.

The study reported here is predicated on the 
notion of values as an individual’s ideas about 
what is important, worth being or worth doing, 
and standards about what is desirable and what 
is not (Fraenkel, 1977; Newman, 2004). It is 
also predicated on a definition of attitudes as 
dispositions or feelings towards things (Stankov, 
2011; Wells, 2011) and that these can be positive 
or negative or other (Griffin et al., 2004; Tarry & 
Emler, 2007; Wells, 2011). The proposition that 
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values and attitudes can be the same thing, or 
are at least interrelated, has been put forward 
by several scholars in an attempt to describe 
how they are linked (Mellor & Kennedy, 2003; 
Wells, 2011). For example, someone can have a 
feeling that they are part of a community which 
could be described as the same as an attitude 
to community (Chiessi et al., 2010), while at 
the same time holding sense of community 
as important (valuing it). Values are known to 
influence attitudes and behaviour, and can be 
extrapolated from the actions of individuals to 
some degree (Dilmac, Kulaksizoglu, & Eski, 
2007).

Values and attitudes have been described as 
concepts that cannot necessarily be seen or 
felt but that exist in the mind (Griffin, Woods, 
& Dulhunty, 2006). They appear to operate in 
the realm of feelings and perceptions (Dilmac 
et al., 2007). Values in particular have been the 
subject of a large body of qualitative literature 
(for example, Hamston, Weston, Wajsenberg, 
& Brown 2010; Marvul, 2012). However, it is 
possible to measure values and attitudes using 
quantitative methods (Griffin et al., 2006; Mellor 
& Kennedy, 2003; Stankov, 2011; Tarry & Emler, 
2007). In a study of the attitudes of young 
adults, for instance, elements of the concept of 
compassion were effectively and successfully 
operationalised into a scale using a questionnaire 
(Martins et al., 2013).

Method

Ethics approval to conduct the study was obtained 
from the relevant ethics committee at Macquarie 
University prior to commencement of the study. 
The GEVAQ was tested using data from the 
first participating school to see if items were 
understandable and, therefore, dependable, as 
measures of values and attitudes. Examination 
of descriptive data for each item revealed no 
problems items and the questionnaire was 
deemed ready for use in other schools. 

The GEVAQ was administered to students in 
Years 7 and 8 in the nine independent secondary 
schools that agreed to participate in the larger 
study. The survey was completed twice, firstly 
prior to the delivery of a global perspectives 
curriculum, and second, immediately after that 
series of learning experiences ceased. The aim of 
this was to determine what, if any, attitudinal or 
value changes occurred in the students as a result 
of a global education curriculum. 

Given this design, the first survey can be viewed 
as a pre-test while the second (identical to the 
first) as a post-test. The response rate was 85%, 
reflecting 521 participants from a pool of 621 who 

returned usable surveys. All participants in the 
pre-test were also participants in the post-test.

Results

Data from both administrations of the GEVAQ 
were entered on to an SPSS database. Inspection 
of the frequencies for all items revealed no 
abnormalities. What follows is an account of the 
factor analysis and subsequent comparisons of 
means. 

Factor Analyses

Factor analysis was conducted in order to arrive 
at a coherent, statistically supported, and reliable 
set of scales representing the values and attitudes 
that are expected to be developed in the global 
education curriculum. Data from the pre-test were 
entered into an SPSS database and subjected 
to factor analyses. A ten factor solution was 
identified that reflected those values and attitudes. 
Results are displayed in Table 1. The table 
shows the factor names based on the items that 
comprised them, the number of the items and a 
sample of them.

Reliabilities of each of the ten scales were 
considered moderate to very strong and each 
factor comprised items that were easy to interpret 
as scales measuring particular values or attitudes. 
These scales were comprised of the individual 
GEVAQ items that loaded on each of the factors. 
Social justice, for example, comprised seven of 
the GEVAQ items relating to elements of social 
justice. Sample items for each of the factors are 
presented in Table 1. The scores for each cluster 
of items comprising each factor could then be 
combined to calculate means. Given the success 
of the factor analyses to identify cogent global 
education scales, the next stage of the statistical 
analysis, comparison of means of pre-tests with 
the post-tests, to identify differences could be 
carried out. 

Comparisons across all schools

Means for each of the above factors were 
calculated for the pre-test and post-test data. 
Subsequently they became means for particular 
values and attitudes for the cohort of students 
participating in this study. These were compared 
mathematically and also subjected to a paired-
samples t-test to identify differences that were 
statistically significant (p=0.01, 0.05, 0.10). 
Given the exploratory nature of the research, 
a significance level of 0.10 was considered 
acceptable (Gay & Airasian, 2000). 

Factors that had significantly different means were 
subjected to Cohen’s d analyses to calculate the 
effect size reflected in the difference. The effect 
size statistic, in essence, could be interpreted as 
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an estimate of the impact the global education 
curriculum had on student values and attitudes. 
These comparisons are displayed in Table 2.

Statistically significant differences were 
identified for 4 out of the 10 values and attitudes 
comparisons: Social justice, Personal identity, 
Sense of community – membership, and 
Environmental sustainability. These four were 
subjected to a Cohen’s d analysis to determine the 
magnitude of the difference (Hittleman & Simon, 

2002) and hence be able to determine the effect 
size indicated by the difference. 

The attitude and value that had the largest 
difference, and consequently the largest effect 
size, was Personal identity. The effect size 
(d=0.94) was considered large statistically 
(Hittleman & Simon, 2002). The other three 
values and attitudes subjected to these 
calculations had effect sizes below 0.20 which, 

Table 2: Comparison of differences

Factor  M1  SD  M2  SD Diff    t   d

Social justice 8.15 1.34 8.32 1.25 +0.17  -2.06** 0.18

Personal identity 5.88 1.36 6.96 1.78 +1.08 -10.82* 0.94

Respect for rights of others 9.03 1.22 9.04 1.10 +0.01  -0.26  -  -

Empathy for others 8.90 1.23 8.91 1.18 +0.01  -0.10 -  -

Antipathy towards global issues 4.44 1.71 4.40 1.84 -0.04    0.35 -  -
Sense of community – 
shared emotional connection 8.30 1.45 8.39 1.50 +0.09  - 0.95 -  -

Sense of community – 
membership 7.41 1.46 7.57 1.53 +0.16  -1.73*** 0.16

Environmental sustainability 8.29 1.22 8.43 1.24 +0.14  -1.78*** 0.15

Cooperation and care 8.72 1.16 8.73 1.17 +0.01  - 0.81 -  -

Tolerance of difference 8.63 1.23 8.55 1.32 - 0.08    1.08 -  -

* p=0.01, ** p=0.05,  *** p=0.10     M1= Mean (pre-test)  M2=Mean (post-test)

'a' denotes Cronbach's alpha reliability statistic calculated for factors

Table 1: Results of Factor Analysis

Factor name No of 
items Sample item Reliability 

(a)

Social justice 7 I believe we have a responsibility to help others 
less fortunate 0.80

Personal identity 3 I am happy with the way I am as a person 0.58

Respect for rights of others 5 I think everyone should be treated equally 0.82

Empathy for others 3 There are times when I have asked someone “Are 
you OK” or something similar 0.60

Antipathy towards global 
issues 4 I believe that Australia shouldn’t waste money on 

foreign aid 0.53

Sense of community –  
shared emotional connection 6 I like learning about other religions and customs 0.86

Sense of community – 
membership 4 I feel like I belong to a global community 0.68

Environmental sustainability 4 I think sustainability is important for a healthy 
planet 0.68

Cooperation and care 5 I assist others when I can 0.81

Tolerance of difference 4 I get along with students who have different beliefs 
to mine 0.70
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Figure 1: Pre- and post-test means for School A
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Figure 2: Pre- and post-test means for School B

while significant, could be considered as weak 
(Hittleman & Simon, 2002). 

A mathematical comparison of the means for 
each revealed changes that were in the expected 
directions for all but one of the values and 
attitudes. Specifically, means for Social justice, 
Personal identity, Respect for rights of others, 
Empathy for others, Sense of community – shared 
emotional connection, Sense of community 
– membership, Environmental sustainability, 
Cooperation and care, and Tolerance of difference 
were expected to increase in the post-test 
compared to the pre-test and the mean of 
Antipathy towards global issues was expected to 

decrease in the same interval. The increases were 
as anticipated for all but Tolerance of difference.

The pattern of mean change between pre-test 
and post-test was similar across all nine schools. 
Figures 1 and 2, showing means from two of the 
schools (referred to as ‘A’ and ‘B’), illustrates this 
similarity. Some minor, non-significant, school-
based differences, such as those between Sense 
of Community – membership in Figures 1 and 2, 
were observed in comparisons between schools. 
However, the general trends for each factor were 
quite similar.
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Figure 4: Means of Tolerance of difference from the 9 schools

On inspection of individual school scores those 
for Antipathy towards global issues were the most 
variable across the nine schools, as shown in 
Figure 3, and this would account for the smaller 
than expected change result. Nevertheless, in half 
of the schools the mean for this factor increased, 
suggesting that the students felt more opposed to 
global issues such as foreign aid after the global 
education program and this requires further 
investigation.

The means for Tolerance of difference did not 
increase as expected. Figure 4 shows the means 
for this factor across the nine participating 
schools. The differences were very small and this 
would explain why the overall change was not 
significant statistically. Nevertheless, it is worth 
reporting that the mean did increase, in absolute 
terms from pre-test to post-test, in four schools, 
decreased in four schools and remained the same 
in one school (see result for ‘4’ in Figure 4).
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Discussion and Conclusion

The results suggest that the global education 
curriculum had positive effects on students’ 
values and attitudes regarding related issues. 
Increases in value and attitude means could be 
interpreted as students placing greater importance 
on particular values or having a more positive 
disposition towards them than previously would 
have been the case. This is a valuable finding 
pointing to the potential for global education 
curricula to influence value and attitude change. 

The strongest impact appeared to be on students’ 
personal identity or, put another way, the global 
education curriculum in these schools appeared 
to have the strongest influence on students’ sense 
of self. In a recent theoretical paper drawing on 
other scholars, Almond (2010) makes clear the 
connection between values taught in schools 
and the development of student religious and 
cultural identities.  In an earlier study, Dinter 
(2006) described how various aspects of school 
curriculum can impact on identity formation. 
Therefore, the finding reported here could 
be explained, potentially, as the outcome of 
a program directed at personal values and a 
resulting student satisfaction with how they are 
developing as individuals.

The results for Tolerance of difference were not 
expected, but could be explained in terms of the 
students already having achieved a threshold 
level of tolerance via their earlier studies of 
global issues and exposure to inequity and 
injustice via social and other electronic media. 
Social media, for example, has been shown to 
have influences on attitudes on young adults 
(Livingston, Cianfrone, Korf-Uzan, & Coniglio, 
2014). It may also reflect the nature of the 
schools included in the sample. The means for 
each of the global education values and attitudes 
factors were generally moderate to high even at 
the pre-test stage, which would partly account 
for the low difference calculations. There are 
possible explanations for this. During interviews 
conducted as part of the larger study, some 
students indicated that they had experienced 
global education programs or units of work of a 
similar nature previously. If that is the case, then 
the higher means might be interpreted as a logical 
consequence of formative value and attitude 
development arising from the previous learning 
experiences. 

Another explanation for the higher pre-test 
means relates to the faith-based nature of the 
participating schools. All nine schools have 
faith-based origins and cater to the predominant 
religious denominations of their communities. 
There is a body of literature that recognises the 
highly normative nature of faith-based schools, 
and how common religious values such as 

respect, human dignity and concern for others 
may be reflected in the attitudes and behaviour 
of students and teachers (Crick & Jelfs, 2011; 
Dorner, Spillane, & Pustejovsky, 2011; Street, 
2007). The findings could therefore point to an 
artefact of school and wider culture.

This study has, of course, limitations that prevent 
us from generalising for all schools. First of all, 
and most importantly, the study represents a 
snapshot of a curriculum program over a short 
period of time. A better explanation of the impacts 
of global education programs on student values 
and attitudes would obviously be achieved via 
longitudinal studies where students have been 
exposed to such curricula over a longer period 
of time. Secondly, the study was conducted in 
independent, faith-based, schools and this could 
have influenced the level of means, as a baseline 
measure, in the pre-test. A more comprehensive 
study, involving government schools and perhaps 
Catholic systemic schools also, is needed to gain 
a more accurate picture of the impacts of global 
education curricula on students from a variety of 
religious and cultural backgrounds. 

These limitations notwithstanding, the findings 
suggest that a global education curriculum has 
the potential to influence the values and attitudes, 
and by extension, the behaviour and inclinations 
of students to issues ranging from social justice 
and tolerance to their own identities as global 
citizens. This kind of personal development is 
certainly in line the broad aims of the Melbourne 
Declaration, which espouses, among other ideals, 
the creation of generations of individuals who are 
“active and informed citizens” (MCEETYA, 2008). 
While the direct line between values and attitudes 
and actions can be sometimes obscured by other 
motivations, there lies in such curricula as Global 
Education the potential to influence values in ways 
that will more likely lead to changed attitudes 
and, as a consequence, behaviour and choices 
(Newman, 2004). In relation to dispositions that 
are in line with the notion of “active and informed 
citizens” from the Melbourne Declaration or, 
beyond this, succeeding in the constantly 
changing and challenging wider world, the 
findings we have reported here are encouraging. 

The next phase of the larger study involves an 
analysis of the qualitative data collected during the 
course of the research. Also to be examined is the 
data related to knowledge acquisition. Subsequent 
research papers will detail the findings of these 

analyses.
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Abstract

Unparalleled amounts of energy derived from 
fossil fuels now drive societies and shape 
people’s worldviews. Geography’s unique 
perspectives have significant potential to expand 
understandings of the effects of production 
and consumption of energy by drawing on the 
concept of sustainability using an integrated 
systems approach. As citizens’ energy 
choices are central to sustainability, the recent 
introduction of a national geography  
curriculum in Australia offers potential for 
developing energy literate young people by 
providing opportunities to address energy 
literacy concepts and issues. 

The focus of this paper is to examine the 
extent to which energy literacy concepts are 
present in the current Australian curriculum for 
Geography. Using document analysis within a 
grounded theory approach, this article analyses 
the Australian Curriculum: Geography, Levels 7, 
8, 9 and 10 to assess the extent to which energy 
literacy concepts and issues could potentially 
be addressed.  Data were open coded allowing 
categories to emerge, and relationships between 
categories were identified. The three major 
domain categories that arose are Energy and 
Society, Growth and Sustainability, and Energy 
and Environmental Change. Each takes related 
concepts that together enable richer means of 
analysis and understanding.

This study found that though Australia’s 
new geography curriculum has potential for 
developing energy literate young people, energy 
literacy is not explicitly articulated or mandated. 
Hence, the degree to which energy literacy 
is addressed in the post-primary classroom 
depends significantly on the teacher’s own 
level of energy literacy and their inclination and 
capability to teach energy concepts and issues.

Introduction 
Energy literacy is important in a robust 
geographical education curriculum.  Energy 
literacy requires an understanding of the 
relationships between people, society and the 
environment, and the complex ways energy 
resources and use affect these relationships.  
Both knowledge and understanding of energy 
resources and energy resource-related affective 
and behavioural aspects are necessary (Bodzin, 
Fu, Peffer, & Kulo, 2013).  An individual who is 
energy literate is:

one who has a sound conceptual 
knowledge base as well as a thorough 
understanding of how energy is used in 
everyday life, understands the impact 
that energy production and consumption 
have on all spheres of our environment 
and society, is sympathetic to the need 
of energy conservation and the need to 
develop alternatives to fossil fuel-based 
energy resources, is cognizant of the 
impact that personal energy-related 
decisions and actions have on the global 
community, and – most importantly 
– strives to make choices and exhibit 
behaviours that reflect these attitudes with 
respect to energy resource development 
and energy consumption (DeWaters & 
Powers, 2011, p� 1700)�   

We argue that if educators view energy literacy 
development as an important post-primary 
educational goal, then the current geography 
curriculum already provides much potential for 
developing energy literate students.   

In an Australian context, this study identifies 
the extent that the post-primary geography 
curriculum provides opportunities to address 
energy literacy concepts and issues.  This 
study analyses the Australian Curriculum: 
Geography, Levels 7, 8, 9 and 10 to assess the 
extent to which energy literacy concepts and 
issues could potentially be addressed.  This 
research is a part of a larger study which also 
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considered the Australian post-primary science 
curriculum, along with the extent to which the 
post-primary geography curriculum and the 
post-primary science curriculum are potentially 
complementary in improving students’ 
energy literacy.  These results will be reported 
elsewhere. 

Geography and Energy Literacy 
As the twenty-first century’s social and 
environmental challenges are principally 
dominated by questions of sustainability, the 
calls to reclaim geography’s significance with a 
greater emphasis on issues of sustainability are 
becoming more apparent.  Scholars advocating 
such a shift promote a variety of framings 
that encapsulate issues of sustainability. They 
include general calls for a more future-orientated 
geography (Hicks, 2007), and a greater focus 
on Sustainable Development (Westaway, 2009).  
A move toward Education for Sustainability as 
an approach to both teaching and learning has 
also been argued to greatly benefit geography 
students in preparing them to become more 
capable citizens who are empowered to 
work towards more sustainable societies 
(Bardsley, 2004; Kriewaldt, 2004).  Education 
for Sustainability offers an integrated systems 
approach which incorporates “ecological 
thinking and the wise use of natural resources 
– conservation – with the equally important 
concerns of social, economic and political 
sustainability” (Fien, 2001, p. 6).   

The literature which adopts an integrated 
systems approach to issues of sustainability 
(with an emphasis on the interconnections 
between the ecological, social, economic and 
political systems) has increasingly recognised 
energy as being “at the core of our human 
predicament in the twenty-first century” 
(Heinberg, 2012).  Energy comes in many forms 
and from many sources, but for the purposes of 
this study energy will be defined “not in terms 
of what it is, but what it does – as the ability to 
do work” (Heinberg, 2012, p. 17).  Traditional 
societies captured most of their useful energy 
from sunlight, storing it in their food crops 
or forests.  This allowed these societies to 
use this energy to power work, be it through 
consuming the food for muscle power or using 
wood to provide heat.  Today, unparalleled 
amounts of energy are obtained from fossil 
fuels, non-renewable resources that power 
almost everything we do via our hydrocarbon-
based energy systems.  The modern human 
now has access to vast quantities of energy, 
the large majority of which is used to power 
machinery that does work for us, making our 
modern hyper-complex civilisations possible and 
seemingly invincible (Heinberg, 2012).  

Scholars who use the above definition of energy 
tend to focus on two interrelated problems 
centred on questions of how and why modern 
societies obtain, use and depend on energy.  The 
first problem is that our hydrocarbon-based 
energy system is becoming increasingly costly in 
financial and environmental terms, and thus less 
secure and unacceptably harmful.  The rising 
financial cost is linked to the increasing depletion 
of easy to access non-renewable hydrocarbon 
resources (the low-hanging fruit principle), 
and this poses enormous problems for modern 
societies which rely on ever increasing energy 
consumption (75% of which is currently 
produced from hydrocarbon resources) for their 
prosperity and stability (Alexander, 2014; Hall, 
Lambert, & Balogh, 2014).  The environmental 
costs are largely the result of extracting the 
more difficult to access hydrocarbon resources, 
along with the interconnected issues associated 
with aging and new infrastructure, localised 
pollution and geopolitical conflicts over resource 
sovereignty (Alexander, 2014; Bradshaw, 
2010).  The second problem is the possibility 
of catastrophic climate change fostered by 
this large hydrocarbon-based energy system 
(Hicks, 2011, 2013; Hodson, 2010; Sayer, 
2009).  The energy transition, one which moves 
individuals and societies away from a reliance on 
a hydrocarbon-based energy system, we argue 
is the most pressing issue of the twenty-first 
century, and underscores the importance of 
energy literacy.        

As a future defined by energy insecurity 
(expensive and limited hydrocarbon fuel 
resources), and worsening, unpredictable and 
increasingly extreme environmental conditions 
becomes more and more likely, those in the 
developed world “are faced with defining new 
directions with respect to energy consumption, 
energy resources, and a shift towards energy 
independence” (DeWaters & Powers, 2011, 
p. 1699).  The decisions on moving forward 
into this uncertain future should therefore not 
be determined solely by professionals and 
politicians, but rather every person in society 
as we all greatly depend on the use of energy.  
Thus, the type of future the next generations 
inherit will be contingent on today’s citizens and 
their knowledge and understanding of energy 
issues (or energy literacy) in their daily lives 
(Lay, Khoo, Treagust, & Chandrasegaran, 2013, 
p. 199).  

Research Methods 
This study employed qualitative data analysis 
to generate grounded theory to illuminate the 
extent in which the post-primary geography 
curriculum can contribute to improving students’ 
energy literacy.  
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The principles of grounded theory conceptualise 
theory as emergent from the data analysis and 
category generation process (Cohen, Manion, & 
Morrison, 2011). Through systematic methods of 
data analysis, geography energy literacy domains 
were developed.  In the tradition of constructivist 
grounded theory (Charmaz & Bryant, 2010), 
these domain categories represent theoretical 
categories that highlight the different approaches 
used, or that could potentially be used, by 
geography post-primary teachers to teach energy 
related knowledge and issues. 

This study utilised document analysis to solely 
focus on the Australian Curriculum: Geography, 
Levels 7, 8, 9 and 10 content descriptions and 
elaborations (ACARA, 2014).1  These documents 
firstly underwent what Bowen (2009) labels 
a “first-pass document review – in which 
meaningful and relevant passages of text or 
other data are identified” (p. 32).  Pertinent 
information identified through this initial 
process was justified through the use of pre-
determined themes, each composed of unique 
concepts, advocated by Heinberg (2012) as 
being fundamental to developing one’s energy 
literacy.  The energy literacy themes were utilised 
to identify the relevant content descriptions 
and elaborations in the curriculum document, 
through their potential inclusion and usage of 
energy literacy concepts.  

These energy literacy themes are outlined 
below, and were chosen for use in this study 
as they adequately reflect the various elements 
of DeWaters & Powers’ (2011) definition of 
energy literacy.  As well, they complement the 
four approaches to teaching energy issues in 
geography developed by Bridge (2012). These 
eleven energy literacy themes are adopted 
as a coding tool in this study.  We argue that 
these themes and their concepts are essential 
to developing a solid grounding in energy 
fundamentals and strong energy literacy 
(Heinberg, 2012).2

Following this initial review a process of coding, 
using the constant comparative method, was 
employed to guide the data analysis.  The 
constant comparative method involves the 

constant clustering or grouping of new data 
through the checking and rechecking of the 
working codes and categories (Bowen, 2009; 
Miles, Huberman, & Saldana, 2014).  Memo-
writing was utilised. This process explored 
the potential of these emerging theoretical 
categories in terms of how well they represent 
the energy knowledge and issues that are found 
to be addressed in the curriculum and those that 
could potentially be addressed. This process 
enabled systemic comparisons between data, 
as well as weighing each category’s evidence, 
while broadly demonstrating the links between 
the emerging categories and the concepts and 
themes within the data (Charmaz & Bryant, 
2010). All the data were accounted for and 
accommodated to develop well-defined domain 
categories through this process of simultaneous 
coding and analysis, guided by memo-writing 
(Cohen, Manion, & Morrison, 2011).  

These methods resulted in unique domain 
categories that capture the specific energy 
literacy concepts addressed by post-primary 
geography, and the approaches by which 
they were addressed (or could potentially be 
addressed).  In the next section, the eleven 
energy literacy themes are introduced. Then 
these themes are organised into three domain 
categories.  Each geography energy literacy 
domain category is analysed to outline its 
potential to be developed in this post-primary 
curriculum.  

Findings and Analysis 
The first-pass document review of the geography 
curriculum, Levels 7 through 10, revealed 
that ten of the eleven energy literacy themes 
were strongly addressed within the content 
descriptions and the elaborations.  The use of the 
term strongly indicates that key concepts within 
the theme are potentially addressed within the 
content description and the elaborations, while 
the term weakly indicates that the elaborations 
offer recommendations where potential exists 
to address relevant energy literacy concepts.3  
Nine of the eleven energy literacy themes were 
addressed weakly within the content description 
elaborations.
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Energy Literacy Themes
Below we outline each energy literacy theme, their key concepts, and provide an appropriate content 
description as an example of how each can be integrated into the current curriculum. 

Net Energy: This theme refers to how much energy there is available after subtracting the energy costs 
to extract, process, and deliver an energy resource.  This theme is necessary for determining the viability 
of new and old energy resources – frequently referred to as their Energy Return on Energy Invested 
(EROEI).  A society’s net energy determines its potential for social specialisation (e.g., artists, educators 
and politicians do not directly extract, process and deliver energy, whereas farmers and coal miners do), 
thus the greater the net energy for a population the greater opportunity for a complex society. 

Key Concepts: EROEI, Energy Resources, Fossil Fuels.

Within the Changing nations unit, the ACHGK054 content description focuses on urbanisation (ACARA, 
2014, p. 25).  The Net Energy theme’s concepts provide insight into how urbanisation is an energy 
intensive way of living and primarily the result of a society becoming increasingly complex. 

Energy Density: This theme emphasises that different fuels contain varying amounts of potential energy 
per unit of weight or volume.  It is useful for appreciating the astounding energy density of most fossil 
fuels when compared to wood, for example. 

Post-primary Geography (Years 7–10)
Energy Literacy Themes Addressed Strongly Addressed Weakly

A) Net energy 1 2
B) Energy density 1 0
C) Embodied energy 1 0
D) Energy slaves 2 4
E) Energy-fuelled population growth 4 3
F) Energy-fuelled economic growth 4 6
G) Peak Oil and resource depletion 2 3
H) Energy sprawl 1 5
I) Pollution and visual blight 4 9
J) Climate change 2 3
K) Energy conservation–efficiency and curtailment 0 1
Table 1. The total number of geography content descriptions where each energy literacy theme was 
strongly and weakly addressed. 

Figure 2. Content Description ACHGK037 (ACARA, 2014, p. 17).      

Figure 1. Content Description ACHGK054 (ACARA, 2014, p. 25).
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Key Concepts: Potential Energy.      

The Water in the world unit’s ACHGK037 content description focuses on the classification of 
environmental resources, differentiating between renewable, non-renewable and continuous resources 
(ACARA, 2014, p. 17).  These are fundamental skills and knowledge for students beginning to understand 
the Energy Density theme’s concept of potential energy and the inherent unsustainable nature of non-
renewable energy resources. 

Embodied Energy: This theme emphasises that every material object is manufactured, used/maintained, 
and finally disposed of; and these steps all require a certain amount of energy.  It helps us understand that 
the energy demands of people who are living consumer lifestyles are inherently larger when compared 
to those living more traditional livelihoods.  This is also true for the physical infrastructure on which the 
consumer lifestyles rely.  In most industrial countries, the energy demands of infrastructure are immense 
when compared to more traditional ways of constructing, buildings for example, which are much less 
energy intensive throughout their life cycle.  

Key Concepts: Energy Demanding, Energy Intensity. 

The Geographies of interconnections content description ACHGK067 focuses on people’s interconnections 
through trade.  This content description provides the opportunity to understand trade in terms of its 
enabling qualities which nurtures a reliance on historically high energy intense goods and services.  It 
also helps to build an appreciation for the important role energy exporting regions play at different scales 
around the world.  

Figure 3. Content Description ACHGK067 (ACARA, 2014, p. 31).

Energy Slaves: This theme emphasises that the modern energy economy provides the average person 
the power equivalent of vast numbers (100s) of human and animal servants at any given time.  This 
theme is useful in demonstrating that modern lifestyles are constantly benefiting from relatively large 
amounts of cheap and easy energy availability.

Key Concepts: Modern Energy Economy, Power Equivalents.

The Changing nations unit’s content description ACHGK054 focuses on urbanisation and provides the 
opportunity to discuss the ways in which urbanisation relies on cheap and easy energy availability.  
Starting points could be understanding the necessity of high energy usage in urban areas in regards to 
economic activity (e.g., industrial and transportation development) or household energy consumption 
(e.g., increasing fossil fuel reliance for heating, cooling, cooking and transportation).  

Figure 4. Content Description ACHGK054 (ACARA, 2014, p. 25).

Energy-Fuelled Population Growth: This theme emphasises that the energy windfall that fossil fuels 
presented to humanity is central to the runaway population growth of the past two centuries.  It highlights 
the role fossil fuels has played in numerous agricultural revolutions, especially through the expansion of 
global (and regional) transportation networks and the establishment of unsustainable chemically (and 
energy) intensive industrial agriculture.  
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Key Concepts: Food Production, Monocultures, Biodiversity, Population Size, 
Interconnectedness of Countries.

The Biomes and food security unit’s content description ACHGK064 provides the opportunity to address 
food security in regards to industrial agriculture’s dependence on fossil fuels.  The most obvious issue 
to address here would be the inherent problems involved with trying to achieve food security for a 
population (especially a rapidly growing population) via a method of agriculture that is entirely dependent 
on non-renewable resources.    

Figure 5. Content Description ACHGK064 (ACARA, 2014, p. 30). 

Energy-Fuelled Economic Growth: This theme emphasises the strong correlation between energy 
consumption and economic activity, as the two have strengthened each other in a self-reinforcing positive 
feedback loop since the beginnings of the fossil fuel age.  This theme helps to highlight the important 
interconnections between countries, as well as the problems with assuming such energy fuelled 
economic growth can continue indefinitely.  

Key Concepts: Energy Consumption, Economic Activity, Economic Growth.  

 The Biomes and food security unit’s content description ACHGK062 provides the opportunity to address 
the economic factors that influence food security.  An interesting approach might include an investigation 
of the differences between industrial agriculture and less energy intensive methods (e.g., organic 
agriculture), within the context of a globalising (quickly growing) economy.     

Figure 6. Content Description ACHGK062 (ACARA, 2014, p. 30). 

Peak Oil and Resource Depletion: This theme emphasises that every oil-producing country increases 
its oil extraction to the maximum sustained output, and then eventually sees production decline as 
the reservoirs are depleted.  Importantly, this theme highlights that oil, along with all non-renewable 
resources, does not simply run out or stop being extracted overnight.  Instead production declines after 
the higher quality, easier and cheaper to produce percentage of that resource, is extracted.  

Key Concepts: Oil Extraction, Oil Production, Extraction Rates, Conventional Oil, 
Unconventional Oil, Depletion, Peak Energy, Peak Resources.

The Water in the world unit’s content description CHGK037 provides the opportunity to address the 
basic knowledge needed to understand Peak Oil along with the general issues associated with resource 
depletion.       

Figure 7. Content Description ACHGK037 (ACARA, 2014, p. 17).      
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Energy Sprawl: This theme emphasises the ever increasing area that is devoted to energy production 
and its environmental impact.  It is useful as it highlights the physical footprint of an energy source’s 
development (e.g., a nuclear power plant) and the related infrastructure that should also be considered 
(uranium mines, access roads, processing plants, waste disposal sites, and power lines).  

Key Concepts: Energy Development, Energy Production, Energy Sources. 

The Environmental change and management unit’s content description ACHGK070 provides the 
opportunity to address energy sprawl.  For example, having students identify the complex human-induced 
environmental changes required for different energy developments (the infrastructure associated with 
energy sprawl), such as a coal power plant or a wind farm.      

Figure 8. Content Description ACHGK070 (ACARA, 2014, p. 36).

Pollution and Visual Blight: This theme emphasises the everyday harm caused by energy development 
that damages the beauty and health of the Earth’s ecosystems.  The air and water pollution from fossil 
fuel related use and disasters are the most obvious, but this theme also emphasises energy-related visual 
blight such as power lines, the aftermath of mountaintop removal, mining, and sprawling wind power 
developments.  

Key Concepts: Air Pollution, Water Pollution, Land Degradation, Energy Development 
Visual Blight.          

The Environmental change and management unit’s content description ACHGK071 focuses on the 
worldviews of people and the effects of these on their environmental management strategies.  This 
content description provides many opportunities to address pollution and visual blight. An example is an 
investigation of different environmental worldviews and how these influence people’s attitudes towards 
the effects of different energy developments.    

Figure 9. Content Description ACHGK071 (ACARA, 2014, p. 36). 

Climate Change: This theme emphasises the anthropogenic climatic changes that result from certain 
gases in Earth’s atmosphere holding additional heat that would otherwise be radiated off the planet’s 
surface.  

Key Concepts: Anthropogenic Climate Change, Weather Extremes, Greenhouse Gases, 
Hydrocarbon Based Energy System. 

The Biomes and food security unit’s content description ACHGK063 focuses on the challenges to food 
production around the world.  This content description offers the opportunity to address climate change 
through exploration of the challenges it provides food production around the world.   
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Figure 10. Content Description ACHGK063 (ACARA, 2014, p. 30).

Energy Conservation – Efficiency and Curtailment:  This theme emphasises two approaches towards 
using less energy.  Efficiency refers to achieving the same or more with less energy, and curtailment 
refers to actions that end frivolous and wasteful energy use, such as turning off a light when it is not in 
use.

Key Concepts: Efficiency, The Law of Diminishing Returns, Jevons Paradox, Curtailment.

The Place and liveability unit’s content descriptions ACHGK047 provides the opportunity to introduce the 
basic concepts from the Energy Conservation theme (efficiency and curtailment).  One example incudes 
looking at the roles energy efficiency and curtailment can play in enhancing liveability, and discussing if 
certain actions also act to enhance environmental sustainability.

Figure 11. Content Description ACHGK047 (ACARA, 2014, p. 19). 

The Geography Domain Categories 
The eleven energy literacy themes were useful 
in determining where and how in the geography 
curriculum educators could potentially address 
important energy literacy concepts.  However, 
to more clearly establish the usefulness of these 
concepts, and particularly how they could be 
used effectively with the Australian post-primary 
geography curriculum, new domain categories 
are needed.  Through the theoretical analysis of 
the relevant content descriptions, with particular 
emphasis on their corresponding energy 
literacy themes and concepts, three substantive 
domain categories emerged from the geography 
curriculum (Tables 2, 3 and 4).

These three domain categories reflect how 
the energy literacy themes were found to be 
clustered within the geography curriculum, and 
highlight how particular energy concepts could 
potentially be approached via geography’s unique 
perspectives and content.  The domain categories 
demonstrate that certain concepts, when 
understood and utilised together to highlight 
geographical content, provide a richer means of 
analysis and understanding in regards to energy 
concepts and issues.  These domain categories 
are discussed in the next section. 

The domain categories are a result of the 
geography content descriptions being grouped 

with their most relevant energy literacy theme 
clusters.  These clusters represent the energy 
literacy themes (and their relevant concepts) that 
were found to be consistently addressed together 
in the same content descriptions.  For example, 
Energy Sprawl, Pollution and Visual Blight, and 
Climate Change themes frequently appeared in 
the same content descriptions. All three themes 
appeared together once in Figure 8 and, in nine 
separate content descriptions, two of these three 
themes appeared together.  Each of the three 
substantive domain categories was developed 
and defined with consideration to data from the 
energy literacy themes and their corresponding 
clusters, their relevant concepts, and the relevant 
content descriptions and elaborations, along with 
the corresponding geography concepts and issues 
they highlight.

Energy and Society 
This domain category emphasises the different 
variety of energy sources people currently rely 
on, and how these energy sources influence their 
lives and their places.  It brings together a variety 
of concepts highlighted by the Net Energy, Energy 
Density, Embodied Energy, and Energy Slaves 
themes (see Table 2).  It is helpful to understand 
this domain category’s focus as the ways in which 
energy use, particularly the energy produced from 
fossil fuels, affects people today.  This emphasis 
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Energy and Society
Energy Literacy Themes Relevant Concepts Geography Themes & Concepts
Net Energy Energy Resources Environmental and Natural Resources
Energy Density Fossil Fuels Liveability of Places
Embodied Energy Power Equivalents Development of Place
Energy Slaves Modern Energy Economy Human Wellbeing

Human Settlements and Ways of Living

Table 2. The Energy and Society Domain Category and its Characteristics. 

allows students the opportunity to understand 
and appreciate how the majority of daily activities 
of those living modern lifestyles requires vast 
amounts of energy.  This focus also provides 
students the opportunity to investigate the unique 
characteristics of different energy sources, as well 
as inquiring about why certain regions or societies 
rely on particular energy sources.

Table 1 shows that the potential to address 
this themes’ concepts was limited within 
the geography curriculum, therefore we will 
demonstrate where these concepts and issues 
could be addressed using this new domain 
category’s approach.  While the Energy and 
Society domain category offers a valuable 
perspective that can potentially be employed 
throughout the post-primary geography 
curriculum, we have provided a key inquiry 
question as an example of how this domain 
category could be utilised to address energy 
related concepts and issues.

The key inquiry question from the Year 7 
unit of study is, What effect does the uneven 
distribution of resources and services have on 
the lives of people? (ACARA, 2014, p. 59).  This 
question provides the opportunity for students 
to investigate how the different energy sources 
people rely on (e.g., energy dense natural gas 
for electricity generation) greatly influence the 
liveability of their places (e.g., affordable and 
reliable electricity to power lights, supermarkets, 
urban development).  Transportation is an ideal 
example to demonstrate the differences in 
people’s lives that access to affordable and reliable 
energy makes, especially when compared to 
populations who use less energy intensive means 
of transportation and how these differences affect 
the development and liveability of their place.  

Generally, the Energy and Society domain 
category is most applicable to the geography 
content descriptions which address the topics of 
environmental/natural resources, services and 
facilities that affect the liveability of place as well 
as broad wellbeing and development issues, and 
the causes and consequences of different ways of 
living.  

Growth and Sustainability 
This domain category links the impact of energy 
on population growth through agricultural yield, 
city sprawl development, trade in goods, along 
with the limitations to growth in most places 
due to the dependency on non-renewable energy 
resources.  It brings together many of the 
concepts and issues highlighted by the Energy-
Fuelled Population Growth, Energy-Fuelled 
Economic Growth, and Peak Oil and Resource 
Depletion themes, while building on many 
concepts and issues from the Energy and Society 
domain category.4  It is useful to understand 
this domain category’s focus as the ways in 
which energy production and consumption have 
fluctuated over time, with a particular focus on 
the dramatic increases during the fossil fuel age.  
With a historical emphasis, this domain category 
allows students the opportunity to understand 
and appreciate the fundamental role energy plays 
in growth.  It also provides the opportunity for 
students to inquire about the likelihood of further 
growth in many different areas, while investigating 
the effects of growth and how these effects could 
be managed.

Again, we have provided a key inquiry question 
as an example of how this domain category could 
be utilised to address energy related concepts 
and issues within the post-primary geography 
curriculum.  

The key inquiry question from the Year 8 unit 
of study is, What are the consequences of 
changes to places and environments and how 
can these changes be managed? (ACARA, 2014, 
p. 59).  This question provides the opportunity 
for students to investigate the ways projected 
population growth in Australian cities and towns 
could be managed.  The Growth and Sustainability 
domain category provides a foundation of 
concepts that might result in students looking 
at the ways future energy insecurity could be a 
major emphasis for the management of projected 
population growth.  These approaches might 
focus on such areas as slowing population growth 
(investigating ways of encouraging smaller 
families), energy security (researching ways of 
increasing locally produced renewable energy), 
and food security (inquiring about the ways of 
increasing locally produced food).      
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Generally, the Growth and Sustainability domain 
category is most applicable to the geography 
content descriptions which address topics 
associated with economic activities and the 
effects associated with the different ways of living, 
managing and planning economic development 
and food production, and the interconnections 
between people and places. 

Energy and Environmental Change

This domain category emphasises the role energy 
(and energy development) plays in environmental 
quality (e.g., pollution, land degradation, and 
loss of biodiversity) and climate change.  It 
brings together many of the concepts and issues 
highlighted by the Energy Sprawl, Pollution and 
Visual Blight, and Climate Change themes.  It 
is helpful to understand this domain category’s 
focus as the environmental costs of energy use, 
with particular emphasis on the energy production 
methods of developed and less developed nations.  
In relation to the previous domain category, this 

focus allows students the opportunity to inquire 
about the desirability of growth in terms of energy 
production.  It also provides students with the 
opportunity to understand and appreciate the 
inherent environmental costs of all our potential 
energy development options.         

The key inquiry question from the Year 9 unit 
of study is, Why are interconnections and 
interdependencies important for the future of 
places and environments? (ACARA, 2014, p. 
61).  This question provides the opportunity for 
students to investigate how climate change and/
or industrial pollution are creating new challenges 
to food production in Australia and in other areas 
of the world.  This inquiry could lead students to 
a better understanding of the interconnections 
between food security, environmental quality, and 
the broader effects of climate change.  Students 
could also investigate the spread of knowledge 
that helps people improve the resilience of places 
and environments in the face of increasingly 
unpredictable weather patterns.     

Growth and Sustainability
Energy Literacy Themes Relevant Concepts Geography Concepts and Themes

Energy-Fuelled Population 
Growth
Energy-Fuelled Economic 
Growth  
Peak Oil and Resource Depletion 

Energy Resources 
Economic Growth 
Food Production 
Population Size 
Interconnectedness of 
Countries  
Oil Extraction 
Oil Production 
Conventional Oil  
Unconventional Oil  
Depletion 
Peak Energy 
Peak Resources

Production and Consumption 
Urbanisation
Migration
Changes to Human Wellbeing
The Liveability of Place 
Planning and Managing Development  
Planning and Managing for Change  
Food Security
Interconnections of Places and 
People

Table 3. The Growth and Sustainability Domain Category and its Characteristics.   

Energy and Environmental Change
Energy Literacy Themes Relevant Concepts Geography Concepts and Themes

Energy Sprawl
Pollution and Visual Blight 
Climate Change 

Energy Production 
Energy Sources
Energy Development
Air Pollution
Water Pollution
Land Degradation
Energy Development Visual 
Blight
Anthropogenic Climate Change
Weather Extremes
Greenhouse Gases
Hydrocarbon Based Energy 
System 

Environmental Quality
Landscape Degradation
Environmental Impact Assessments
Environmental Worldviews

Table 4. The Energy and Environmental Change Domain Category and its Characteristics.   
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Generally, the Energy and Environmental Change 
domain category is most applicable to the 
geography content descriptions which address the 
topics of atmospheric and hydrological hazards 
and climate change, environmental quality and 
the causes and effects of land, water and air 
degradation/pollution, and protecting landscapes 
and environments.  

The domain categories have helped to highlight 
a number of post-primary geography’s strengths 
in addressing energy concepts and issues.  
However, several limitations are notable.  These 
limitations within the current curriculum resulted 
in few opportunities for the Energy and Society 
domain category’s perspective to be utilised 
to emphasise a number of valuable concepts 
which are vital to understanding certain energy 
literacy themes.  Unsurprisingly it was found 
that, although there were clear opportunities to 
address issues associated with energy resources 
and use, opportunities to address the more 
technical concepts from the Energy Density and 
Embodies Energy themes were absent.  Therefore, 
the themes of this domain category’s highlighted 
valuable energy knowledge and issues. However, 
the geography curriculum failed to provide a clear 
opportunity to teach much of such foundational 
knowledge as the EROEI, Potential Energy, Energy 
Demanding, and Energy Intensity concepts.   

The concepts underlining the Growth and 
Sustainability domain category were found to be 
much better represented within the curriculum.  
Throughout, the opportunities to address how 
energy has, and currently is, driving growth 
along with the limitations to such growth were 
abundant when compared to the preceding 
domain category. The same can be said for the 
final domain category, Energy and Environmental 
Change.  Again, there were many opportunities 
to address the role energy plays in environmental 
quality issues and climate change.  Although the 
concept of energy was rarely explicitly mentioned 
within the curriculum, the geography themes 
and concepts were found to closely relate to 
the concepts highlighted by these two domain 
categories.

There was one energy literacy theme that 
was underrepresented in the curriculum.  The 
Energy Conservation–efficiency and curtailment 
theme was weakly addressed once in regard to 
improving the liveability of place.  The general 
absence of this theme’s concepts, particularly 
efficiency and curtailment, is surprising.  This 
theme’s concepts provide the knowledge for some 
of the more practical behaviour changes which 
students can employ.  

Conclusions 
The manner in which energy is captured 
and transformed lies at the heart of 
society’s relationship with the natural 

world; and, at the same time, the 
availability and accessibility of energy 
strongly influences the relationships 
among different societies, and between 
places (Bridge, 2010, P� 4)�     

Education for Sustainability employs an 
integrated systems approach which highlights 
the interdependence between the environmental, 
ecological, socioeconomic and political elements 
of sustainability issues (Kriewaldt, 2004, p. 28).  
Such holistic approaches to understanding and 
problem solving illuminates the reason why the 
post-primary geography curriculum’s energy 
literacy potential is high, and an integrated 
systems approach is the key to improving the 
energy literacy outcomes of Australian students.  

The above findings and analysis have 
demonstrated that the current post-primary 
geography curriculum provides many 
opportunities for the teaching of different 
energy literacy components.  Although there are 
significant opportunities to teach about energy 
concepts and issues, these opportunities were 
found to usually focus on certain components 
within an energy literacy theme.  As the domain 
categories demonstrate, understanding and 
utilising several energy literacy themes and 
their concepts provides a richer understanding 
of energy literacy issues, and this method 
represents a more integrated systems inspired 
approach to improving energy literacy.  Further 
still, utilising more than one domain category, 
where appropriate, adds significantly more detail 
and context to many energy issues.  For example, 
the Geography Growth and Sustainability domain 
category (with its focus on the limits to growth) 
would be enhanced with the inclusion of several 
concepts and themes found to underpin the 
Geography Energy and Environmental Change 
domain category.  With an emphasis on these 
two domain categories for example, geography 
teachers could emphasise the ways that climate 
change is affecting different elements of growth in 
different places (e.g., increasing extreme weather 
disaster clean-up costs and decreasing crop 
yields).

This study has sought to emphasise the 
importance of energy literacy to the broader 
geographical purpose of developing capable 
citizens who can think critically about 
sustainability issues and act in ways that 
contribute to more sustainable patterns of living.  
This was achieved through highlighting the 
growing importance of the concept of energy to 
the field of geography in general and post-primary 
geography in particular.  Through an analysis of 
the post-primary geography curriculum, it was 
found that many opportunities exist to address 
energy concepts and issues from a geographical 
perspective, but the degree to which energy 
literacy is deliberately taught in the post-primary 
classroom depends significantly on the teacher, 
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his or her own level of energy literacy, and each 
teacher’s willingness and capacity to teach energy 
concepts and issues. We argue that geography 
teachers should take up this challenge to integrate 
energy literacy into their curriculum design and 
delivery.  
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Endnotes
 1.  Content descriptions outline the learning 

objectives and elaborations provide 
suggestions to guide teachers to meet these 
objectives.  

 2.  These themes are further elaborated on in 
Heinberg’s (2012, pp. 5–21) introductory 
chapter. 

 3.  For educators, it is mandatory that they teach 
the content description.  The accompanying 
elaborations, however, are suggested 
examples of how certain aspects of the 
content description can be taught.    

4.  This is important to acknowledge, as the 
interrelationships between certain Energy 
Literacy themes (such as the Energy Density 
of fossil fuels and the past few centuries 
of a relatively high rate of Energy-Fuelled 
Economic Growth) provide a more elaborate 
understanding of our current energy related 
issues.   
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Abstract
The Australian Geography Teachers Association 
(AGTA) represents the views of Australian 
geography teachers on educational matters. AGTA 
also seeks to improve the capacity of geography 
teachers to respond to a changing teaching and 
learning landscape. The Australian Curriculum, 
Assessment and Reporting Authority (ACARA) is 
an independent authority operating in a national 
education context. It was established as a result 
of political decision-making and charged with 
developing a world-class national curriculum. 
Between 2009 and 2013, AGTA Board members 
and their nominees were extensively involved in 
the ACARA curriculum development process for 
the Foundation to Year 10 Australian Curriculum: 
Geography, and the Senior Secondary Australian 
Curriculum: Geography. A common question 
asked by key stakeholders has been how much 
influence did AGTA actually have? To respond 
to this question, the Theory of Stakeholder 
Identification and Salience (TSIS) is applied first, 
to identify the attributes of AGTA as a key interest 
group and second, to analyse the extent of AGTA’s 
influence in shaping Foundation to Year 10 
Australian Curriculum: Geography content within 
ACARA’s curriculum development process.

Introduction
This paper communicates the purpose, method, 
data analysis and conclusions of a research 
project completed during 2013 as part of a Master 
of Educational Research degree. Using the work 
of Kleeman (2005) as a base, this research aims 
to build on the literature about the influence 
of interest groups in a Foundation to Year 10 
Australian Curriculum: Geography context from a 
New South Wales Geography Years 7–10 Syllabus 
context. Therefore, the Theory of Stakeholder 
Identification and Salience (TSIS) was applied to 
a national educational context with dual purpose. 
Firstly,  to identify the attributes of the Australian 
Geography Teachers Association (AGTA) as a key 
interest group; and secondly, to analyse the extent 

to which AGTA was able to shape Foundation to 
Year 10 Australian Curriculum: Geography content 
within the Australian Curriculum, Assessment 
and Reporting Authority’s (ACARA) curriculum 
development process. 

There was a multidimensional aspect to my 
interest in developing and conducting this project. 
Firstly, my employment at ACARA as Senior 
Project Officer (SPO) for Geography meant that I 
led the development of the Foundation to Year10 
Australian Curriculum: Geography from shaping 
through to implementation. Secondly and earlier, 
I was a school-based Geography educator, leader 
and mentor, and was subsequently involved with 
the professional association (AGTA). Thirdly, 
there was interest from the local to international 
geography education community about who had 
input into the Australian Curriculum and to what 
extent. There was, finally, the opportunity to 
extend the work of Kleeman (2005).

The specific time frame for this research is 
between December 2012 and May 2013 when 
ACARA led an out-of-session targeted and 
collaborative consultation process with the state 
and territory curriculum authorities and AGTA 
ahead of it being presented to the ACARA Board 
and Ministers for endorsement and publication. 

Purpose
According to business and political science 
literature, stakeholder theory confirms the need 
for businesses to identify and manage stakeholder 
relationships in response to three attributes: 
power, legitimacy and urgency (de Bussy & Kelly, 
2010; Ingenbleek & Imminck, 2010; Mitchell, 
Agle, & Wood, 1997). However, more recent 
research from Myllykangas, Kujala, and Lehtimaki 
(2011) supports the importance of these 
attributes but proposes that they alone are not 
enough to understand why particular stakeholder 
or interest groups are important to and for the 
business. They suggest an appreciation about 
the nature of the stakeholder relationship, and 

Interested and Influential: The Role 
of a professional association in the 
development of the Foundation to Year 10 
Australian Curriculum: Geography
Susan Caldis
Lecturer in Geography Education, Macquarie University 
Head Teacher HSIE, Castle Hill High School, NSW
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influence public policy, and is characterised by the 
depth of relationship developed between itself (the 
interest group) and the government as it seeks to 
exert its opinion and influence over government 
decision-making on a particular issue. Kleeman 
(2005) also suggests interest groups are those 
who play a key role in shaping the development 
and implementation of curriculum in terms of 
what and how students should learn. Due to the 
educational context of this research, interest 
group is the preferred terminology.

From the business literature, Mitchell, Agle, and 
Wood (1997, pp. 853–857 & 865–867) suggest 
stakeholders or interest groups have three 
attributes, or some combination of the three – 
power, legitimacy, urgency. Power refers to the 
ability of the stakeholder to impose its will to get 
a desired outcome. Often this is achieved through 
financial or material resources. Legitimacy relates 
to what is desirable, proper or appropriate in the 
context of business operation and goals. It is not 
as absolute as power but legitimacy and power 
can often be combined although they are separate 
stakeholder attributes. Urgency is expressed 
as requiring immediate attention in relation to 
time or if the relationship is of a critical nature 
to the business – that is, greater problems will 
be caused for the business if a deadline is not 
met and/or the relationship is broken off. Once 
stakeholders have been identified, it is then up to 
the manager to apply the attributes and determine 
which stakeholders should be paid more attention 
compared to others, or whether they should be 
acknowledged at all. Businesses are more likely 
to respond to, and foster a relationship with, a 
stakeholder who has a higher number of attributes 
which typically indicates greater levels of salience. 
TSIS leads to a business being able to develop 
more effective stakeholder management plans. 

Ingenbleek and Imminck (2010, pp. 53–56 & 63) 
applied TSIS to discuss how a business managed, 
and responded to, conflicting stakeholder group 
views on the development of corporate social 
responsibility standards in the Netherlands. 
Their findings revealed some stakeholder groups 
yielded more power and urgency than others, and 
a structured decision-making process helped a 
business control and settle conflicting stakeholder 
views. 

Myllykangas, Kujala, and Lehtimaki (2011) defined 
stakeholders according to the definition framed by 
Freeman in 1984, as cited in de Bussy and Kelly 
(2010, p. 292). They also drew on research from 
Mitchell, Agle, and Wood (1997, pp. 856–857) 
to support the use of power, legitimacy and 
urgency as attributes to identify and categorise 
key stakeholders and to understand relationships 
between the business and its stakeholders – the 
who and the what, as coined by Mitchell, Agle, 

how this relationship has developed over time 
and become valuable to the business are also 
necessary. 

Ingenbleek and Imminck (2010) used the Theory 
of Stakeholder Identification and Salience 
to focus on stakeholder management by 
investigating firstly, the importance of processes 
for consultation with stakeholders, secondly, 
how to manage their (sometimes conflicting) 
views, and thirdly to become more aware of 
who the important stakeholders are, why they 
are important, and when it is appropriate to 
include them as part of or outside of a formalised 
consultation process.

My research applies TSIS to an educational 
context. It focuses on the identification of a 
key interest group, their attribute(s), and their 
role in influencing the outcomes of curriculum 
development for the Foundation to Year 10 
Australian Curriculum: Geography. TSIS provides 
a theoretical lens to examine the curriculum 
development processes of ACARA which is a 
business operating in a national education context 
and established as a result of political decision-
making. TSIS is also used to explain and describe 
the relationship between ACARA and AGTA and, 
therefore, explore the methods and extent to 
which AGTA was able to remain prominent and 
influential to ACARA in shaping the content for 
the Foundation to Year 10 Australian Curriculum: 
Geography during the designated time frame. 

The evidence gathered from this research can be 
used to enhance understanding about the agency 
of such groups in an Australian educational 
context rather than in a business or political 
context. This is of particular interest because 
it is the first time competing opinions between 
state and territory curriculum authorities and 
professional associations have influenced a 
curriculum development process across Australia. 
The evidence also responds to the literature 
suggesting businesses (such as ACARA) and 
interest groups (such as AGTA) require an 
appreciation about the nature of the stakeholder 
relationships, how the relationship developed over 
time, and became valuable to each other. 

1. Summary of Literature
The difference between stakeholder and interest 
group has been defined across business, political 
science and education literature. In de Bussy and 
Kelly (2010, p. 292) Freeman’s definition of a 
stakeholder, coined in 1984, is cited:  “any group 
or individual who can affect or is affected by the 
achievement of the firm’s objectives”.  Within an 
educational context, Kleeman (2005, pp. 111–
115) argues that interest group is the preferable 
nomenclature. An interest group seeks to 
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Curriculum. AGTA was also responsible for 
shaping the conceptual framework of the 
curriculum by publishing Towards A National 
Geography Curriculum Position Paper (McInerney, 
Berg, Hutchinson, Maude, & Sorensen, 2009). 
This project involved significant research, 
mapping of international curricula, and nationwide 
consultation workshops with geography teachers 
and academics. As a result, AGTA proposed the 
scope for the national geography curriculum 
should foreground key concepts such as place 
and space; include the use and application 
of inquiry methods, spatial technologies and 
fieldwork; develop the ability of students to 
think geographically and encourage informed 
decision-making for the future based on a variety 
of perspectives; and, draw on content from an 
integration of physical and human geography 
disciplines with a local, national and international 
focus (McInerney, et al., 2009).  

ACARA, previously known as the National 
Curriculum Board, has a curriculum development 
process specifying stakeholder consultation 
and engagement at particular points throughout 
the shaping and writing phases (ACARA, 2012 
April). The ACARA website indicates engagement 
and consultation with interest groups “plays an 
integral role in establishing the directions for 
the design and development of the curriculum” 
(http://www.acara.edu.au/curriculum/consultation.
html).  Consultation reports (National Curriculum 
Board, 2009, and ACARA, 2012 August) indicated 
some interest groups had emerged from the wider 
stakeholder group as being particularly prominent 
in shaping the Australian Curriculum overall. 
In the context of the Foundation to Year 10 
Australian Curriculum: Geography and the Senior 
Secondary Australian Curriculum: Geography, 
these interest groups included state and territory 
curriculum authorities such as the Victorian 
Curriculum and Assessment Authority, and 
professional teacher associations such as AGTA. 
According to TSIS literature, this is because each 
interest group demonstrated a combination of 
attributes and had a valuable relationship with 
ACARA. 

In applying the TSIS literature, the attributes put 
forward by Mitchell, Agle, and Wood (1997) can 
be applied to the key interest groups associated 
with ACARA and from that, conclusions can 
be drawn about the priority with which ACARA 
responded to the concerns of these groups. The 
argument put forward by Myllykangas, Kujala, and 
Lehtimaki (2011) about value of a relationship can 
also be applied to ACARA’s key interest groups 
to provide a richer explanation about the priority 
with which ACARA responded to concerns raised. 
The importance of a structured decision-making 
process to settle conflicting stakeholder views 
(Ingenbleek & Imminck, 2010) can also be applied 

and Wood (1997).  However, Myllykangas, Kujala, 
and Lehtimaki (2011, pp. 65–66) contended 
TSIS was not sufficient to ascertain the value 
of a stakeholder relationship to a business even 
though TSIS was useful for identifying and 
prioritising stakeholder groups. In their research 
about stakeholder relationships in Finland, they 
proposed TSIS did not explain the dynamics of the 
stakeholder relationship or how the relationship 
between the business and the stakeholder 
group(s) developed and created value for the 
business. Their research confirmed stakeholder 
relationships developed and changed over time, in 
response to the three attributes of the stakeholder. 
However, it was the cooperational aspect of the 
stakeholder relationship that created value in 
the relationship – for both parties – cooperation 
based on a combination of factors including 
history, objectives, interaction and mutual sharing 
of information, trust and the potential to learn 
from previous events (Myllykangas, Kujala, & 
Lehtimaki, 2011, pp. 68–71). 

In the Australian educational context, Kleeman 
(2005) used interest group theory to explore 
the nature and perspectives of interest groups 
involved in shaping the 1992 New South Wales 
Geography Years 7–10 Syllabus� In his work, 
Kleeman examined the dispute over the mandating 
of curriculum perspectives to gain an insight into 
the dynamics of the curriculum development 
process. The importance of the perspectives 
held by key interest groups (including specific 
individuals) was explored and an account was 
provided about how their worldviews influenced 
curriculum development and content. In a 
Canadian higher education based setting, Powell 
(2008) applied TSIS to discuss the perceptions 
interest groups had about decision-making 
processes in publicly funded post-secondary 
education institutions, and their beliefs about 
who had the greatest influence in these decision-
making processes. Powell, and later work by 
Ingenbleek and Imminck (2010), noted that the 
importance of a balanced and mediated process 
became evident when dealing with powerful and 
conflicting stakeholder views about a particular 
issue. 

Through the literature, AGTA was identified 
as a prominent key interest group. AGTA is 
an association of geographical educators who 
seek to serve geography teachers and tertiary 
educators. More specifically, according to their 
website, AGTA also seeks to “represent the 
interest of its member affiliates on national 
education decision making bodies” (http://www.
agta.asn.au/About%20AGTA/mission.php). 

AGTA lobbying was responsible for having 
Geography included in the Phase 2 suite of 
subjects to be developed as part of the Australian 

http://www.agta.asn.au/About AGTA/mission.php
http://www.agta.asn.au/About AGTA/mission.php
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sequence. This instrument was of a qualitative 
nature.

The second instrument was a questionnaire 
with twenty-four mostly closed questions. This 
instrument was predominantly quantitative in 
nature and some questions were informed from 
responses received from the online discussion 
forum. 

The third instrument was a focus group with five 
open-ended questions and one closed question. 
This instrument is qualitative in nature and some 
questions were informed by responses received 
from the questionnaire.

Johnson and Christensen (2012, p. 212) indicate 
existing data, which would have been originally 
recorded or left behind at an earlier point in 
time, are also able to be used with other data 
for corroboration as part of the study. In this 
particular case, secondary data include annotated 
meeting notes, email discussions, and written 
feedback submitted to ACARA by their interest 
group(s). 

A mixed-methods research design was 
chosen for this research after consideration of 
recommendations by Johnson and Christensen 
(2012, p. 439) and other educational research 
completed by Germeten (2011), and McInerney, 
et al. (2009). The latter researchers used similar 
methodologies to focus on stakeholder opinions 
about curriculum. Johnson and Christensen 
(2012) indicate a more reliable evidence base 
is often achieved from a mixed-methods design 
compared to a single method of research. A 
mixed sampling design was adopted – identical-
sequential – thus quantitative and qualitative 
data were collected sequentially, and the 
same individuals participated in each research 
activity associated with the study (Johnson & 
Christensen, 2012, p. 238). 

Data Analysis
1. What attribute(s) particularly apply 

to AGTA, between December 2012 and 
May 2013, according to the Theory of 
Stakeholder Identification and Salience?

All research participants in the online discussion 
forum responses and the focus group affirmed 
AGTA was engaged by ACARA in all consultation 
processes. In addition, ACARA was genuinely 
interested in the feedback and opinions provided 
by AGTA. For example, 

Members of AGTA had expertise and 
familiarity with the school education 
context� There was recognition on ACARA’s 
part that they had to accommodate AGTA 
because to alienate them would have 

to ACARA’s curriculum development process and 
the associated opportunities for consultation and 
engagement. 

2. Overarching Question and Hypothesis
In response to the literature, research was framed 
around two overarching research questions:

• What attribute(s) particularly apply to AGTA 
between December 2012 and May 2013, 
according to the Theory of Stakeholder 
Identification and Salience?

• How, and to what extent, was AGTA able 
to influence the direction of content for the 
Foundation to Year 10 Australian Curriculum: 
Geography between December 2012 and May 
2013?

My hypothesis is that between December 2012 
and May 2013, AGTA can be identified as a 
salient interest group based on their attributes 
of legitimacy and urgency. As a result, AGTA will 
be able to influence the direction of content for 
the Foundation to Year 10 Australian Curriculum: 
Geography to a significant extent. This will be 
achieved through AGTA representatives being 
involved in a number of activities associated 
with the ACARA-led out-of-session targeted 
consultation process.

Method

1. Research participants, instruments and 
design 

The research participant population was sampled 
from the AGTA Board: a purposeful/criterion-
based sample for the qualitative component of 
research, and a non-random purposive sample for 
the quantitative component of research (Johnson 
& Christensen, 2012, pp. 231–235). This 
resulted in two female and five male geographical 
educators being recruited. They were located in 
New South Wales, Queensland, South Australia 
and Victoria.

AGTA is the peak national professional association 
for geography teachers and comprises seven 
member affiliate associations. I chose to 
focus on this interest group because AGTA 
has a longstanding commitment to promoting 
Geography as a relevant, distinct and unique 
discipline. AGTA Board representatives were 
appointed to the ACARA advisory panel, 
curriculum writing team, and media consultation 
contacts. 

Three instruments were used in the research. The 
first was an online discussion forum with three 
open-ended questions plus the opportunity to put 
forward any further thoughts the participant felt 
could not be expressed as part of the questioning 
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group to ACARA because AGTA’s advice curtails 
conservative advice from jurisdictions. Eighty-
three per cent of respondents believed a valuable 
relationship had been created between ACARA 
and AGTA. The most popular reasons (57%) 
identified were collaboration, and history. Half 
of the respondents penned an additional reason 
as personal relationship for example, personal, 
long-term relationships between AGTA Board 
and ACARA staff (written response, Question 14, 
questionnaire).

Whilst there was clear and positive 
acknowledgement of AGTA being included in 
consultation activities, eighty-three per cent of 
respondents felt that ACARA did not incorporate 
feedback equally from all key interest groups. 
Only forty per cent of the respondents believed 
all the advice provided by AGTA was incorporated 
in the published Foundation to Year 10 Australian 
Curriculum: Geography, however, sixty per cent 
of respondents believed most of the advice was 
incorporated in the final document. 

Secondary data such as email trails, diary entries 
and notes scribed from telephone conversations, 
support the existence of a respectful, valued, 
strong relationship between the SPO and the 
AGTA Board. Email trails between the SPO, AGTA 
Chair and other AGTA Board members between 
January and May 2013 indicate regular discussion 
and clarification about the iterative revisions to 
the curriculum. In addition, there were requests 
from ACARA to AGTA Board members for further 
advice in response to recommendations provided 
by the state and territory curriculum authorities. 
These inquiries particularly related to the inquiry 
and skills strand, overarching inquiry questions, 
conceptual understanding, and content for 
Year 8 Landforms and landscapes and Year 9 
Geographies of interconnections.

Conclusion to the First Overarching 
Question
Data and information gleaned from qualitative 
and quantitative research activities, secondary 
data, and the body of referenced literature identify 
two attributes emerging in the identification 
of AGTA as a salient key interest group. The 
dominant attribute is legitimacy with AGTA 
being a collective of geographical educators who 
was clear, well researched and articulate about 
providing a rationale for Geography being part of 
the Australian Curriculum, and what should be 
the focus of content throughout the curriculum 
development process. Additionally, ACARA’s 
receipt and use of McInerney et al. (2009) that 
became the blueprint about what a Geography 
curriculum could look like, also contributed to 
the legitimacy of AGTA as a key interest group to 
ACARA. 

derailed the process because AGTA had 
acted in a political manner in the beginning 
through their deputation to ministers 
(online response, Question 4, discussion 
forum)�

Approximately fifty per cent of the research 
participant group referenced the importance of 
the relationship developed over time between 
AGTA Board members and such key ACARA staff 
as the Senior Project Officer (SPO), in ensuring 
AGTA was included in, and responded to, in the 
consultation processes.

One of the strengths was the personal 
relationship between the ACARA officer 
and AGTA, and this provided AGTA with 
a greater degree of influence than it 
may have otherwise enjoyed had that 
relationship not existed� That was the 
key to AGTA’s influence (online response, 
Question 4, discussion forum)�

Secondary data confirmed ACARA was interested 
in and valued AGTA’s feedback and was willing to 
engage AGTA in the out-of-session consultation 
process. Internal ACARA documents, including 
informal notes scribed at meetings between 
Curriculum Managers and the SPO during the 
weeks of 10 and 17 December 2012, revealed the 
request from the SPO to Curriculum Managers 
concerning the importance of including AGTA 
in the targeted consultation activities; secondly, 
the approval of this request from managers; and 
thirdly, telephone conversations between ACARA 
staff and the AGTA Chair about the upcoming 
targeted consultation process, expectations of 
involvement including participation in a formal 
teleconference in early 2013, and an agreement 
that AGTA Board members will be engaged in 
the process. However, more than half of the 
research participants believed the views of AGTA 
were not as important to ACARA compared to 
other interest groups, as indicated in this quote: 
There is a tension between AGTA wanting to push 
geography forward and to excite students, and 
what jurisdictions feel comfortable with (verbal 
response, Question 3, focus group).

Data from the questionnaire revealed 100 per 
cent of respondents expected ACARA to include 
AGTA in targeted consultation activities. Whilst 
as AGTA Board members, they strongly agree 
AGTA is an important interest group to ACARA, 
the respondents indicated equally they agree 
or strongly agree that ACARA sees AGTA as 
an important interest group. The most popular 
reason, equally chosen by participants was 
representation of teachers and therefore teacher 
voice, and professional expertise in Geography 
and geographical education� One respondent 
suggested AGTA was an important interest 
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who needed to sign-off on the curriculum (online 
response, Question 1, discussion forum).

Therefore, whilst AGTA Board members were 
able to participate in such targeted consultation 
activities as teleconferences and one-to-one 
discussions with ACARA staff, participants 
believed AGTA was able to influence the direction 
of the content for the Foundation to Year 10 
Australian Curriculum: Geography to only a 
moderate extent. During the focus group, an 
average rating of three out of five was given from 
research participants about the level of influence 
they believed AGTA had in shaping the direction of 
content for the Foundation to Year 10 Australian 
Curriculum: Geography� 

The majority of responses on the online 
discussion forum indicated participants saw the 
strengths of the Foundation to Year 10 Australian 
Curriculum: Geography as being the underpinning 
concepts and the focus towards using them to 
frame geographical thinking; spatial technologies; 
and the inquiry methodology. Participants 
believed this was related to AGTA’s feedback 
being reflected in the published document and 
are areas of the curriculum the participants 
thought AGTA was able to influence with success.  
These responses correlate with revelations from 
the focus group where participants expressed 
support for the way in which ACARA had listened 
and responded to AGTA feedback about fieldwork, 
spatial technologies, skills and inquiry in the 
Foundation to Year 10 Australian Curriculum: 
Geography.

At one of the teleconferences we were 
insistent about fieldwork and the use of 
spatial technologies� This came through 
clearly in the document (verbal response, 
Question 2, focus group)�

Constant harping on about the place of 
spatial technologies, fieldwork and inquiry 
was listened to and ended up more in 
there than I thought it would� Some of 
the fundamental things we wanted to see 
in the curriculum from the Towards A 
National Geography Curriculum Position 
Paper project are there (verbal response, 
Question 2, focus group)�

However, all participants believed the weaknesses 
of the Foundation to Year 10 Australian 
Curriculum: Geography related to AGTA’s 
advice not being adequately reflected in the 
published document. Moreover, ACARA had not 
incorporated enough of AGTA’s feedback and 
advice about the direction of content for Year 9 
and obtaining a mandated status for fieldwork 
and spatial technologies, even though both of 
the latter are mentioned and represented in the 
curriculum.

The other attribute is urgency. AGTA Board 
members had a critical relationship with ACARA 
staff because of their legitimacy and if ACARA had 
removed AGTA from the consultation process, 
the quality of the curriculum and reputation of 
ACARA would have been compromised. This 
reflects research from Mitchell, Agle, and Wood 
(1997), and de Bussy and Kelly (2010). In 
determining whether an additional attribute of 
value in the relationship existed between ACARA 
and AGTA, the research from Myllykangas, Kujala, 
and Lehtimaki (2011) suggested a valuable 
relationship was evident. This is principally due to 
the following two factors. First, AGTA’s objectives 
are congruent with the subject currently being 
developed (Geography). Second, the history and 
nature of the relationship between AGTA Board 
members and ACARA staff is due to the length of 
time these two groups worked closely together 
developing the Foundation to Year 10 Australian 
Curriculum: Geography.

The ACARA-led out-of-session targeted 
consultation activities also reflect the research 
from Ingenbleek and Imminck (2010) about 
the importance of an institution with many 
interest groups like ACARA having a process for 
consultation with significant key interest groups 
to manage their different and often conflicting 
views. It was through the targeted consultation 
activities the two significant interest groups to 
ACARA (state and territory curriculum authorities 
and the peak professional association) were able 
to provide input to the revisions of the Foundation 
to Year 10 Australian Curriculum: Geography 
even though ACARA may not have considered 
and responded to the feedback from each interest 
group with equal weight.

In response to the first overarching question, the 
TSIS confirms the attributes of legitimacy and 
urgency applying to AGTA, and also suggests the 
value and nature of the relationship between AGTA 
and ACARA enhances the salience of AGTA as a 
key interest group to ACARA. The first part of the 
hypothesis is, therefore, confirmed.

2. How, and to what extent, were AGTA able 
to influence the direction of content for the 
Foundation to Year 10 Australian Curriculum: 
Geography between December 2012 and May 
2013?

Comments reflective of the opinion articulated 
below – AGTA being an important but not the 
most important interest group to ACARA – were 
expressed by fifty per cent of participants in the 
online discussion forum and during the focus 
group. 

the views of AGTA and GTA’s were of a lesser 
status compared to the jurisdictions – quite 
understandably because it was the jurisdiction 
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Conclusion to the Second Overarching 
Question
Data and information gleaned from qualitative and 
quantitative research activities, secondary data 
and the literature review suggests the level of 
salience accorded to AGTA by ACARA is relative 
to the number and combination of identifiable 
attributes; and to their power compared to 
another key interest group – the state and territory 
curriculum authorities. This reflects the research 
findings of Mitchell, Agle, and Wood (1997). 
Whilst AGTA can be identified as a legitimate 
and urgent interest group, comparatively greater 
salience was found in the state and territory 
curriculum authorities who ultimately had to sign-
off on the curriculum. Therefore, AGTA lacked 
power as an attribute and was unable to influence 
the direction of all content in the curriculum 
as desired. This was despite AGTA having 
provided McInerney et al. 2009 to ACARA and 
this document becoming the reference point for 
Australian curriculum development in Geography. 
However, there were crucial aspects of Geography, 
included in the Foundation to Year 10 Australian 
Curriculum: Geography, that are attributable to 
the value ACARA placed on AGTA as a salient key 
interest group.

Overall Conclusion
As referenced in the analysis of the first 
overarching question, the research from 
Ingenbleek and Imminck (2010) identifies the 
relevance and importance of an institution like 
ACARA (which has many interest groups), for 
having a consultation process with significant key 
interest groups to manage their different and often 
conflicting views. It was through the targeted 
consultation activities that two salient interest 
groups to ACARA were able to provide input to the 
revisions of the Foundation to Year 10 Australian 
Curriculum: Geography, even though participants 
perceived ACARA did not consider and respond to 
the feedback from each interest group with equal 
weight.

In response to the second overarching question, 
AGTA was able to influence direction of content 
for the Foundation to Year 10 Australian 
Curriculum: Geography between December 2012 
and May 2013 through their involvement in formal 
(such as teleconferences) and informal (such 
as email exchanges and one-to-one telephone 
conversations) consultation activities. The extent 
to which AGTA was able to influence content 
could be said to be significant because they 
were one of two key interest groups involved in 
targeted consultation activities in that timeframe. 
However, compared to the other key interest 
group involved in the process, AGTA was less 
influential and it is suggested the extent of 

To see fieldwork in content descriptions 
would have been the aim� The same could 
be said for spatial technologies (verbal 
response, Question 3, focus group)�

It is disappointing that personal 
geographies (in Year 9) is not as heavily 
represented as it should have been (verbal 
response, Question 3, focus group)� 

Participants were of the opinion that if academic 
geographers had been included, and ACARA 
targeted consultation had comprised a wider 
variety of activities such as forum meetings of 
geography teachers, AGTA may have had more 
success in influencing the direction of content, 
particularly for Year 9.

During December 2012 and February 2013, 
the relevant secondary data would support the 
perception that whilst AGTA was valued and 
their advice was listened to, there was, however, 
another interest group who had greater say about 
the content of the Geography curriculum. Internal 
documents received by ACARA from state and 
territory curriculum authorities – including formal 
letters, tracked change versions of the revised 
curriculum with comment boxes, and email 
trails between Curriculum Managers from both 
organisations – indicate significant concern with 
content about personal geographies because it is 
outside the scope of what is known as Geography 
in schools. Meeting notes scribed during 
teleconferences between ACARA and the state and 
territory curriculum authorities reveal reluctance 
from the latter to sign off the curriculum if the 
content was not revised in accordance with their 
recommendations. 

Data from the questionnaire revealed sixty-seven 
per cent of respondents felt AGTA made a good 
contribution to the content revisions between 
December 2012 and May 2013. Eighty-three per 
cent of respondents believed the summary sheet 
of AGTA feedback was an accurate reflection 
of advice provided to ACARA during an ACARA 
initiated teleconference on 13 February 2013. 
However, only fifty per cent of respondents 
felt most of the advice from the teleconference 
had been reflected in the Foundation to Year 10 
Australian Curriculum: Geography� This reflects 
participant views, outlined in the previous section, 
that a clear majority (83%) believed ACARA did 
not consult equally with all key interest groups, 
and neither did ACARA incorporate feedback 
equally from all key interest groups. Overall, fifty 
per cent of respondents indicated they believed 
between 50 and 75 per cent of total advice AGTA 
provided to ACARA, between December 2012 
and May 2013, was incorporated in the published 
Foundation to Year 10 Australian Curriculum: 
Geography. 
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p.71) suggested a mixed-methods design as 
preferable because data gained from quantitative 
and qualitative research tasks became combined 
into a single study, leading to a better quality 
of evidence. The weaknesses or limitations of 
evidence gained from mixed-methods research 
were minimised compared to evidence gained 
from a single research method. 

The research participant population was an 
identical-sequential and purposeful sample. This 
seven participant sample group was accessible 
but small. The research participants were directly 
involved in the development of the curriculum 
and/or consultation activities with ACARA. They 
are geographical educators so their expertise is 
relevant to the research. 

The first part of the hypothesis was confirmed 
– AGTA was a salient interest group with the 
attributes of legitimacy and urgency. The second 
part of the hypothesis was confirmed with 
qualification – AGTA was able to have significant 
influence in shaping the direction of content for 
some parts of the curriculum because they were 
one of two key interest groups included in the 
ACARA-led out-of-session targeted consultation 
process. In comparison to the state and territory 
curriculum authorities, AGTA had a moderate 
influence in shaping the direction of content, 
particularly for cultural and personal geography. 

This research identified a particular research 
problem that is the first of its kind in an Australian 
educational context. The results of this research 
have the potential to build on the work of Kleeman 
(2005), Ingenbleek and Imminck (2010), and 
Myllykangas, Kujala, and Lehtimaki (2011).
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Appendices
Appendix 1: Questions for the online 
discussion forum
This online discussion forum included four 
questions: three open-ended questions plus an 
opportunity to put forward other thoughts that 
may not have been covered in the questions 
provided about the type and importance of the 
relationship between ACARA and AGTA, ACARA’s 
consultation processes, and the Foundation to 
Year 10 Australian Curriculum: Geography�
Appendix 2: Questions for the questionnaire
The questionnaire included twenty-four questions 
about the type and importance of the relationship 
between ACARA and AGTA, ACARA’s consultation 
processes, and content in the published 
Foundation to Year 10 Australian Curriculum: 
Geography.
The responses provided in the online discussion 
forum were used to inform and develop some 
of the questions. There were two sections in 
the questionnaire. The first section focused on 
the involvement of research participants with 
AGTA and ACARA consultation processes. The 
second section focused on opinion about ACARA 
consultation processes and AGTA’s involvement in 
these processes.
Appendix 3: Questions for the focus group 
discussion
The focus group discussion included five 
open-ended questions plus an opportunity to 
put forward other thoughts that may not have 
been covered in the questions provided about 
the type and importance of the relationship 
between ACARA and AGTA, ACARA’s consultation 
processes, and the Foundation to Year 10 
Australian Curriculum: Geography�
The responses provided in the online discussion-
forum and the questionnaire were used to inform 
and develop some of the questions.
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A dictionary of human geography, by three eminent 
geographers, and with over 2,000 listings, would be a welcome 
addition to the resources of senior geographers and students 
interested specifically in human geography. 

This volume is immensely interesting to all geographers and 
those in associated fields, as it covers a wide range of current 
terminology connected to human geography. Its selections are 
broad in scope and provide a text for browsing, as well as in-
depth research. The entries are clearly expressed for the serious 
geography reader, as well as for those seeking a quick meaning 
for an unknown term.  

This dictionary is wide-ranging in its definition of human 
geography and includes a broad sweep of current terms in 
this volume. Entries consider key concepts, people, schools of 
thought, time periods, major events, specific places and relevant 
organisations for terms being presented.  

The alphabetical listings are accompanied and supported 
by references, advice for further reading, web links and an 
extensive appendix containing maps. The interesting web 
links suggest unusual wikis and websites. The dictionary also 
includes web links that are updated on a dedicated companion 
web site. Many of the terms have been cross referenced in 
the text, allowing the reader to gain a full understanding and 
implication of terms.  

Topics covered in this highly useful and extensive volume 
include surveillance with cross references to biopolitics and Big 
Data, risk society which is a new form of subpolitics exemplified 
by Greenpeace, through to tactile mapping. Familiar terms 
such as humanistic geography, maps and shifting cultivation 
are covered, but they come with a fresh approach or additional 
insight.

This is really a highly useful text that should be in every school 
or college. Its current and broad scope makes it a wonderful text 
for all those interested in human geography, which is all of us. 

Kerry Bainbridge
Brentwood Secondary College, Victoria

An introduction to human-environment geography is a complex 
and thoughtful book aimed at introductory tertiary-level 
Geography students. The 14 chapters are set out as a textbook 
resource, although much of the content reads like a novel. Each 
chapter includes an icebreaker (normally a case study), clearly 
defined objectives followed by the major themes, and finally a 
summary – which includes key vocabulary and a set of thought-
provoking critical questions.

The main objective of the book is to introduce students to 
geography’s unique and rich approach to understanding 
human-environment interactions and environmental issues. 
The icebreakers provide fascinating case studies used to 
illustrate such themes as human modification of the landscape 
and globalisation. One example describes the unusual but 
interesting trade, by the Incas and subsequently some European 
civilisations, of a type of bird droppings to illustrate themes 
such as human dependence on natural factors, sustainability 
of natural resources, and the complexities of controlled 
management of the environment. A discussion follows about 
ideas such as the inability of global capitalist systems to limit 
consumption and the limits of preservation in open ecosystems 
and economies.

Other case studies – such as increased biodiversity created 
by black-earth burning and farming practices in the Amazon – 
demonstrate the depth within this book.

The authors certainly offer a wide variety of research fields and 
locations – from tropical agriculture to GIS to coastal livelihoods 
and from Sub-Saharan Africa to the Spanish Pyrenees to cattle 
ranches in Mexico. Such diversity is evident in the extent of 
the case studies and examples described in this book, giving 
key themes context and real world application. Interesting 
comparisons such as between humans and animals – for 
example, the beaver’s ability to dam streams and thus modify 
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the landscape for their own benefit – or between the population 
densities of India and the Netherlands demonstrate this 
diversity.

As the title suggests, this book’s major focus is on human-
environment interactions and it often highlights the lack of 
awareness people have about these interactions – such as 
where our food comes from – resulting in our detachment 
from the impacts of urbanisation and environmental issues 
such deforestation. It provides wonderful links between local 
and global scales, for example comparing local atmospheric 
pollution issues with global warming, shifting cultivation 
practices with modern agricultural systems, and factors 
influencing an area’s fertility rates with the global food crisis. 

Possibly the most impressive aspect of the book is that, along 
with such rich contextual themes, it incorporates in-depth 
explanations of physical geography essentials such as the 
biophysical factors that drive the planet’s climate or biomes 
distributions.

An impressive variety of geographic data displayed, including 
maps and graphs, are used to help explain things like polar air 
cells or rural-urban population distributions. One of the only 
disappointments of the book is that the images are in black and 
white and thus it is not the most visually engaging textbook. 
The book ends by focusing on the practical application of these 
ideas, and describes fieldwork and the collection of location-
based data setting geography apart from other disciplines in 
that it provides real and meaningful context.

Finally, this book is recommended for teachers wanting a 
deeper understanding of some of the rich, underlying themes 
within Australian Curriculum: Geography topics such as 
Changing Nations at Year 8 or Environmental Change and 
Management at Year 10. However, the content is beyond the 
level of most secondary students. At the very least, key themes 
such as the impacts of globalisation and capitalism on natural 
resources make this book a very interesting read for any 
secondary or tertiary geography teacher. 

Matt Davidson
Waverley Christian College, Victoria

This book is a welcome invitation to review the geographical 
thinking that underpins one’s curriculum design and teaching. 
It asks the reader to reconsider what counts and begins by 
considering how the discipline of geography has changed in 
the last 100 years or so. 

Effective innovation in 
the secondary geography 
curriculum: 
a practical guide. By Charles 
Rawding. Milton Park: 
Routledge, 
2013, 190 pages, paperback, 
ISBN 9780415519069
http://www.routledge.com

Flood country: 
An environmental history of the 
Murray-Darling Basin. By Emily 
Gorman. Collingwood: CSIRO 
Publishing, 

2012, 280 pages, paperback, 
ISBN 9780643101586.
http://www.publish.csiro.au

After examining the changing nature of academic geography, 
chapter 2 turns to the changing nature of school geography 
in England. Rawding discusses key concepts of place, space, 
scale, environment and landscape in geography, which may 
resonate with Australian teachers as these echo some of the 
key concepts of the Australian Curriculum: Geography.

The following section drills into how to construct a coherent 
curriculum for Geography within a school and provides some 
checklists and aspects for consideration. 

The second part of this book turns attention to how the specific 
academic areas of geography can be effectively incorporated 
into school curriculum. Each area – holistic geography, 
human geographies, environmental geographies and physical 
geographies – is considered in a separate chapter.

Each chapter concludes with a summary, and provide points for 
consideration which can be used as useful stimulus for teacher 
education and for practising secondary school teachers. The 
small section on useful teaching resources, in each chapter, 
merely reinforces that this is a book about exploring big ideas 
rather than a how to teach geography. A central feature of 
this book is that Rawding pushes the reader to come to an 
educated and justified conclusion about what to teach and how 
to teach it. In so doing, the author reinforces the importance of 
curriculum decisions made at school level in order to develop 
young people with the capacity to think geographically to 
explain the world that they live in.

This book is a clear and lively read, and key ideas are clearly 
articulated. It is carefully grounded in seminal literature, 
largely derived from the United Kingdom. Given the influence 
of British curriculum in Australia, it remains interesting and 
useful to compare the development of curriculum in Australian 
jurisdictions with this detailed account of English curriculum. 

Jeana Kriewaldt
The University of Melbourne, Victoria

This book explores how the understanding of the nature of the 
rivers, floods and floodplains of the Murray-Darling Basin river 
system has changed over time. 

Early European settlers encountered very different river systems 
to those at home. They had to learn, often from the indigenous 
people, how to deal with variable rivers and climate in an alien 
and challenging environment. One change in this understanding 
was that “floods are good because they regenerate vegetation, 

http://www.routledge.com
http://www.publish.csiro.au
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The book’s great strength for use in geographical education 
is that it brings together papers from elite Australian climate 
change researchers, each presenting a summary review of 
issues within their respective fields.  The well-structured 
chapters are generally highly readable and relevant to Australian 
students.  That said, at times a strongly academic writing style 
is used and more could have been made of figures, tables 
and diagrams if the work wished to engage younger readers.  
In fact, several of the black and white figures are difficult to 
interpret.  

That brings me to my major criticism – the work does not 
innovate significantly beyond freely available material on 
climate change in Australia.  As such, Four degrees of global 
warming presents an excellent review of climate change risks 
for Australia, but leaves the reader with a sense of impending 
doom.  The book does not sufficiently develop the agenda for 
reversing contemporary governance failures at Australian or 
international scales and the reader is left with the feeling that 
if key Australian academics in the field are not articulating an 
effective response to this catastrophe, then who is?  For that 
reason, a teacher would need to carefully frame learning around 
the text to avoid the death geographies of climate change and 
bring students to an understanding of the implications for their 
local places and systems.    

I think this is a valuable, succinct review of climate change for 
Australia, but it is surprisingly conservative given the editor’s 
outstanding history in pushing the envelope in environmental 
politics.  The awful future presented by this book needs a 
manifesto to support young Australians – who have the most 
to lose – lead a revolution in thought and action that will allow 
them to survive and thrive through a period of climate change.  
Perhaps that will be the theme of Professor Christoff’s next 
book!

Dr Douglas K Bardsley
The University of Adelaide, South Australia

bring richness to the alluvial soils and are sources of water, but 
they can also be dangerous” (p. 7).

Four key flood events and their impacts on a specific town 
and its surrounding region are examined in detail. These are 
Gundagai 1852, Bourke 1890, Mildura 1956, and Cunnamulla 
1990. Another important focus is how attitudes and approaches 
to managing floods have changed over time.

Clearly labelled subheadings and a comprehensive index makes 
locating relevant material easy. The introduction contains a 
very good description of the geographic characteristics of the 
Murray-Darling Basin while the text is supported by a range of 
visual materials including maps, and black and white and colour 
photographs.

Flood country is a thorough and comprehensive resource. It 
is definitely a teachers’ resource, especially for teachers in 
Victoria who may be looking for different case studies to use in 
Victorian Certificate of Education Geography Unit 3. The spatial 
concepts of location, movement, spatial interaction, region, and 
spatial change over time in particular are very well covered. 

Relevant topics include the differing perceptions of how water 
in this region may be a resource to various groups including 
graziers, irrigators, engineers and townspeople, how this scarce 
resource should be managed, and the conflicts that may arise. 
The issues of sustainability and future resource management in 
Australia today and in the future are also addressed. 

John Ramsdale 
Montmorency, Victoria

Four degrees of global 
warming: 
Australia in a hot world. Edited by 
Peter Christoff. Abingdon and New 
York: Routledge, 

2014, 268 pages, paperback, ISBN 
9780415824583. 
http://www.taylorandfrancis.com

This edited review of the current knowledge of Australian 
climate change projections, potential impacts, and adaptation 
opportunities provides a unique summary of current knowledge 
on the topic. The specific focus on Australia makes it an 
excellent resource for educators wishing to draw from a single 
text to support a unit of enquiry at senior high school or 
university undergraduate levels.  

While there are numerous strengths in this highly relevant 
book, in my opinion there are also limitations which would need 
to be acknowledged within an education setting.   In particular, 
the book meets its central aim of making “us aware of the likely 
social, ecological and economic implications of the catastrophic 
climate change for Australia and its region” (p. 1).  However, as 
a compendium realised by the Australian climate establishment, 
it needed to do more than that to be the vital educational text 
on the topic – it needed to also engender a sense of hope 
that there is a place for young Australians to engage with and 
transform society to mitigate climate risks and adapt to change.

Geography through 
enquiry: 
Approaches to teaching and 
learning in the secondary school. 
By Margaret Roberts. Sheffield: 
Geographical Association, 

2013, 208 pages, paperback, 
ISBN 9781843773375. 
http://www.geography.org.uk

A compelling contemporary read given that enquiry underpins 
many learning areas and subjects in curriculum frameworks 
around the globe such as in England, Singapore and in the 
Australian Curriculum. This textbook is primarily for teachers 
and pre-service teachers and it is “written for people interested 
in the geographical education of students aged 11–18” (p. 4). 

The author notes inquiry is undertaken in many areas in 
addition to geographical education. Indeed this book is highly 
relevant for all teachers interested in further honing their 
knowledge and skills in teaching and learning using enquiry 

http://www.taylorandfrancis.com
http://www.geography.org.uk
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Living in a warmer 
world: 
How a changing climate will 
affect our lives. Edited by Jim 
Salinger. Collingwood: CSIRO 
Publishing, 

2013, 246 pages, paperback, 
ISBN 9781486300280. http://
www. www.publish.csiro.au

approaches. Much of the curriculum in the various Australian 
jurisdictions is underpinned with using enquiry approaches. 

The author emphasises that enquiry must be contextual. 
That is, rather than simply involving the learning of generic 
knowledge and understanding of enquiry and its skills, 
it needs to be applied to something worth knowing about and 
understanding. Not just enquiry for the sake of enquiry or 
arguably authenticity of learning experiences alone.

The focus in the book is purposefully on using enquiry in the 
classroom with snippets on fieldwork enquiry. The author 
discusses a variety of approaches to enquiry from teacher 
directed to student self-direction noting that in practice, for 
a variety of reasons, “enquiry has to be strongly guided” (p. 
4). That position of teacher leadership in enquiry is taken by a 
number of Australian schools and curriculum and assessment 
authorities.

The book is evidence-based and draws upon the author’s 
extensive experience around the world and her keen and 
extensive scholarship using relevant contemporary literature 
and thinking. It has twenty-one highly readable chapters with 
appropriate bite size information and ideas. 

While all chapters were of interest, three stand out to me, after 
orientating the reader in the early chapters. These are chapter 
9 Developing conceptual understanding through geographical 
enquiry, chapter 10 Teachers’ talk in the enquiry classroom, 
and chapter 21 Using the world wide web: web enquiries.  

The book includes useful appendices including Planning an 
enquiry-based unit of work and another on teaching strategies 
in geography. Indeed, there are few stones unturned with 
regard to key geographical ideas and debates that give the 
reader a real sense of what geography is about.

The book is well illustrated with visually attractive and appealing 
photographs and other figures as well as tables that add to 
the ease of understanding of the text. It is a very well-written 
book that I would highly recommend to inform professional 
knowledge and practices for both pre-service and in-service 
teachers wanting a contemporary work that is very readable.

Professor Ken Purnell
Central Queensland University, Rockhampton, Queensland

Editor, Jim Salinger, brings together some of the world’s 
leading scientists to describe what is happening already, how 

our everyday lives are and will be affected, and what actions  
should be taken in terms of risk management. Experts in 
various disciplines explore the impacts in short, sometimes 
quite technical, essays.

The book is divided into five sections: section 1 what nature is 
telling us, section 2 water, section 3 food, section 4 health, and 
section 5 our future: decisions we need to make now.

The chapters on water (particularly those by Francis Chiew 
and Samantha Capon) are particularly relevant to geography 
teachers as the focus on enhanced hydrological variability 
underscores the reduced reliability of water supply, thus 
compounding water management and adaptation challenges, 
especially in the Murray-Darling Basin. There will continue to 
be increased competition for water resources and therefore the 
potential for conflict. The authors suggest that conventional 
approaches to water resource planning and management are 
inappropriate and that in the 21st century they will have to 
focus on risk management.

The issue of food security is raised as a major challenge, 
whether it be wheat, grasslands largely through livestock 
production, viticulture or marine fisheries. All are being affected 
by climate change. Impacts are not limited to food but also 
human health including the risks involved with more frequent 
heat waves and the spread of infectious diseases. 

The final section raises some interesting questions. Stephen 
Schneider tackles the issue of making judgements about 
acceptable and unacceptable risks. He notes that as there is 
a delay between emissions and temperature change and that 
“uncertainty is no longer a reasonable justification for delay” (p. 
209).

Jan Sinclair addresses the issue of media coverage and the 
lack of connection between what scientists are saying and the 
understandings and writings of journalists and policy makers. 

Finally, Jonathan Boston says that the question about what 
to do about climate change is fundamentally an ethical one. 
He focuses on three key issues: our responsibilities to future 
generations; the appropriate discount rate to use when 
considering the economic costs and benefits of policy options 
to address climate change; and how the costs or burdens of 
mitigation and adaptation should be shared.

This book is definitely a teacher resource and would be read to 
enhance an understanding of the complexities of the topic. A 
useful addition would have been an essay on the impact of fire 
in an era of climate change.

David Williams
Caulfield Grammar School, Caulfield Campus, Victoria

http://www.publish.csiro.au
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The contention of this book is that although the world could 
possibly reach a total population of 10 billion, it is the way in 
which people live on the planet, and the impact they have, that 
is much more important in determining whether a population of 
this size can be supported. 

The book has eight chapters, the first being an introduction 
subtitled Stop worrying and each subsequent chapter centred 
on the time in which significant milestones of our world 
population were reached. Chapter 2 The first half of human 
history covers the time period it took to reach 5 billion and then 
the following chapters cover each additional billion. The last 
two chapters are aptly entitled 10 billion?  and Or not 10 billion. 

Written by a professor of geography, this paperback is an 
academic book. It contains extensive references for each 
chapter as well as a detailed index. Both these aspects make 
it very useful as a teacher reference, or perhaps segments 
of it could be used with senior classes as the basis for some 
challenging discussions in regard to the future demographic 
characteristics of our world and the value of the concept of 
carrying capacity. 

Each chapter raises numerous issues linked to population 
growth, such as the use of water resources, urban sprawl and 
the imbalance in food production and consumption to name a 
few.

It is important to note that the author is not a pessimist 
about the future of human survival. He argues the planet can 
support ten billion people but not in the manner of our current 
consumption patterns. In addition, he admits that he does not 
envisage the world will in fact reach a population of ten billion. 

He concludes “no reliable estimates of a sustainable human 
population for the planet exist and any estimates would depend 
on what sort of society was thought acceptable, what kind of 
technology the society coexisted with and how well” (p. 366).

My one criticism was that the accompanying graphics were too 
small as well as printed only in black and white which made 
them difficult to read at times.

Overall, a thought provoking book.

Trish Douglas
Eltham College, Victoria

Teaching geography 
creatively. 
Edited by Stephen Scoffham. 
Abingdon: Routledge, 

2013, 220 pages, paperback, 
ISBN 9780415508193. 
http://www.routledge.com 

This resource, a collaboration between teachers and academics, 
draws on current research and theory. It provides practical 
approaches for integrating both enjoyment and inspiration into 
the primary geography classroom. 

As a vital element of effective teaching, encouraging creativity 
matters: there is significant growth in digital and creative 
industries, it re-engages young minds and prepares our 
students for 21st century society. 

Creativity is cognitive, social and emotional, and is strongly 
associated with play and imagination. Children most value 
those subjects that spark their curiosity and encourage them to 
explore, and the F–6 geography curriculum actively encourages 
critical and creative thinking as one of the general capabilities. 

Teaching creatively is not necessarily the easy option, but 
this resource provides simple ideas and routines for primary 
classroom use either on a daily basis, or for longer inquiry-
based learning sequences.

The collection ranges from ideas for teaching geography 
through music, maths, history and the creative arts to learning 
about the environment and sustainability through problem-
solving. 

Two chapters stand out. Exploring geography through picture-
book stories brings into the classroom not only the world, but 
also a second or third teacher.  Representing places in maps 
and art promotes visual literacy and strongly advocates for map 
work to be related to real situations and needs rather than an 
isolated or decontextualised exercise. Aboriginal dreamings are 
referenced by this author as both maps, diagrams and plans – 
for they have a key where symbols are representative. 

As Michael Palin, the patron of the Royal Geographic Society 
espouses, “Geography is a fusion of the power of imagination 
and the hard truths of science”. As teachers, we would do well 
to remember that Possibility Thinking will provide the solutions 
of the future – and equipping young people with the scope to 
come up with alternatives, and imagine their futures, is the best 
evidence of creative power at work. 

Teaching geography creatively would be an excellent addition to 
the primary teacher’s resource shelf. 

Cleo Westhorpe
Melbourne Girls Grammar School, Victoria

Population 10 billion: 
the coming demographic crisis 
and how to survive it. By Danny 
Dorling. London: Constable and 
Robinson, 

2013, 438 pages, paperback, 
ISBN 9781780334912. 
http://www.allenandunwin.com

http://www.routledge.com
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The last place you’d look 
for a wallaby: 
My obsessive quest to seek 
out alien species. By Glen 
Chilton. St Lucia: University of 
Queensland Press, 

2013, 289 pages, paperback, 
ISBN 9780702249778. 
http://www.uqp.uq.edu.au

The people’s guide to 
spatial thinking. 
By Diana Sinton with Sarah 
Bednarz, Phil Gersmehl, 
Robert Kolvoord, and David 
Uttal. Washington DC: National 
Council for Geographic 
Education, 

2013, 45 pages, paperback, 
ISBN 9781884136214.
http:// www.ncge.org

Understanding and 
teaching the Australian 
Curriculum: 
Geography for primary schools. 
By Alaric Maude. Cheltenham: 
Hawker Brownlow, 
2014, 291 pages, paperback, 
ISBN 9781760011710. 
http:// www.hbe.com.au

The last place you’d look for a wallaby is an account of the 
adventures of behavioural ecologist and ornithologist, Dr Glen 
Chilton, as he seeks out alien species across the world. 

The book is divided into fourteen chapters, each focusing on 
the introduction, spread and impact of an invasive species at 
a specific location. This allows the reader to treat the book 
as a collection of unique short stories. Examples include the 
exploration of a small but stable population of wallabies on the 
island of Inchconnachan in Scotland, the destruction caused by 
termites in New Orleans, and the spread of eucalyptus trees in 
Ethiopia. 

After reading several chapters, links can be made between these 
scenarios. In each case, Chilton explains the reason why the 
species was initially introduced, why it became invasive in some 
areas and not others, and how small-scale actions have led to 
massive environmental degradation. 

Issues such as genetic diversity, habitat destruction and species 
competition are also explored while contentious management 
practices are debated. By highlighting the actions taken by local 
groups in an attempt to eradicate these alien species, Chilton 
leaves the reader feeling positive about current action rather 
than solely focusing on the hopelessness of the situation. 

A definite strength of this book is its ability to tackle such 
a widespread and complex issue in a light-hearted and 
entertaining manner. Chilton’s dry sense of humour becomes 
addictive as his explorations are interjected with anecdotes 
about his travels that include difficulties with locals, inaccurate 
guidebooks, and transport woes that will be familiar to the well-
seasoned traveller.  

I would highly recommend this book to geography teachers, 
senior students and avid travellers who are seeking an 
entertaining way to learn about invasive species found in unique 
corners of the globe.

Adrian De Fanti
Cranbourne Secondary College, Victoria

This book is easy to read and provides a summary and analysis 
of the current knowledge of spatial thinking.  It highlights the 
importance of spatial thinking through using a wide variety of 
common and complex examples and phenomena. The reader 
is armed with multiple examples of the pervasiveness of the 
spatial in our lives and how to incorporate it into our teaching. 

The first twelve chapters give a brief but informative 45-page 
overview of the meaning and context of spatial thinking. 
The book then concludes with interesting Frequently Asked 
Questions and a Note for Geography Educators.  

It is clear that the curriculum home of spatial thinking and the 
geo-technologies is geography.  Geographical thinking is the 
missing element to STEM (Science Technology Engineering and 
Mathematics) curricula. The book provides ample evidence, 
and clearly demonstrates that spatial thinking from the nano to 
the astrophysical scales is an essential part of everyone’s living 
existence. 

Stephen Latham
Geography Teachers’ Association of Victoria, Camberwell 
South

This is a comprehensive teacher resource that addresses the 
new Australian Curriculum: Geography, Foundation to Year 6 for 
Australian schools. 

The detailed analysis of each aspect of the new curriculum, 
together with the numerous resources ideas and teaching 
suggestions, will appeal to both experienced geography 
teachers and those new to the field. 

The text is organised into chapters which start by exploring 
geography in the primary school curriculum through focusing 
on the seven geographical concepts which are integral to the 
teaching and learning in geography F–12. 

http://www.ncge.org
http://www.hbe.com.au
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Chapters 1 and 2 serve as an effective way to get to know the 
two curriculum strands with a big picture focus before delving 
into year level specific content by unpacking the Knowledge and 
Understanding and Inquiry and Skills strands. These chapters 
explicitly outline the progression in understanding, from 
Foundation to Year 6, of the seven geographical concepts, as 
well as where to start with an inquiry teaching focus, outlining 
skills, fieldwork suggestions, and a wealth of resources to 
support inquiry methodology. 

Each remaining chapter is then devoted to a different year 
level, providing information on the focus for that year, content 
descriptions and elaborations, suggested resources, teaching 
approaches and ways to interpret the achievement standard in 
relation to the content descriptions. 

An outstanding feature is the book’s detailed analysis of most 
aspects of the geography curriculum in the one resource. It 
allows teachers to access all the curriculum has to offer without 
having to spend hours themselves analysing the two strands 
to understand what to teach, extracting the cross-curriculum 
links, finding print and digital resources, and understanding the 
expectation of the achievement standards. 

Whilst this is definitely a teacher guide to planning rather than 
a black line master resource, new and experienced teachers 
to geography will appreciate the suggested teaching sequence 
for each year level as well as sample lessons that are offered 
to address the key concepts and achievement standard of that 
year level. These suggestions provide a wonderful stepping 
stone to allow users to take their teaching and learning in the 
direction they choose. As primary school teachers work across 
all curriculum areas, the addition of inquiry links across the 
curriculum is yet another example of this resource giving the 
reader all the tools to teach geography in a detailed, supported 
and holistic way. 

This is a value for money resource, which provides an in-
depth analysis of all aspects of the new Australian Curriculum: 
Geography. Whether you use parts or a lot of what is offered 
in this resource, I would recommend this to those new to the 
field, as well as those keen to upskill themselves to teach 21st 
Century geography in primary schools effectively.  

Kylie Simon
Victor Harbor R–7 School, South Australia

Welcome to my country. 
By Laklak Burarrwanga, Sarah 
Wright, Sandie Suchet-Pearson, 
Kate Lloyd, and family. Crows 
Nest: Allen and Unwin, 

2013, 209 pages, paperback, 
ISBN 9781743313961. 
http://: www.allenandunwin.com

Welcome to my country is a non-fictional account of the life of 
the Yolnu people of North-East Arnhem Land and the personal 

history of Laklak Burarrwanga written by Laklak and her family 
in which they want to share the beauty of our country with 
readers (p. xii). 

The nine writers include six Yolnu indigenous women and three 
adopted non-indigenous women from South Australia, and they 
have worked as a research collaborative since 2006.

This compact book is made up of eight chapters on diverse 
aspects of Yolnu culture including kinship, astronomy and 
farming. Each chapter is intertwined with Laklak’s accounts 
of events in her own life. The tone is direct, explanatory and 
conversational and the reader is treated as a companion. The 
authors’ voices in the book are authentic and, through rich 
description, they give the reader a powerful sense of their place, 
their home Bawaka, and its stories, connections, rhythms and 
songlines. 

The book is a careful and deliberate sharing of knowledge 
and mirrors the Yolnu ways of sharing knowledge within their 
culture. Laklak’s personal accounts are fascinating and her 
history encapsulates the challenges faced by Aboriginal groups 
in recent decades – the fight for land rights, the Homeland 
Movement, and the push for indigenous education. 

She describes life in both the Aboriginal and the white worlds 
and writes with grace about discrimination and the fight against 
it. Laklak is a teacher, mother, entrepreneur, inspirational 
woman, and a vital voice for women and Aboriginal 
communities. 

The photography is excellent and complements the text 
throughout. Comprehensive and useful wordlists with 
definitions, and glossaries of the seasons and kinship systems, 
help the reader understand aspects of Yolnu language and 
culture that may be unfamiliar and challenging. The map 
and comprehensive index will make it easy for teachers and 
researchers to focus on particular matters of interest and use 
the contents in lessons.

I highly recommend this book to all with an interest in Australia 
and its people and particularly those with a responsibility 
to teach about Australia’s changing cultural and social 
geographies. The reading level is accessible to upper primary 
and secondary school age groups and text excerpts and images 
from the book would make fantastic classroom resources in 
teaching for diverse topics including Aboriginal places and 
cultures, environment, storytelling and social history.

Laklak hopes that “when you’ll read this book, you will 
understand who we are” (p. v). This book achieves its aim of 
helping napaki, or non-indigenous people, understand about 
the Yolnu. Reading it feels like spending time with these women 
and is the next best thing to visiting Bawaka in person.

Paula Cooper 
Turramurra, New South Wales

http://www.allenandunwin.com
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Shaping a Nation: A Geology of Australia is the story 
of a continent’s geological evolution as seen through the 
lens of human impacts. 

Exploring the geology, resources and landscapes of Australia, the book reveals how these have helped to shape this nation’s society, environment and wealth. Presented in a refreshingly non‑linear format, the book summarises much of what we know about this country’s geological history, discussing the fossil record and evolution of life across the continent, describing its mineral and energy reserves, and revealing the significance of its coastal and groundwater systems. 
The book also explores some of the challenges and opportunities presented by Australia’s rich geological heritage, and outlines the issues they present in Australian society today. Based on much of the latest science, the book reveals Australia’s expertise in the geosciences and reinforces the vital role they play in informing its present and future development. 
In presenting the latest geoscientific knowledge, Shaping a Nation is vividly illustrated by technical drawings and figures and accompanied by stunning photography that reveals the extraordinary beauty of Australia’s geology and landscapes. For the avid reader, an accompanying DVD hosts extensive appendices, including supplementary reading and reference material, maps, movies and an interactive 3D model showcasing many geoscience datasets. 

Geoscience Australia     
Richard Blewett, Chief Editor

Shaping a Nation
a g e o lo g y o f au st r a l i a

Shaping a Nation: 
A Geology of Australia

GA-13-7781

Shaping a Nation tells the story of a continent’s 
geological evolution and fortune, as seen through the 
lens of human impacts. The book summarises the latest 
thinking about Australia’s geological history, describing 
the significance of its mineral and energy reserves, the 
development of its coastal and groundwater systems 
and the evolution of life across the continent. In revealing 
how these factors have impacted on Australian society 
over time, Shaping a Nation also explores some of the 
modern challenges and opportunities they offer us. 

Superbly presented in hard cover and accompanied by 
full colour photography and illustrations, this book offers 
both a compelling interpretation of and spectacular 
visual journey through Australia’s geological past. 

Bonus DVD
Shaping a Nation: A Geology of Australia comes 
packaged with a DVD of supporting resources, including 
further reading, movies and animations, full colour maps 
and an interactive 3D model showcasing many national 
and regional geoscience datasets.
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