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Abstract 

This dissertation discusses the importance of task design when planning 

lessons. This action research project gave me the opportunity to think 

about the importance of task design and think about what is the point in 

the tasks as teachers we plan. 

I carried out evaluation of my own personal historic lesson plans to 

help understand the planning of tasks and then planned two schemes of 

work. These schemes of work were planned and developed with the use 

of literature, students’ feedback and my own personal reflection. 

Learning diaries were used in the second feedback to give students 

more ownership of their learning and inform me for future planning. 

Findings indicated that knowledge is an important factor when planning 

lessons and developing task design. Knowledge should be at the 

forefront of planning. Knowledge has been discussed in detail (Firth, 

2015b, Lambert, 2011 & DfE, 2013). The introduction of the new 

curriculum has allowed knowledge to be at the forefront of planning 

and given teachers the opportunity to think about task design centred 

around knowledge. Enquiry learning was also thought about with 

knowledge. Enquiry learning is a complex idea that needs to be 

carefully used in lessons to ensure knowledge is not lost. 
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1. Introduction 

1.1 Aim 

The action research for this dissertation is concerned with task design, and specifically 

the importance of task design and how tasks help engage students with learning. By 

engagement, I mean students desire to learn. The aim of the research was to explore 

some of the ideas and factors that can impact on effective task design.  

The fundamental idea to discuss is what is the point of the task, what are we aiming to 

achieve and what is the outcome we expect as teachers? As my career has progressed 

creating tasks has constantly played on my mind and encouraged me to carefully think 

about why I am planning the tasks in this way. The task should be there to engage the 

learner with the knowledge. 

As I was embarking on writing a new KS3 curriculum it seemed an appropriate 

opportunity to explore task design and think about the importance of tasks that engage 

students and expose them to the dynamic subject geography is.  

In my second year as Head of Geography I had the opportunity with the new national 

curriculum (DfE, 2013) to develop a curriculum at the same time as giving 

consideration to the design of tasks that would engage learners and that could allow me 

to evaluate tasks with the learners and help inform my future planning. I wanted to use 

my pedagogic knowledge and students’ thoughts about the nature of engaging tasks to 

design tasks that meet the needs of learners while allowing me to reflect on the task 

design process itself. 

The research was developed to help the Department with future planning and the 

school in thinking about task design across the different disciplines. As many of the 
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ideas I have researched can be used across disciplines and are starting points to get 

teachers thinking and reflecting on how they create tasks. 

1.2 Rationale 

As discussed by Thompson (2015), tasks are there to help students learn. I wanted to 

explore this idea and reflect upon my own practice from the time of completing a 

PGCE course until today, as Head of Department and in my fourth year of teaching.  

My research would be centred on reflection of my own practice for the last four years, 

specifically my design of tasks and to review and evaluate the changes that have taken 

place. I wanted to attempt to investigate how my design of tasks has changed since my 

PGCE course. Using lesson plans written throughout my career, I attempted to evaluate 

themes of task design. I would then plan lessons and evaluate the task design of these 

lessons, reflecting on these lessons myself and with the help of a year 9 class. 

The year 9 class I selected was a class that was disengaged and lacked independence in 

their learning. Choosing this class would help them take control of their learning and 

get involved with the design of tasks. It would also help them think about the origins of 

knowledge and how it is used in lessons (GA 2011a and 2011b). Students would 

become aware of where teachers get knowledge for the lessons. But also aware that 

geography is about enquiring knowledge and investigating facts. Geographers 

enquiring is how we are aware of the world around us today. 

Enquiry learning is an idea I wanted to explore also. Enquiry learning has been an 

interest of mine since PGCE. Roberts (2013) explores the idea of enquiry learning and 

how it can be used in lessons. I wanted to experiment with enquiring learning and think 

about the skills of enquiring of learning and how knowledge is absorbed by pupils 

during enquiry learning lessons. As a PGCE student I found it difficult to sometimes 
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use enquiry learning and be clear about subject knowledge. I wanted to evaluate this in 

my lessons today and see the development since PGCE. Thinking about is there a 

“perfect” way to use enquiry learning and are students clear about knowledge when 

learning is done in this style. 

The main aim was to design tasks that reflect the dynamic and ever changing subject 

geography is (Roberts, 2013). While thinking about the debate of knowledge within the 

subject (Lambert 2011, Firth, 2015 a, 2015b and GA 2011a). The nature of 

geographical knowledge has become an interest of mine since thinking about task 

design and the role of knowledge when planning tasks. With careful consideration of 

the transformation of knowledge from sources to the design of tasks and to the 

acquisition of knowledge by students in the classroom. 

1.3 Research Questions 

When looking at the literature I thought about the following questions: 

 What is task design and what is lesson structure? 

 Could also task design have an impact on knowledge? 

 Enquiry Learning and the influence on geography task design 

 How does task design impact on engagement? 

It was important to have research questions to help begin my research into the literature 

and help me focus my ideas on task design.  
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2. Literature Review 

Understanding the role of tasks and discussing what the point of tasks is a complex 

idea. Task design is not just about designing tasks to ensure students learn. Tasks need 

to be used to allow students to understand and develop knowledge and understanding. 

In geography, knowledge is not just facts and figures. This is explored in this chapter. 

Bearing this in mind this makes task design all the more complex. In this chapter, task 

design and lesson structure will be explored. Then knowledge, enquiry learning and 

engagement will be debated and discussed and the influence these ideas have on task 

design during lessons. 

2.1  What is task design and what is lesson structure? 

2.1.1Task Design  

Task design considers how activities are designed to help students engage with 

learning. Tasks are designed to help students develop their geographical knowledge 

and promote learning. Tasks are there to help students learn. As Thompson (2015:3) 

discusses tasks and activities are ways teachers “translate the curriculum into tasks and 

activities that they ask their pupils to do in order to facilitate developmental or higher-

level understanding of curriculum development.” These tasks then help students 

understand and process knowledge as they work through the tasks set. These tasks 

should encourage students to digest knowledge.  

The specific purpose of a task should be at the forefront of teachers’ thoughts when 

planning tasks for students to complete during a lesson. As my teaching career has 

developed I have continually questioned the tasks I have designed for my lessons; as a 

reflective practitioner this is important.  
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Thompson (2015:5) brings some interesting ideas regarding task design. This bullet 

point list are ideas I think about when planning tasks: 

 What matters in my subject? 

 How does the task design relate to subject knowledge? 

 What is meant by task demand? 

 How do tasks/ activities help students conceptualise? 

These points are ideas that teachers continuously think about. Teacher’s knowledge of 

subject knowledge and pedagogy is fundamental when teachers are designing tasks. 

Geography is a continually changing and dynamic subject, Simmons and Mole (2014) 

discuss how we should use this continually changing idea to our advantage and it 

should engage learners. As geography teachers we also need to think about this when 

students are conceptualising ideas about this dynamic and ever changing subject. 

Geography is a subject with many concepts, however, students should be aware of the 

ever changing nature of them and conceptualising them is important when as teachers 

we are planning tasks. 

The function of tasks has changed since my career began. This will be explored later, 

nevertheless, the literature also explores this and questions the educational point of the 

task. Alexander (2000), along with Doyle (1983) discuss the role of the task. Tasks are 

not only about content and factual information but also about how a student then takes 

these facts and content on board and analyses these facts to complete the task. This also 

links to Claxton’s (2007) idea of “Split-screen thinking” which will be discussed later. 

Split screen thinking is the idea of teachers thinking about how students can be helped 

to understand knowledge, while teachers are also planning how to help students 

understand how to learn new knowledge and develop their ability to learn. It is clear 
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that a task is not just about the presentation of knowledge and then an activity to 

process this information. Both the information and the processing of information need 

to be thought about as a package when putting together a task; information and activity 

to complement one another to ensure the student has learnt new information and then 

processed this information.  

As my career has progressed it is clear that how we as teachers perceive tasks and how 

students perceive tasks is different. Weimer (2013) thinks about this, and this also links 

with Kiewra (2002) and Zimmerman (2002) ideas. As teachers we need to be clear of 

the outcomes of tasks, this could be the knowledge that students are expected to have 

learned or by the final outcome of task. The clear expectations of outcomes of tasks can 

then support students and reassure them, students will be aware of the progression the 

teacher expects to be met and the knowledge students should have learnt throughout 

the lesson. 

Students need to have the desire to learn. This is important to consider when planning 

tasks. Kiewra (2002) discusses how students need to be aware of how to learn. When 

planning tasks I have realised it is important to consider that students need to 

understand how to learn and how the tasks are helping them learn. Therefore, when we 

are presenting tasks, if the information is presented clearly then students want to learn. 

Planning tasks with clear instructions can determine whether students are compelled to 

learn and complete the tasks or not. It is therefore fundamental that task expectation is 

clear. 

The new national curriculum (DFE, 2013) places emphasis on knowledge. Therefore in 

our planning it should be a focus. Students need to learn how to internalise this 

knowledge. The term internalise refers to how students take on board the new 
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knowledge and process it, then students can use this information when completing 

tasks. Therefore, when discussing split screen thinking while planning, we need to 

think about how we present knowledge but how we can also help them how to 

understand how to internalise this knowledge. As sometimes, as teachers we expect 

students to internalise new knowledge and use it. This is a skill in itself and needs to be 

taught to enable students use new knowledge effectively. As discussed before 

knowledge and task design will be discussed in more detail later on in the chapter. 

The new national curriculum has given more opportunities for teachers to take control 

of task design and how students are presented with information. Although the 

geography has a more focused content, there is more freedom (DFE, 2013). Charter 

(2015) discusses although the content is more focused and is made clear in the new 

curriculum the teacher has more freedom of how to teach it. Figure 2.3 shows some of 

the knowledge included. When reviewing the new geography curriculum this is 

apparent. However, although teachers have more control of task design, there has been 

some concern over the knowledge based curriculum. Some have argued that teachers 

should also have more freedom about the content taught (Bousted, TES Union Leader), 

this was discussed by Charter. Although, this is being debated, there is a KS3 

curriculum that is centred on knowledge, as teachers we now need to use our 

knowledge of pedagogy to develop tasks that show how constantly changing and 

dynamic this curriculum is. 

Split screen thinking (Claxton, 2007) is an idea that encourages students to think about 

two things when thinking about the tasks during a lesson. Split screen thinking 

discusses two ideas: how can we help students understand content and how to help 

students develop their learning capacity. Claxton and Carr (2004) continue to discuss 

this idea also. Learning is important and tasks should be there to compliment this 
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learning. However, learning how to learn should not be neglected, and developing 

students learning capacity is equally important. Task design is not just about students 

using this information to complete tasks but also how students can use tasks to enable 

them to develop their learning capacity. This dual focus on learning can help teachers 

plan their lessons to encourage students to learn knowledge and improve how they 

learn.  

Students need to be more resilient and this is clear from my own practice and through 

the discussion in the reading. How we design tasks should encourage and support 

student learning. This will then encourage resilience of their learning. This is also the 

view of Hargreaves (2004). Learning has to be students acquiring knowledge and then 

using this knowledge in life. Therefore, this is looking at skills that can be developed 

during lessons. Split screen thinking can link to student being resilient when learning. 

Students need to understand that internalising new knowledge and building upon it, is 

not a simple task. It is something that is a skill. 

Students need to utilise this new knowledge while completing tasks to demonstrate 

their understanding of the new knowledge and how it is relevant to them and build 

upon their previous knowledge and values. 

 

 

 

 

 

 



  15 
 

2.1.2 Lesson Structure 

Since initial teacher training there has always been a question in my mind, “What is the 

perfect lesson structure?” As I have become more confident as a teacher, I feel I have 

experimented more with lesson structure and realised there is no set format that should 

be followed. Then what follows this is the question, “What is the perfect task?” Again 

as my confidence has grown as a teacher I have realised there is no real answer. 

Experimenting with task design is something that has become natural.  

Lesson structure is where you begin as a teacher when planning lessons. The structure 

of the lesson can be made up of one task or several tasks. The order of these tasks make 

up the structure of the lesson.  

There has been a range of different discussions about lesson structure. The standard 

structure promoted by the KS3 National Strategy was starter, main task and plenary.  

Edwards (2015) looked at a model of task sequencing to promote learning. The main 

aim of a lesson is for students to make progress. What Edwards refers to as the 

Quadrant Model seems a good place to begin this discussion and it demonstrates the 

sequence of a lesson. 

 

Figure 2.1 

LouiseG
Text Box

The figure originally presented here cannot be made freely available via ORA because of copyright.  The figure was sourced at Edwards, A. (2015) Designing tasks which engage learners with knowledge, in I. Thompson (ed.) Designing Tasks in Secondary Education: Enhancing Subject Understanding and Student Engagement, London and New York: Routledge: 13-17.
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Figure 2.1 demonstrates that knowledge and key concepts are displayed by the teacher 

in the quadrant 1. In quadrant 4 this knowledge is then displayed by students after 

knowledge being internalised in quadrants 2 and 3. Teachers who teach where learning 

capacity is not developed, a limited range of skills being developed would perhaps 

move to quadrant 1 to 4 according to Edwards, for example some presentation of facts 

by teacher, then students demonstrating they know this information.  However, 

students moving through the quadrant have the time to digest and internalise 

knowledge, as well develop skills within the lesson. This agrees with Thompsons 

(2015) idea of teachers presenting the curriculum and students using tasks (Quadrant 2 

and 3) to have a deeper understanding of the knowledge. As discussed before, students 

have internalised the information and they have had the opportunity to do this through 

tasks. The movement through the quadrant, not necessarily in numerical order gives 

students the opportunity to internalise information.  

When evaluating this model it is clear that Edwards does not mean you have to move 

through all quadrants in order, however, we should look at all quadrants when thinking 

about lesson design and structure and moving through the quadrant in a different order.  

When planning lessons myself I know I move through the quadrant differently each 

time. When thinking about enquiry learning, I begin my lessons looking at 3. This 

creates more open ended lessons where students can have more control of their 

learning and the final outcome of their learning. Learning enquiry will be discussed 

later. 

The important point to take from this model is for students to take the knowledge 

internalise it and then use it. The quadrant model according to Edwards helps “promote 

learning and develop learners.” (Edwards, 2015:p21). As a teacher ensuring students 
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take knowledge and use it is one of the biggest challenges. This model allows for the 

role of the teacher to change and at some points in the quadrant students can take more 

control of their learning. 

The model above shows a range of different sequences available that teachers and 

students can move through when completing a lesson. Allowing these different stages 

encourages students to use a range of skills during the lesson. Also, it allows students 

to think. The range of different tasks gives the students the time to think about the 

knowledge they are learning and then consolidate this knowledge in section 3 

(figure2.1) in the model. 

Firth (2015) also puts together a list which suggests how tasks are thought about by 

teachers. These include: (Firth, 2015:74) 

 Purpose of the lesson 

 What is to be taught 

 The learning needs of particular students and groups of students and the desire 

to elicit and sustain students attention, interest and motivation 

 The different cognitive processes involved in carrying out a task, such as 

listing, selecting, sequencing/ordering, ranking, comparing/contrasting, 

classifying, reasoning, evaluating information 

 The geographical learning to take place within tasks 

 And whether the task has a function in student assessment 

These ideas when completing initial teacher training are fundamental. The ideas 

discussed by Firth are not in a particular order, they are just key ideas that help teachers 

think about their lesson and the tasks that will make up the lesson. In the National 

Curriculum (DFE, 2013) there is a focus on knowledge. This knowledge should be the 
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focus of the lesson. However, as a PGCE student sometimes this is not the main focus, 

when there are so many other factors which in the beginning seem more important. 

The learning needs of students is something Firth highlights. When planning a lesson 

this needs to be understood otherwise the knowledge you want students to understand 

will not be understood and they key understanding and concepts of the lesson will be 

lost, conceptualisation is an important goal when thinking about task outcomes 

(Thompson, 2015).  It is clear that the teacher needs to think about importance of tasks 

to help transfer information and knowledge, as well as thinking about the sequence of 

these tasks in the lesson structure. If these ideas are not considered carefully then the 

meaning of the lesson can be lost and the final outcome will not be the intended.  

2.2 Could also task design have an impact on knowledge? 

As teachers we want to help our students acquire knowledge. In order for this to be 

successful the process needs to be engaging. Although, lessons should be all the above, 

the most important part is knowledge. Students need to make progress and knowledge 

is vital for this. Creating a range of different tasks is there to help scaffold students 

learning and develop their knowledge. Students need to internalise factual knowledge. 

However, they need to learn how to internalise this knowledge and demonstrate this 

knowledge when completing tasks. 

The Geographical Association (2011: 2) puts forward some ideas about knowledge and 

the three different types of knowledge in geography and this knowledge should be 

taught: 

 Core knowledge: the extensive world knowledge of geography 

 Content knowledge: the main content of the geography curriculum: its key 

concepts, ideas and generalisations 
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 Procedural knowledge: what is described as “Thinking geographically, which it 

is emphasised is a distinctive procedure- it is not the same as thinking 

historically or scientifically or mathematical (etc.) The teacher can model this 

by example, but it is also learned through exposure to, and direct experience of, 

high quality geographical enquiry which might include decision making and 

problem solving scenarios 

Firth’s (2015b) and the GA’s (2011:2) clarification of knowledge in the geography 

classroom is vital to understand task design. Task design is not simply about the core 

knowledge that is displayed in the new curriculum (DFE, 2013) but the wider aspect of 

knowledge discussed above. As head of department, it is important to consider 

knowledge in this wider bracket. To create a geographer, all the above need to be 

considered. In this investigation, when discuss knowledge, it will be the knowledge 

discussed by GA (2011a:2). 

Nevertheless, it is important to consider that we do not want knowledge to be lost 

because of students values and previous knowledge. When discussing core knowledge, 

it is important to make it clear to the students according to Firth (2015b). Students need 

to be made aware of the world before the “social constraints”, the world without the 

impacts of humans. As a teacher this is important to acknowledge while considering 

geography is a dynamic subject and the social constraints on the natural world are 

relevant to the world today and to contemporary geography. 

Ford (2010) highlights an issue with us a teachers delivering a constructivist 

knowledge, I will consider this as teachers’ subject knowledge. As teachers we would 

have researched the information and developed a lesson and tasks, contextualising the 

information (Puttick, 2012 &2015). Teachers would have internalised this information 
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themselves with the constructivist ideas around them. Then this knowledge presented 

to the students through a variety of tasks which would have helped students internalise 

knowledge and gain a deeper understanding, developing their own values and 

knowledge (Figure 2.2). So, as teachers are we limiting their own opinions as we have 

selected the knowledge, delivering a curriculum based on teachers subject knowledge. I 

still believe knowledge in geography is encompassing what Lambert (2011) discussed, 

should help deliver a balanced curriculum. 

 However, when tasks are designed it is important to understand and be aware of as 

teachers we need to deliver what is seen as core geographical knowledge, while 

students will be taught using constructivist pedagogy, this is acceptable, as long as 

knowledge is delivered in a balanced way like Lambert discussed. Students then have 

the opportunity to internalise knowledge and build upon their own values and previous 

knowledge. 

As teachers we need to make geographical knowledge accessible to students. Teachers 

use many different sources according to Puttick (2015) to research this information. 

We then transfer this knowledge into accessible information for students. As teachers 

we need to recontextualise information for students. By recontextualisation 

information, it means making information as teachers we research and find, then 

making this information accessible and useful for students. Puttick’s (2015) diagram 

below figure 2.2, demonstrates the contextualisation of knowledge. The diagram below 

is a development of Bernstain (2000)’s ideas, from the source of information originally 

to information that students can use and embodied in pedagogy.  
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Figure 2.2 

Figure 2.2 shows information can be changed to meet the needs of the learner. Our role 

as a teacher is to ensure that knowledge is accessible to all. Although, it could be 

argued that teachers are changing information, which is true, teachers are making 

geographical knowledge accessible to all learners. It could be a concern that some 

knowledge and information is lost in translation and especially when designing a task. 

As the master of the knowledge essentially and as a professional, teachers need to be 

trusted to select the important knowledge to present to students and for students to 

internalise this information while completing a task (Puttick, 2013). Lambert (2011) 

also makes the argument about the resources available for teachers in order to help 

teachers have a curriculum that is focused on knowledge. As a head of department, it is 

great to see a knowledge centred curriculum and this return to knowledge as discussed 

by Lambert, I agree with Lambert, he believes teachers need to think about where we 

are accessing resources and be mindful we will conceptualise knowledge from the 

LouiseG
Text Box

The figure originally presented here cannot be made freely available via ORA because of copyright.  The figure was sourced at Puttick, S. (2015) Recontextualising knowledge for lessons, Teaching Geography, 40 (1), 29-31.
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resources. There are many social factors that also influence the knowledge present, 

even if we try to present theoretical knowledge to students.  

As teachers we need to present knowledge that is accessible and accurate. From figure 

2.4 it is clear that the “real world” which Morgan (2013) discusses is presented by 

teachers, however, students values can influence how this knowledge is perceived. 

Also, the subjectivity of the teacher. Therefore knowledge is recontextualised but as 

teachers we need to present the “real world” in a balanced way. 

Knowledge needs to be at the forefront when planning as this has been demonstrated in 

the new curriculum. The new Geography Curriculum teachers have the opportunity to 

ensure knowledge is at the forefront of good teaching. Our knowledge as teachers can 

support this through pedagogy. How teachers teach the knowledge can then give 

opportunity for students to evaluate the knowledge and make sense of it. 

The new curriculum (DFE, 2013) is a return to a traditional geography approach (Firth, 

2015b). However, there has been some neglect of the ever changing world we live in 

both socially and physically. When planning tasks, teachers need to plan tasks and 

when thinking about long term planning a curriculum that reflect the diverse 

environment we are a part of. The curriculum needs to reflect students’ geographical 

interests. Students’ interests of geographical knowledge may be socially constructed, 

however, as teachers we need incorporate these interests that students have acquired 

with what is considered traditional geography that has been outlined in the new 

national curriculum. This then will ensure students have a balanced curriculum.  
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2.2.1 New Curriculum  

The Geography new curriculum (DFE, 2013) is heavily knowledge based as discussed 

by Charter (2015). There is very little reference to how this knowledge is acquired and 

teachers appear to have a freedom to deliver this knowledge in the way they feel best 

(Hopkin, 2013). Below is a table I have devised in order to think about the planning of 

the new curriculum. Having knowledge at the forefront of my plan and then thinking 

about skills and task design. I have picked out skills that have been mentioned in the 

new curriculum (DFE, 2013), task design is thinking about some of my initial ideas.  

The focus on knowledge in the new curriculum and less focus on task delivery, as a 

teacher gives me the opportunity to teach the knowledge as I wish and experiment with 

pedagogy which perhaps was not the case before (DfE, 2011). Task design and the 

importance of task design is highlighted here. Tasks need to be designed to ensure 

knowledge is gained by all pupils in the class and tasks are suited to the learners in the 

class. Before starting my planning of the SOW it made me think even more about what 

is the point in the tasks I am giving? The table above helped me focus on knowledge 

when thinking about the planning of the two schemes of work for my project.  

Task design and why we create certain tasks is the focus of my project. Since starting 

as a trainee I have wanted my lessons to be engaging and I want students to understand 

what a fascinating and dynamic subject Geography is.  

Knowledge and deeper understanding seem to be a key focus. Within the document 

(DFE, 2013), knowledge is referred to in a number of ways. Knowledge, competence 

and deepen understanding is all refereed to. Knowledge is referred to 14 times in the 

document as you can see in figure 2.3. If was designed to help summarise the new 

document for the department. As you can see knowledge is the main focus. With skills 
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having little mention in the document. There is no mention in the document about tasks 

or how the knowledge should be delivered. This appears to give teachers more freedom 

and think about their individual classes and how student’s knowledge they already have 

can be developed. Students now can use their knowledge of pedagogy to best deliver 

knowledge to students. 

Knowledge Skills Task Design  

Contextual knowledge and 

globally significant places- 

terrestrial/marine 

Collection, analyse and 

communicate with a range of data 

gathered through fieldwork that 

deepen their understanding of 

geographical processes 

 

Countries- locational 

knowledge 

Africa, Russia, Asia, 

Middle East 

Interpret a range of sources of 

geographical information, maps, 

diagrams, globes, aerial 

photographs, and Geographical 

Information Systems (GIS) 

 

Physical and human 

processes that create 

human and physical 

landscapes that change 

over time 

Interaction of human and 

physical  

Communicate geographical 

information in a variety of ways, 

including through maps, numerical 

and quantitative skills and writing 

at length 
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Geographical knowledge, 

approaches and concepts 

  

Similarities and links with 

different places through 

human and physical 

geography 

 

  

Physical geography- 

geology, soils, geological 

timescales, tectonics, 

glaciation, hydrology, 

coasts 

  

Human geography- 

urbanisation, population, 

international development, 

economic activity,   

  

Figure 2.3 

Any teacher throughout any point of their career are concerned with keeping students 

engaged and wanting students motivated. Hopkin (2015) discusses about using 

geographical issues facing the world today. Based on my teaching career, this is the 

case. Knowledge that students can relate with or have some previous knowledge of is 

always a good start to the lesson. From the beginning of the lesson they are engaged as 

they know some background to the knowledge and can build upon some of their 

knowledge and then develop it. This then allow students to enter the classroom with 

some basic knowledge and their values on the topic if it is relevant. This will make the 
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learner engaged and knowledge relevant to the world around us. Therefore, 

constructivism is going to be an influence on knowledge and this is to be expected if 

students’ values are going to be considered and developed when using their own 

knowledge and values when beginning lessons.  

After evaluating this it is clear that some kind of structure like Firth (2015) 

demonstrated and what I discussed earlier is important. However, there can be 

disagreement what this structure is. Students to make progress and build upon their 

knowledge and leave the lesson with a deeper understanding than what they entered the 

classroom with. How this is done, has become less important according to the new 

curriculum (DFE, 2013). As professionals we have more freedom about how we 

deepen students’ knowledge and geographical understanding. However, the knowledge 

teachers need to teach has become specific. The knowledge rather than pedagogy has 

become the focus of the new curriculum. 

Knowledge should be the focus when planning. Developing students’ geographical 

thinking and understanding should underpin task design. (Hopkin, 2015) has 

emphasised this, along with Roberts (2013). To help engage students with the 

geographical knowledge using controversial issues helps engage students. The image 

below was used in Hopkins article to show Geographical understanding at the centre of 

global learning. Figure 2.4 clearly demonstrates how geographical understanding is at 

the centre of learning. Although, this is with global learning, it can be used to think 

about tasks are designed in geography. 
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Geographical understanding is at the centre. Knowledge is part of the geographical 

understanding process, however, if teachers are to create well rounded geographers 

other aspects of geography need to be considered (Hopkin, 2015). When presenting 

geographical knowledge in the classroom it is important to consider that all students 

come into the classroom with some knowledge. Our jobs as teachers is to deepen this 

knowledge and enable students to utilise this information when completing tasks 

(Hopkin and Owen, 2015). Sometimes discussing what students already know about 

the topic being covered that lesson is a good way of showing the knowledge they have 

and then at the end, it can easily demonstrate to the student how their knowledge has 

deepened. 

Values as showing in figure 2.4 are an important in geography. These values combine 

with knowledge to deepen the geographical understanding. All students come in with 

different values and this will have an impact on the internalisation of knowledge. 

Nevertheless, this is important to consider when thinking about the presentation of 

Figure 2.4 

LouiseG
Text Box

The figure originally presented here cannot be made freely available via ORA because of copyright.  The figure was sourced at Hopkin, J. (2015) A "knowledgeable geography" approach to global learning, Teaching Geography, 30 (2) 50-54
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knowledge and use of information (Puttick, 2015). As teachers we need to present 

geographical knowledge in way that values of students can be incorporated but teachers 

need to also present a balanced argument. Tasks that teachers give to students, should 

help them understand how to analyse information and appreciate that different people 

have different values and how as geographers this needs to considered when using 

knowledge and how this adds to geographical understanding. 

Firth (2015b) makes an interesting point about task design and knowledge. Also, 

thinking about building knowledge over time. As a teacher I am concerned with the 

fact that sometimes knowledge is lost through tasks. Therefore, it must be a priority in 

Geography education to bring together knowledge and learning. The tasks must give 

students knowledge as they are learning. We need to bring together their everyday 

knowledge and disciplinary knowledge.  

2.3 Enquiry Learning and the influence on geography task design 

Enquiry learning was introduced to me while completing my PGCE at Oxford 

University. This idea intrigued me from the beginning of the course. Having open 

ended tasks allow students to think about learning (Roberts, 2013). I have used enquiry 

learning throughout my teaching career as a way to engage students and help them 

develop their curiosity of geography and appreciate the dynamic subject it is.  

As you can see from above having an end goal is important for lessons and tasks. 

However, I think this end goal can still be clear when using enquiry learning. Enquiry 

learning allows students to explore the knowledge and build upon their own 

knowledge. Also, while thinking about their values and others, then using this 

knowledge to form their own opinions (Hopkin, 2015). Having to read a range of 

different sources and information can help students put together knowledge. However, 
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it is important that students are still supported with frameworks. This could be 

questions that help guide students to the knowledge.  

Geography is not simply about understanding what is out there but constructing ideas is 

important. Roberts (2013) discusses the importance of students gaining their own 

knowledge and enquiry learning supports this idea. What we know about geography is 

because other people have gone out and found the information as they had questions 

about the world. What, when, where, who, why and how are questions I use frequently 

in lessons. Students can engage with the lesson and think about questioning the world 

around them. After all, this is the basis of geography.  

Although, students are investigating and essentially making their own knowledge using 

knowledge that is presented to them during lessons through a range of tasks. Thinking 

about Lamberts (2011) thoughts about what makes good knowledge and how the three 

types are equally important, enquiry is a form of developing knowledge that Lambert 

considers important. This development of knowledge is essential for a balanced 

curriculum. 

Lambert believes that “high geographical enquiry” (Lambert, 2011: 2) is vital in a 

geography curriculum. He thinks decision making and problem solving which is all a 

part of enquiry learning is needed for a well round curriculum. Therefore, this 

demonstrates how enquiry learning and the influence of task design is important.  

However, it is important to ensure through enquiry learning we are exposing students 

to core geography and not just geography that is socially constructed. Sometimes with 

enquiry learning, as a teacher I can find the core geography is lost and that socially 

constructed geography is easier to convey. Nevertheless, enquiry learning is 

fundamental for geography; it gives opportunities for students to construct their own 
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knowledge. This exposure knowledge replicates how geography has always been 

constructed. Geography is a discipline that has been discovered and there is no reason 

this cannot be done in the classroom to ensure students have a curiosity of the subject. 

Thinking geographically is made reference to in many documents, the Geographical 

Association (2012) document made reference to this idea. The procedural knowledge 

Lambert (2011) made reference to and is known by many teachers as enquiry learning. 

Lambert agrees this is important and makes up the knowledge in Geography. Roberts 

(2015) article about critical thinking, discusses how this is fundamental if as teachers 

we want to encourage students to think like geographers. This skill of “critical 

thinking” will encourage to investigate the knowledge more deeply and realise the 

complex nature of social constructed knowledge. It helps students consider people, 

politics and the range of other factors that can influence the traditional “real” 

geography.  

Critical thinking has recently been discussed by Roberts (2015). It is important for 

students to generate knowledge through evidence. This has recently also become more 

relevant with the new GCSE and A Level examinations (DFE, 2014). Students need to 

be able to “identify questions and sequence of enquiry, to write descriptively, 

analytically and critically, to communicate their ideas effectively, to develop an 

extended written argument and to draw well-evidenced and informed conclusions 

about geographical questions and issues”. (p.6) This demonstrates the importance of 

enquiry learning. Enquiry learning is about developing investigative skills and 

encouraging children to ask questions about the complex world we live in. Geography 

should be about students being curious and enquiry learning helps stimulate children’s 

curiosity. 



  31 
 

Roberts (2015) identified some of the characteristics of critical thinking and how to 

apply to Geography. Those that are most relevant for my key questions are (p.56): 

 Being inquisitive and asking good questions 

 Developing reasoned arguments based on evidence 

 Evaluating conclusions and generalisations 

 Justifying conclusions using evidence and reasoned arguments 

These ideas for critical thinking I see as most relevant to understand the structure of 

lessons, students’ progress and maintaining engagement throughout the lesson. These 

ideas all link to knowledge. Using the enquiry learning and critical thinking is to 

engage learners. It also ensures that a synoptic approach to geography is encouraged 

(Firth, 2015b). Geography is about interconnections and critical thinking encourages 

this skill. If this can be embedded in task design during the KS3 curriculum then KS4 

and 5 curriculum will be more accessible for students. As educators, as considering 

task design long term planning and progression must be considered when planning.  

While thinking about tasks in geography, it is vital to think about learning geography 

as enquiring new knowledge (Roberts, 2013). Without the ability to enquire geography 

would not be as it is today, we know what we know today due to people enquiring 

further into the subject. In the planning of tasks, the skill of investigation and the 

ability to enquire new knowledge is important. Once this new knowledge, it is then 

important to think about how students can use this knowledge, while building upon 

their prior knowledge and experiences.   

I think with this information about enquiry geography it has made clear that task design 

is more crucial than ever. As professionals we need to present the core knowledge, and 

this should not be lost from geography. However, I believe due to the ever changing 
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nature of geography, students need to be aware of content knowledge and as discussed 

by Firth (2015b) the socially constructed geography. This demonstrates the complex 

nature of geography. Knowledge is not just facts as the curriculum may present (DFE, 

2013), it is about creating geographers. Thinking about knowledge in Lamberts terms 

will ensure this happens, if this is considered when thinking about task design, 

especially it will encourage task design that engages the modern day students who have 

been exposed to a range of different knowledge from different sources and will have 

their own initial values (Hopkin, 2015). Teacher’s job through task design is think 

about how we present these “knowledge’s” (Lambert, 2011 & Puttick, 2015).  

2.3.1 What makes a good enquiry question? 

Riley (2000) thinks about what makes up a good enquiry question. Although, a history 

article it explores carefully the idea of an enquiry question. He asked teachers what 

made a good enquiry question. Here are the questions he included: 

“Capture the interest and imagination of pupils?” 

“Place an aspect of historical thinking, concept or process at the forefront of pupils’ 

minds?” 

“Result in a tangible, lively, substantial, enjoyable outcome activity, through which 

pupils can genuinely answer the enquiry question?” (p8) 

When thinking about planning enquiry lessons it is important for it not simply to be a 

question but a question that promotes curiosity among the learners. It is important to 

think about not having questions that can be answered with a yes or no. Although, 

enquiry learning is designed to engage learners and encourage students to develop a 

questioning mind, sometimes enquiry learning can be difficult. Some students can find 

it difficult to try and question things when they have limited understanding. 
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2.3.2 Scaffolding  

Scaffolding of tasks is fundamental when thinking about enquiry learning.  Students 

cannot simply construct knowledge for themselves using a range of different sources. 

Wood et al (1976) discusses scaffolding. This term helps students try and solve a 

problem. When planning enquiry learning and schemes of work scaffolding has been 

fundamental in order to ensure all students feel supported. Wood et al thinking about 

ways students can be supported while completing a number of tasks. These include: 

 Simplifying the task by reducing the number of steps involved in a task. 

 Maintaining the pursuit of the goal and helping the learner to risk a next step. 

 Noting inconsistencies between what the child had produced and the ideal 

solution. 

 Controlling frustration and risk during the problem-solving activity but without 

creating too much dependency on the tutor. 

 Demonstration the idealised vision. 

These ideas in lessons are used in a variety of ways. Enquiry teaching and learning can 

be difficult for both students and teachers. Students can struggle with the initial 

thinking and the curiosity involved with enquiry learning. However, all geography 

started with questions and geographers needed questions to think about. It is important 

to consider this when planning schemes of work. 

The steps used to implement this are important. Scaffolding can present a student from 

becoming disengaged with learning and feel supported when investigating the enquiry 

question.  

Wood et al’s idea about an “idealised vision,” is interesting. When reading Robert’s 

work on enquiry and as a teacher I always assumed letting students having the vision 
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was important and that not necessarily there was an idealised vision. However, having 

something students to aim for and what the end might be is perhaps vital to ensure 

students are curious enough to think about how to get that stage. Nevertheless, when 

planning a final outcome must be considered. 

I believe as a geography teacher who believes enquiry learning is fundamental for well-

rounded curriculum, scaffolding has to be used to ensure the geography curriculum is 

accessible to all. Teachers need to ensure how the scaffolding of tasks is designed to 

ensure that core and content knowledge is maintained (GA, 2011a), also thinking about 

Puttick’s ideas ensuring the true meaning of geography is not lost the reconceptualising 

when designing tasks. 

2.4 How does task design impact on engagement?  

GA (2011b) “The best geography teaching is based on stimulating the curiosity of 

children and young people in order to ask questions and generate a need to know about 

the wider world” (p6). 

This quote from the GA (2011b:6) clearly highlights why an engaging curriculum is 

vital to maintain the curiosity of the subject. This quote also demonstrates how enquiry 

learning can promote this curiosity of the subject (Roberts, 2013 &2015). The 

engagement of students is a complex idea and task design is vital to maintain or even 

start the engagement.  

Engagement is not just about the task itself but about the knowledge that is being 

generated also. Firths (2015b) article highlights teachers should engage students to 

have awareness about when knowledge comes from, and this can help students 

understand the complex work we live in. Exposing students to a range a different of 

sources of information (Puttick, 2015) where the sources are clear can help students 
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transform knowledge. As teachers we transform knowledge for lessons, engagement in 

lessons could be developed if students have some skills to transform this knowledge for 

themselves if we provide the students with these skills. 

Students’ engagement is one of the most complex ideas during initial teacher training 

and it does not really get easier as you progress. However, you just have more ideas in 

the bag and in essence braver to try new ways of engaging students.  

Edwards (2015) has thought about the engagement of tasks with “sensitive 

reciprocity.” As teachers we need to understand students’ demands of the task and 

think about their current understanding of the task. Then think about students motives 

for engaging with the task. Then as teachers we can use this and our knowledge as 

teachers and of the subject to construct tasks that meet their needs of knowledge and 

engagement. Thinking about this it appear obvious. However, knowing students 

understanding of the task and what keeps them engaged is difficult. The aim of this 

project is to discuss what the point of tasks is. 

Hopkin (2015) recent article about Global Learning is interesting and allows you to 

think about Edwards ideas about “sensitive reciprocity.” Global learning encourages 

students to understand the contemporary world. It can help us help students think about 

the connections around the world. Students already have perceptions of the world. We 

need to develop these ideas and in some case make them think differently. For 

example, there are many perceptions of Africa that students have. This could be based 

on news clips and articles they have access to at home. Teachers need to develop this 

knowledge and present a balanced view of Africa, Africa is often represented as a poor 

continent, and however, our roles as teachers it is to expose students to the information 

about the continent. Therefore, with this example we need to consider and develop 
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students values and knowledge, demonstrating to them others ideas and values. When 

we begin to consider this issue it becomes clear that task design is not easy. As teachers 

we have a complex role of help students progress and develop their knowledge as well 

as values and understanding others values.  

Creative geographers is an idea explored by Renshaw (2011a, 2011b). This is also 

linked to critical thinking. However, I wanted to discuss this with engagement. 

Renshaw thinks creative geography is thinking about pedagogy and using these to 

engage and motivate students. It is also a way of encouraging students to become 

independent learners and reach end goals because of their curiosity of the subject. As a 

teacher, this is a desirable goal for all students to achieve. Also, students could reflect 

on sources and their own work to improve. So as well as a creative thinker there is a 

creative learner. This is carefully considered when thinking about task design. If 

students are going to be successful at KS4 and 5 geography they have to be critical and 

reflective learners. If tasks are going to be engaging students need to have these skills. 

When planning tasks for this investigation, it was important to consider these ideas and 

using these ideas it should promote curiosity of the subject and maintain engagement 

through the tasks and students should feel the desire to explore more. 

Simmons and Mole (2014) think about Renshaw (2011a and 2011b) work and use 

creative geography to task design tasks that allow for an “Individuality of expression” 

(p66). Geography is a diverse subject and students can express their work in lots of 

ways. When planning tasks, it is important to have that allow students to do this, as 

students will feel they have control of their learning and therefore be more engaged 

with the tasks. During this investigation this is an idea that I have been mindful of. 

Although, this is important, it is vital that core and content knowledge is not lost. But 
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there more expressive tasks will allow the social constructed geography to be displayed 

also.  

It could be argued that having goals at the end and concise tasks could actually inhibit 

students’ curiosity of the subject. Enquiry learning approach can still encourage 

students to develop this curiosity but ensuring students have end goals in sight and 

ensuring progress has been made with knowledge being developed.   

As geography teachers our job is to help students develop skills as well as knowledge, 

Figure 2.4 from Teaching Geography (Hopkin, 2015) explores the idea of 

“geographical understanding”. Critical skills and enquiry learning are important to the 

overall geographical understanding. Geography is such a contemporary subject there is 

lots of opportunity to create enquiry. Sometimes consolidating tasks and creating a 

clear goal means students lose some of the ability to use and build upon their own 

knowledge if the clear end goal is there. Students will be limited and will not explore 

all the different ideas out there and evaluate them.  
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3. Methodology 

3.1 Action Research 

An action research model was used in my investigation. This was used as it allowed me 

to reflect on more than once cycle. As Punch (2014) discusses it allows for research 

and action to be brought together. As Head of the Geography Department it was 

important for me to investigate the importance of task design, as it was during a time 

new schemes of work were being written based on the new National Curriculum. As 

Head of Department I wanted to create a scheme of work that suited the learners’ needs 

and that had a true focus on task design and the importance of tasks that engage 

learners. 

Stringer (2004) states that action research is cyclical. This suits the needs of my 

investigation. It allows me to plan and reflect on ideas and then re-plan and deliver. 

The model allows for constant reflection, this is paramount when planning a scheme of 

work and evaluating lessons to inform the next stage of planning. Bryman (2008) also 

states that it is about identifying a problem and finding a solution based on the 

problem. In order to do this there would have to be a cyclical approach to the research, 

as a solution will not be identified without repeated reflection of ideas. With tasks that 

have been designed before, I knew that there was not necessarily a problem with the 

tasks. However, I wanted to understand the importance of how we design tasks and 

evaluate why we design tasks in the way we do. 
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3.2 Research and Design 

Based on the literature review and my own teaching interests, I wanted to understand 

why teachers design tasks the way they do and what is the point in teachers planning 

lessons the way they do. The initial questions used to structure the literature review 

have been refined based on the review itself. The research questions are: 

1. Does a teacher’s understanding of knowledge have an impact on task design? 

2. Can knowledge be lost through task design? 

3. How does enquiry learning play a role in designing tasks that engage year 9 

students? 

Action research can use both quantitative and qualitative data (Gibson, 2004). My 

action research would use both sets of data. However, qualitative data would be used 

most frequently throughout the research project. 

3.5 Background information on study school 

All the participants involved attend a comprehensive school. There are 800 students at 

the school. The Geography department has two full time teachers and one part time 

teacher. 

One year 9 class have been chosen for the study. This group is a prior mid attaining 

group (achieved level 4 in their SATS), with twelve male students and ten female 

students. This group were chosen as this class have been difficult to motivate. Taking 

part in this investigation would allow them to take some control of their learning and 

inform me as their teacher how they see the best way to learn.  

Research for this investigation was carried out in three cycles.  Choosing one class 

allowed for a more in-depth study as they would be involved in the whole process and 
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see how the scheme of work had evolved with the their input. The research was about 

developing my own understanding of task design. Therefore, this would not require 

more than one class unless it was needed for comparative purposes. Time constraints 

meant also that uses more than one class was unrealistic, as student feedback and 

completion of learning diaries took time. Also, due to the timing of the terms it meant 

that two schemes of work were needed to ensure a thorough study was completed. 

The overall aim of the investigation was to plan a scheme of work that would be 

devoted to the process of task design and give scope for reflection by both teacher and 

student. As a teacher it provided me with the opportunity to develop a scheme of work 

that was planned with input from students and allowed me to plan and develop tasks, 

while constantly evaluating what is the point of the task? What is the outcome of these 

tasks? Students input was via informal feedback during and after lessons with 

discussion. Also, during the second scheme of work students completed a learning 

diary to inform me about the lessons. Both of these provided me as the teacher a good 

starting base to plan lessons to ensure students’ needs were being met and helped me 

structure the knowledge I wanted to be covered and think about the pedagogy that 

would be most suitable for learners.  

Before my practice would even be considered it was important for me reflect on old 

lesson plans- the “historical” design of my lesson planning to evaluate the changes of 

task design. The aim of doing this was to evaluate and reflect on my own practice, 

thinking about how did I design and has this changed from my PGCE until the present 

(4th year as a teacher). Using my research questions above I would reflect upon the 

themes and understand how the changes in task design, if there were any changes and 

think about to this affect the outcome of task of students. Also, think about the impact 
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of task design on engagement and knowledge which were discussed in the literature 

review. 

Another, interesting reflection will be the use of enquiry learning when designing tasks. 

During the PGCE this was an idea that was discussed in length and practiced during 

planning. It will be an interesting reflection to think about how my perception or 

understanding of enquiry learning has developed. As even in my lesson planning today, 

enquiry learning is an aspect of my planning that I find difficult.  

3.4 Research Cycle 1: Investigating my own teaching practice 

Reflection on my own design of tasks using lesson plans 

In order to establish the point of task design it was important for me to think about my 

own teaching practice first.  

I carried out this by reviewing four of my lesson plans from my second placement 

during the PGCE year. I have chosen these lesson plans because these were more 

detailed and contained more information about tasks and teaching. Therefore, they 

would be easier to reflect upon and provide more of an insight for my research. 

After this I looked at one observation from each year of teaching but two in my NQT 

year. Using my own lesson plans I could begin to evaluate the planning of lessons from 

initial teaching practice to how my own teaching has developed now as Head of 

Department.  I have only chosen one from each year as at the school there is only one 

formal observation with a lesson plan. This provided me with a range of evidence 

including lesson plans and lesson observation, which allows my research to be more 

thorough. 

Using these lesson plans I will be evaluating the following points: 
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 How lessons are structured? 

 What tasks are planned throughout the lesson? 

 How has this changed from NQT to Head of department? 

 Is knowledge at the forefront of planning? 

 How has enquiry learning been used? If it has been used? 

 Reflect on the engagement of tasks. 

Using these lesson plans and observation feedback looked at the results and identify 

different themes based on the above bullet points. This information then allowed me to 

evaluate the changes in lesson planning that has taken place throughout my career. A 

table was created to help record main themes. This table then could help me consider 

the tasks I set, thinking about the ideas I discussed above. Using information from 

Creswell (2012) I read through my lesson plans several times to understand what was 

being said and then made notes. Once I completed this I decided on the main themes 

from the lesson plans. I coded the data by highlighting the main themes. I then 

highlighted between four and five themes from the lesson plans. I did not want lots of 

themes as I wanted a detailed analysis of the themes selected. As discussed by Creswell 

(2012) I have used overriding themes from my data, potentially this could be argued 

not to be codes due to the nature of them being overriding themes. However, I have 

tried to use broad units that can consist of several codes. 

These are inadvertent sources, as the aim of these sources were not originally to be 

used for this investigation (Bell, 1999). These documents originally were for inspectors 

and observers of lessons. Therefore, there has to be some consideration that the lesson 

plan may not reflect the true nature of the tasks. The lesson plan could be brief and 

therefore not contain the detail of the tasks or show the true outcomes of the task. On 

the other hand it could demonstrate the task as something that was more involved than 
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the lesson truly reflected. This must be considered while analysing these plans. As I 

wrote the plans and designed the tasks, I have full understanding of the nature of the 

task and then this ensured my reflection of the historic lesson plans and observations 

was detailed. 

It is also worth considering bias. The lesson plans, are plans that I designed. There 

potentially could be some bias when looking at these plans. As I wrote the plans and 

delivered the lessons I could perhaps add in detail about the tasks that did not happen. 

Also, may misinterpret something that was not there. Therefore, it is important to 

consider. I have highlighted the lesson plans to link the bullet points above and 

demonstrate the key themes from these bullet points. 

Once this was completed I could evaluate the changes or lack of changes to task design 

and conclude linking to the research questions and literature review.  

3.5 Research cycle 2: Investigating what students think about tasks 

Baseline Questionnaire 

This questionnaire was to inform to how the students liked learning and allowed them 

to take control of the scheme of work they would be completing in the next term. The 

questionnaire was given to the one year 9 class I was working with for the whole 

investigation. The sample was chosen as it was convenient also.  Each student 

completed the questionnaire at the end of a lesson before I planned the scheme of work. 

The questionnaire was designed so it would take around ten minutes. 

Cohen and Manion (2011) helped to design the questionnaire. The questionnaire was 

designed to be simple and gauge an idea of the tasks students enjoy and find useful and 

what their reasons are behind this. The first question was a closed question, however, 

the rest were open. Although, some suggest that open ended questions are not suitable 
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for students to complete. I thought this was the most suitable as it allowed students to 

give their opinion.  

To analyse this information I will produce a graph for question 1 (Appendix 3). I can 

then understand some of the tasks that students enjoy. The rest of the questionnaire will 

be analysed by looking for themes among the answers for each question. The answers 

will be coded. This coding will be the same as before and broads themes were 

considered (Creswell, 2012). Again, as discussed before this was completed having the 

research questions in mind. There were only four to five themes, this would allow for 

detailed analysis to be completed to help understand the importance of task design and 

what the students see as important and engaging when they think about the “perfect” 

lesson.  

Students did not include their names on the questionnaires. Therefore, answers cannot 

be traced to individuals. 

The questionnaires were carried out in a classroom setting and students could discuss 

answers. Therefore, reliability and validity are difficult to discuss (Hammersley, 1987 

citied in Opie, 2004).  Students were fully aware of why they are completing the 

questionnaire and how it was to inform my planning of future lessons.  

I tried to limit any form of bias as their teacher. I simply reminded students that the 

questionnaire were anonymous and they were there to help and inform future planning 

of schemes of work. 

A concern could be that my research relied on my own practice with the use of lesson 

plans and observation to provide “historical” data and information from students 

(baseline data and informal discussions) (Edwards and Talbot, 1999). I reflected on my 

own practice to inform about the importance of task design. I used the information 
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from this reflection and evaluation and theory from the literature review (Orlikowski 

and Baroudi, 1999) to help me plan schemes of work that focus on task design, while 

bearing students’ needs in mind and the research questions that arose from the 

literature review.  

3.6 Research Cycle 3: Planning scheme of work and learning diary 

From the information I collected from the baseline questionnaire I planned a scheme of 

work. After each lesson the class would discuss with myself about the lesson and how 

it went. Students and I would reflect on tasks informally and this would inform my 

planning for the next lesson. As you can see (appendix 4 and 6) I have highlighted my 

feedback in red after each lesson and students’ feedback in blue. I tried to use the 

information given to inform my planning of the next lesson. 

As the class teacher I evaluated the lesson, as soon as the lesson finished. Simply with 

a couple of notes of parts that went well and areas that needed improving. I focused on 

the tasks in the lesson as part of the evaluation, as this is the main aim of my 

investigation. 

Students’ feedback was informal. It formed part of the plenary and myself as the 

teacher and students discussed tasks in the lessons. I then made informal notes about 

their feedback on the scheme of work. 

The validity and reliability could be questioned as the feedback is informal. The 

reliability was difficult as it was me as the observer making notes after the informal 

discussions after the lesson. This therefore makes reliability questionable (Bryman, 

2008). The validity is strong, as the sample I selected was a class I had for the 

academic year and there was a good rapport between the students and myself. Also, as 
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the informal feedback lasted for several weeks, the prolonged nature of the research 

helped ensure the validity. 

I carried this method out for Icy World scheme of work. However, due to this being in 

term 3 which is a short term and other interruptions I decided to continue the research 

into term 4 with the next scheme of work. This scheme of work was based on Oceans. I 

decided with the feedback it needed to be more formal. I decided for students to 

complete a learning diary. The reason for this decision was I wanted to improve the 

reliability of the study. Having set questions would improve the reliability, as these 

questions would be answered at the end of each lesson in the form of a learning diary. 

The idea of the learning diary was to help students reflect more personally. It would 

offer the give opportunity for all students to give their opinion. Some students would 

not have been comfortable to give feedback amongst their peers. The learning diary 

was difficult to complete in the beginning and as the lesson progressed students got 

better at completing the diary.  

The diary was designed to take 10 minutes to complete at the end of the lesson. 

Students completed these diaries in silence to ensure the feedback was personal. 

Students had to write down the WALT of the lesson and had 4 questions to answer. 

The questions were open. Students were required to write a sentence to explain their 

view about the tasks. The questions were explained to the class by myself at the 

beginning of the first completion of the learning diary. Then students could make notes 

or write sentences about the feedback.  

As the diaries were kept for the whole term then they were not anonymous as the 

diaries were handed back to the students towards the end of each lesson. The diaries 

were kept in a locked draw and no one had access to them apart from myself. For the 
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write up of the learning diaries I have numbered them to ensure students are not named 

in the research project.  

After reviewing the learning diaries, I selected the 6 that provided the most 

information. Some of the diaries were not completed and many questions were left 

blank which were not useful to analyse. As I wanted to conduct thorough analysis of 

the diaries I decided to choose 6. These selected on the bases of those students who had 

completed all questions for all the lessons they were asked to complete. Out of the 

class, there were only 6 students who had completed properly. 

After I had collected the 6 learning diaries I read through them several times and made 

notes about the overall themes of the diaries. Once this was done I thematically coded 

them similar to my lesson plans. I looked at 4 overarching themes to help me use the 

diaries to help think about task design. This was advice given by Creswell (2012). 

The main constraint of the learning diary was that students to begin with were not good 

at reflecting on their learning. Students needed ideas about how to reflect on the lesson 

and on their own learning. This perhaps could have caused some influence from myself 

as the teacher. However, to ensure this did not occur I used neutral ideas about 

reflection. For example, getting them to reflect on their lunch for example. This would 

help them develop the skills to reflect on their learning.  

During all the lessons I made informal notes about the students’ response to tasks I set 

in the lessons. These notes were based on observations I made about how students were 

working through tasks, this information I made notes of and then used them to inform 

me about my planning of the next lessons. The reliability again could be questioned 

with this observation. However, as these observations were informal and completed 

with other methods it helps improve the reliability (Bryman, 2013).  
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Triangulation means that one method is used (Bryman, 2008). I used observations, 

informal discussions and learning diaries to try and improve the validity of my study.   

Collaboration was an important part of the action research. Once the schemes of work 

were written, two other colleagues delivered the lessons to their year 9 classes. There 

was an informal feedback session during Department meetings. This feedback was 

considered when planning the Oceans scheme of work. There could not be detailed 

feedback of each lesson, after each lesson due to time constraints. However, the 

feedback they provided about the Icy World scheme of work, was considered while 

planning the Oceans scheme of work. 

3.7 Ethical Considerations 

I submitted my CUREC (Central University Research Ethics Committee) form in order 

to gain approval for my research project. Once I had gained approval I could begin my 

research. However, I had to inform my Head Teacher about the project. I sent a letter 

informing them about the project (Appendix 7). Once this was completed I could carry 

out my research. 

Also, to think about ethical considerations and to ensure this was an overt study I 

informed the year 9 class I was working with about my research and what I was 

planning to do with their feedback. I assured students that the information given would 

be confidential and it was simply to inform my planning and to help construct schemes 

of work that would suit the needs of the learner. 
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3.8 Collaboration 

This is an important part of the research project. Two other geography teachers make 

up the department. They both delivered the schemes of work and gave me verbal 

feedback about the lessons during department meetings. A lot, of the feedback given to 

me was similar to my own observations. I have annotated the scheme of work 

(Appendix 6) with their thoughts. These reflections by others in the department helped 

me further develop the scheme of work.  
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4. Findings and Discussion 

Task design from PGCE to fourth year Head of Department 

As a PGCE student planning lessons was a long process that was reflected upon 

constantly and changes made frequently. Timings were thought about closely, tasks 

planned down to the last minute and ensuring they kept students busy and engaged 

were important. However, on reflection tasks that kept students busy seemed to be 

important to me. I did not want students off task which could then mean behavioural 

issues could occur. As a trainee this is going through your head constantly. On 

reflection, was knowledge really thought about? I knew what I wanted students to 

know by the end of the lesson but was knowledge at the forefront of my lesson 

planning and ask design. Firth and Charter (2015) talk about knowledge and the new 

curriculum. Knowledge should be at the forefront of planning. I believe that knowledge 

is considered, however, tasks and the transfer of knowledge, the pedagogy seem to take 

a precedent when planning.  

4.1 Task design: what is the point? PGCE Lesson Plans (Appendix 1 and 2) 

During the PGCE course my lesson plans went through each stage of the lesson and 

what students would be doing at those times. The main focus of these lesson plans is 

pedagogy; this both consisted of teaching strategies to promote engagement. Also, 

linking this with behaviour management strategies. As a new teacher, pedagogy is the 

key focus, this is evident from my lesson plans. I wanted to demonstrate a range of 

different tasks which would show a range of different teaching styles in order to meet 

the teaching standards. I also wanted to use a range of different tasks in order for 

students to use a range of different skills during the lesson. For example, tasks to get 

students to work independently, working in groups, discussing ideas, investigating 
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questions. All of these different ideas about different teaching styles took up a great 

deal of time while planning. The knowledge would then be used around the tasks. The 

core knowledge during PGCE was something I was secure about, the teaching of the 

core knowledge and the tasks to help students understand the core knowledge was my 

main focus. Therefore, I focused on tasks then using the knowledge within the tasks. 

Below shows the key themes that emerge when looking at the lesson plan. When 

reflecting back on my PGCE lesson plans it became clear that pedagogy and 

engagement were the key features of the plans. I wanted to keep students busy and 

engaged so students would not come off task and cause behaviour issues. The lessons I 

planned during the PGCE behaviour management was a focus. I was aware of the 

importance of the planning of engaging lessons would help reduce any behaviour 

management issues. 

 

 

Figure 2.5 
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The themes identified are still themes that I consider when I plan my lessons today 

(Figure 2.5). However, I think the priority of my lessons has changed. As I have 

progressed with my career and I have become more confident with behaviour 

management, pedagogy and the delivery of lessons, it has allowed me to think about 

the knowledge I want students to develop Nevertheless, it is still important to consider 

all the above as they are key parts to a successful lesson and are ideas that Firth 

(2015a) and Edwards (2015) discuss.  

The key themes that have been identified above are key themes that are overarching 

themes when planning lessons. However, when looking at them they are perhaps 

focusing on key themes for a PGCE student. It obvious from a quick review of lesson 

plans that not all the above themes were considered in detail as the lesson plans 

developed throughout my career. The importance of knowledge and the transfer of 

knowledge becomes more of a focus. As a more experienced teacher, you have a 

deeper understanding of how students learn and how they internalise knowledge, in 

order to transfer it to a task during the lesson.  

Throughout the PGCE lesson plan apart from the student learning outcomes, there is 

very little reference to knowledge and about the internalisation of knowledge. From the 

literature review and now as an experienced teacher I have seen how important 

knowledge is. There is, however, some reference in the lesson about benefits and 

expanding points. This demonstrates knowledge was important and building upon a 

point is essential to show in-depth knowledge. However, looking at the power point 

lesson (appendix 1), I am not sure the importance of the knowledge is portrayed. This 

lesson was created at the beginning of the second placement and towards the end of the 

PGCE course. The reflection of my lesson is focusing on pedagogy, “Good range of 

activities, all students participating.” Knowledge was reflected upon perhaps, thinking 
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about giving students more answer time and good work is produced. Nevertheless, 

there was little specific reference to knowledge that was being taught. 

PGCE Lesson, is an assessment lesson and knowledge and the opportunity to 

internalise knowledge is apparent due to the nature of the tasks. In the lesson students, 

read an article that highlights the issues of climate change and what is happening to the 

island and islanders (Appendix 1). As the teacher, I have researched the lesson and 

contextualised the information to help the students understand the knowledge (Ford, 

2010 & Puttick, 2015). The knowledge for the students is based on The GA (2011:2) 

idea of knowledge. There is core knowledge, students looking at climate change and 

the impacts. The content knowledge present, is about climate change and the impact on 

people and this is to be discussed by the students. Finally, procedural knowledge is 

present, students have to think and look through information to try and understand the 

question at the beginning of the lesson.  

The use of assessment criteria clearly highlights the core and content knowledge that 

needs to be included in the students’ work. From this criteria it is clear that both skills 

and knowledge need to be demonstrated by the student. As the teacher planning this, 

students being able to demonstrate this knowledge was critical in order for them to 

meet the assessment criteria. This was one of the last lessons I delivered as a PGCE 

student, it is showing all the features of knowledge the GA (2011:2) and Lambert 

(2011) discuss. The final task allows students to demonstrate the knowledge they have 

internalised from the tasks throughout the lesson. Also, due to the nature of the task 

build on their own values and develop the knowledge they have entered the classroom 

with (Hopkins, 2015 and Morgan, 2013). This lesson brings together many of the ideas 

I have researched in the literature review. Although, this thinking may not have been at 

the forefront of my mind when planning this lesson as a PGCE student but on 
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reflecting on this lesson as a more experienced teacher it is clear that task design and 

the understanding of task design is fundamental if knowledge is going to be taught in a 

balanced way. By balanced I mean, I have fulfilled my job by helping students 

internalise knowledge. 

4.2 Task design as an NQT and beyond.  

These lesson plans were insightful to my planning of task design. When reflecting on 

lesson plans throughout time, it is clear how my teaching has progressed and what I see 

as important in a lesson. The main outcome I can see from the lesson plans is that the 

use of knowledge of my lesson is fundamental. It appears that I use the same 

knowledge throughout the lesson but want students to gain a deeper understanding of 

the knowledge I am presenting to them. During my 4th year of teaching this is a skill 

that I seem to be more aware of. Planning lessons with the knowledge I want students 

to understand must be secure in my planning and this will ensure students can 

internalise this knowledge. I am now more selective of the knowledge and can use 

knowledge in a range of different tasks to help students internalise the information and 

then demonstrate their understanding of the knowledge. Below is a table to summarise 

the lesson plans and the main points I have taken from each of the plans. However, this 

has only become more apparent to me throughout my career and the more opportunities 

I have had to experiment with lessons. 
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NQT Year 2 Year 3 Year 4 

 Pedagogy is a 

focus of the 

lesson plans.  

 Knowledge that 

needs to be 

taught is 

discussed. 

 Timings are 

clear 

 Lots of tasks 

discussed 

 Key terms 

 Enquiry learning 

is encouraged 

 Enquiry question to 

introduce lesson 

 Students had to 

investigate 

 Use of a range of 

skills 

 Understanding of 

key words 

 Move towards the 

use of knowledge in 

tasks 

 Enquiry 

learning/enquiry 

question to 

lesson 

 Enquiry learning 

introduce  

 and use of it has 

become tighter 

in order to 

deliver 

knowledge 

 Discussing 

information and 

consolidating 

knowledge 

 Reflection and 

assessment 

 Enquiry learning 

and question 

 Use of enquiry 

learning to think 

about lesson 

outcomes 

 Learning 

knowledge. To 

ensure internalised 

knowledge, using 

knowledge in a 

variety of different 

ways 

 Consolidating 

knowledge using 

exam questions 

 Thinking about 

skills 

 Reflection and 

assessment 

Figure 2.6 

Key themes 

Sub theme 

 

From this summary table (figure 2.6) it is clear the two main themes are core and 

content knowledge and enquiry learning. However, on reflection this could be seen as 

procedural knowledge. Bringing this all together is the knowledge The GA (2011: 2) 

and Lambert (2011) have emphasised. . What they both discuss along with Firth (2015a 

and b) is how knowledge is used within the lesson.  

Enquiry learning was clearly an idea I have used throughout my teaching, I will 

explore the development of enquiry teaching through my lesson plans later. The other 

key theme was knowledge. I am going to look at both of these individually in the next 

section. I am also going to explore and evaluate the structure reflecting on Edwards 

(2015) discussion.  
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4.2.1 Use of knowledge 

This clearly links to Lambert and The GA (2011) discussion about knowledge. 

Geographical knowledge can be thought of in terms of core knowledge, content 

knowledge and procedural knowledge. This understanding of knowledge has been in 

my lessons but I have not necessarily understood the “type” of knowledge.  

As my career as a teacher has progressed it is clear so has my understanding of 

knowledge and the delivery of this knowledge. In lesson plan 4 (Appendix 2) it is clear 

the understanding of how children process knowledge has become clear. In the lesson 

plan I discuss about the consolidation of knowledge. With this in mind I feel as the 

teacher I have recontextualised some of the information (Puttick, 2015), but have also 

given students the opportunity to construct their own ideas. The tasks centred on this 

knowledge, have given the opportunity for students to use the knowledge and 

internalise the knowledge due to the nature of the tasks. For example, in this lesson, the 

use of level marking and answering the exam question gave the students to apply 

knowledge. In order for them to apply knowledge they must have internalised the 

knowledge. In the lesson, the knowledge that was presented was the same throughout, 

the tasks were centred on the use of knowledge to give students time to internalise this 

knowledge and be confident with the use of knowledge.  

The NQT lesson plan (Appendix 2) had a wide range of knowledge that was presented 

to students, the different types of knowledge that discussed by Lambert and the GA 

(2011) was planned to be used during these lesson plans. However, there was a greater 

amount of knowledge in the lesson than time to internalise this knowledge. As a 

students the range of tasks with the combined knowledge would have been difficult for 

students to internalise and then fully understand the core knowledge. The constant 
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change of task and lack of thinking time, would mean that the internalisation of 

knowledge and the opportunity to recontextualise (Puttick, 2015) would have been 

limited. As an inexperienced teacher, who has had limited experience the teaching of 

knowledge is difficult. Thinking time is a scary thought, as a new teacher this means 

time perhaps for students not to be focused on ‘doing something’. Therefore, giving 

students lots of tasks means they are busy working. Reflecting on the lesson now, there 

appears to be an excess of tasks and knowledge. This demonstrates the importance of 

task design and knowledge need to be thought about together to ensure students can 

internalise this knowledge and apply it to tasks. These tasks should allow for students 

to construct their own knowledge. As well, as building on their previous knowledge 

and using their own values (Hopkin, 2015) to help internalise the knowledge. 

4.2.2 Enquiry Learning 

It is clear that enquiry learning has been something I have been interested in since the 

beginning of my PGCE. All my lesson plans have had some element of enquiry 

learning. Whether this was just an enquiry question or some skills that allow students 

to inquire more into the subject. I knew as a teacher from PGCE I wanted students to 

explore knowledge. After all, this is how Geography was discovered and how explorers 

found out about the world. 

The GA and Lambert (2011) consider enquiry as a branch of knowledge. They believe 

that problem solving and thinking skills are all a part of a well-rounded curriculum. 

Having enquiry learning a part of lessons allows for this.  

When reflecting upon my lesson plans I have refined enquiry learning in my lessons. If 

we look back at NQT Lesson Plan (Appendix 2) enquiry seems to be a huge part of the 

lesson, with lots of opportunity to explore. There are many tasks which allow students 
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to explore the idea of environmental sustainability. However, evaluating the lesson 

plan the knowledge part of the lesson appears to be lost, as students are consecutively 

completing tasks rather than discussing the idea if sustainability. For example, there is 

little opportunity to understand the key word of sustainability. Through the variety of 

tasks and the nature of exploring it feels the key message of environmental 

sustainability was lost. It demonstrates that enquiry learning can be difficult to execute 

at times and needs to be refined. 

Comparing the NQT Lesson Plan to Lesson Plan 4 (Appendix 2) enquiry learning and 

knowledge are linked together and there is a more cohesive relationship between them 

both. Lesson Plan 4 gives opportunity to explore knowledge. They have to review 

knowledge and then organise knowledge. The answer to the enquiry question is given 

within the card sort. Then they continue to explore the idea of urban regeneration based 

on that original piece of information they were given. While they are reflecting on the 

information and knowledge they are internalising it. This shows how the idea of 

enquiry learning has shaped task design. 

Although, compared to NQT Lesson Plan enquiry is not used throughout, thinking 

skills are reinforced. According to Roberts (2013) and Lambert (2011) decision making 

and thinking skills are important for a well-rounded curriculum. The sorting of 

information and reflecting, then putting into categories is all a part of enquiry learning. 

Lesson Plan 4 has a huge emphasis on this, the tasks require students to use the 

knowledge to deepen their understanding and then apply to an exam question. In my 

opinion, this is how enquiry learning is used at its best. NQT lesson plan does not 

allow for this deepening of knowledge, enquiry learning feels “superficial” in this 

context.  
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Critical thinking was discussed by Roberts (2015) and especially relating to the new 

GCSE and A-Level curriculum. Critical thinking which is reinforced by enquiry 

learning is important if students are going to succeed. Students need to be able to 

investigate. It is clear from this and the discussion of critical thinking and enquiry 

learning in the national curriculum show the influence they have on task design. From 

the evaluation of my lesson plans it is clear how influential enquiry learning has been 

and how it has benefited lessons. However, it must be used correctly, otherwise there is 

a risk of knowledge being lost through the investigation of a range of information.  

4.2.3 The changing nature of the structure of lessons 

The structure of lessons has not really changed and variety of different lesson 

structures are used moving through the quadrant model. Since my PGCE, I have also 

experimented with a variety of different structure to lessons (figure, 2.1), this became 

apparent to me while looking at Edwards (2015) work and the quadrant model. This is 

also important to ensure students remain engaged in my lessons.  

Using the quadrant model (Fig 2.1) it helps students internalise information and the 

development of knowledge throughout the lesson. My lessons move throughout the 

quadrant but the order varies. The model is there to promote learning and for students 

to internalise knowledge, demonstrating their new knowledge. Reflecting on my lesson 

plans, it is clear the structure can vary and progress can be made. As discussed before, 

enquiry learning is an important part of geographical knowledge. Therefore, a majority 

of my lessons and certainly the ones included in this research begin in box 3, in the 

quadrant model. Boxes 1, 2 and 4 vary in the lesson plans. It demonstrates there is not 

correct way of structuring a lesson.  
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Firth’s (2015 a) idea about structuring lessons are also important to consider. It is 

evident from the lesson plans that his ideas were considered (2015:74). It brings 

together the main elements of a lesson, maintaining geographical knowledge at the 

forefront of planning. Firth’s ideas about cognitive processes are relevant to my lesson 

plans. As a teacher, students need to a range of skills in lessons to develop these skills 

and maintain engagement during the lesson. A range of these processes are used in 

lesson plans and these processes help develop the tasks in the lessons that help students 

internalise the knowledge.  

However, something I would discuss is that in the NQT lesson plans (appendix 2), 

some of the geographical knowledge can be lost when there has been a heavy emphasis 

on enquiry learning. On reflection the enquiry learning took away from some of the 

knowledge. As the students were investigating, the core knowledge was lost and the 

outcome of the lesson drifted from what the intended outcome of knowledge was. This 

could have simply when students were hypothesising, some students became more 

involved with that and the rest of the lesson was lost. Therefore, careful planning needs 

to take place when planning enquiry lessons to ensure knowledge is at the forefront and 

students have the skills and scaffolding to continue to enquire further and build upon 

their own knowledge throughout the lesson. 

4.3 Initial Student Feedback about Task Design (Cycle 2) 

To understand what students want from a task I gave a questionnaire to students in the 

year 9 class I was teaching. I presented this questionnaire as a way for year 9 students 

to take control of their learning. This class is a class that is disengaged. Although, they 

enjoy geography they find it difficult to remain on task. I said this was an opportunity 

to tell me what they like and what tasks they like doing. Seeing tasks from a student’s 
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perspective is something I have briefly done before. But this would help me then think 

about the tasks I plan and how it is suiting their needs. 

The overall results from the questionnaire was that they wanted lessons to be fun 

(figure 2.7). The choice for the tasks that students find enjoyable, were the tasks that 

we had completed in the last scheme of work. I knew students then would be clear 

about what the tasks were. When looking further at the questionnaire some interesting 

ideas came out. Question 1 did not really highlight anything that I was previously 

unaware of. I knew group work was a favourite among the class. When walking around 

while students were completing the questionnaire, students said they like group work 

because it, “Gives you time to think,” “We can discuss ideas and check what we all 

think.” This was interesting as this was not what I thought they perceived group work 

to be. Actually was it a good opportunity for students to develop their knowledge 

further and deepen one another’s understanding. 

 

  

 

 

 

 

Figure 2.7 

Although project work only 2/20 students said they enjoyed completing this, a majority 

of students said this was a favourite task from the previous scheme of work. This 

project work was independent with little input from me. It was a research project which 
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allowed them to answer an essay question as their assessment. When discussing this 

with students as I was walking round, they commented, “It allowed us to really look at 

a place and see what happens with water,” “We could see what people lives were 

like,” “You didn’t really tell us the answer, you gave hints and we just researched what 

interested us…obviously as long as we could answer the question.” 

In the questionnaire students did not really convey their choices particularly well and 

why they made their choices for question 1 (figure 2.8). The main theme was that the 

majority chose group work as it was more fun and they interacted with other students. 

Below is a graph to highlight they used certain words to describe why they chose the 

particular type of task. 

 

 

 

 

 

 

Figure 2.8 

Fun came out as the key factor. When planning lessons teachers think about how 

lessons can be fun. However, there also needs to be a focus on the curriculum and 

content. Engaging lessons are important for teachers and this links to fun in the eyes of 

students perhaps.  
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Those 10 students said they chose a particularly activity because it was fun, 8 out of the 

10 chose group work. Group work is a beneficial activity and allows students to discuss 

their ideas and build upon one of others knowledge. However, in the classroom, 

sometimes group work can be mistaken for an opportunity to not do much work by 

some students. Some students who are hardworking will complete the work and take 

the lead while other students complete a little amount. I wanted to bear this in mind 

when thinking about the scheme of work I would plan for the students.  

Thinking is an important idea that needs to be mentioned. Although, not important 

from the data, students comment while they were completing the questionnaire they 

wanted more time to think while working through a task. One student said they felt 

“rushed,” at times to complete the work and they just wanted a few more minutes to 

think. This is the idea of internalising information and allowing students to take on the 

new knowledge, internalise it and then use it to complete a task. On reflection the 

questionnaire perhaps limited some of the students’ ideas. 

Question 4 and 5 were similar questions. What tasks have you enjoyed completing and 

what activities would you plan for the new scheme of work if you as students were in 

control of the lesson planning. Out of the 20 students, 16 students enjoyed completing 

the campaign in the last topic. This was group work and students had to plan a 

campaign to save the Bengal Tiger. However, in the groups, there were individual roles 

that students had to complete. This then ensured students all had specific roles to 

complete.  

What activities students would like to see in future lessons was group work and 

opportunities for discussion. Using this information I planned to use elements of the 

students’ feedback and incorporated into lessons. I used group work on a smaller scale 
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and gave more opportunities for discussion during the lessons. This would also allow 

students to feel ownership over lessons. 

After this questionnaire, it was clear students wanted engaging lessons with 

opportunities for group work and discussion. Thinking about this, students want to 

discuss in order for them to help develop one another’s ideas. Students have a range of 

different experiences, therefore discussing Geography can help develop their 

knowledge based on a range of different experiences (Firth, 2015a). 

From the outcome of this questionnaire I wanted to give the students the opportunity to 

explore information, they enjoy learning new knowledge but they just want more time 

and like to know and understand on a deeper level. This clearly seems apparent with 

socially constructed to knowledge, as this can be built upon based on the knowledge 

and values they come in the classroom with. These lesson plans will need to explore 

this further and experiment ways to do this to encourage learning and engagement 

during lessons. 

4.4 SOW and learning diary results (Cycle 3). 

4.4.1 Scheme of Work- Icy World 

The first scheme of work I planned using feedback from students was the Icy World 

scheme of work. After each lesson, the students and I would reflect on the lesson in an 

informal manner. 

Below you can see the Scheme of Work. The main themes I have identified from 

student evaluation were time, group work and discussion (Appendix 5). The group are 

not a confident group with their own ability. Group work gives opportunity to check 

answers and develop understanding by talking through ideas. For students this provides 
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clarification and an opportunity to check their own understanding before perusing a 

task. 

Students in the group referred to time; this related to thinking time or more time to 

complete their tasks. When planning lessons, teachers are concerned with timings and 

to a certain extent keeping to these timings. As I have become a more experienced 

teacher, timings have become a less of a constraint and if something is going well, then 

I do not hesitate to allow students to carry on. However, sometimes timings are crucial 

to ensure all the content is covered. Both in detail and scope. I was conscious of this 

when completing the tasks. 

The students who were helping me complete this investigation become easily 

distracted. A way to manage this is to have a range of different tasks to complete. 

However, in having a wide range of different tasks that would require different skills it 

meant students were not having time to complete the tasks properly. In my own 

reflection, I believe some of the meaning of tasks was being lost as students were not 

thinking about the tasks or having enough time to “get into” the tasks set. Whether this 

could simply be looking at pictures or a writing task giving their opinion. 

Edwards (2015) discussion of the quadrant model looks towards this. Students need to 

take time internalise knowledge. When planning the Icy World scheme of work, I 

perhaps did not allow enough time for students to internalise new knowledge. As a 

teacher, I wanted students to take on new knowledge and use it. However, especially in 

lesson one in the Icy World scheme of work due to the wide range of tasks there was 

not time for them to do this. After my reflection and the students’ reflections this needs 

to be considered more carefully when planning the oceans scheme of work. A 

structured way to think about new knowledge is crucial. Also, the group find it 
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challenging to take on new knowledge and process it; students need to be able to learn 

how to internalise new knowledge, some pointers about what they should actually be 

thinking about. 

4.4.2 Teacher reflection 

Knowledge and time seem to be a key theme when reflecting upon my own lessons. 

When thinking about my initial planning I wanted a range of knowledge to be covered 

to expose students to a range of different information about “Icy World.”  

While planning the lessons differently to my lesson plans in previous years, knowledge 

and key concepts were at the forefront of my thinking. However, on my own personal 

reflection, some of this knowledge was lost through tasks. I thought about previous 

experiences of student (Hopkin, 2015), and tried to build on this. Students would have 

covered very little about Icy World previously so wanted to introduce this new 

knowledge. 

Task design was important for this scheme of work, as the content was so new for 

students. The range of tasks were there to facilitate learning. When planning the tasks, I 

wanted a range of tasks to help students build upon prior knowledge from the previous 

tasks. However, I do believe now due to the range of tasks students did not have the 

time to internalise knowledge. This is particularly relevant for the first couple of 

lessons.   

Lesson 3 in this scheme of work which ran over two lessons is a good example of a 

lesson that allowed time to internalise knowledge and then apply it. Also, develop 

students own values and ideas about tourism (Hopkin, 2015). Students have covered 

the impacts of tourism before in fantastic places and adventure landscapes. This tasks 

allowed them to continue to develop their knowledge and make it relevant to an icy 
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landscape, considered the specific problems related to this type of landscape. The 

literacy grid was there to guide the students’ knowledge and use it carefully in the tasks 

to show how they personally internalised the information. Also, the literacy grid allows 

for Claxton (2007) idea of split screen thinking, thinking about learning new 

knowledge and skills. Although, in enquiry lessons it is important to have open ended 

and opportunities to enquire further (Roberts, 2013), having an end goal and a 

framework of success still allowed for this open ended nature of the task but allowed 

the task to be scaffold to support the learners needs (Firth, 2015a and Wood et al, 

1976). I wanted to use these ideas and take them forward to the new scheme of work. 

4.4.3 Oceans Scheme of Work and Learning diaries. 

I introduced learning diaries to help the students and myself reflect on this scheme of 

work. I wanted a more insightful discussion from all students. The learning diaries 

were completed at the end of the lesson. The questions below were the main focus of 

the diary and along with my reflection it help inform the planning of the next lesson. 

1. Skills I have learnt in today’s lesson? 

2. What did I find interesting in today’s lesson? 

3. What tasks helped me understand the geography and why? (I wanted a question 

to encourage students think about knowledge as well as tasks) 

4. What tasks did not help me as much to learn the geography and why? 

When using the diaries for reflection the key themes that students discussed were 

knowledge, the tasks students were completing and thinking skill. What was clear from 

the learning diaries was that students are keen to learn new knowledge. This is the 

knowledge considered by Firth (2015b) & the Geographical Association (2011: 2). 
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Students thoughts of what they found interesting was all centred on geographical 

information and facts. Key facts and interesting facts are clearly facts and information 

the engage students. The interesting facts from the lesson are facts students find 

engaging; it supplements the core knowledge. However, when looking at this, the 

knowledge is often the social constructed knowledge and not the core knowledge. It 

could be argued that perhaps is the core knowledge being lost. Personally, on reflection 

of the oceans lessons, the social constructivism geography has allowed students to 

become engaged with the lesson and lead to the core/disciplinary knowledge. An 

example of this is the lessons about tides. Although, it was a media story that engaged 

students, the knowledge of how tides work was the key information that was 

developed. The newspaper article demonstrating the risk of tides allowed students to 

inquire further about how tides work and why they are dangerous. Students had the 

opportunity to engage with the core knowledge (Firth, 2015 b), as a teacher, the need to 

inquire more and showing an interest is one of the main aims of my lesson 

4.4.4 Enquiry Learning  

Understanding enquiry learning and the designing of tasks was one of the key 

questions I wanted answered from action research? In the oceans scheme of work, 

enquiry learning was the focus and each lesson was centred on a question or title that 

would encourage students to want to learn more. 

The way the tasks were structured and the questions asked to introduce ideas that 

students could further explore. Students did not really discuss the in their reflection 

about the questions and the idea of finding the information for themselves. However, in 

general discussion this is an idea they find more challenging. But when they find out 

facts and knowledge, this is something that encouraged them to keep working.  
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The enquiry questions at the beginning of the lesson were also important in starting the 

lesson with something they would have heard of and they could build on. Looking at 

ocean currents is a complex idea. Using Nemo, a well-known Disney character allowed 

students to think about the geographical knowledge with something that is familiar to 

them. This builds on Hopkin (2015) idea and using students’ original values and 

knowledge and building upon them. This was my intended tactic with this lesson. 

There were fewer tasks in this lesson, just the reuse of the same content to help 

students internalise knowledge. The final tasks was a way students could demonstrate 

the knowledge they had learnt about currents with a focus on direction, names of places 

and temperature. With these three elements in mind, students completed the Nemo 

cartoon strip. This was completed well and students were given most of the lesson and 

homework to complete. Knowledge was clearly demonstrated and the element of fun 

was created by using a Disney character. This lesson I felt was successful for those 

reasons and students outcome were positive. The pair work was not enjoyed and 

students did not appear clearer from this. I think students need a basis for discussion 

and pair work before it can be used in a positive manner. 

4.4.5 Knowledge 

I was conscious based on the literature and previous lesson reflections that knowledge 

needed to be at the forefront of planning. This was the case for both schemes of work. 

However, in the oceans scheme of work, the knowledge was clear and the tasks were 

based around the knowledge more so.  I tried to base the knowledge around several 

tasks to help students internalise this knowledge.  

Students were more inquisitive about the content as I tried to make it relevant to them 

and have ideas and values in the lessons they could use or build on. Or something they 
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even find familiar to help them become engaged with the lesson. Icy World scheme of 

work was a lot of content with lots of tasks. There was not the time to internalise the 

information. 

The key message to take from this is making knowledge relevant to students. However, 

it could be argued that perhaps knowledge was lost due to the recontextualistation as 

discussed by Puttick (2015). The core knowledge being made relevant by teachers for 

students could mean that some of the core knowledge would have been perhaps 

changed and the meaning skewed through the teacher’s knowledge. Some of the 

complex ideas of oceans I did have to make accessible for students. I ensured 

knowledge was at the forefront but used the knowledge in a variety of ways to ensure 

the learner has the time to internalise the knowledge. I was also aware that students had 

been exposed to ideas about oceans, with ideas like Nemo and litter. So I needed to 

build upon their values, however, improve the accuracy of the understanding of these 

topics.  

This scheme of work reflected the interest of students and incorporated their ideas. 

Using what I had learnt from the reflection before it was clear what they wanted. The 

learning diaries also aided this planning. As well, as knowledge being important to 

teachers, students enjoy learning new ideas. As teachers we need to make this relevant 

to pupils.  

Therefore, the main differences were knowledge being planned making knowledge 

familiar to students in order to help them access the information. Also, the amount of 

tasks in the Oceans scheme of work was reduced. The aim was to internalise 

information rather than take on lots of new information that is not fully understood and 

students cannot use their knowledge in tasks. The final tasks were tasks students could 
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get involved in with and this is what they appeared to enjoy. Time to use the new 

knowledge they had learnt. 

Still, one of the issues I would like to work on is experimenting with pedagogy to 

encourage students to use knowledge and think critically. This is looking at knowledge 

as considered by the GA (2011) and Lambert (2011). However, it is a skill students 

need to work on and build their confidence with their use of knowledge.  
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5. Conclusion 

It is evident from this research that task design is a complex and thoughtful process. It 

has clarified to me as a teacher the important aspects of task design. These questions 

have guided my research: 

1. Does teachers understanding of knowledge have an impact on task design? 

2. Can knowledge be lost through task design? 

3. How does enquiry learning play a role in designing tasks that engage year 9 

students? 

The opportunity to research task design has been hugely beneficial to my teaching 

career. Tasks are not just there for students to practice knowledge. Tasks are 

opportunities for students to internalise knowledge. Also, opportunities to build on 

their own knowledge and use their own values to help understand the knowledge. 

5.1 Does teachers understanding of knowledge have an impact on task design? 

This research project has highlighted one main issue, teachers understanding of 

knowledge and knowledge is used in the classroom. Knowledge is not what I first 

considered as factual information. It is complex and the importance of knowledge 

should not be taken for granted. 

The idea of how knowledge can be socially constructed is important to task design. 

Disciplinary knowledge as discussed by Firth (2015 b) is only part of the knowledge 

and the knowledge that is discussed in the new curriculum. Knowledge, core 

knowledge needs to be highlighted to students before the social constraints of the 

world. It is vital as teachers, students are aware of the world before the impacts of 

humans. Although this is important. Students then need to realise that geography is a 
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dynamic subject, that is always changing and they need to appreciate how the human 

and physical world work with one another. This was an idea that I had never 

considered before. 

As teachers we need to create well rounded geographers. Hopkin’s (2015) model has 

demonstrated how we could create well rounded geographers. Geographical 

understanding is at the centre of the model and lots of elements feed into this model. 

Knowledge being one of these elements. However, from this investigation, knowledge 

is not as simple as this model is suggesting. Reflecting on Firth (2015b) and Lamberts 

(2011) ideas, knowledge is made up of several parts. From this research, this is at the 

forefront of my mind during task design. I now have a deeper understanding of 

knowledge as a teacher. Therefore, I feel I can now teach knowledge to ensure students 

have a deep understanding, while making well rounded geographers. 

5.2 Can knowledge be lost through task design? 

The key part I have taken from this is to try and ensure students have a deeper 

understanding of knowledge. Students should be confident with the knowledge they 

have been taught. Also, it is important students are aware of where knowledge comes 

from. As teachers, we research knowledge and then use it on our lessons. However, 

there could have been recontextualisation of knowledge (Puttick, 2015) (Figure 2.4). 

As teachers we will make knowledge accessible to students. During this time some 

knowledge could have been lost or due to our own experiences and values, these could 

have had an impact on the knowledge we teach. This has made me more conscious as a 

teacher to try and ensure knowledge is not lost. Also, making it clear where knowledge 

has come from to help students have a deeper understanding.  
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5.3 How does enquiry learning play a role in designing tasks that engage year 9 

students? 

Enquiry learning is an idea I have been exposed to since my PGCE. However, my 

experience as a teacher and this research has shown me really what it is about. Enquiry 

learning is about wanting to get students to want to know more and have a deeper 

understanding (Roberts, 2013).  

Having enquiry questions at the beginning of a lesson is just the beginning of enquiry 

learning. Enquiry learning is about encouraging students to want to investigate more. I 

think after Icy World scheme of work, Oceans really embraced this. As a teacher, I 

want students to have the understanding to construct their own ideas based on the 

knowledge I have presented to them (Roberts, 2013). Enquiry learning is about 

teaching these skills. 

During the Oceans scheme of work students had the opportunity to explore 

knowledge. Also, they had the time to internalise the knowledge. If enquiry learning is 

going to be a success then students need time to explore knowledge and use it. This 

was evident from the scheme of work. Students enjoyed learning new knowledge.  

5.4 Future Ideas 

This report has given me the opportunity to explore lots of different ideas about task 

design. Also, made me evaluate my planning of lessons and redirect my thinking of 

tasks that engage the learners to learn. 

Critical thinking is still an element I need to work on during lessons. I feel on my own 

personal reflections that students have not had the time to build up the skills for critical 

thinking. Planning forward, this is an idea I want to explore further and make it 

relevant and suitable to the KS3 curriculum, it heavily features in the GCSE and A-
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Level specifications so students are going to need to build upon these skills ready for 

their next stage of learning.  

Skills would have to be the main focus and ensure students develop these before the 

core knowledge becomes too difficult. As skills and knowledge would have to be 

developed. This again thinks about Claxton’s (2007) idea. The skills and knowledge 

would have to complement each other.  

5.5 Limitations of the Study 

Time scale was a factor when completing this research. Students found completing the 

learning diaries difficult. Next time, I would perhaps have a term where students think 

about reflecting on their own learning and the tasks in the lesson. This would give the 

students the confidence to do this, and perhaps give some indication what reflecting 

learning is. However, I am going to continue on working with different classes the skill 

of reflecting on learning, as it can both inform my planning as a teacher and learning as 

a student. 

Another limitation would be the ability to review old lesson plans. This was difficult as 

after PGCE I only had one formal observation. So perhaps, in the future I would like to 

build a more catalogue of lesson plans to then evaluate a wider range of lesson plans. 

This then would provide a deeper understanding of planning themes. 

I would also consider using group interviews, as well as the baseline questionnaires. 

Some of the responses during interviews would have been more in-depth and insightful 

and would have provided me with perhaps more clarity about students’ ideas (Bryman, 

2008). However, due to time constraints this was difficult and the lesson diaries during 

the second scheme of work did provide me with more information to help planning.  
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5.6 Concluding points 

This research project has highlighted the importance of task design in lesson planning. 

This is not just down to the task itself but the number of tasks in the lesson. The key 

message is the tasks have to clear and concise and give students the opportunity to 

develop their knowledge.  

The importance of conveying knowledge has been highlighted as crucial when 

planning lessons. The importance of ensuring we as teacher teach knowledge correctly 

and maintain core knowledge, not allowing knowledge to be lost through the minefield 

of task design. 
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Appendix 1- PGCE Lesson plans 
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Appendix 2- NQT, 2, 3, 4 
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Appendix 3- Baseline Questionnaire 

1. In Geography what tasks do you enjoy completing? 

Group Work         

Finding the answer through a mystery 

Learning independently 

Project work (similar to water research report) 

2. Why have you chosen the above? 

 

 

3. Thinking about the tasks you have covered this term what did you enjoy doing and 

you would like to do again? Eg newspaper  

 

 

If you could design a lesson what type of activities would you plan? 
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Appendix 4- Icy World SOW 
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Appendix 5- Learning Diary and Results 
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Appendix 6- Oceans SOW 
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Appendix 7- CUREC letter to Headteacher 

I am writing to enquire about conducting research in school this academic year.  As you know, I 

am studying for the Master’s in Learning and teaching at Oxford University, supervised by 

Roger Firth.  In my final research project, What is the point? Understanding the importance of 

constructing tasks that engage students. The main aim of my research is to understand why as 

teachers why we create tasks and what is thr purpose of these tasks and what Geography is 

being taught. I will refect on task design using a scheme of work I am going to create. I will 

reflect on my practice from PGCE, NQT, Teacher and now Head of Department. Reflecting on 

how task design has changed and how I see task design now. 

 

The research will take place with one year 9 class.  I am developing ways of improving 

student’s engagement, enjoyment and attainment. This will be reflected on each lesson by myself 

and the pupils. This will inform the task planning for the next lesson. 

 

By participating in the research, the school would be contributing to a project that will deepen  

department’s understanding of task design and allow the department to reflect on their task 

design when creating new schemes of work. As a department, we have been working to 

improve the schemes of work and reflecting on existing ones. 

 

I hope to conduct this research between February and April.  I would use reflection and 

evaluation tasks from students. These would be completed during the lesson. I will also use my 

own reflection and evaluation of lessons to help me develop the scheme of work.  

 

Oxford University has strict ethical procedures on conducting ethical research with teachers and 

young people, consistent with current British Educational Research Association guidelines.  As 

practitioner research however, the University recognises that schools have the highest ethical 

standards in any event. Therefore only your consent is necessary, and not that of parents.  

Throughout the research, students and other teachers will be able to refuse to participate in any 

research activities at any time.  

 

All participants, including students, teacher and the school, would be made anonymous in all 

research reports.  The data collected would be kept strictly confidential, available only to my 

supervisor and myself, and not used other than specified without further consent.  All tapes 

would be destroyed at the end of the research period, and kept in locked conditions until then.     

 

If you feel you would like to take part in the study, or need more information about what is 

involved, please contact me.    

 

I look forward to hearing from you.   
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