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Learning science locally:
Community gardens and our
future
David Lloyd* and Kathryn Paige*

Education Futures, University of South Australia, Adelaide, SA, Australia

The wholistic nature of gardening is an approach to learning that provides

opportunities to place science education in a context that also values

other ways of knowing and draws on the cognitive, the affective and the

spiritual—knowing, feeling, connecting. This paper offers a case study of

teaching gardening to primary students at The Old School Community

Garden (TOSCG), in the Adelaide Hills, South Australia. As experienced science

educators, we find that engaging young people in gardening provides them

with the opportunity to see the world as a whole, learn science concepts

while also addressing local issues such as organic food production. Our

focus in this project is the use of the garden as a learning place for Year

1 students (aged 6–7) working with Year 4 students (aged 9–10). We also

argue that nature teaching is part of the answer to liveable futures in this

time of climate change, pandemics, and the possible crossing of other Earth

boundaries. These challenges require educators to focus on futures thinking

and transdisciplinary approaches in order to develop the dispositions needed

to live in the present with a well-formed idea of where we want to go. Learning

the science of gardening is clearly a central aspect—soil science, biological

science, ecosystem management and a sustainable food supply.

KEYWORDS

science education, futures thinking, community gardens, transdisciplinary, eco
justice

Introduction

The value of community parks and gardens throughout history, and particularly in
present and future times, has been well documented (Roseland, 2012; Murphy, 2014;
Lloyd, 2015). They can be sites of cultural and social activity as well as places of
practical small-scale food production which contribute to the sustainability, resilience,
and flourishing of communities (Franklin et al., 2011; Gaylie, 2011; Payne, 2015). The
development of the Old School Community Garden (OSCG) is taking place at a time of
globalization, where our planet is reaching social, environmental, and economic limits.
This is a situation which we may not be able to solve in an ideal way, but which we may
survive. Eckersley (2012) encouragingly suggests that “there is still plenty to dream of,
and to strive for” (p. 22).
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To achieve a sustainable society in harmony with Earth’s
ecosystems, educators and educational policymakers will have
to rethink the curriculum and adopt a different approach to
teaching and learning (Bentley, 2010; Barker and McConnell
Franklin, 2017). We need to develop curriculum and pedagogy
that integrates humans more fully with the rest of nature and
that develops a disposition for living in the present while
planning for sustainable futures. As Berry (1999) argues, “We
are not here to control. We are here to become integral with
the larger Earth community” (p. 48). It is important for science
education, and for transdisciplinary learning more broadly,
to promote educative experiences where students contemplate
the beliefs, interests, and feelings of others impacted by
environmental socio-scientific issues. “Learners can form an
intrinsic connection with nature, in the sense that nature should
be afforded similar intrinsic value and justice, that is extended
to people” (Herman et al., 2018, p. 2). Given the opportunity,
students will see themselves as part of their nature world–
likely more affectively and spiritually, than cognitively. Such an
approach to science and environmental education is often hard
to achieve, moving past, while drawing upon, the knowledge
work of the disciplines that have more traditionally comprised
science education. Participating in community gardening offers
a significant opportunity for developing and illustrating the
complexity of a futures-oriented science education.

The Old School Community Garden (TOSCG) is a public
garden developed on the former site of the Stirling East School,
in the Adelaide Hills (Mt Lofty Ranges), South Australia. This
paper is built around the experiences and learning of young
students who have been visiting the garden as part of their
schooling in order to grow vegetables and plant indigenous trees
and shrubs, with the primary aim of preparing them to care for
and restore Earth’s degraded and exploited ecosystems.

We start by drawing on our own experiences as educators,
gardeners, and parents. Together, we bring over 100 years of
experience in environmental science education. Our own stories
describe what impacted on us in our early years, and what
experiences have contributed to our passion for an eco-active
curriculum. Clandinin and Connelly (2000) argue that “life is
filled with narrative fragments, enacted on storied moments of
time and space, and reflected upon and understood in terms of
narrative unities and discontinues” p. 17. It is for this reason
we have woven our early life and education stories through this
paper. As “elders,” our intention is to reflect on our evolving
understanding and journey, and to leave a legacy for those
picking up the baton for the future. We work from the ethical
position that our generation should leave a world worth passing
on to our grandchildren and theirs.

The authors are two “retired” academics from the University
of South Australia with environmental science and futures
studies backgrounds. We have taught pedagogical courses for
science and mathematics, including environmental science
and integral studies. We have worked particularly with

pre-service teachers aiming for careers in primary and junior
secondary education.

David Lloyd

I was born in Ormskirk, a market town in Lancashire,
England, during the Second World War—a time when
community gardens (allotments) became a necessity. After the
war, my family immigrated to South Australia, where I attended
schools in the metropolitan area. A teaching scholarship enabled
me to complete Education and Science degrees which led to a
career teaching secondary school general science and chemistry.
After further study (MSc and PhD), I spent fifteen years
lecturing at the University of South Australia. Throughout my
schooling, I developed a love for the natural world through
adventures in Adelaide’s Mt Lofty Ranges. Later in life I enjoyed
caravanning and camping with my family and friends and, of
course, vegetable gardening for my family at home. I became
an enthusiastic member of TOSCG and have worked with local
primary school teachers who visit the garden with their classes.
My academic work, and my understanding of the importance
of living as part of nature through my connection with it,
motivated me to explore many aspects of our environment and
I became concerned with the way it is being used and (mis)
managed. My grandchildren have a lot of work to do to repair
natural ecosystems and to hopefully live in a vibrant, sustainable,
and nature-filled world.

Kathryn Paige

I was born and raised in Berri, a rural agricultural town
along the River Murray, South Australia. This river system
is a major source of domestic and environmental water and,
while the rhetoric was that there was sufficient for everyone,
I remember brown water baths and being constantly mindful
of the preciousness of water and the precariousness of the
river flow. As a well-educated white woman of privilege, I am
conscious that my “lot” have used more than our share of
Earth’s resources. The 70s were the times of Vietnam war, hippies
and living simply. At Teachers College, our ecology lecturer
inspired us to participate in frog counts (as a measure of healthy
water systems) and to march down the main street of Adelaide
chanting “ban the can” in a campaign that resulted in a deposit
scheme for soft drink cans which remains to this day. Through
my 17 years teaching in primary classrooms and 25 years
educating future primary/middle teachers, I always strived to
“walk the talk,” reducing my carbon footprint through recycling,
replacing single use items with reusables, cycling rather than
driving wherever possible, planting trees, and gardening (later
guerrilla gardening).

It is these educational and life experiences we bring to
this community garden project. Using the community garden
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as a case study, we explore sustainable and transdisciplinary
educational practice with two classes of school students
who regularly engage with gardening. As experienced science
educators, we find that engaging young people in gardening
provides them with the opportunity to see the world as a whole,
learning science concepts while also addressing local issues such
as organic food production. Our focus in this project is the use
of the garden as a learning place for Year 1 students (aged 6–
7) and Year 4 students (aged 9–10) as they learn to live locally
and make wider community connections. Data from primary
students and teachers involved in learning in the community
garden provide insights into their experiences. It orients also
to a set of eco-justice principles which are then used to inform
a curriculum structure for liveable futures and for teacher
educators to develop.

Science education for environmental
and futures learning

Children’s understanding of science is acquired from early
interaction with the world. Through play and their everyday
experiences children are developing the own ideas about how
the world works (Howitt, 2022). Building on children’s natural
curiosity in nature and embracing sustainability and futures
thinking is an approach to science education many teachers are
adopting. Sustainability is not just another issue to be added to
an overcrowded curriculum but a gateway to a different view of
pedagogy, of organizational change, of policy and particularly of
ethos (Sterling, 2001; Gilbert, 2016).

In the Australian Curriculum, Science is one of eight
learning areas. It has three substrands, Science understanding,
Science Inquiry Skills, and Science as Human Endeavor.
It is intended that these three substrands are interwoven
together and science in the community garden is the perfect
vehicle. It is the Science as Human Endeavor Substrand
that highlights the importance of science in contemporary
decision-making and problem-solving, as well as cultural,
ethical and social implications to be taken into account
(Australian Curriculum Assessment and Reporting Authority
[ACARA], 2022). In addition to the learning areas Australian
Curriculum has two other components, General Capabilities
and Cross Curriculum Priorities which includes sustainability.
Pedagogies which advocate for educating for sustainability
include envisioning a better future, systemic thinking, critical
thinking and participation in decision making (Australian
Research Institute for Environment and Sustainability [ARIES],
2005; Skamp and Preston, 2021). This approach aims to
shift the study of “science” beyond a eighteenth century
and twentieth century view of progress, and technical know-
how, and of narrow versions of objectivity and links well
with the pedagogy modeled in the community garden
(Brennan and Widdop Quinton, 2020).

A necessary process in conceiving a community garden is
that how we understand and “value” the future will determine
how we proceed in the present. Our global and local economies
are destroying Earth’s natural support systems, putting us on a
path of decline and collapse. Current literature on sustainable
futures identifies the challenges for a safe and liveable
environment. These challenges include climate change, ocean
acidification, chemical pollution, nitrogen and phosphorus
loading, freshwater withdrawals, land conversion, biodiversity
loss, air pollution and ozone layer depletion (Flannery, 2015;
Jickling et al., 2018; Figueres and Rivett-Carnac, 2020). Earth is
heading for an uncertain future with the likelihood of dramatic
changes–a good reason to be concerned (Norberg-Hodge, 2020).
If Earth is to remain liveable, we need a futures vision that can
turn things around. Futures thinking is about exploring possible
futures that are evidence based and investigating how trends
will affect us and our community, promoting decisions on what
action needs to be taken to either fulfill the future scenario or
work to prevent negative aspects.

At the personal level our minds have the faculties of memory
and prevision (de Jouvenel, 1967; Cornish, 1977) and we have
no choice but to have images of possible futures. They are
a central aspect of our worldview (Kelly, 1963; de Jouvenel,
1967; Damasio, 1994; Loye, 1998; Eckersley, 2002; Bowers,
2017). Images of possible futures are mental tools that deal
with possible future states and are composed of a mixture of
concepts, beliefs and desires that affect our choices and guide
decision making and actions. They are flexible, changeable, and
personal in nature and are mental constructions dealing with
possible future states (Ziegler, 1991; Rubin and Linturi, 2001).
Images of possible futures are important and life forming, and
prediction is both intuitive and learned, and can be improved
when acknowledged and attended to Loye (1998). Hicks (1996),
says that “One of the main concerns of environmental education
is the need to create a more ecologically sustainable future,” and
that images “of possible futures seem to be important at both
the personal and community levels” (see also Hicks, 1994, 1996;
Hicks and Holden, 1995; Slaughter, 2012; Kopnina et al., 2018).
Schools as community groups need practical ways to express and
build their hope and agency for the future.

The following extract is from a positive future story using a
guided fantasy to get participants thinking about the world in
20 years, in this example, an adult:

I spend my day working in my small garden and glasshouse
with my vegetables and fruit. I enjoy the society of the main
street, the library. I take interest in the public orchard I helped
plant 10 years ago. The freeway is quieter, there are two train
tracks where roads were; people now find the new train to the
city more convenient. There is much more local cultural life,
films, music, and local sociability (Lloyd, 2013).

The choice of preferred futures identifies what the author
would like their Earth to be like. Many would like to see a
future based on greater environmental awareness and personal
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and community action for sustainable futures as argued by
Slaughter (1991, 1995, 1998) and many other authors (e.g.,
Boulding, 1996; Gidley, 2016). There is ample evidence in
these articles that having positive expectations for the future,
emerging from active engagement in the present, has a positive
effect on our world view and wellbeing. We believe that what
student images of possible futures reveal about their interests
and concerns provides a primary justification for a more explicit
futures perspective in education (Lloyd, 2005; Paige and Lloyd,
2016; Paige et al., 2018b). They constitute prior knowledge that
can influence motivation, conceptual development, and what is
valued as knowledge.

Climate change, brought about by human behavior, is
currently the Earth’s primary challenge. Climate change is
exacerbated by deforestation, a major cause of biodiversity
loss and carbon dioxide removal (Rockström et al., 2018).
A further significant challenge is the destruction of our
natural environment–the homes of so many native plants,
animals and insects. In Australia, overfishing and illegal fishing,
introduction of exotic species, pollution, and infrastructure
development add up to degradation of the natural environment
(Australian Government Department of Agriculture, Water and
the Environment, 2022). Environmental degradation is evident
at even well-managed sites. At TOSCG rabbits–an introduced
pest–want our fruit and vegetables, leaving nothing for humans!

Toulmin (1990, p. 2) explains that “futures scenario are
available futures, not just those that we can passively forecast,
but those that we can actively create.” This position enhances
considerably the need for community parks and gardens that
can provide spaces for the non-human residents (plants and
animals) and the growing of organic food for humans (Kolbert,
2006; Lindenmayer, 2007; Spratt and Sutton, 2008; Lloyd, 2015;
Raskin, 2016).

Community gardening for connections
and wellbeing

The use of parks and gardens to improve health is known as
social and therapeutic horticulture (Goleman, 1996; Armstrong,
2000; Arvay, 2018). As well as promoting physical and mental
health benefits, social and therapeutic horticulture has also been
shown to help improve people’s communication and thinking
skills. The University of Hull’s Center for Systems Studies is
researching ways community gardening can boost wellbeing for
people, societies and the wider world (Metcalf et al., 2021). They
have, since 1998, been maintaining trees, shrubs and wildlife
areas, growing vegetables and salad crops, and holding crafting
activities. Similarly, TOSCG runs workshops on how to mulch,
build wicking beds, as well as plant propagation. We must
not forget social events such as barbeques and picnics–often
occurring after a hard day of digging, weeding, and planting.
Spending time in the outdoors, taking time out of the everyday

to surround yourself with greenery and bird life we have found
to be one of life’s great joys.

Norbert-Hodge sees a need to “work to renew ecological,
social and spiritual wellbeing by promoting a systemic shift
away from economic globalization toward localization” (Local
Futures—Building economies that restore community and
nature). Community gardens are an expression of localization
that respects nature, justice, and real democracy, rebuilding
local economies and communities, and restoring cultural and
biological diversity.

When it comes to food, the value of local production is
paramount:

The logic of local food production is unassailable: locally
grown food is fresher, and therefore tastier and more nutritious,
than food transported over long distances. It is also likely
to contain fewer preservatives and other artificial chemicals,
because when the producer knows the consumer personally and
not only as a faceless target market, he or she is less likely to take
risks and liberties with the consumer’s health (Norberg-Hodge,
2020, p. xxiv).

Gardening can directly improve our wellbeing and
encourage us to adopt healthier behaviors through physical
activity, collaborating with friends, relaxing, or meditating in
a quiet and beautiful place, coming to a better understanding
of plant growth, soil properties and the ecology of gardens
(Payne and Wattchow, 2009; Nettle, 2010). Growing food,
for own use and for local distribution or sale, is often the
motivating purpose of community gardening. For example,
surplus food from TOSCG goes to people in need and is
distributed by The Hut Community Center, operated by
local government. Unlike growing food in private gardens,
community gardening requires an element of cooperation and
collective planning. Working together toward shared goals can
create a real sense of community. And in a garden, a feeling
of connection may develop, not just with other people, but
with the living world. For example, Australian magpies are
often our companions at the garden, particularly if turning
over soil–they find food for lunch or tea for themselves
and their children.

Community gardens connect people to nature and help
towns and cities to move toward local, healthy, less expensive
food with a reduced carbon footprint (Costanza et al., 2013).
Learning about our environment and how to live sustainably
within it is critical for a liveable future for all species including
humans, so understanding, valuing, behaving, and taking action
to care for our natural environment–for ourselves and for
future generations–is our greatest challenge for sustainability
(Walker, 2019).

Individual wellbeing and societal wellbeing are inextricably
linked. Community gardens support this connection in part by
placing people in nature. They can demonstrate that it is possible
to make spaces inclusive and accessible. Wicking beds and paved
pathways, for example, can improve access for wheelchair users.
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Community gardens such as TOSCG highlight the importance
of nature places and the many benefits they can bring for people,
society and the other-than-humans.

Community gardens can also play a significant role in
conserving biodiversity through developing wildlife pockets
and corridors across towns and cities. Gardens can also
help to mitigate climate change: their vegetation captures
carbon dioxide and improves air quality, provided there is
enough of them to use the carbon dioxide we generate
for them. Tree and shrub roots absorb water and help
stop flooding and erosion but also reduce evaporation,
a very important local consideration in South Australia’s
hot, dry summers.

Community gardens: A context for
sustainable educational practices

The Old School Community Garden was once a primary
school, hence the name. Located in the township of Stirling,
approximately 15 km from the Adelaide city center, the land is
government-controlled and is managed by the district council.
In 2013, the council leased the site to a group of local people
who wanted to develop a community garden (Lloyd, 2015). The
garden is two hectares in size and has a flat area suitable for
growing vegetables, and an undulating area ideal for growing
indigenous flora. Koalas are starting to find their homes in
the trees and native birds of many species are at home in
the garden.

The original OSCG community team, all interested in
gardening and/or growing food, also saw the site as a community
meeting space, for both health and economic reasons and,
in particular, the local production of food which was seen
as becoming an increasingly higher priority for communities.
During early consultations, with the community, the managing
committee established six objectives for the garden (Lloyd,
2015):

1. A Meeting Place
2. A Growing Place
3. A Learning Place
4. A Healthy Place
5. A Sustainable Place
6. A Beautiful Place

Environmentalists such as Edward O. Wilson support these
objectives, as seen in his “biophilia hypothesis” (Wilson Edward,
1984). Wilson spoke about the “human urge to affiliate with
other forms of life,” in other words, about our connection with
nature. It is a connection that has evolved over millions of years.
Human beings come from nature. We have been formed by our
interaction with nature. We should therefore be considered a
part of nature, just like all other life forms (Arvay, 2018, p. 3).

In this paper, the educational value of TOSCG (Objective 3) is
our primary concern. We focus here on the use of the garden
as a learning place for Year 1 students (aged 6–7) and Year 4
students (aged 9–10). As Gaylie (2011) and Lloyd (2013) note,
many schools already have their own food gardens as strategies
for developing sound nutritional practices and cooking skills,
encouraging outdoor physical activity, and preparing students
for living locally food-wise. It is hoped that this generation of
young people, with the opportunity to learn how to grow food,
will be better prepared for a likely challenging future (Cattaneo
et al., 2012; Ehrlich and Ehrlich, 2012; Stevenson et al., 2013).

The explicit objective 4 of making TOSCG “A Healthy
Place” objective has four main aspects–cultural inclusion, eco-
system health, and personal mental and physical wellbeing.
Student visits to the garden promote social interactions, physical
exercise, and ecological knowledge. This is a complex space
for diverse kinds of learning, socializing and being with
the environment. Text book biology, physics, chemistry, and
geology take on real meaning when applied to an understanding
of the needs of plants and animals and of the needs of the
humans who manage the garden.

It is important to recognize that the cognitive, scientific
and conceptual work, has to take account of the emotional
dimensions of relating to the rest of the world, other humans
and to oneself, not customarily a feature of science education.
Awareness of local and global issues is not generally the result
of the school curriculum but rather emerges from television
and other forms of mass media (Hutchinson, 1996; Oscarsson,
1996). Many young people intuit the dangers of our time and
are “deeply cynical, alienated, pessimistic, disillusioned, and
disengaged” as well as “uncertain of what the future holds”
(Eckersley, 1997, p. 244). Eckersley (1995) argues that the lack
of confidence that youth have in futures may be due to cultural
failures, loss of key values, and the rapid pace of change. Goodall
and Abrams (2021) in their “Book of Hope” highlight “ego-
grief”:

I read a report by the American Psychological Association
found that “the climate crisis can cause people to experience a
whole range of feelings including helplessness, depression, fear,
fatalism, resignation, and what they are now calling eco-grief or
eco-anxiety” (p. 73).

Because people’s relationships with the living world affects
their behaviors toward it, taking part in community gardening
can also help people, old and young, be environmentally
conscious, and responsible (Sobel, 2017). The mature gum trees
and those we are planting at TOSCG provide food and shelter
for koalas. The creek that runs through the garden provides a
home for animal species such as frogs, lizards and Australian
wood ducks (see Figure 1).

There are so many positives gained through community
gardens that their popularity is likely to rise as we learn how to
live more locally. There are challenges such as suitable sites in
towns and cities, but as one of us discovered in their narrative,
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FIGURE 1

A shared space for humans and wildlife.

in times of need such as the Second World War, suitable places
for community gardens can be found. We suggest that they
are necessary for sustainable and flourishing communities. The
many benefits of community gardens include:

• Workshops that ensure our continuous learning for
sustainable futures, for example building wicking beds to
reduce water use; native bee workshop (Lloyd and Deans,
2017; Paige et al., 2020).

• Supporting inner wellbeing
• Connecting to community and its culture
• Living a life in harmony with the natural world
• Developing knowledge about indigenous plants that

support local species1

These garden experiences fit well with objectives 5 (A
sustainable place) and 6 (A beautiful Place). This is reflected in
the pleasure that community including children take in being in
the garden working toward a sustainable place appreciating the
beauty of native plants and animals species.

The study

We report on the year when two classes and their teachers
were involved in the community garden. A Year 4 class of 20
students and their buddy class of Year 1s visited the garden
over the growing period for vegetables. They walked to the

1 https://greenleafcommunities.org/the-many-benefits-of-
community-gardens/

community garden from school and back, taking about 15 min
each way. This provided opportunity for talking, building
friendships, and noticing what was happening around them. For
example, seeing koalas in the trees. They visited TOSCG once
a week for a 3-h morning or afternoon session. But many also
visited in their own time, often with their parents.

An in-depth, purposeful case study (Merriam, 1998;
Stake, 1998; Yin, 2016) was undertaken using a participatory
methodology, alongside the teachers and students around
sharing the gardening experience. Both researchers had
current working with children checks. Data collected over
an extended period of time included observations and
notes from conversations with students and teachers, student
writing, illustrations, and future thinking, reports by the
teachers and photographs of learning experiences. With young
children especially, and the complex learning experiences
offered through the gardening, we needed a range of
qualitative methods to capture aspects of their multiple
ways of knowing and being in the garden. We include two
photographs of the community garden illustrating vegetable
plots, wicking beds (Figure 2) and shared space for humans and
wildlife (Figure 1).

The teaching foci came from the teachers asking students
to write about their experiences, with one teacher giving
them the sentence starter “I love the garden because. . .Their
responses included their environment, the plants, seasons, and
sustainability. The teacher wrote, ‘They loved their time in
the garden and really enjoyed finding out about their place.
As you can see the garden makes an impact in many ways’.
The data used in this paper has been collated from the
comments of young people reflecting on their community
garden experiences.

FIGURE 2

Community Garden wicking beds.
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Transdisciplinary learning in the
community garden

The garden is an ideal site for young people to learn about
their local environment and how to manage it sustainably. In the
Australian Curriculum, the concept of sustainability is a “cross-
curriculum priority” from Reception to Year 10 and this, in
itself, is indicative of the transdisciplinary nature of learning for
sustainable and harmonious interaction with the environment.

For teachers bringing their students to TOSCG, the
pedagogy used is transdisciplinary, connected to place, and
consistent with the agreed garden objectives (Balsiger, 2015;
Mochizuki and Yarime, 2016; Paige et al., 2018a). The activities
are also transgenerational. The teachers and students work with
senior members of TOSCG team, including David Lloyd, one
of the authors of this paper. The older Year 4 students act as
mentors for the younger Year 1 students.

The central activity for students is planting vegetables in
wicking beds, and planting trees at the site as well as at school
and home (see Figure 2). In the process, students plant seeds
and learn to identify the needs of the plants. They work in
twos and threes to dig holes or trenches and then space their
seedlings or seeds equal distance as indicated on the seed packet
information. We explain that plants, just like us, need nutrients
and we introduce them to community garden generated mulch
and purchased fertilizers that have explanations on how and how
much to use for vegetables. They are thinking mathematically
when measurements are made using calibrated spoons and
for liquid fertilizers, how to dilute if required. An important
piece of chemistry is pH—acidity, alkalinity and neutrality.
They connect to these ideas through their own eating—bitter,
sour and neither—alkaline, acidic and neutral. We introduce
students to pH meters which they can use to measure acidity and
alkalinity. At the garden we explain that some plants like acidic
soil but most vegetables like alkaline or neutral soil which leads
onto soil management and the needs of particular vegetables.
The students cover their garden beds with netting to keep out the
feral rabbits and white butterflies that lay eggs on their plants.
Snails also need to be managed, although snail races are not
uncommon, and students love the worms! Back at school the
teachers connect this process to students’ own diets, explaining
that all living things need feeding and the vegetables they eat
provide them with what their body needs to live and to grow.
Plant nutrition is connected to human nutrition through the in
class curriculum. Making the connections between the needs of
human, plants and animals, while talked about at the garden is
addressed more thoroughly in class.

As a “Learning Place” (Objective 3), TOSCG promotes
multiple ways of knowing (Gardener, 1983) including the
development and sharing of values and visions–a cultural
perspective. Through their participation in TOSCG, the
students learn more about living sustainably, as the TOSCG

team demonstrate, practice, and promote the sustainable use
of resources. Participants are provided with rich opportunities
for learning including organic gardening, plant propagation,
pest control/weed control, composting, and wicking bed
construction. There is also a focus on biodiversity and
local knowledge–specific to the Adelaide Hills conditions and
microclimates—as part of the curriculum in Year 4. Engaging
students in the decision-making process has added to the
democracy agenda. As students aren’t often aware exactly how
their food is produced and where it comes from, growing and
cooking food have been welcomed and are now integrated into
the school curriculum.

Student experiences at the garden are taken back to
school, interrogated and further researched. The produce is
either taken home or cooked and eaten at school, providing
an opportunity for cooking lessons. Students continue their
garden studies in the classroom to develop their literacy
skills by researching and writing stories about their garden
experiences. These stories are shared with fellow students,
teachers, instructors, and parents. The student experiences are
supportive in connecting them to Earth, their curriculum,
and the interconnectedness of the subjects they do at school–
transdisciplinary learning (Brown et al., 2017). The learning is
good for your body, mind, soul, and spirit. TOSCG is a place
of rest, reflection and physical exercise, a place of connection to
nature, and a place for companionship, discussion and collective
decision making.

Participant reflections

As part of their learning back at school the teacher assisted
students to reflect, record, write, and illustrate their experiences
in the community garden. These were collected and a copy
was forwarded to the research team. Permission was granted
by the parents to use the work samples and pseudonyms have
been used to de-identify the children. The researchers analyzed
the work samples for common themes and these are used to
organize the children’s personal comments on their community
garden experience (provided in Table 1). What is interesting
is the variety of reasons students give for being at the garden.
Common themes include (1) the science of gardening e.g.,
learning about growing plants, planting seeds, putting out pea
straw, and pulling out weeds. A second theme is helping people
less fortunate, for example growing food for people in need.
Thirdly, being outside, walking to the garden, and spending time
with their buddies. Both the learning and social aspects were
identified by the students.

Student stories, comments and notes can be seen as
young people preparing themselves and their community for
a sustainable future, not necessarily in a deliberate way but by
students seeing the value of community gardens.
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TABLE 1 Students’ comments on the value of the garden.

Connection to nature/gardening Francis: “I love going to the community garden because it helps us become connected to nature.”
Frankie: “I think that the community garden is a great place if you don’t have a garden”
Faye “I love going to the community garden because we get to water the plants”

Food production Estia: “More people should visit the Community Garden because people can get vegetables.”
Veronica: “I like going to the garden to learn how to grow fruit and vegetables to eat and so they don’t have to pay money for it.”

Companionship Faye “I love going there with my buddy”

Contributing to wellbeing
(personal/community)

Anna: “I like going to the garden because I like being able to plant whatever I want and be able to help the community. I think
our class trips to the garden are fun and also, we can get more exercise walking there”

The whole story Bianca: “I like going to community garden; we get to take the vegetables we have planted. I am learning how to plant. We got to
go with our buddies. We would pull out the weeds and put them in the big mulch pile. I think this will help the community if we
plant our own vegetables and don’t use packaging, so it is better for the environment”

One of the teachers commented on the important role
of children mentoring younger ones and the interdisciplinary
nature of the learning, identifying both mathematics and
science. “As the Year 4 class are working with Year 1s, they
are able to develop mentorship skills, model social skills as
well as learning all the benefits of participating in a local
sustainability enterprise. They acquire knowledge about soil
preparation, seedling growing and seed germination. They will
gain the expertise of caring for their plants and later will reap
the rewards and will be able to cook and eat their produce. It is
also beneficial for the students to get to know an older citizen
guiding them through the process.”

Learning to live locally

TOSCG is very much about connecting to place–to the local.
Many readers will be familiar with playing in the backyard when
younger, or going to the park with friends, or to the garden,
to play or just relax. TOSCG has become a second home for
some locals particularly when needing a break from the “dishes.”
Aizenstat (1995) puts it well: “The rhythms of nature underlie all
of human interactions: religious traditions, economic systems,
cultural and political organizations. When these human forms
betray the natural psyche pulse, people and societies are sick,
nature is exploited, and entire species are threatened” (p. 93).

TOSCG can nurture a unique and special sense of place,
and students can find an outlet for their biophilic needs
(Orr, 1992; Gruenewald, 2003; Louv, 2008, 2011; Suzuki, 2010;
Camerona et al., 2011; Arvay, 2018). Barrows (1995, p. 107)
hypothesizes that “the attraction children have for fairy tales
set in nature and populated with animal characters may be
explained by children’s instinctually based feelings of continuity
with the natural world.” The garden is symbolic of a desired
and holistic community–for both the local and the global,
economically and environmentally–in striving for a sustainable
world (Assadourian, 2012, 2017; Cardinale et al., 2012; Buxton
and Butt, 2020). This links students’ environmental connection
to place to their economic needs in particular access to organic
food. In support Berry (1999, p. 160) argues “As regard
economics we need. subsistence economies where the variety

of human groups become acquainted with the other species in
the local bioregion” and “It would be philosophically unrealistic,
historically inaccurate, and scientifically unwarranted to say
that the human and the Earth no longer have an intimate
and reciprocal emotional relationship,” p. 175). Bowers (1995)
adds that “This bio-conservatism is concerned with the forms
of community, agriculture, work, and art that improve the
quality of human life by living more in harmony with natural
systems” (p. 39).

Connecting to place isn’t a trivial disposition. Familiar
pleasant places provide for relaxation and exercise, but can also
act as outlets for the cognitive, the affective and particularly the
spiritual. The wonder of our Earth becomes distinct to us when
resting under a tree or in a shelter at any time of the year–
although perhaps not when a bushfire warning siren is heard!

In our support in creating naturally sensible systems of
schooling, Bekoff argues our psyche is, souls, and bodies cannot
heal without also healing our ecosystems and our relationship
to other species. Similarly, planetary healing cannot be achieved
without healing ourselves (Arvay, 2018, p. xi). We have been
formed by our interaction is nature. We should therefore be
considered a part of nature, like all other forms. The same life
force in us also operates in animals and plants. We are a part of
the “Web of life,” as Wilson expressed it (Arvay, 2018, p. 3).

Eco-justice principles and sustainable
communities

The term eco-justice is used in this paper as a form
of justice that considers the rights of organisms and the
natural environment in addition to those of human beings.
Drawing on research and shared practices in science teacher
education, we (Paige et al., 2016) identified eight principles
that underpin eco-justice education. The community gardening
experience illustrates how such principles can be learned
through social action.

• Listen, learn and challenge worldviews and behaviors.
• Develop a community of learners: with knowing and valuing

with compassion natural and human systems (the cultural
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TABLE 2 Practical examples for community gardens and science education.

Eco-justice principles Examples of practice and action

Community garden Science education

Listening, learning and challenging
current world view values and behaviors.

Locally grown food
Planting and managing native flora
Empathizing with and loving native flora and fauna
Friendships with people and environment
Living locally when possible

Reducing ecological footprint (water, energy, food,
clothing, etc.).
Reducing waste.
Studying and supporting native Australian bees.
Re-attaching humans to Earth.

Develop a community of learners with a
disposition to value with compassion
natural and human systems (the cultural
commons) in the geosphere and
biosphere, and elements of the
noosphere supportive of natural systems.

Undertaking physical exercise
Learning and teaching gardening with the young, the
older, and the old

Active in the interests of all Earth citizens, humans and
other-than-humans
Looking after local environments
Such as wetlands and river systems.
Boundary crossing, e.g., school and community
collaboration on community gardens and local native
environments

Engage collaboratively toward creating
socially and ecologically just and
sustainable communities.

Sharing food with those in need
Protecting natural places, plants and animals
Sharing grown food with neighbors

Place-based experiences such as volunteering for “Trees
for Life”
Environmental pledges
Inclusive of all aspects of knowing, feeling and doing

Develop students as role models who
value the commons, partnerships, quality
of life, creativity, and material adequacy.

Schooling at the community garden—environmental
behavior, growing and harvesting and cooking self-grown
food

Observational drawing, environmental sculptures.
Visiting/taking part in environmentally connected
businesses/institutions.
Managing school and community recycling.
Activist role
Application of learning as members of community,
charity and environmental groups

Foster eco-social wisdom—ways of
thinking, feeling and acting within places
which they inhabit.

Connecting to the animals and natural and grown plants.
Understanding and appreciate the needs of plant, and
animals—the ecology

Citizen science projects.
Spending time in the natural world with humans and
other-than-humans
Rewilding: using senses
Guerrilla gardening

Develop respect for long-term rather
than short-term thinking through
historical and futures studies.

Take to heart the history of the land and its human past
and develop utopic scenarios for its future

Historical studies of the places we live
Futures scenarios to explore possible, probable and
preferred futures
Transdisciplinary learning and acting

Provide opportunities for critical
reflection

Evaluate the season’s successes and failures and plan for
the next season

Slow pedagogy
Planning, enacting and engaging knowledges, including
Indigenous narratives

Prioritize culturally responsive
pedagogies and Indigenous perspectives.

Decide on at least one method of improving growing
conditions and one different or variant vegetable to grow
next season

Plan for a long-term view of building relationships and
trust with communities, allowing Indigenous
communities and Elders to share their knowledge and
narratives of local histories and environments on their
own terms
Learning in local places

commons) in the geosphere and biosphere, and elements of
the noosphere supportive of natural systems.

• Engage collaboratively toward creating socially and
ecologically just and sustainable communities.

• Develop as role models who value the commons (including
Indigenous perspectives), partnerships, quality of life, and
material adequacy.

• Foster eco-social wisdom—ways of thinking, feeling and
acting within places which they inhabit.

• Develop respect for long-term thinking through historical
and futures studies.

• Provide opportunities for critical reflection on
student learning.

• Prioritize culturally responsive pedagogies and Indigenous
perspectives

The principles focus on enhancing socially and ecologically
just communities, include challenging assumptions around
growth and development, valuing natural and human systems,
promoting knowing our place, developing a respect for
long-term (futures) thinking, being culturally responsive, and
taking an activist role. These principles, already used with
undergraduate teacher education students, provided direction
for planning student activities at TOSCG and at school.

These principles combine with the objectives of TOSCG
to provide a focus for further planning and introducing new
members to sustainability values. Unpacking the principles can
become valuable conversation starters at garden meetings and
in science education in classrooms. These discussions can help
advance sustainability, futures and science education aims, as
discussed above.
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Bowers (2009) points out that “while many indigenous
cultures have understood for hundreds of years the need to adapt
cultural practices to what is sustainable over the long term, it has
only been in the last thirty or so years that the exploitation of
the environment has become the concern . . .” (p. 114). As we
illustrate here, community gardens can create conversations of
hope and action for liveable futures.

In Table 2, we invoke eco-justice principles and align them
with practical examples and actions that are able to be enacted in
the community garden and thus included in science curriculum.

The examples show how educators and community
members can provide experiences critical for connecting
children to the natural world through science, such as growing
plants, harvesting, cooking self-grown food and connecting to
animals. All of these are recognizable in the garden activities and
student reflections. The experiences build on how we currently
understand humans should be thinking and acting in order to
bring about sustainable futures. The 6th principle in particular
relates to futures by focusing on the long-term rather than short-
term thinking through historical and futures studies. This is an
evolving set of understandings and actions that will very likely
change as we shift toward living more in harmony with Earth.

Developing desired futures images, working with eco-
justice principles, and enacting them ensures sustainable
environments. Psychological/cultural and material/natural-
social systems are integrated in such future visions and plans.
Integral wellbeing and sustainability are intimately connected in
this process. Futures planning requires:

• Connecting to place and nature
• Respecting Earth’s boundaries and
• Caring for country with the assistance of new

understandings and the wisdom of the past.

Raskin et al. (2002, p. ix) argues that by developing students’
understanding of community gardens and futures scenario
writing they will be able to plan for sustainable futures and
work toward them. These are described as a work of analysis,
imagination and engagement. As analysis, it describes the
historic roots, current dynamics, and future perils of world
development. As imagination, it offers narrative accounts of
alternative long-range global scenarios, and considers their
implications. As engagement, it aims to advance one of these
scenarios. By identifying strategies, agents for change and values
for a new global agenda (p. ix).

Conclusion

We have attempted to illustrate through the case study how
primary science learning can be done when studied as part of
a transdisciplinary curriculum in the community garden. We
argue that transdisciplinary learning can contribute to enabling

us to live in harmony with a whole Earth system and that, as
pointed out by Snoek (2003, np):

• Humans are in a better place with the opportunity to gain
experience from pandemics,

• Reflections on the impact of futures thinking and its place
in environmental science education can create futures
thinkers and actors

• Humans can create a world worth living in for their
grandchildren

The educative focus provides a vehicle for students to
connect science learning to their personal, community and
their future professional lives. The learning, knowing, behaving,
cooperating, and valuing of TOSCG, and community gardens
all over the world, provides a motivating and highly important
area of learning and sustainable community living. The learning
is local and necessary for productivity. It is an integral
learning area, particularly needed for an understanding of
the biology, geology and chemistry of plant growth and can
be readily connected to other areas of the curriculum –a
transdisciplinary/interconnected learning. Hence the decision
to include our voice and illustrate our commitment as citizens
and educators through our short biographies.

Many teachers and students are, to a large degree, illiterate
when it comes to an understanding of ecology and the lives
of individual members of the ecosystem. This community
garden study aimed to help teachers and students acquire an
understanding of the basic ecology of plants and animals such
as bees and snails in their local area and their value/place
in the ecosystem. The teachers were empowered to take their
students’ learning about their environment into the outdoor
classroom and were excited by the students’ enthusiasm and
energy for science learning and connection to the natural world.
It was a memorable experience for teachers and students. The
garden project has provided an opportunity for like-minded
community groups and schoolchildren to work together to
enhance the social and environmental resilience of the human
and broader natural environments to “enable future generations
of humans and non-humans to meet their own needs” (Kopnina,
2014, p. 6). The time spent learning science in a natural
laboratory enables teachers and students to explore scientific
concepts in context. This is an example of meaningful science
education where the outcome is for students to be informed and
knowledgeable which will contribute to an utopic view of the
future and active participation in constructing a liveable world.

Another group involved in this life project is primary
middle pre-service teachers who enroll in a science and
mathematics professional pathway course in their final year.
Throughout the course they undertake assessment and between
workshop tasks that endeavors to prepare them for teaching
science using the eco-justice principles. One example is
planning a transdisciplinary unit of work which include
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using an environmental issue to plan student learning across
several learning areas including mathematics and science.
There is an expectation that they include Aboriginal and
Torres Strait Islander perspectives, place based experiences,
authentic assessment tasks, pledges of green and journaling
(Paige et al., 2019). Through planning the transdisciplinary
unit of learning pre-service teachers become familiar with
embedding the cross curriculum priority of sustainability
with the science understanding substrand of the Australian
curriculum (Australian Curriculum Assessment and Reporting
Authority [ACARA], 2022). It is important preparation for
beginning teachers to be confident planning meaningful
experiences for their students. As Ferreira et al. (2019) argue the
curriculum and pedagogical processes of embedding education
for sustainability (EfS) in teacher education are both structural
and organic. The importance cannot be overemphasized of on-
going collaborative inquiry and critical reflection as teacher
educators develop knowledge of and practices in EfS along
with their understandings of the impact of these practices on
pre-service teachers.

On a final note, community gardens, as illustrated in
the case study TOSCG, can become part of the solution of
transitioning to a low energy economy that can adapt to,
and assist in the mitigation of, climate change and other
challenges such as over-population, environmental degradation,
adequate quality food, ozone depletion and social inequality
(Hopkins, 2008, 2010; Urry, 2013; Lloyd, 2015). In the future,
sustainability will be integrated in all aspects of our lives.
It won’t be an afterthought or something we do on the
side. We’ll have more sustainable companies, products, and
even towns and cities. The vision is to develop a sustainable
community with leadership coming from today’s well-informed
students, teachers and pre-service teachers. We hope this vision
will include local food growing, as well as home gardens
and new community gardens. The broader vision is long
term: to support the transition of the community to a low
carbon, self-managing, and steady state economy within vibrant,
resilient, and sustainable communities and a 1,000-year future.
This vision cannot come about unless there is a change in
understanding of a stable Earth and behaviors that connects
us to place. For such a transition, education from birth
and schools and community gardens, have a central role to
play. The encouraging thing is that students endorsed “the

community garden as a place of happiness, production, and
companionship.”

Data availability statement

The original contributions presented in the study are
included in the article/supplementary material, further inquiries
can be directed to the corresponding author/s.

Ethics statement

Ethical review and approval was not required for the study
on human participants in accordance with the local legislation
and institutional requirements. Written informed consent to
participate in this study was provided by the participants’ legal
guardian/next of kin.

Author contributions

Both authors listed have made a substantial, direct, and
intellectual contribution to the work, and approved it
for publication.

Conflict of interest

The authors declare that the research was conducted in the
absence of any commercial or financial relationships that could
be construed as a potential conflict of interest.

Publisher’s note

All claims expressed in this article are solely those of the
authors and do not necessarily represent those of their affiliated
organizations, or those of the publisher, the editors and the
reviewers. Any product that may be evaluated in this article, or
claim that may be made by its manufacturer, is not guaranteed
or endorsed by the publisher.

References

Aizenstat, S. (1995). “Jungian psychology and the world unconscious,” in Eco-
Psychology: Restoring the Earth, Healing the Mind, eds T. Roszak, M. Gomes, and
A. Kanner (San Francisco, CA: Sierra Club Books).

Armstrong, D. (2000). A survey of community gardens in upstate New York:
implications for health promotion and community development. Health Place 6,
319–327. doi: 10.1016/S1353-8292(00)00013-7

Arvay, C. G. (2018). The Biophilia Effect: A Scientific and Spiritual
Exploration of the Healing Bond Between Humans and Nature. Boulder, CO:
Sounds True.

Assadourian, E. (2012). “The path to de-growth in overdeveloped countries,”
in Moving Toward Sustainable Prosperity, ed. L. Starke (London: Island Press).
doi: 10.5822/978-1-61091-045-3_2

Frontiers in Education 11 frontiersin.org

https://doi.org/10.3389/feduc.2022.850016
https://doi.org/10.1016/S1353-8292(00)00013-7
https://doi.org/10.5822/978-1-61091-045-3_2
https://www.frontiersin.org/journals/education
https://www.frontiersin.org/


feduc-07-850016 August 2, 2022 Time: 15:25 # 12

Lloyd and Paige 10.3389/feduc.2022.850016

Assadourian, E. (2017). “EarthEd: rethinking education on a changing planet,”
in EarthEd: Rethinking Education on a Changing Planet, eds E. Assadourian
and L. Mastny (Washington, DC: Island Press). doi: 10.5822/978-1-61091-8
43-5_1

Australian Curriculum Assessment and Reporting Authority [ACARA] (2022).
Available online at: https://www.australiancurriculum.edu.au/f-10-curriculum/
cross-curriculum-priorities/sustainability/ (accessed April 2022).

Australian Government Department of Agriculture, Water and the
Environment (2022). Available online at: https://www.directory.gov.au/portfolios/
climate-change-energy-environment-and-water/department-climate-change-
energy-environment-and-water (accessed April 2022).

Australian Research Institute for Environment and Sustainability [ARIES]
(2005). Available online at: www.aries.mq.edu.au (accessed April 2022).

Balsiger, J. (2015). Transdisciplinarity in the classroom? Simulating the co-
production of sustainability knowledge. Futures 65, 185–194. doi: 10.1016/j.
futures.2014.08.005

Barker, P., and McConnell Franklin, A. (2017). “Social and emotional learning
for a challenging century,” in EarthEd: Rethinking Education on a Changing Planet,
eds E. Assadourian and L. Mastny (Washington, DC: Island Press), 95–106. doi:
10.5822/978-1-61091-843-5_8

Barrows, A. (1995). “The eco-psychology of child development,” in Eco-
psychology: Restoring the Earth, Healing the Mind, eds T. Roszak, M. Gomes, and
A. Kanner (San Francisco, CA: Sierra Club Books).

Bentley, M. L. (2010). “Toward awakening consciousness: a response
to ecojustice education and science education,” in Cultural Studies and
Environmentalism: The Confluence of Ecojustice, Place-Based (science) Education,
and Indigenous Knowledge Systems. Cultural Studies of Science Education, eds D. J.
Tippins, M. P. Mueller, M. van Eijck, and J. D. Adams (Dordrecht: Springer
Science+Business Media), doi: 10.1007/978-90-481-3929-3_4

Berry, T. (1999). The Great Work: Our Way into the Future. New York, NY:
Harmony/Bell Tower.

Boulding, E. (1996). “The challenge of imaging peace in wartime,” in The
Knowledge Base of Futures Studies, Vol. 2, ed. R. Slaughter (Hawthorn, VIC: DDM
Media Group), 223–243.

Bowers, C. A. (1995). Education for an Ecologically Sustainable Culture:
Rethinking Moral Education, Creativity, Intelligence, and Other Modern
Orthodoxies. Albany, NY: State University of New York Press.

Bowers, C. A. (2009). Educating for a revitalisation of the cultural commons.
Can. J. Environ. Educ. 14, 196–200.

Bowers, C. A. (2017). Educational reforms for survival. Tikkun Magaz. 32,
25–32. doi: 10.1215/08879982-4252965

Brennan, M., and Widdop Quinton, H. (2020). An ethical re-framing of
curriculum for sustainability education. Curric. Perspect. 40, 105–110. doi: 10.
1007/s41297-019-00095-z

Brown, L., O’Keeffe, L., and Paige, K. (2017). The colour is velvet: a
transdisciplinary approach to connecting students from a refugee background to
the natural world. Teaching science. J Aust. Sci. Teach. Assoc. 63, 20–32.

Buxton, M., and Butt, A. (2020). The Future of the Fringe: The Crisis in
Peri-Urban Planning. Clayton South, VIC: CSIRO. doi: 10.1071/9781486308965

Camerona, J., Manhoodb, C., and Pomfretta, J. (2011). Bodily learning for
a (climate) changing world: registering differences through performative and
collective research. Local Environ. 16, 493–508. doi: 10.1080/13549839.2011.
573473

Cardinale, B. J., Duffy, E., Gonzalonzlezalez, A., Hooper, D. U., Perrings, C.,
Venail, P., et al. (2012). Biodiversity loss and its impact on humanity. Nature 486,
59–67. doi: 10.1038/nature11148

Cattaneo, C., D’Alisa, G., Kallis, G., and Zografos, C. (2012). Degrowth futures
and democracy. Futures 44, 515–523. doi: 10.1016/j.futures.2012.03.012

Clandinin, D. J., and Connelly, F. M. (2000). Narrative Inquiry: Experience and
Story in Qualitative Research. San Francisco, CA: Jossey-Bass.

Cornish, E. (1977). The Study of the Future: An Introduction to the Art and
Science of Understanding and Shaping Tomorrow’s World. Bethesda, MD: World
Future Society.

Costanza, R., Alperovitz, G., Daly, H., Farley, J., Franco, C., Jackson, T.,
et al. (2013). Building a Sustainable and Desirable Economy-in-Society-in-Nature.
Canberra, ACT: ANU E Press. doi: 10.22459/BSDESN.12.2013

Damasio, A. (1994). Descartes’ error and the future of human life. Sci. Am. 271,
144–144. doi: 10.1038/scientificamerican1094-144

de Jouvenel, B. (1967). The Art of Conjecture. New York, NY: Basic Books.

Eckersley, R. (1995). Psychological disorders in young people: on the agenda
but not on the mend. Med. J. Aust. 166, 424–429. doi: 10.5694/j.1326-5377.1997.
tb123194.x

Eckersley, R. (1997). Portraits of youth - understanding young people’s
relationship with the future. Futures 29, 243–249. doi: 10.1016/S0016-3287(97)
00003-7

Eckersley, R. (2002). Health, wellbeing, and progress. NSW Public Health Bull.
13, 128–130. doi: 10.1071/NB02054

Eckersley, R. (2012). Whatever happened to Western civilization? The cultural
crisis, 20 years later. Futurist 46, 16–22.

Ehrlich, P. R., and Ehrlich, A. H. (2012). “What should everyone know about
humanity’s environmental predicament?,” in Enough for All Forever: A Handbook
for Learning about Sustainability, eds J. Murray, G. Cawthorne, C. Dey, and A. C.
Dey (Champagne, IL: Common Ground).

Ferreira, J., Evans, N., Davis, J., and Stevenson, B. (2019). Learning to Embed
Sustainability in Teacher Education, Springer Briefs in Education ISBN 978-981-13-
9536-9. Berlin: Springer. doi: 10.1007/978-981-13-9536-9

Figueres, C., and Rivett-Carnac, T. (2020). The Future We Choose: Surviving the
Climate Crisis. Manilla: Manilla Press.

Flannery, T. (2015). Atmosphere of Hope: Searching for Solutions to the Climate
Crisis. Melbourne, VIC: Text Publishing.

Franklin, A., Newton, J., and McEntee, J. C. (2011). Futures in primary science
education – connecting students to place and eco-justice. Vis. Sustain. 9, 49–59.

Gardener, H. (1983). Frames of Mind: The Theory of Multiple Intelligences.
New York, NY: Basic Books.

Gaylie, V. (2011). Roots and Research in Urban School Gardens. New York, NY:
Peter Lang.

Gidley, J. (2016). Postformal Education: A Philosophy for Complex Futures.
New York, NY: Springer. doi: 10.1007/978-3-319-29069-0

Gilbert, J. (2016). Transforming science education for the anthropocene – is it
possible? Res. Sci. Educ. 46, 187–201. doi: 10.1007/s11165-015-9498-2

Goleman, D. (1996). Emotional Intelligence. London: Bloomsbury Publishing.

Goodall, J., and Abrams, J. (2021). Story of Hope A Survival Guide for an
Endangered Planet. New York, NY: Penguin Books, Australia.

Gruenewald, D. A. (2003). Foundations of place: a multidisciplinary framework
for place-conscious education. Am. Educ. Res. J. 40, 619–654. doi: 10.3102/
00028312040003619

Herman, B. C., Zeidler, D. L., and Newton, M. (2018). Students’ emotive
reasoning through place-based environmental socioscientific issues. Res. Sci. Educ.
50, 1–29. doi: 10.1007/s11165-018-9764-1

Hicks, D. (1994). Preparing for the Future: Notes and Queries for Concerned
Educators. London: Adamantine Press.

Hicks, D. (1996). Envisioning the future: the challenge for environmental
educators. Environ. Educ. Res. 2, 101–109. doi: 10.1080/1350462960020109

Hicks, D., and Holden, C. (1995). Exploring the future: a missing dimension
in environmental education. Environ. Educ. Res. 1, 185–194. doi: 10.1080/
1350462950010205

Hopkins, R. (2008). The Communities Beyond Oil Dependency. Transition
Handbook: Creating Local Sustainable Communities Beyond oil Dependency.
Sydney, NSW: Finch.

Hopkins, R. (2010). “What can communities do?,” in The Post Carbon Reader.
Managing the 21st Century Sustainability Crisis, eds R. Heinberg and D. Lerch
(Santa Rosa, CA: Post Carbon Institute), 442–451.

Howitt, C. (2022). “Chapter 2 Understanding how children learn science,” in
The Art of Teaching Primary School Science Editors, 2nd Edn, eds V. Dawson and
G. Venville (Abingdon: Routledge).

Hutchinson, F. P. (1996). Educating Beyond Violent Futures. London: Routledge.

Jickling, B., Blenkinsop, S., Timmerman, N., and Sitka-Sage, M.D.D. (eds)
(2018). Wild Pedagogies Touchstones for Re-Negotiating Education and the
Environment in the Anthropocene. London: Palgrave Macmillan. doi: 10.1007/978-
3-319-90176-3

Kelly, G. I. (1963). A Theory of Personality: the Psychology of Personal Constructs.
New York, NY: Norton and Company.

Kolbert, E. (2006). Field Notes from a Catastrophe: Man, Nature and Climate
Change. New York, NY: Bloomsbury.

Kopnina, H. (2014). Future scenarios and environmental education. J. Environ.
Educ. 45, 217–231. doi: 10.1080/00958964.2014.941783

Frontiers in Education 12 frontiersin.org

https://doi.org/10.3389/feduc.2022.850016
https://doi.org/10.5822/978-1-61091-843-5_1
https://doi.org/10.5822/978-1-61091-843-5_1
https://www.australiancurriculum.edu.au/f-10-curriculum/cross-curriculum-priorities/sustainability/
https://www.australiancurriculum.edu.au/f-10-curriculum/cross-curriculum-priorities/sustainability/
https://www.directory.gov.au/portfolios/climate-change-energy-environment-and-water/department-climate-change-energy-environment-and-water
https://www.directory.gov.au/portfolios/climate-change-energy-environment-and-water/department-climate-change-energy-environment-and-water
https://www.directory.gov.au/portfolios/climate-change-energy-environment-and-water/department-climate-change-energy-environment-and-water
http://www.aries.mq.edu.au
https://doi.org/10.1016/j.futures.2014.08.005
https://doi.org/10.1016/j.futures.2014.08.005
https://doi.org/10.5822/978-1-61091-843-5_8
https://doi.org/10.5822/978-1-61091-843-5_8
https://doi.org/10.1007/978-90-481-3929-3_4
https://doi.org/10.1215/08879982-4252965
https://doi.org/10.1007/s41297-019-00095-z
https://doi.org/10.1007/s41297-019-00095-z
https://doi.org/10.1071/9781486308965
https://doi.org/10.1080/13549839.2011.573473
https://doi.org/10.1080/13549839.2011.573473
https://doi.org/10.1038/nature11148
https://doi.org/10.1016/j.futures.2012.03.012
https://doi.org/10.22459/BSDESN.12.2013
https://doi.org/10.1038/scientificamerican1094-144
https://doi.org/10.5694/j.1326-5377.1997.tb123194.x
https://doi.org/10.5694/j.1326-5377.1997.tb123194.x
https://doi.org/10.1016/S0016-3287(97)00003-7
https://doi.org/10.1016/S0016-3287(97)00003-7
https://doi.org/10.1071/NB02054
https://doi.org/10.1007/978-981-13-9536-9
https://doi.org/10.1007/978-3-319-29069-0
https://doi.org/10.1007/s11165-015-9498-2
https://doi.org/10.3102/00028312040003619
https://doi.org/10.3102/00028312040003619
https://doi.org/10.1007/s11165-018-9764-1
https://doi.org/10.1080/1350462960020109
https://doi.org/10.1080/1350462950010205
https://doi.org/10.1080/1350462950010205
https://doi.org/10.1007/978-3-319-90176-3
https://doi.org/10.1007/978-3-319-90176-3
https://doi.org/10.1080/00958964.2014.941783
https://www.frontiersin.org/journals/education
https://www.frontiersin.org/


feduc-07-850016 August 2, 2022 Time: 15:25 # 13

Lloyd and Paige 10.3389/feduc.2022.850016

Kopnina, H., Sitka-Sage, M., Blenkinsop, S., and Piersol, L. (2018). “Moving
beyond innocence: educating children in a post-nature world,” in Research
Handbook on Childhood Nature, eds A. C. Mackenzie-Knowles, K. Malone, and
E. B. Hacking (Cham: Springer), 1–20. doi: 10.1007/978-3-319-51949-4_40-1

Lindenmayer, D. (2007). On Borrowed Time: Australia’s Environmental Crisis
and What We Must Do About It. Camberwell, VIC: Penguin Books in association
with CSIRO Publishing.

Lloyd, D. (2005). “Renewing pedagogies: using futures as a way into
students’ life-worlds,” in Proceedings of the Paper presented at the Australian
Association for Research in Education, Educational Research Conference,
(Parramatta, NSW),

Lloyd, D. (2013). Transition Adelaide hills: where do we want to go?. Int. J.
Environ. Cult. Econ. Soc. Sustain. 8, 189–200. doi: 10.18848/2325-1115/CGP/
v08i03/55203

Lloyd, D. (2015). The old school community garden: more than a growing place.
Int. J. Sustain. Econ. Soc. Cult. Context 11, 73–88. doi: 10.18848/2325-1115/CGP/
v11i02/55158

Lloyd, D., and Deans, J. A. (2017). Building on the buzz: community learning
about and valuing native Australian bees. Int. J. Interdiscip. Environ. Stud. 12, 1–33.
doi: 10.18848/2329-1621/CGP/v12i01/1-33

Louv, R. (2008). Last Child in the Woods: Saving our Children from Nature-
Deficit Disorder, 2nd Edn. Chapel Hill, NC: Algonquin Books.

Louv, R. (2011). The Nature Principle: Human Restoration and the End of
Nature-Deficit Disorder. Chapel Hill, NC: Algonquin Books.

Loye, D. (1998). The Sphinx and the Rainbow. New York, NY: New Science
Library.

Merriam, S. (1998). Qualitative Research and Case Study Applications in
Education. San Francisco, CA: Jossey-Bass Publishers

Metcalf, G., Kijima, K., and Deguchi, H. (2021). Handbook of Systems Sciences.
Berlin: SpringerNature doi: 10.1007/978-981-15-0720-5

Mochizuki, Y., and Yarime, M. (2016). “Chapter 1 Education for sustainable
development and sustainability science,” in Routledge Handbook of Higher
Education for Sustainable Development, eds M. Barth, G. Michelsen, M.
Rieckmann, and I. Thomas (Abingdon: Routledge).

Murphy, S. (2014). Minding the Earth, Mending the World. Berkeley, CA:
Counterpoint.

Nettle, C. (2010). Growing Community: Starting and Nurturing Community
Gardens. Burlington, VT: Burton South Australia: Health SA, Government
of South Australia and Community and Neighbourhood Houses and Centres
Association.

Norberg-Hodge, H. (2020). Local is Our Future: Steps to an Economics of
Happiness. East Hardwick, VT: Local Futures.

Orr, D. W. (1992). “Ecological literacy,” in Ecological Literacy: Education and
the Transition to a Postmodern World, ed. D. R. Griffin (New York, NY: State
University of New York Press).

Oscarsson, V. (1996). Pupils’ views on the future in Sweden. Environ. Educ. Res.
2, 1350–4622. doi: 10.1080/1350462960020301

Paige, K., Caldwell, D., Elliott, K., O’Keeffe, L., Osborne, S., Roetman, P., et al.
(2018a). Fresh Water Literacies Transdisciplinary Learning for Place and Eco Justice.
Final Report. Adelaide, SA: University of South Australia.

Paige, K., and Lloyd, D. (2016). Use of future scenarios as a pedagogical
approach for science teacher education. Res. Sci. Educ. 46, 263–285. doi: 10.1007/
s11165-015-9505-7

Paige, K., Lloyd, D., Caldwell, D., Comber, B., O’Keeffe, L., Osborne, S., et al.
(2018b). Futures in primary science education – connecting students to place and
eco-justice. Vis. Sustain. 9, 49–59.

Paige, K., Lloyd, D., and Smith, R. (2016). Paths to ‘knowing places’ – and eco-
justice: three teacher educators’ experiences. Aust. J. Environ. Educ. 32, 260–287.
doi: 10.1017/aee.2016.18

Paige, K., Lloyd, D., and Smith, R. (2019). Intergenerational Education for
Adolescents Towards Liveable Futures. Newcastle upon Tyne: Cambridge Scholars
Publishing.

Paige, K., O’Keeffe, L., and Lloyd, D. (2020). “More than stem: connecting
students’ learning to community through eco-justice,” in Stem Education in
Primary Classrooms: Unravelling Contemporary Approaches in Australia and
New Zealand, eds A. Fitzgerald, C. Haeusler, and L. Pfeiffer (Milton Park:
Routledge).

Payne, P. (2015). “Critical curriculum theory and slow ecopedagogical
activism.”Australian. J. Environ. Educ. 31, 165–193. doi: 10.1017/aee.2015.32

Payne, P., and Wattchow, B. (2009). Phenomenological deconstruction, slow
pedagogy and the corporeal turn in wild environmental/outdoor education. Can.
J. Environ. Educ. 14, 15–32.

Raskin, P. (2016). Journey to Earthland: The Great Transition to Planetary
Civilization. Boston, MA: Tellus Institute.

Raskin, P., Banuri, T., Gallopin, G., Gutman, P., Hammond, A., and Sward, R.
(2002). Great Transition: The Promise and Lure of the Times Ahead. Boston, MA:
Environmental Institute.

Rockström, J., Bai, X., and DeVries, B. (2018). Global Sustainability: the
Challenge Ahead, Vol. 1. Rotterdam: Global Sustainability. doi: 10.1017/sus.2018.8

Roseland, M. (2012). Toward Sustainable Communities: Solutions for Citizens
and their Governments, 4th Edn. Gabriella Island, BC: New Society.

Rubin, A., and Linturi, H. (2001). The images of the future in education and
decision-making. Futures 33, 267–305. doi: 10.1016/S0016-3287(00)00071-9

Skamp, K., and Preston, C. (2021). Teaching Primary Science Constructively, 7th
Edn. South Melbourne, VIC: Cengage Learning Australia.

Slaughter, R. A. (1991). Changing images of futures in the 20th Century. Futures
23, 499–515. doi: 10.1016/0016-3287(91)90098-M

Slaughter, R. A. (1995). The Foresight Principle: Cultural Recovery in the 21st
Century. London: Adamantine Press.

Slaughter, R. A. (1998). Futures beyond dystopian. Futures 30, 993–1002. doi:
10.1016/S0016-3287(98)00101-3

Slaughter, R. A. (2012). To see with Fresh Eyes: Integral Futures and the
Global Emergency. Indooroopilly, QLD: Foresight International. doi: 10.1108/
14636681211269897

Snoek, M. (2003). The use and methodology of scenario making. Eur. J. Teach.
Educ. 26, 9–19. doi: 10.1080/0261976032000065607

Sobel, D. (2017). “Outdoor school for all: reconnecting children to nature,” in
EarthEd: Rethinking Education on a Changing Planet, ed. Worldwatch Institute
(Washington, DC: Island Press), 23–33. doi: 10.5822/978-1-61091-843-5_2

Spratt, D., and Sutton, P. (2008). Climate Code Red: The Case for Emergency
Action. Carlton North, VIC: Scribe Publications.

Stake, R. (1998). “‘Case studies.’,” in Strategies of Qualitative Inquiry, eds N.
Denzin and Y. Lincoln (Thousands Oaks, CA: Sage), 86–109.

Sterling, S. (2001). Sustainable Education: Re-visioning Learning and Change.
Foxhole: Green Books.

Stevenson, R., Brody, M., Dillon, J., and Wals, A. (2013). International
Handbook of Research on Environmental Education American Education Research
Association. New York, NY: Routledge. doi: 10.4324/9780203813331

Suzuki, D. (2010). The Legacy: An Elder’s Vision for Our Sustainable Future.
Crows Nest, NSW: Alan and Unwin.

Toulmin, S. (1990). Cosmopolis: The Hidden Agenda of Modernity. New York,
NY: The Free Press.

Urry, J. (2013). Societies Beyond Oil: Oil Dregs and Social Futures. London: Zed
Books. doi: 10.5040/9781350222656

Walker, B. (2019). Finding resilience: Change and Uncertainty in Nature and
Society. Wallingford: CABI. doi: 10.1071/9781486310784

Wilson Edward, O. (1984). Biophillia. Cambridge: Harvard University Press.
doi: 10.4159/9780674045231

Yin, R. (2016). Qualitative Research from Start to Finish. New York, NY: Guilford
Press.

Ziegler, W. (1991). Envisioning the future. Futures 23, 516–527. doi: 10.1016/
0016-3287(91)90099-N

Frontiers in Education 13 frontiersin.org

https://doi.org/10.3389/feduc.2022.850016
https://doi.org/10.1007/978-3-319-51949-4_40-1
https://doi.org/10.18848/2325-1115/CGP/v08i03/55203
https://doi.org/10.18848/2325-1115/CGP/v08i03/55203
https://doi.org/10.18848/2325-1115/CGP/v11i02/55158
https://doi.org/10.18848/2325-1115/CGP/v11i02/55158
https://doi.org/10.18848/2329-1621/CGP/v12i01/1-33
https://doi.org/10.1007/978-981-15-0720-5
https://doi.org/10.1080/1350462960020301
https://doi.org/10.1007/s11165-015-9505-7
https://doi.org/10.1007/s11165-015-9505-7
https://doi.org/10.1017/aee.2016.18
https://doi.org/10.1017/aee.2015.32
https://doi.org/10.1017/sus.2018.8
https://doi.org/10.1016/S0016-3287(00)00071-9
https://doi.org/10.1016/0016-3287(91)90098-M
https://doi.org/10.1016/S0016-3287(98)00101-3
https://doi.org/10.1016/S0016-3287(98)00101-3
https://doi.org/10.1108/14636681211269897
https://doi.org/10.1108/14636681211269897
https://doi.org/10.1080/0261976032000065607
https://doi.org/10.5822/978-1-61091-843-5_2
https://doi.org/10.4324/9780203813331
https://doi.org/10.5040/9781350222656
https://doi.org/10.1071/9781486310784
https://doi.org/10.4159/9780674045231
https://doi.org/10.1016/0016-3287(91)90099-N
https://doi.org/10.1016/0016-3287(91)90099-N
https://www.frontiersin.org/journals/education
https://www.frontiersin.org/

	Learning science locally: Community gardens and our future
	Introduction
	David Lloyd
	Kathryn Paige
	Science education for environmental and futures learning
	Community gardening for connections and wellbeing
	Community gardens: A context for sustainable educational practices
	The study
	Transdisciplinary learning in the community garden
	Participant reflections
	Learning to live locally
	Eco-justice principles and sustainable communities

	Conclusion
	Data availability statement
	Ethics statement
	Author contributions
	Conflict of interest
	Publisher's note
	References


