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CHAPTER 1

OVERVIEW AND RATIONALE
11 INTRODUCTION

This chapter provides the legislative, policy andnaeeptual framework for the
implementation of Environmental Education (EE) ianNbia, as ratified by international
treaties and agreements. The draft EE Policy (1866yment for Namibia will provide the
envisaged nature of environmental education. Tworkimistries, the Ministry of Education
(MoE) and the Ministry of Environment and TourisMET), working with the support of
the Namibian Environmental Education Network (NEEMNjave developed a draft
environmental education policy document that esthbs guiding principles and aims for

environmental learning throughout Namibia.

The purpose for the draft EE policy for Namibia wascreate a strategy that included the
following elements on a national level:

* co-operation between ministries, institutions ar@Q¢;

» co-ordination of activities and efforts;

» sharing of resources (facilities, staff, materials)

According to the draft EE policy, the environmergaucation programmes should aim to
empower Namibians from all sectors to criticallyak,ate environmental information and
options, to make informed decisions and take astitbrat will contribute to the goal of

environmental and economic sustainability. This liegpthat schools should help learners
acquire the competencies and sensitivity to addesss make sound decisions about

environmental issues.

The chapter also provides the background on redemelopment with regards to the
conceptualization and implementation of environrakmducation. The reasons for the
researcher’s interest in the study of how Geogragamgributes to the implementation of EE
through formal education curriculum in the Capriggion in Namibia will be elaborated.
Key concepts to the study such as subject syllatpeisgraphy, competencies, sustainable
development, indigenous knowledge and assessmefit e explained. As the
environmental crisis has deepened, more and magggbave become involved in trying to
resolve environmental issues. Many different apghiea, methods and strategies have been

developed in different contexts.



Key amongst these has been the development ofommvéntal education processes — in
other words, educational responses to environmesia¢s. This also means that educational
processes should aim at social transformation tdsvasustainable living in healthy

environments.

1.2 BACKGROUND TO THE PROBLEM AND INVESTIGATION

The nature and the role of environmental educasbauld be in such a way that the
pedagogy of environmental learning should be seea aatalyst for the enhancement of
good education in accordance with reform idealsortter to understand the background to
the problem, it is important to give a brief accbahthe state of environmental education in

Namibia as explained in 1.2.1 below.

1.2.1 The current state of environmental educatiom Namibia

Since independence in 1990, the Namibian governnhast given a high priority to
environmental concerns. Within the National Consitih Article 95 of the promotion of
welfare of the people, it is stated that:

“The State shall actively promote and maintain Welfare of the people by adopting, inter
alia, policies aimed at the ...maintenance of estesys, essential ecological processes and
biological diversity of Namibia and utilization d%ing natural resources on a sustainable
basis for the benefit of all Namibians, both preésend future” (Constitution of the Republic
of Namibia 1990:56).

Within the above quote, one can detect that theirenment’ is conceptualized in an
integrated manner and that it draws on the congieptistainability with a focus to promote
peoples’ welfare. The Environmental Managementdyadif the Ministry of Environment
and Tourism (Namibia 2008:7) and the draft EE pohar the Education Sector (NEEN
1999) statements also reflect Namibia’s ratificatad international agreements concerning
environmental matters. These include the Ramsar3)j19/iena conventions (1988), the
Montreal protocol (1990), the Convention on Clim&@ieange (1992), Biological Diversity
(1992) and Agenda 21 (1992), Combating Desertitioat1994) and Basel (1999) (Namibia
2008:7). The latter agreement clearly notes thatu€ation is critical for promoting
sustainable development and increasing the capfacifyeople to address environment and

development issues.



Jickling, Lotz-Sistka, O’'Donoghue and Ogbuigwe (@QJ) support this statement in
Agenda 21 by stating that “many environmental cotieas and treaties also ring the bell
louder, signifying that people around the world Wagtter relationships between themselves
within communities and nations, and also know tiég includes relationships between

humans and more-than-human world or between humaduthe rest of creation”.

Vision 2030 (Government of the Republic of NamiGRN 2004:13) is a compilation of the
wishes of all people of Namibia for the futurestates thatthe national Vision for 2030 is
that people of Namibia are well developed, prospsrowealthy and confident in the
atmosphere of interpersonal harmony, peace andigallistability and as a foreign nation,
Namibia is reckoned and a high achiever in the camity of nations. The vision will be
achieved through full mobilization of its human avadural resources in a vigorous pursuit
to sustainable development, peace liberty andgest interest of our people, neighbours
and the international community” Eight thematic areas are elaborated in the visitre
natural resource sector in this Vision (which iplagable in this study) includes chapters on

land capability, rangeland and agriculture.

Some of the policies by the Namibian governmerigtee to sustainable development of
resources include: Policy on Soil Conservation éfcl967, Water Supply Policy of 1992,
Wildlife Management, Utilization Act and Tourism ommunal areas of 1995, National
Drought Policy and Strategy of 1997, Decentral@atiPolicy of 1998, Namibia
Environmental Management Act of 1999 and Forestiyai 2000.

Namibia’s third National Development Plan (NDP3) @008 identified sustainable
development as an important national developmerstesfy. It noted that Namibia’s
economy was almost totally reliant on natural reses and that a shift towards sustainable
development required deep rooted changes in pahdypractice, attitudes and skills across
a broad range of sectors (Government of the RepuabiNamibia 2008:21). An important
strategy in achieving this was the need to pronmmtgironmental education amongst

children and adults by incorporating environmergsilies into the school curriculum.

In 1992, Namibia developed a ‘Green Plan’ for emwiment and development (Brown

1992). Point 9 of the plan deals with environmeathlcation and training.



Action plans for environmental education in fBeeen Plan include co-operation between
the Ministry of Environment and Tourism and the Miry of Education and Culture. In
accordance with the Green Plan, a policy on enuiemtal education and extension was
drafted with the assistance of NEEN, the MinistfyEmvironment and Tourism, and the
Ministry of Education. The aim was to promote a ssrocurricular approach to

Environmental Education in all school subjects.

According to theNational Environmental Educational Policy (draftiéf99) environmental
education is:

“... the process of developing environmentally rate citizens who are aware of, and
concerned about total environment. They will be @wgred through knowledge, attitudes,
motivation, commitments; skills and shared decisi@king to individually and collectively
achieve an improved quality of life through thetaumable use and appropriate development
of Namibia’s resources{NEEN 1999:3).

This is further supported by the Ministry of Educatand Culture (Namibia 1998:17) which
states that Basic Education will promote:

* understanding of dynamic interdependence of liang non-living things and the
environment;

* sense of responsibility for restoring and maintagiecological balances through
sustainable management of natural resources;

» learner involvement in practical activities to peege and sustain natural
environment; and

» the foundation for informed and responsible atti#sidand choices towards the
balance of population growth, ecological sustaitiapi and the quality of lives for
all Namibians.

Namibia, with many other Southern African countrieas a recent colonial history of the
exclusion of the majority from the management, fiehand use of natural resources. As the
result of unjust laws, unhealthy living conditioims areas of marginal economic activity
were the norm. Before Namibian independence, enmental issues were linked to the
‘preservation’ and ‘protection’ of resources foretfew. Today environmental issues are
viewed differently. The complex relationship betwemnvironmental issues, human rights,
the quality of life and development has been exgglanuch further both internationally and
in Namibia. The state clearly recognizes the liekaeen sustainable development and wise
management of natural resources and is activelgwévg environmental legislation relating
to wildlife and parks, forestry, marine fisheriegater and overall environmental

management.



New acts will reflect the shift in policy to empomemmunities through education. This is
because of findings such as that of Mendelson, Relend Robertson (2002:127) who

indicated that 71% of people in rural areas in Naandepend on land as a resource.

The research problem lies in the fact that it ispgeted that goals in the National
Environmental Education policy are not being readizin Namibia. The power and
responsibility of putting Environmental Educatioolipy into practice has been devolved to
schools. In a decentralised education system sslayel required to adapt the EE policy to
their local contexts. From 2001-2005 Namibia, tigtothe National Institute for Educational
Development (NIED), embarked on a comprehensivisiav of the Grades 1-10 curriculum
and to localizeGrade 11-12 curriculum. Environmental educationoige of the cross-
curricular issues which was integrated through ainigectives, content and assessment of
different subjects. Support Environmental EducationNamibia (SEEN), supported by
DANIDA (Danish International Development Agency)dasimilar to NEEP-GET in South
Africa, helped the MoE with the integration of EBopesses through professional
development, curriculum development, material afbel based implementation (in limited
pilot schools). The subtopic in 1.2.2 below willcis specifically on the need for EE in
Geography.

1.2.2 The need for environmental education in Geogphy curriculum in
Namibia

According to Pillbeam, Winter, Oelofse and ZukuR0@0:23) the purpose of studying

Geography in schools at present is “to enable &rarmo explain processes and spatial
patterns, to make well informed judgements aboangg environments and contexts, to
think critically and creatively about what it meatts live sustainably, to recognize how
values and attitudes influence and affect the enwment, and to apply a range of
geographical skills and techniques to issues amdlestyes in a rapidly changing world”.

This suggests a closer link between Geography &dtls understood that Geography in
the Junior Secondary Phase (Grades 8-10) buildBeoskills and knowledge developed in
the Upper Primary Phase (Grades 5-7) Social Stuglibgect. The emphasis is on people,
environment and people-environment relationshipes évne and space. It is envisaged that
in the Junior Secondary Phase, abstract thinkindy @pplication of knowledge will be

further developed.



Bornman (1997:14) argues that traditional philosept{perennialism and existentialist) of
curricula were replaced by contemporary philosaphiguch as progressivism and
reconstruction. The emphasis is a shift from knogeand information to problem solving
and functioning in one’s social environment. Theaad curriculum and its implementation
of environmental learning across the curriculum, vatiich Geography has a strong
environmental integration opportunity is of greaterest to investigate. Wickenburg
(2000:56) also affirms that for substantial leagnto take place, stakeholders should work

actively and establish local supportive structdoe€E in Schools.

Lozt-Sistka and Raven (2002:32) observe that “ohéheir findings of the learning for
sustainability pilot project in South Africa (S.AYas that while educators appeared able to
design activities around a particular environmergaiie or risk, and link them to specific
outcomes from different learning areas (using ategration across the curriculum
approach), the design of the activities did notessarily further the aims of the learning
area, or involve a deepening of knowledge or pmahdls from specific learning areas”.

Byer (1997:viii) identifies the four key environntahthreats to Namibia’'s environment as:

» depletion and degradation of water and aquatic tgses;
» desertification and land degradation;

» loss of biodiversity and biotic resources;

» decline of marine fisheries

Jickling, Lotz-Sistka, O’'Donoghue and Ogbuigwe (@00 quote a UNEP Executive
Director who emphasized that “on global scale, mvistors to his office, from children to
politicians, often ask interesting questions realaie ethics: issues to do with poverty and
environment, climate change and the Kyoto protoanisustainable production and
consumption, indigenous people and biodiversitlyls largued that environmental issues are
best learnt if they are relevant to the needs efabmmunity, involve learner participation
through encounter — dialogue and reflection franré&vad action. Learners need to have an
understanding, not only of the issues, but the @spésocial, political, biophysical and
economic) that influence humans’ decisions arouesburce use. Schnack and Jensen
(1994:137) argue that action-taking in EE hasotss in experiential learning thought: one
never comes to fully understand a problem withitallnuances and complexities until one
fully immerses oneself in the problem, identifilslae players and begin to work within the

field force towards a joint solution.



Byer (1997:27) identifies the following factors e taken into account when developing

strategies:

» the environmental problems that exist in the conitp@md in Namibia;

» the characteristics of the school, college and weak of the curriculum, skills and
enthusiasm of educators and teaching techniques;

» the learner and parent expectations about qualitgducation desired;

* age, knowledge, skills and attitudes of educatorsluding cultural norm and
political realities of the community.

Burt (2003:4) alleges that after scrutinizing thetes of EE in the Namibian curriculum, “the
curriculum material that directly addressed thertbe does so from within the constraints of
the subject. For example, Population dynamics/ateariatics is a topic in Geography. This
is a relevant issue/topic of priority in NamibiAt first glance it looks as though the subject
Geography is addressing an important environmésgak. This is not necessarily the case.
Population dynamics is approached within the caméxinderstanding and collecting data

about a population. Issues relating to this infation are usually add-ons”.

The reason the researcher decided to explore thkeinentation of EE in Geography is
influenced by limited research reports about effecimplementation of EE into the school
curriculum in Namibia since the revision of Grad=%0 syllabuses in 2005. There is also
lack of insight into learners’ and educators’ petamns about their environment, knowledge
of EE processes and the extent to which the laval@ment and stakeholders are serving
as resources in environmental learning. The rebeanwas also involved with the SEEN
project in Namibia which attempted to integrate &ffoss learning areas and to develop
learning support materials and other activitieoulgh workshops. The findings of this
research will inform policy makers, educators amdriculum specialists of the extent to
which environmental learning is conceptualizedhi@ Broad Curriculum for Formal Schools
in Namibia. Samuels (1993:26) is concerned thahoalyh literature contains much
speculation as to the best way to integrate enmimgmial education into the school system,
very little research has been done to explore hell emvironmental education has actually

been implemented.

The research will set forth the barriers and opputies which the school communities face
in integration of environmental learning to everydife aspects of the schools. The research
will also give a picture of how environmental leagis integrated in lesson plans and the

extent to which authentic assessment is applied.



It is envisaged that through this research, theareher will be able to support educators to
implement EE methods and processes to the maxinmteniial. This is supported by Car
and Kemmis (1996:24) who advocate that a critttahponent of research aims to help
people recover and release themselves from thetraorts embedded in social media

through which they interact (discourses, modesarkvand relationships).

According to the Training Needs Assessment studyGeography Grades 8-10 educators,
conducted by the researcher in 2004, 40% of edixatho participated ithe survey

indicated to have difficulties in conceptualizimmpnducting and assessing project work on
geographical issues as part of continuous assesstasks. Educators preferred the
traditional way of assessment and showed littléirwgihess to include authentic and alternate

assessment methods.

The National Curriculum for Basic Education (Naraild010:8) states that one of the aims
of basic education for the future society is thidiefe is no atmospheric, land and water
pollution from croplands or mines, and minimal pabn from urban and industrial areas.
Farms and natural ecosystems are productive ardirsaisle socially, economically and
ecologically.” The Geography curriculum content cterefore contribute significantly

towards achieving that aim.

13 RESEARCH PROBLEM

Little is known about the extent to which Graded(B-Geography is contributing to
environmental learning in selected schools in themibian curriculum. Despite the
integration of EE in the Namibian formal educatmnriculum in 2005, questions remain
regarding the extent to which environmental leagnim Geography is organized at a school
level to facilitate integration. Educators are etpd to deal with practical issues and also to
create an opportunity for learners to develop emmentally responsive knowledge, skills
and attitudes. Environmental issues relevant to iNiamwere integrated in the school
curriculum but little is known about how educatare promoting learner-centred education,
activity-based lessons and action oriented acwitat all levels of the education system.
Environmental issues are dynamic and educators leaghers need to be continuously
equipped with knowledge and skills for sustainalkeng, guided by the principles of

access, equity, quality and democracy.



The research problems are:

* Twenty five (25) schools in Namibia participatedrfr an environmental learning
project co-ordinated by SEEN which worked with thenistry of Education.
Schools implemented the environmentally integratediculum without structured
capacity building programs of educators at a |éeatl. It was therefore of interest
to determine how schools are implementing the giedncurriculum, especially in

geography, for the benefit of the environment artdre generation.

» Different regions of Namibia have different envineents and diverse cultures of the
society. Without the approved EE policy for the Eation sector, it was therefore
critical to learn how schools coordinate EE adegtat the local level and the extent
to which the national curriculum/syllabus is prgsitve or flexible in allowing
educators to integrate aspects of their local enmrent without compromising the

quality of education.

* The implementation of EE requires a re-orientaiionhe approaches to teaching,
learning and assessment, if educators were to lspméirthe processes of change.
Guidelines for continuous assessment tasks, pktiguthe use of criterion
reference methods to assess the learning processplained in the curriculum

documents but structured programs to build theagptor educators was not done.

* Though materials on environmental learning weredpced and sent to schools, it
was important to understand how these materialsitmgacted on educators and

learners’ perception of their environment, teactdnd the learning process.
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The aim and objectives of the study are given 4nbklow.

1.4 AIM AND OBJECTIVES OF THE INVESTIGATION

The aim of the research was to determine how seshimothe Caprivi region implement

environmental learning in Geography Grades 8-1h thie objective to:
* determine the extent to which Geography educatange hthe knowledge and
understanding of environmental learning curricufemgeography Grades 8-10;

» determine the extent to which environmental leaynprocesses, strategies and

assessment are implemented through Geography @olsch

« determine the level and nature of environmentdlssénd attitudes which Grades 8

— 10 learners require, as seen from the educaderspective;

» explore the extent to which outdoor activities ctenpent the overall objectives for

Geography for Grades 8-10;

» determine understanding and perceptions of Geogreghcators with regard to the

significance of indigenous knowledge as a resoimrtiee school curriculum;

* explore the extent to which learners understand #@/ironment, environmental

issues and the learning process;

» determine the presence of school environmentakcyaind how it is applied in

schools;

» determine the level of support which schools obtagm stakeholders such as
parents, government departments, NGOs and otherbersnof the community

concerning the implementation of EE programmeslabals;

* make recommendations on how to implement and sujgtoischools and share the

findings with other stakeholders in education amdrenmental learning area.

11



1.6 RESEARCH METHODOLOGY

The research design is a mixed methods researdagtp which includes aspects of the
guantitative and qualitative approach. The purpgidsaixed methods research is to build on
the synergy and strength that exists between datiwi and qualitative research methods in
order to understand a phenomenon more fully thamossible using either qualitative or

guantitative methods alone (Gay, Mills & Airiasi@2006:49). The data was gathered by
means of self-evaluation instrument/survey quesaae for educators, interview schedule
for Geography educators/teachers, a focus growusisn for learners and interview with

the local Environmental Education officer (from N&itny of Environment and Tourism).

The study was conducted in the Caprivi region, NganiFive (5)schools participated in the
study. Schools were chosen according to urbam;uypkan and rural criteria. Participants in
the study are educators for Geography in Juniooi@#ary schools. In addition, the self-
evaluation instrument/survey questionnaire for atlus was sent to all forty seven (47)
schools in the region with Grades 8-10. The redidivactor of education was consulted in
advance about the research and its purpose andisg@am was sought from school

principals

12



1.7 BRIEF DESCRIPTION OF THE AREA UTILISED FOR THE STUDY

The Caprivi is located at 16 degrees south ofitteedf equator, with high temperatures and
much rainfall during the December-to-March periadaking it the wettest region of
Namibia. Caprivi is surrounded by 4 perennial réver Chobe, Kwando, Linyanti and the
Zambezi. It is the only region surrounded by fooumtries in SADC. The terrain is mostly
made up of swamps, floodplains, wetlands and woaldlaThe annual flooding in the past
ten years has led to migration of thousands of lgetspm flood prone low lying areas to
higher grounds and that has created stress onrgastod other natural resources, especially
if left unchecked. This may lead to land degradafjpossible bush encroachment) as the
result of overgrazing, deforestation (fuel woodilding materials, clearance for fields) and
drought. It is also home to 450 animal specieduding elephants making Caprivi a popular
game-watching spot. The wildlife is protected byesal nature reserves, such as Bwabwata,
Western Caprivi game park, Mamili/Lupala nationatkp and many conservancies such as
Salambala. People of the Caprivi region practidesistence farming (crop and cattle) and
there is human-wildlife animal conflict in othereas. According to the Education
Management Information Systems (EMIS) of MinistfyEmlucation, the Caprivi region has
forty seven (47) schools with Grades 8-10. Théight (38) schools are rural, four (4) are

peri-urban and five (5) schools are urban.
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1.8 DEFINITION OF KEY CONCEPTS

There are a number of key concepts used throughisudlissertation and explained below:

1.8.1  Subject syllabus

Carl (1995:37) defines a syllabus as systematiecieh and organizing of subject
knowledge from a specific area of knowledge. Ihése that a more detailed indication of
what aspects of a subject or an area of knowletigalld be presented. The curriculum
content in the syllabus, therefore, complies with specified standards and requirements
and is chosen in accordance with the particulaglle¥ development and intellectual ability
of learners. In brief a syllabus also describescthrgent of a programme and can be seen as
part of the curriculum. MsKimm (2007:3) argues thaist curriculums are not developed

from scratch and all operates within organisati@mal social constraints.

1.8.2 Geography

Geography is a study of the earth, and the interadbetween humans and nature. It
examines humans in their interdependent relatipnsith the earth. Geography also studies
ways in which humans have adapted nature to meat ieeds and requirements, and to
what extent humans are able to utilize their emritent in a sustainable manner (Opie
1995:58) and (Namibia 2006:3).

The above information affirms that Geography presidcientific knowledge about physical,
environmental and human processes, which formdd#ses for cross-curricular education.
Geography promotes the following aims in the cutim guide: intellectual development,
personal development and self-fulfilment, social anltural development and development
of environmental and population awareness. ThonBaitey and Howes (1990:1) are of the
opinion that “Geography encourages the awarenesiseoivorld. It implies awareness that
there are other people in the world besides thossur immediate environment, and there
are different environments with high or lowlandaipk or forests, town or country —

awakened to the world”.
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1.8.3 Competencies/learning objectives

Learner-centred teaching processes use a broaé winknowledge and skills which are
relevant to the knowledge-based society. The beamigpetencies in the Namibian school
syllabuses state what understanding and skillsamée must demonstrate as a result of a
teaching-learning process, and which will be assksslowever, it is intended that the
curriculum is learning-driven, not assessment araménation driven. Assessment and
examinations are to support learning. Carl (1996 Hiates that, a learning objective is an
objective which is formulated in such a way thatlé@arly spells out the expected learning
profit on the part of the learner: that which tearher should be able to do/know at the end

of the lesson.

1.8.4 Sustainable development

Historically, development and conservation have nbaenderstood as separate or
incompatible. Conservation was seen as the protedti resources and development as the
use or exploitation of resources. Recognizing tleednfor both, the United Nations
appointed, in 1987, a commission on environment a@edelopment to advise on
development and conservation. In the commissicep®nt, called The Bruntland Report or
Our Common Future, the concept of sustainable dpweént was emphasized. The report
defined sustainable development as ‘developmentiwhieets the needs of the present
without compromising the ability of the future gesions to meet their own needs. The
above definition is supported by Nederlanden (2D80who define sustainable development
as a process of change in which the exploitatioresburces, the direction of investments,
the orientation of technological development arglitional change are all in harmony and
enhance both current and future potential to maetam needs and aspirations. Huckle and
Sterling (1996:2) added that sustainable developm@ans improving the quality of life
whilst living within the carrying capacity of theugporting systems while De Haan
(2010:318) re-emphasises the need to achieve gretde- and intra-generational justice.
Each generation should leave to the future a witiddl is at least as diverse and productive
as the one it inherited (Schnack & Jensen 1997185 ummary, sustainable development is
an on-going, comprehensive social process of chandalesign that makes it possible, both
to provide for the current generation’s qualitylitd and safeguard future generations’ own

life options.
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1.8.5 Indigenous knowledge

Indigenous knowledge (IK) is the local knowledgattis unique to a culture or society.
Other names for it include: 'local knowledge', Kfdinowledge', 'people's knowledge',
'traditional wisdom' or 'traditional science'. AdoHoppers (2001:10) describes IK in the
South African context as referring to that systefnkimowledge in philosophy, science,
technology, astronomy, education, mathematics amgiheering that is grounded on total
cultural heritage of a nation or society, and named by communities for centuries. This
knowledge is passed from generation to generatismally by word of mouth and cultural
rituals, and has been the basis for agricultured fpreparation, health care, education,
conservation and the wide range of other activiti@$ sustain societies in many parts of the
world. Sophisticated knowledge of the natural wadddnot confined to science. Human
societies all across the globe have developed saiB of experiences and explanations

relating to the environments they live in.

These 'other knowledge systems' are today oftearresf to as traditional ecological
knowledge or indigenous or local knowledge. Thegoempass the sophisticated arrays of
information, understandings and interpretations ¢fuigde human societies around the globe
in their innumerable interactions with the naturallieu: in agriculture and animal
husbandry; hunting, fishing and gathering; strugglgainst disease and injury; naming and
explanation of natural phenomena; and strategiesope with fluctuating environments.
There is controversy about the measure of defipiogerty which originates from World

Bank thinking which is a particularly limited toexis of economics.

1.8.6 Assessment

Assessment refers to measuring - formally/inforgnatibservation/oral/practical/written -
the learning achievements of a learner or learridumgerford (2001:179) upholds that
assessment is used so broadly that it is often teséudicate the use of formal and non-
formal data gathering procedures and combiningath dn a global fashion to reach an
overall judgement. According to Mutasa and Will994:190) assessment is the process by

which the quality of an individual’s work or perfoance is judged.
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1.9 SUMMARY

Environmental education is presumed to have aigalitsupport through a number of
environmental related international treaties anotqmols which Namibia has signed and
ratified since independence in 1990 such as ther&dion on Climate Change (1992) and
Combating Desertification (1994). The constitutionmaovisions and national policies
provide a legal framework from which contested emvnental issues can be resolved. It
also lays the foundation from which all stakehosdare called to participate in actions and

decisions necessary to improve the quality of lieegeople and the environment.

On the national level, the National DevelopmenhRI2) acknowledges the significance of
sustainable development approach. Environmentalagidun integration attempts were made
(2003-2005) through the efforts of SEEN. The did#ttional Environmental Education
Policy and the MoE’s aims, provide a holistic cqutcal framework for EE. Most of the
environmental threats for Namibia are related talldegradation and loss of biodiversity,
though environmental problems of a global scalehsas climate change are gaining

attention.

It is also evident that the issue of citizen pgvation through action-oriented projects, value
development, integration of EE into the geographbpject aims, learning content and
approaches to teaching and assessment will retievepportunity for research, especially
in light of the recently revised curriculum (206§ Namibia. The research, though limited
to Caprivi region, will provide both theoretical carhands-on experiences from which
educational stakeholders will be able to benefitelityher improving their approaches or

creating new research opportunities.
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CHAPTER 2

LITERATURE STUDY

2.1 INTRODUCTION

The chapter introduces a brief explanation of teiculum and environmental education as
broader concepts. It also covers the internatitnealties and conventions binding Namibia
to consider environmental and resource sustaitalfirough political, social and economic
aspects of development and education. These weimidude, but are not limited to the

United Nations Convention on Biological DiversitggD), United Nations Convention to

Combat Desertification (UNCCD) and United Natiomariework Convention on Climate

Change (UNFCCC).

The Enviro Fact (January: 2001) points out that Huecessful enforcement of the
conventions which followed international agreemeartd declarations is directly related to
the economics, social and political context withihich they are adopted. It is important to

assess actions resulting from international agreéne

To conceptualize the significance of a holisticwief environmental education, a brief
explanation on the dimensions of environmentalniegr will be discussed. A theoretical
background on the nature of the cognitive and &ffecdomain characteristics of 14-17

years old learners will be explained.

The national policy goals for ‘Towards Education #d8I' and the underpinning educational
philosophy referred to as ‘the learner-centred ation’ in Namibian context, will be

explained in order to demonstrate how environmeatiication should conform to the
general policy theory and intended practice. Thaptér proceeds with the theoretical
framework on environmental education methods anucg®ses, the position of junior
secondary school geography in Namibian curriculumd ¢éhe summary of the learning
content for Junior Secondary (JS) curriculum fasggaphy.Since many of the difficulties in
the EE curriculum and implementation focus on vsju¢he chapter will provide

comprehensive information on value clarificationtinogls in the study of EE and geography.
EE integration models are explained and illustrated the concepts of ‘eco-school’ and ‘the
whole school approach’ to learning will be provid&ignificant to the chapter will be the

role of indigenous knowledge and local EE centh n geography and EE.
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Assessment will be approached in an integrated Bayocusing on current practice as
required by the geography syllabus and internatidrends involving transformation

towards authentic assessment in environmental 8daaar education in general.

2.2 UNDERSTANDING CURRICULUM DEVELOPMENT PROCESSES IN
NAMIBIAN CONTEXT

In general terms, the concept of curriculum inciidee explicit_andmplicit overall and
underlying theories, policies, and principles fotended learning and teaching, as seen in
official statements and actual practice. Carl (198pbrefers to the concept of curriculum as
coming from the Latin word ‘curro’ and refers taetrace track. Reference is therefore made
to the educational track on which learners moveeuneadership of their educator on the
way to adulthood. The curriculum is seen as the t@tah of the means by which a learner is
guided to attain the intellectual and moral disoiplrequired to play the role of an intelligent
citizen in a free society. McKimm (2007:3) defingriculum as “the totality of experiences
of each learner under the influence of the schoah planned system of instruction”. In
simple terms, the curriculum in the Namibian situatis derived from aims, goals and key
skills for a knowledge-based society. The aim dfib&ducation for the future of society is
to provide a caring, healthy, democratic, prodgtiand environmentally sustainable and
information society. The nation expects learnersdéwelop core skills in order to be
competitive and prepared for the world of work astthllenges. These core skills are:
learning to learn, personal, social, cognitive, oamication, numeracy and information and

communication technology skills.

All learning areas and subjects in the NationalriCulum for Basic Education (2010) policy
document contribute towards achievement of the akils articulated through school
phases. The broad curriculum provides guidelines darriculum developers and
implementers because it clarifies policy issuege glirection and the envisaged outcomes
reflected in actual subject syllabuses for différgrades (depth, sequence and articulation).
Avenstrup (1997:21) recommends that curriculum khaot be seen as an end point, but as
a turning point in the continuous process of theonstruction of knowledge and society.
This is the view of curriculum as seen from thespective of the so called Progressive

Education Movement represented by the ideas of Dalwey in the USA.
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In addition one can also say that the curriculuwusth also provide a ground for individual
opportunity and social improvement. This suggeltd tndividuals are provided with the
social power and the intellectual insight neces$airyproblem solving. This is what Schiro
(2008:149) could support to explain the signifieanaf social reconstruction ideology.
Within the national context, curriculum review aimhovation should be informed by the
imperatives of our social, economic, cultural amditgal environment. Namibia follows a
spiral approach in syllabus development where wdiffe grade levels and phases are

progressively linked.

As a document, a curriculum is an overall specifeedirse of learningThe Namibian
curriculum (including school subjects) is usualigted in terms of:

* rationale and aims for the course as a whole artetplar basic competencies to
be achieved. These are often categorised underl&dge/with understanding,
skills/basic competencies and attitudes/values;

* Themes, topics and prescribed time allocation;

* intended learning experiences and how educatorfacdiate them;

* how learner achievement will be assessed.

Avenstrup (1997:5) is of the opinion that “one ¢k tchallenges which faces African
curriculum developers is to find a relationshipsachool knowledge to society (real life),
provide flexible life-long education and combingioaal framework with local variation”.

This is particularly a problem in Namibia becauséhe diverse nature of the country with a
small population of two million. The curriculum dgepment through decentralized
structures requires capacity building if educateent to teach what is meaningful and
relevant to their environment without paying lipasee to the quality education. Educators
will need to be more self-reliant and independentiniterpreting and delivering of the

curriculum.

McKimm (2007:4) highlights that the process of téag is as important as its products and
as educators we need to be aware of both formalirfodnal factors which impact on

learning. In Namibia, though the broad curriculund asubject syllabus development is
coordinated by the National Institute for EducatioBevelopment (NIED), the process is
participatory in the sense that the work is donexperts who constitute Subject Curriculum

Panels.
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These are experts representing the curriculum dpees, examination officials, advisory
teachers, and universities, colleges of educatxperienced teachers, trade unions and
people from the world of work across the countritisTis supported by Howard (2007:3)
who advocated the notion of the curriculum as aas@eocess in which personal interaction
is important. One of the challenges is the compjerf inclusive nature of curriculum
development and keeping Namibian education onwiitk regional international trends in

education.

2.3  WHAT IS ENVIRONMENTAL EDUCATION?

Environmental education is an educational procesa$irfy with thenterrelationships among

the natural world and its man-made surroundings éxperienced based, interdisciplinary
in its approach and is a continuous, lifelong psscthat provides the citizenry with basic
knowledge and skills necessary to individually aotlectively encourage positive actions
for achieving and maintaining a sustainable balame®veen man and the environment

(www.jefferson.k12.us/Departments/environmernjtalf we look at the above explanation,

EE is better understood as a process of changssaicrdividuals’ life spans. It is not limited
to one school subject in the curriculum but a cgting process creating the possibility for
people to take collective actions which leads t@rismement in living standards of the

people and health of the environment.

Environmental Education is therefore a process axfognizing values and clarifying
concepts in order to develop skills and attitudesessary to understand and appreciate the
inter-relatedness among people, their culture drar thiophysical surroundings. The
environmental dynamics and cultural diversity dedsathat people should participate in
decision making and the self-formation of codesbehaviour about issues concerning
environmental quality. “Our Common Future” suggestat education should provide
comprehensive knowledge, encompassing and cuttirags hatural sciences, social science
and humanities, thus providing an insight into thieraction between natural and human

resources, development and environment (WCED 193.7:4

Bornman (1997:3) contends that “the environmenthication, as defined at the Thilisi
Conference, greatly differs from environmental stadwhich dominated amongst school
practices for many years. The subject environmestiaflies was aimed at transmitting
knowledge about the environmental, whilst environtakeducation is seen to play a wider
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role”. This can be understood if we interpret eonwimental issues as both educatrout,
through and for environment. This integrated nature of EE provitles opportunity for

individuals to develop knowledge with understangimgtion skills and values.

2.4 INTERNATIONAL TREATIES SUPPORTING ENVIRONMENTAL
EDUCATION

2.4.1 Stockholm (1949) and Thilisi Conference (19y7

Wickenburg (2000:12) quotes from the official do@nnh by the Swedish Foreign Office,
Series II: 25 that “from the education perspectitvés recommended that the different UN
departments, particularly UNESCO should attemptséd up an international plan for
environmental education. It is emphasized that atime shall be interdisciplinary, holistic,
life long process and pertains not only to the falrsthool system, but also to heighten the
consciousness of the general public”. This meaarsttie international community has made
a commitment by empowering the UNESCO departmesetk new ways to improve the
further education of specialists and technicianseamironmentally oriented subjects. A

guideline on the conception of EE is provided.

UNESCO (1995:13) notes that education should bédyeadaptable to sudden shifts in

conditions in a world of swift changes. This indes that environmental problems are
dynamic. The society expects a school curriculumihirch learners can develop appropriate
skills and attitudes which contribute to the heaiththe environment and improves the
standard of living of people. It should prepare itiaividual for life by raising awareness of
today’s great global problems. People should couate individual skills and attributes to be
able to play a productive part in the employmentngbroving the standards of living and
caring for the environment, with application of ieti values. Hungerford (1998:343)

proposes that environmental education should warkdevelop a citizenry that is

knowledgeable about the bio-physical environmeits, associated problems and an

awareness of how to help solve these problems.
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What is apparent in the international declaratidhil{si) is the re-emphasis of Stockholm
decisions. The further focus is on dynamic threatd challenges which should considered
globally while acting on a local level (McLuhan Wederlanden 2000:7). This suggests that
individuals should understand how actions of pedpleother parts of the world affect
everyone and how their actions on a local level cantribute towards environmental

solutions.

The physical and man-made environments are intignateerdependent (Palmer 2003:10).
This view of the environment must draw individugid® a process of active problem solving
within the framework of defined realities. It alsomulates initiatives on the basis of taking
responsibility for and involvement in the shapirfgadbetter tomorrow. We could see how
the Thilisi declaration ties well to what later bawe the Dakar (1989) principles of
Education For All (EFA). The Thilisi principle impaion education for Namibia because it

offers opportunity for learners to:

» understand the nature of environmental risks aatlariges they face;

» know how they will impact on our society and on tpgality of life of our
people now and in the future;

* understand how these risks and challenges candress@d on a national and
global level,

e understand how learners can play their part in exliing these risks and

challenges in their own school and local commugitstmibia 2006:4).

2.4.2  Rio summit (1992)

Agenda 21, Chapter 36, strongly emphasizes thatcatibn is the deciding factor for the
promotion of sustainable development and improvihg individual's ability to solve
environmental and developmental problems”. It i®rélfiore important to raise the
consciousness of the significance of the enviroriraed ethics, values, attitudes, aptitudes
and behaviours compatible with sustainable devedoyirand to give the general public the
opportunity to partake in the decision making pesceTarr (2000:64) supports the core
value of participation and action by noting thattla 1992 Earth Summit in Rio, it was
decided that in order to tackle the global wasteblem, for example, all efforts should be

made to reduce, reuse or recycle waste matter.
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This can be supported by penalties on waste gémerand reduction of reliance on virgin
raw materials and fossil fuels. In order to be @ffe, education about the environment and
development should include the dynamics of the ighYbiological, social and economic
environment as well as human development, and dladed in all subjects and scientific
fields.

In light of above statements from the Rio summis ihoted that EE has now two purposes:
to enable the general public to take part in a deatiz decision making process (which is a
constant notion of empowerment, central to Agentlp ghd also to provide the general
public with the skills and knowledge necessary #odble to act in an environmentally
conscious way, in a manner compatible with suskdénadevelopment. The core theme of
education for sustainability includes lifelong leisg, interdisciplinary education,

partnership, multicultural education and empowernm@nority should be given to ensuring
women’s and girls’ full and equal access to allelevof education, training and decision
making (MacDonald 2005:47). This signifies thatnfierly disadvantaged groups of the

community should be included in EE programmes.

The follow-up international policy document pubbshby UNESCO (1995) in Wickenburg

(2000:16) views the teaching process as restirfgnmain pillars:

a) learning to know

b) learning to do

c) learning to be

d) learning to live together

As a programme of action in environmental learniRg/mer (2003:35-53) identifies the
following key global environmental issues: populatigrowth and poverty, food and
agriculture, tropical forests, biological diversitgesertification and drought, fresh water,
oceans and coasts, energy, atmosphere and climat@gaging solid waste and sewage,
hazardous substances and global security (mokesétissues are covered in chapter 3-33 of
the Agenda 21 and the framework for action is netliin the document). These issues are
relevant to most developing countries such as Namieor EE initiatives to succeed the
Namibian government should at the national levekt an enabling environmental policy
framework within which both regional and local aittes can flourish. It is worth noting

that Namibia has a draft National EE policy.
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Chapter 36 of Agenda 21 was dedicated to ‘Educafiablic awareness and training’. Key
programme areas included the re-orientation of &titut towards sustainable development,
increasing public awareness and promoting training.his included endorsing the
recommendations of the World Conference on Eduecatior All, which included
environmental literacyJomtiem, 1990), ensuring environmental educadiod training in
all sectors of society, increasing access to enmiental education and training; and
promoting environment and development concepts Ih ealucation programmes.
Governments were required to update or prepartegies aimed at integrating environment

and development as cross-cutting issues into eidacat all levels.

Van Rooyen (2006:127) is right to submit that lre¢tevironmental learning models ensures
that citizens take responsibility for what happémgheir community — politically, socio-
economically and also environmentally. A primaryeational mission should be to teach
citizens to exert influence in public affairs indamocratic way (of which environmental
issues are surely an integral part). On a natitmadl, the roles of the following major
groups need to be strengthened: women, youth,aendigs people, NGOs, local authorities,
trade unions, business and industry, farmers amentific and technological communities.
In Namibia, the Namibia Environmental Education Watk is a coordinating body for

environmental initiatives.

2.4.3 World Summit on Sustainable Development (Jolmmesburg 2002)

In an attempt to provide a ten year review of depmlents since Rio, the UN General
Assembly convened a World Summit on Sustainable e@@ment (WSSD) in
Johannesburg, South Africa from 26 August — 4 Seper, 2002. The Summit in
Johannesburg took place in a context where theseawancreased realization that countries
are inter-dependent regardless of the income leffelowing the terrorist attacks of 11
September 2001 in the USA). Global inter-dependeiscelso a key characteristic of
globalization. In the past two decades there e & rapid development of information

and communication technologies and this had anéinpa EE initiatives.
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The World Summit on Sustainable Development, agogreb Lotz-Sistka (2004:16), took

place in a context characterized by:

* globalization: MacDonald (2005:1) explains that thiem globalization is often used
to describe the rapid movement towards an integratarket, but the economic
activity is not the only global phenomena. The déph of the ozone layer was the
first environmental issue for which an internatilbaecord was struck;

» awareness of some of the shortcoming associateld thié implementation of
Agenda 21,

* increased commitment to sustainable development @mckrty alleviation (as

articulated in the Millennium Development Goal2600); and

The WSSD Implementation Plan recognizes that edwcats critical for promoting

sustainable development. The document calls onrgoents to:

* integrate sustainable development into educatiatesys at all levels to promote
education as a key agent of change;

» incorporate ESD into global plans for providing tEation for All' (as outlined in
the Dakar Framework for Action) and the Millennildavelopment Goals; and

* provide all members of society with a wide rangdifefong learning opportunities
in ESD (Tilbury 2003:111).

UNCED (2002:2) advocates that education is crititat promoting sustainable
development and improving the capacity of the pedpl address environmental and
development issues. This implies that each coumtmggion needs to develop policies,
strategies and action plans including targets,catdrs and division of labour in the
work for Education for Sustainable Development.zt8tstka (2004:23) and Hattingh
(2002:5) observe that in ‘interrogating’ sustaimatievelopment discourse in a southern
Africa context, sustainable development has becasseciated with a modernist moral
imperative. This entails that adaptive moral andirenmental values are crucial in

order to achieve sustainable living.
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2.5 DIMENSIONS OF ENVIRONMENTAL EDUCATION

The paradigm of thought in environmental educati@s changed over the past three
decades. Currently, Environmental Education invelihe bio-physical, economic, political,
and socio-cultural dimensions of life (Janse vamdRerg & O’'Donoghue 1995; Palmer
1998). The diagram below shows the interconnectsdrimtween three dimensions of

environmental learning.

Power, policy and decisions
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After Ekins; O'Donaghus

Living thingsand life support syster

Source: Namibia (2005:8)

All elements of our environment are related to eatbier as shown by arrows. This suggests
that dimensions or elements that make up the emvient are interlinked. If one dimension
of the environment is affected, many other dimemsionay also be affected. The

relationships may not be easily understood asdheyxomplex.
The biophysical dimension is placed at the bottdrthe diagram representing the thought

that all dimensions are supported by and thus oelythe biophysical dimension. If the

biophysical is affected, effects on many other disiens will often result.
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It is therefore extremely important for us to emstiat the biophysical environment is
looked after, as it is this dimension that sustafislife on earth. The roles of other
dimensions broaden the concept ‘environment’ to emtitan just natural environment.
Hungerford (2001:71) asserts that “as learnersyaaadnd evaluate the complexities of an
environmental issue they begin to understand thicaécies of the connections that they
could not have discovered if information was présérfact by fact and subject by subject
outside of the context as a whole”. Environmenthloation is best taught if it is conceived

in a holistic way.

The Environmental Education Association of Southédfnica (EEASA, 2002 Annual
Conference, 19-21 August, Gabion, Botswana) idestia number of the socio-ecological
issues that need urgent attention. Biophysicakssuclude water scarcity, pollution, loss of
biodiversity, degradation of life support systems food security. The social issues include
urban drift and poor living conditions, conflictses resources, access to jobs and epidemic
diseases, especially HIV and AIDS. Economic issaresthose linked to development and
poverty. These include the inequality gap — humawetbpment index dropping despite
economic growth in other countries, economic misag@ment, excessive consumption
patterns and consumerism replacing broader soaiales among sectors of the society.
Political dimensions include despotism, corruptenmd decisions leading to expenditures
such as military. People are exploited for politigains and oppressed to force them to
marginal land. Huckle and Sterling (1996:54) cautitat educational institutions need to be
reoriented towards helping learners learn systefuiare, integrative, problematic, creative,

values analysis and moral reasoning.
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2.6 AREAS OF ENVIRONMENTAL LEARNING

One way to become environmentally literate wag 8rgygested by an Australian educator,
John Fien (Fien 1993:12). He noted that this wouddolve: Learning ABOUT,

IN'THROUGH or FOR environment. These parts canHmght of as the head, hand and
heart of environmental learning. Just as in a persee ‘system’ is most effective when all

three are working in harmony together. What ardisapons for this to a school life?

* Learning ABOUT the environment involves developamgound base of knowledge
with understanding so that learners can make sehsenvironmental issues.
Knowledge with understanding about the environnasatbles learners to critically
evaluate issues and situations in light of the rimfed understanding (Palmer
2003:143, and Schnack & Jensen 1997:20). Undeiisgairal human and natural
processes is a foundation for individual and grawareness of EE issues. Du Toit
& Squazzin (1999:13), however, contend that intégmaof social and natural
system is ignored and traditionally environmentdli@tion is seen as ‘part’ of

science and geography.

 Learning IN or THROUGH the environment provides es@nces that play an
essential part in learning, whether at school, aityastreet, a beach, a park, farm or
forest (Schnack & Jensen 1997:20). They provideirautus for learning a wide
range of skills needed to identify and explore emwnental challenges. Through
this approach, EE provides opportunities to lears-@doors and enables learners to
develop skills for data gathering such as obsewmatisketching, measuring,
interpreting, photography, interviewing and soaéllls such as cooperation and

appreciation.

* Learning FOR the environment involves developinigrimed concerns about, and
encouraging a sensitive use of, the environment amoavin the future. The aim is to
promote willingness to adopt life styles that amnpatible with the wise use of
natural resources (Schnack & Jensen 1997:20 andelP&2003:144). Previously
school-based learning in Namibia emphasized theugboccasionally provided
opportunities ‘in or through’ the environment buiceuraged few actions ‘for’

environment.
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» Learning should clearly link with the developmehttiitudes and values, including
elements of and reflection of human understandindyl@@haviour necessary for the
development of sustainable living patterns andhgaoff the planet and its resources.
Education for environment may be located within sloeially-critical traditions in
education because of its concern for social crtignd reconstruction. The diagram

following summarises three main areas of envirortaidearning.

Understanding ideas ABOUT the
environment. Knowledge with
understanding that provides a

foundation for critical thinking and
making reasoned decisions

Fostering values and attitudes that commit ys

Developing sensitivities and skills IN or to acting FOR the environment.
THROUGH the environment. The values and attitudes that motivate an
The skills required to become ‘active’ an commit us to take action to change and
take appropriate action to address improve the environment we live, learn and
environmental issues. work in.

Source: Namibia (2005:11)

From the diagram, it is evident that the three disiens are equally important.

Hungerford (1998:343) believes that environmengdidviour is associated with components
such as personality factors (attitudes, locus aofitrob, efficacy perception, personal

responsibility); knowledge of issues, knowledge amftion strategies and action skills;

intention to act and situational factors (constsaand opportunities).
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This implies that learners should be active partiois on different levels, including the
possibility of involvement in preventative diplonyabefore the society faces financial and
human costs of environmental destruction. Wickegbu2000:88) informs that

environmental teaching has changed from the stddinpand for the environment to the
expression learning for sustainable developmenkithg at wholeness of what man, using
technological aids, creates in nature and sociBtys means people should consider for
example, issues such as environmentally friendlylding designs and sustainable
consumption patterns. Van Rooyen (2006:129) sunmesuthat “educatiofor environment

seeks to help learners develop skills needed tifgieinvestigate and take actions towards
the prevention and resolution of environmental @sSu This requires a wide range of
knowledge, skills, values and action objectives awhcannot be addressed by simple

environmental facts and concept or experientiahieg in nature.

2.7 BRIEF BACKGROUND ON DEVELOPMENTAL (COGNITIVE AN D
AFFECTIVE) STAGES OF 14-17 YEARS OLD LEARNERS AND HOW IT
RELATES TO ENVIRONMENTAL EDUCATION

Pearson Longman (2006:865) defines learning agdin knowledge or skills by study or
experience or being taught”. Learners at 14-17 syexdal, usually in grades 8-10 are in
Arlin’s fifth Piagetian stage (Wisconsin DPI 1994earners should be able to investigate,
analyze issues, synthesize information collected, evaluated both the issue and various
alternatives. This is supported by Schiro (2008)1dto propose that educators should
stress the following when applying Piaget's thedrie a school: learners need to learn
through experience, need cognitive conflict as pérthe process of equilibrium, learners
need an environment in which they can pose andltestquestions and learners need to be

helped to construct relationships between objects.

Hungerford (2001:123) submits that “in the nintlmotigh twelfth grades, environmental
education can promote active and responsible palzg@ by challenging learners to hone
and apply problem solving, analysis, persuasiversomcation and other higher level skills
— often in real-world contexts”. Learners mustlde to think critically, debate and identify

the ecological consequences related to the isslipraposed solutions.

In-depth knowledge and perceptual awareness shmilgiven minor emphasis because

environmental issues are dynamic. Hence, in orderkdep up with ever changing
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information, participatory research and investigatis often desirable. Doll (1989:252)
suggests that learning in Dewey and Piaget's visenmomes a by-product of inquiry. This
means the teaching should involve some discovaagnieg so that learners can learn to
solve problems on their own. The educator must ideodearning materials that are
interesting, challenging and sustain learners’ agity as they search for solutions. To
support, Schiro (2008:125) observes that “childyerthrough the process of rediscovering
meaning and reconstructing their conceptual strastaontinuously over an extended period
of time as they learn about their world and theneselnd reconcile new information with

past meanings”.

Environmental ethics should still be given a magmnphasis. Learners should be using
critical reflection and judgement to determine wisadesirable, and have increased ability to
‘reason’. The facts should lead towards activeigipgtory learning both in the field and the
classroom; towards the development of self-mottvatevestigation and study of the

environment and debate about current relevantmaltend global issues.

Elliot and Katochwill (1996:35) believe that cogm& growth depends on children's
interactions with those around them and furtheessied that Vygotsky's and Bruner's
argument is that culture shapes cognitive developrog imposing its symbolic systems on
the child's developing mind. This suggests that pmver of social-cultural and

environmental factors has an influence in detemgiiow learners perceive, interpret EE or

interact with the natural environment.
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Goals for curriculum development in environmentdueation according to Hungerford
(2001) are:

Goal level lll: Investigation and evaluation level.

Goal level 1V: Environmental Action Skills level: training andgdigation. This level seeks
to guide the development of those skills necesarlearners to take positive action for the
purpose of achieving and/or maintaining a dynanailafice between quality of life and the

quality of the environment. Goals at this stagelewe presented in two components:

Level IV Component A. The goal is to develop in learners those skillsclwhwill permit
them to effectively work for the environment. Thisould be consistent with their values to
take individual or group action when appropriakatts, persuasion, consumerism, political

action or eco-management.

Level IV Component B. The goal is to provide learners with opportunities a) make
decisions concerning environmental actions strateth be used with respect to particular
issues, for example, population and sustainableldpinent; b) apply environmental action
strategies to specific issues, that is, to takzesit action on one or more issues and c)
evaluate the actions taken with respect to thdlinénce on achieving and/or maintaining a

dynamic balance between the quality of life andghality of the environment.

Cooney, Cross and Trunk (1993:30) quoted Plataysg “the environment of the cave and
the binds which imprison its captives represent ¢hains of ignorance. In such a state,
prisoners see only shadows and mistake them fdr.tithe release from these chains and
the consequent ascent out of the cave is markemdny stages - none of them are easy.
Becoming educated and enlightened is a difficidcpss. Breaking the chain of ignorance is
often a painful task. Once out of the cave, the fargy again goes through stages of
enlightenment - this marks the developmental peesh individual will go through in true
education. At the end of the process, the enligidendividual feels the moral obligation to
return to the setting of the cave to help the ottamtives to release themselves from the
darkness of ignorance”. This signifies that thecpss of becoming environmentally literate
will not be an easy one, but once literate an iiddial should contribute towards the process

of learning to benefit all.
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2.8 TOWARD EDUCATION FOR ALL: A POLICY GOAL FOR NAM IBIA

Lotz-Sistka (2004:52) notes that “the World Confe® on Education for All (Jomtiem,
Thailand, 1990), World Education Forum (Dakar, 20@dd Millennium Development
Goals (MDG) marked a start of global quest to ursigtize basic education and to eradicate
illiteracy”. Namibia as a member of the internaibtommunity ascribed to the above
international treaties and obligations. In Namibids means all citizens (young and adults)
should have access to information leading to enwvivental literacy and knowledge on

causes and alternate solutions to EE issues.

There are four major policy goals of education amniibia, that is, access, equity, quality and
democracy. ‘Access’ means not only having all aleildattending school, but also making
knowledge and understanding accessible for themEDNI2003:5). Knowledge and
information can be accessible to learners through structured learning activities where
learners engage with each other and with the legrsuipport materials. Gultig, Hoadley and
Jensen (2004:9) remind us that “providing wide agraccess to high level of skills and
knowledge was the only way to achieve social tiamsétion”. Equity refers to redressing
the past inequalities, particularly in terms ofeagender and social class where there can be
overt prejudice or assumptions. In this contex$ proposed that racial or gender based EE

practices which are destructive to the environnséould be redressed.

Because of historical reasons, schools in Namit@acharacterized by disparities in terms of
availability of physical and human resources. ©®8(1998:123) refers to Agenda 21 that
“being historically responsible for the articulatiof the Survival Strategies for the families,
women have always been very active in demandingdawgments in their environments.
However, many of them do not perceive themselvds astion in the environment field”.
Therefore the effective implementation of the awiim should ensure mobilization of

learners with learning difficulties, the girls aathers from different social economic groups.

Quality is reflected in educators and learnersaquiireir own imagination and experience to
design, construct and collect materials for exgifiearning. “Our challenge ... is to develop
instructional strategies that make it possibleléarners from varying backgrounds and with
differing abilities all to progress. More than amyg else, it is the educator who structures
the learning environment to the needs, interestisadlity of the learners in their classes”
(Towards Education for All 2003:39-40).
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According to Higgs (2004:104) ‘quality’ has becorte many a rather irksome issue in
discourses on education in South Africa especialere demands for higher academic
standards become barriers to access to educatialh lavels. This suggests that the move
towards education for the masses may put straiavailable resources and compromise the
guality of education. Quality of education can beasured by, among others, what learners
can do (skills and values) after completing a legymprogramme. Democracy refers to
active processes in schools. “To educate about demy, our educators and our education
system as a whole must practise democracy...educatot be active creators and
managers of the learning process not its mastecsretakers” (Towards Education for All
2003: 41-42). This clearly implies that the goafseducation should not be determined
solely by outside experts without personal refeeetm the central role played by the
individuals making up the community of learnerdetlong learning is a concept which has
come to the foreground during the 1990s.

Namibia’s recent history (and on-going similar egem Southern Africa) implies that

special attention should be given to the placedefriocratic’ education. An important strand
with environmental education is the notion thatiemmmental problems cannot be solved
through ‘action competence’ unless democracy iengthened at every level. It implies
therefore that the envisaged environmental edutatimuld be largely school based and
context-specific allowing learners to explore issabout cultural identity, respect, society-
nature relations and social and environmental ggliiis about creating possibilities rather
than defining the future. A central pillar in eromental education is not so much what you
do, but why and how you do it. How far are learriax®lved in decisions? To what extent

are the actions responding to the interests, idedsalues of learners and the community?
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2.9 UNDERLYING PHILOSOPHIES BEHIND LEARNER CENTRED
EDUCATION (LCE) IN NAMIBIA

The LCE approach in Namibia is in an African comtekich embraces diversity, but which
is emerging from a colonial past where ethnic d#feee was deliberately perverted and
negatively exploited (NIED 2003:17). It is descdbm the Ministry’s policy documents,
curriculum guides and the conceptual frameworks@pproach ensures optimal quality of
learning when certain principles are put into pcactThe aim is to develop learning with
understanding, and the skills and attitudes tordmrie to the development of society. The
starting point for teaching and learning is the that the learner brings to school a wealth of
knowledge and social experience gained contindatign the family, the community, and
through interaction with the environment (SwartghBtrom & Zeichner 1999:250; Adora
Hopper 2001:2). The learning environment shouldaterea possibility of this learning
experience to unfold. Learning in school must ireglbuild on, extend and challenge the
learner’s prior knowledge and experience (Ornsi&irHunkins 2004:117; Hungerford
1998:151).

The teaching process which ignores and does ndd bui lived experience will limit the

learner’s thinking, and the learner will not see tonnection between the world outside
school and what is taught and learnt in school. S¢teol is only part of the total learning
context of the learner. According to KitchenhamQ&Qa.12) the transformation of meaning

or sets of meaning schemes involves a compreheasiveritical evaluation of oneself.

Learners learn best when they are actively involivethe learning process through a high
degree of participation, contribution and produtti@he learner must engage himself or
herself in internalizing and reshaping or transfogn information through active

participation. At the same time, each learner isdividual with his/her own needs, pace of
learning, experiences and abilities. Teaching esiies must therefore be varied but flexible
within well-structured sequences of lessons. Grg¥8988:350) is of the opinion that social
constructivism is based on the two main prepostidknowledge as constructed by the
organizing subject, not passively received fromehgironment and coming to know is an
adaptive process that organizes one’s own expgienbrld”. Work in groups, in pairs,

individually or as a whole class must thereforeobganized as appropriate to the task in
hand. Co-operative and collaborative learning wigintmotes peer interaction and dialogue

should be encouraged wherever possible.
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Du Toit, Squazzin and Bjerg (2000:19) note thatdider to understand something, we need
to explore the context within which meaning aro$e’such cases, tasks must be designed so
that pair or group work is needed to complete tiheowise the learners will not see any
relevance in carrying out tasks together. It atsplies that learners should be probed to give
reasons why they hold certain environmental vieWsis is supported by Kitchenham
(2008:113) who contends that when a person begimstérpret new meaning perspectives

and meaning schemes, the discussion with peergdpsan ideal vehicle for learning.

Schnack and Jensen (1997:135) maintain that emagatal education is broadly defined as
a process that enables learners and educatorstitigze in the planning, implementation
and evaluation of educational activities aimedeslving an environmental issue that the
learner has identified. The crucial factor in LCHiculated above is the importance of
ownership of EE activities by learners throughghhidegree of involvement. Cooney, Cross
and Trunk (1993:40) quote Confucius, the mastecaiu, as saying “I am not the one who
was born in possession of knowledge; | am the dme i&/in fond of antiquity and earnest in
seeking it there”. This suggests that educatoescarlearners and should be reflexive
practitioners. Role plays, simulation games, scltoohmunity improvement and projects

where learners participate are highly recommended.

Van Harmelen and Wilmot (2001:38) conclude thatrtile of educators and learners in the
teaching and learning process is radically differqlom that which traditionally has

dominated. It includes the following dimensions:

a) the educator acting as a facilitator as s/he cseapportunities for the learners to
access and articulate their prior knowledge;

b) the educator in critical engagement of the leakmigh their pooled knowledge in
order to both increase the collective understandamgl to correct misconceptions
through a process of deconstruction;

c) the educator as a scaffolder, in that through detnation, modelling, transmission,
or any other strategy the original construct isaleped and the construction is
revisited ensuring that the learner has interndlitee new knowledge and it has
become part of their ‘lived experience’. This ines$ gathering of evidence to see if

they understand the new knowledge through demditstra
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A basic tenet of learner-centred education is ¢aah learner should be empowered to learn
to the best of his/her ability. Because of Namibihistorical past, this also means that
special attention should be given to girls, minogtoups and other learners with learning

difficulties.

According to Fullan (2007:291), the goal of puldichools in the Zicentury must be to

serve successfully 95% of the school population.

2.10 ENVIRONMENTAL EDUCATION METHODS AND PROCESSES

Trends in environmental education have largely hialnenced by the broader debate and
challenging philosophical views of schools and eatioo. Firstly, the view of the
‘environment’ expanded to include the social, jwdit economic and biophysical. More
recently there have been moves to include an ‘taiem to action’ termed ‘action
competence’ that acknowledges that the inclusiorfasts about the environment and
explorations in the environment, while importante ansufficient by themselves for
facilitating a process of change. O'Riordon (1981c@utions that “deep ecology is the
essence for environmentalism and it is best dematest by exposing both educators and

learners to the contradiction between belief anbachat beset us”.

The aim of EE is to engage learners as active esgbnsible citizens, both in school and out
of school learning initiatives. Such participatiaccording to Fullan (2007:180) is essential
for helping learners to make the link between sthearning and daily life in order to
understand the role and responsibilities of actiitizen within a democratic society.
Democracy encompasses values which promote refpebtiman dignity, equality, social

and environmental justice.

The other approach of learning in EE is to bringctiopners to the classroom and stage a
panel discussion amongst learners. This has thet rokrstimulating debate so that
arguments and counter-arguments can be thoughtighroThe serious setback to the
approach is that discussions rarely change anyadeal position and skilful speakers can
sway an audience, even if the facts and interpoetthat lie behind them are

challengeable.
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Grayford and Dillon (1995:175) mention that in adst of educators on environmental

education, the following concerns were raised:

» the breadth of environmental education and the tfaat compared to many other
areas of the curriculum it can seem unfocussedicpkarly since it includes much

that relates to beliefs, values and attitudes;

» the methodologies and approaches suited to enveotaheducation are generally
not well developed in comparison with other subjemtas and there is lack of
consensus of what might be considered good practice

» the possibility of environmental education beinfipan of indoctrination. Given the
importance placed on values and attitudes in o#lat the environment and this is
compounded by the fact that good deal of discussimut environmental issues has
obvious political implications;

* the use of traditional methods of assessment, wdrietseen as inappropriate, given

the nature of the area of education, and the absefralternate approaches.

Hungerford (1998:343) goes further and arguesribabnly has responsible environmental
behaviour been considered a goal for EE, but thablvement’ in such activities has often
been identified as a goal for EE. So what are tharaaches favoured within Namibian
environmental education? These approaches ardesituathin the broad school of thought
labelled ‘social constructivism’ and take their doem learner-centred education. They all
share a number of features such as learner choidenagotiation; the incorporation of
reflection and reflexivity within the learning (amelaching) process, an emphasis on critical
thinking with the context of active real-life. Thextends to what De Haan (2010:319) refers
to as situated learning. Most of them follow anestigative or problem solving strategy in

which learners:

» identify a learning theme — this could be around anvironmental theme (World
environment day), a local issue (deciding to manaddlife), a risk or problem
(malaria, unsafe place);

« find out more about the causes, symptoms, extecdfibn and effects relating to the
theme — either through surveys and field visitsarisiy existing information or

researching secondary evidence;
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» evaluate information, consult interested individuaihd groups and identify possible
solutions from different perspectives;

» select an action and develop a plan;

» if feasible, help to implement plan and monitoriitg effectiveness in order to

amend or change it and reflect on the outcomewafsitigation.

Supporting this view, Ornstein and Hunkins (200%)18ssert that “the task of critical
pedagogy is to bring members of an oppressed growp critical consciousness of their
situation as a beginning point of their liberatgaxis”. This implies that constructive
critical discussions and debates have the podgibiliunpack and demystify misconceptions
of the people as far as contested environmentag¢ssare concerned. Agreements as well as
differences between situations should be illustratgh a view to promote comparison. It
should be noted that individual differences infloeriearning and the group atmosphere
created after critical debates is a necessary measusuccess. This is also supported by
Kitchenham (2008:108) who asserted that the higtestl of ‘critical transitivity’ is
reflected in individuals who think globally andtaally about their present conditions and

who decide to take action for change.

Graves (1998:152) points out the significance divoeking among educators and other
practioners, that it actually reinforces non-hienécal, democratic and a collaborative way
of working which is the hallmark of environmentalueation. Networking at different levels
creates an opportunity for resource sharing, a rgynecorroboration and coordination

between stakeholders.

2.11 GEOGRAPHY AND ENVIRONMENTAL LEARNING

Geography is an environmental study par excelleki¢i¢hin its disciplines, maps are the
most distinctive and particular means by which gaphbers express themselves, setting out
facts and suggesting explanations. Maps of all Kirggpresent environmental relationships,

past and present, direct and indireastw{v.ngeo.com/xpeditions/standards/matrix/Htmi

World thematic maps in atlases may be thought adfraéronmental summaries, records of
the stages reached in different parts of the wbsldthese many processes working in

combination to produce the conditions of humandife work.
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The skills developed through school geography asuisclude systematic observation and
recording, especially in the form of maps. It irddg their interpretation, the use of
photographs and satellite images by older learnBtsotographs in geography and
environmental learning can be very important forofisevidence of negative or positive

environments during enquiry teaching approachesarregs should have skills,

competencies and knowledge to change economiay@ical and social behaviours without
merely being a reaction to existing problems (DextH2010:320). They should be at all
times proactive. This extends to what is expectethflearners in EE, that is, enquiry into
local EE issues. Local surveys which sharpen learngbservations of environmental

guality are very important. These kinds of enqaiay lead into discussions about who might

make improvements and the likelihood of any suggestbeing accepted and carried out.

Graves (1998:192) suggests that environmental édacand geography should make
references to economic causal analysis, sociattsfiend organized political action in the
content and learning activities. To summarize,sitworth mentioning that people use
environments in a number of ways. Thus, they creatging cultural landscapes through
different patterns of human activities. On one hahdy are influenced by their physical
settings, but on the other, they are transformimartsurroundings into different culturally
created environments, including landscapes of haymand landscapes of conflicts.
Understanding these complex interactions withincepprovides an important basis for

responsible environmental planning, managemenpautéction.

Namibia’s Initial National Communication to the lted Nations Framework Convention on
Climate Change (Ministry of Environment and Touris2002) reveals that Namibia
contributes little global warming gas emissionstdéad, Namibia is estimated to be a net
sink for carbon dioxide in 1994, as a result ofréasing woody biomass in the rangelands,
due to process of bush encroachment. In 1994, rlengouse gas emissions from Namibia
were 5 614 Gg CO2 equivalent, excluding the sinkcdbed above. Transport sector is the
greatest emitter of CO2 (about 50% of the totabaose of the great distances travelled in
order to distribute goods and services. Enteriméstation in cattle and sheep contributes
98% of the CH4 emissions. Emissions of NO2 are lsamal mostly derived from burning in

Savannas.

41



All aspects of geography draw together under teedimg and one is reminded that human
actions are inescapably related to the well-beiihthe natural world. Lotz-Sistka (2004:6)
estimates that southern Africa is a home to 291liamilpeople, of which 75% live in rural
areas, and a very large proportion of these peamgl@lependent on the natural resources for
their livelihood. In junior secondary school geqarg in Namibia, the link between the size
of population and degradation of natural resouthesugh pressure on carrying capacity is

emphasized.

2.12 POSITION AND AIMS OF JUNIOR SECONDARY SCHOOL GEOGRAPHY
IN THE NAMIBIAN CURRICULUM

The Junior Secondary phase extends the learneostl&dge and skills, strengthens their
values and attitudes and prepares them for corttintuglies and young adult life. This phase
provides learners with the opportunity to explongider range of subjects to enable them to
make informed subject choices for future careerodppities. It is more challenging and a
greater body of knowledge is mobilized to developigher level of understanding and
skills. The curriculum becomes more diversifiedesrning areas are broken up into more

separate subject disciplines, and a degree of eliwiatroduced.

The medium of learning (except in the mother togreslominant local language subject)
continues to be EnglisiThe Natural Sciences are separated into Life Seiamcl Physical
Science, and the Social Sciences into Geograptstoiyj Life Skills, and Religious and
Moral Education. In addition Arts in Culture, Phyadi Education, and Basic Information
Science are offered. At this stage, learners’ I6Kills are consolidated in order to be able to
learn independently and collaboratively, and tordsearch using ICTs. The element of
choice is introduced in the pre-vocational areagn@hearners choose any combination of
two electives from the following: Agriculture, Espreneurship or Home Economy,

depending on their interest and aptitude and véhavailable at the school.
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According to Namibia (2006:1) the aims of the Gepipy syllabus are to encourage learners

to develop:

a)

b)

d)

knowledge with understanding of:

the terminology, concepts and systems fundamenota study of physical and

human Geography;

the relationships and interactions of people ardr tnvironment in response to

physical and human processes, as well as aspettts ohanging world;

a sense of place and relative location on a laegjional and global scale, with

special emphasis on Namibian examples;

HIV and AIDS and its impact on social-economic depment.

an awareness:

of the characteristics and distribution of a sébectof physical and human

environments;

that on earth and also in our country there afferdifit ways of life, and this should

lead to a positive attitude towards this diversity
of the factors that cause change in the diverse@maents;

of sensitivity to gender issues

an appreciation of:
the potentialities and limitations of the physieakironment for human activities;
how human activities can lead to environmental |emis and improvements;

the environment and the need for conservation.

Geographical skillsto be able to observe, collect and represent dai@yze and
interpret data, and present findings. (Informati@ommunications Technology

[ICT] should be used if available and applicable).
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2.13

SUMMARY OF THE LEARNING CONTENT AS ADAPTED FRO M

GEOGRAPHY GRADES 8-10 PHASE SYLLABUS (Namibia 20067)

THEME/TOPIC | GRADE 8 GRADE 9 GRADE 10
Map work Graphs Graphs Graphs
Types of maps Map symbols Interpretation of human and physical
Location (degrees, minutes) | Location (degrees, minutes, seconds). features on map
8 division of directions 16 division of directions Location (degrees, minutes, seconds)
M_ap scale Distance Distance and scale
Distance Contour maps Photographs
Contour lines Photographs Contours
Cross-section
Interpolation of isolines
Climatology Weather instruments and datal The atmosphere Weather instruments and data (graphg
Forms of condensation Weather instruments and data (graphs)Climatic maps
Climatic regions Synoptic maps Air pressure systems and movements
Precipitation Local winds
Climate of Namibia Synoptic weather maps
Astronomy Galaxies Movement of the earth (d&#/nights, |
Solar system seasons, tides)
Moon Eclipses
Time
Economic Economic activities Development
Geography Labour pProducton 4
Resources (renewable and Trade
non- renewable) Income
Aid
Regional World map (continents, major Namibia Physical features:
Geography rivers, mountains, deserts) physiological regions, drainage,

Southern Africa (physical)
SADC.
Namibia

vegetation, climate.

Economic activities: agriculture, fishing
mining, transport, tourism. Factors
influencing economic growth. Regional
position: SACU and SADC.

Geomorphology

Internal structure of the earth
Basic types of rocks

Internal forces:
Plate tectonics, fold
mountains,
Earthquakes and volcanism
External forces:

Weathering
Erosion
Populaton | - Population data Population density and distribution
Studies Population characteristics Population dynamics: age-sex structure
Age-sex structure, population growth growth, migration.
and movement Benefits and challenges of population
Impact HIV and AIDS change.
Strategies to reduce the impact of HIV
and AIDS.
Settlement Concept and hierarchy of
Studies settlement.
Characteristics of ruraland (77— | 77
urban settlements
Problems in rural and urban
Ecology | Deterioration of Namibian environment

causes of deforestation, desertification
and bush encroachment.

Land, water and atmospheric pollution
Population growth and resources
Possible solutions
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It should be noted that environmental learning opyities exist on topics such as climatic
regions (processes of deforestation, overgrazidgdasertification involved), renewable and
non-renewable sources of energy, settlement studidsrelated environmental problems,
population studies, agriculture, mining, tourisiishing, transport, bush encroachment and
forms of pollution. Lochner and Stols (2007), VaernRburg (2006), Neethling-Bruwer

(2007) and De Klerk (2005) make several points arplanations on themes covered in
Geography grades 8-10 phase syllabus for Namibifishing for example, learners could

learn that natural processes and human activitee® lthe greatest biological impact on

marine environment.

It should also be acknowledged that the conceuodl skill development for grades 8-10
has a foundation in environmental learning from &lp@rimary level subjects such as
Natural Science and Health Education and Socialdi&u There is also immense
contribution from junior secondary phase subjeatsong others, such as Life Science,
Agriculture, Physical Science and History. JS Gaphby syllabus prepares learners for two

year course for Geographysenior secondary, and to some extent Developmediest
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2.14 VALUE CLARIFICATION METHODS AS LEARNING ACTIVI TIES

General value systems involve principles of whaight and wrong, widely acceptable by
all people, acceptable to individuals and socialugr (Triebel in Higgs 2004:133; Opie
1995:18). General values can also be attributedbtoinant culture. They are not specific
and may cut across disciplines, too. Specific \@lue targeted values which an individual
requires e.g. a community's way of relating to ¢éin@ironment. Environmental education,
for example, promotes positive values and attitudegrds the environment and this is

essential if learners are to value it and undedsthaeir role in safeguarding it for the future.

Schnack and Jensen (1997:35-37) remark that “wi bame a commitment to democratic
citizenship and not respect and value young peaptt listen to their understandings and
views”. This leads to an understanding that learieel empowered after being part of a
cooperative learning group. There are a lot of ben#or learners’ participation in group-
work activities. Learners will begin to ask moreegtions and think of alternative
approaches to EE issues and take informed decistgaming validation froma group's
positive response makes the individual more likelyinvest in taking the riskf further
group involvement. One positive outcome of grouptipi@ation is the unlocking of the
individual's self-reflection and self-critical tegmcies. Hungerford (2001:126) stresses that
environmental issues arise when individuals or gsodisagree that there is a problem or

disagree what should be done about the problem.

In ESD, it is critical that educators understanel pinocess of how learners come to learn in
order achieve sustained change in behaviours émdtlles. It is therefore appropriate to
teach learners how to identify the values of othespecially during the process educators
call ‘issue analysis’. According to Du Toit, Squezand Bjerg (2000:18), the learner makes
available for scrutiny his/her systems of meaninithiw a particular learning situation.
These systems of meaning are challenged, renegpbtiaitd perhaps reconstructed according
to information and understanding within a group.isTiis supported by Kitchenham
(2008:113) who asserts that meaning becomes signtfito the learner through critical

discourse with others.
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Hungerford (2001:127) unveiled a research findimgt t'an important factor in whether an
individual will engage in environmentally resporsilibbehaviour is that person’s ‘locus of
control’ or feeling of effectiveness”. This meangerson with an internal locus of control
feels that s/he has a measure of control over swehich occur. A person with an external
locus of control believes that control over whapens is beyond his or her grasp. Locus of
control may be influenced when a learner learnsapldies citizenship action skills. Locus
of control may become more internal when learnersethad an opportunity to apply skills

successfully in the community.

Gultig et al (2004:159) explain their pedagogicabjeative stating that “learning
programmes should promote learners’ ability to khimgically and analytically, as well as
holistically and laterally”. This may include ankaowledgement of the dynamic, contested,
and changing nature of knowledge, and of the nedmhtance independent, individualised
thinking with social responsibility and the ability function as part of a group, community,
or society. Sustainable living requires active ipgration, environmental and social

advocacy.

The role of the educator in the situation of ‘nmulki systems of meaning’ is not to provide
the ‘right’ answers or condemn ‘wrong’ ones buheatto challenge the doctrine of thinking,
guestion values and attitudes and raise for digsmuske consequences of holding particular
views. Environmental hazards are a result of ctllecdecisions. It is, therefore, not
possible to isolate certain individuals as beirgpomsible — we are collectively responsible
for our actions. Fullan (2007:43) concludes thatghrpose of a mind-changing encounter is

not to articulate your own point of view but ratherngage the psyche of the other person.

2.15 ENVIRONMENTAL EDUCATION AS A CROSS-CURRICULAR OPTION

There is a tendency to assume that EE will reqaiggnificant allocation of curriculum

time. This assumption is based on the view of EBra&dd-on’ and thus extra curriculum
load. However if one approaches environment agnaization and strengthening focus,
within the curriculum, that adds relevance and reffgossibilities of (re) orientation then
perhaps these perceived limitations can be overcBomeman (1997:51) cautions that “for
many years, environmental education in schools tvested as belonging to geography,

biology and other natural sciences.
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Thus, the learners did not grasp the complexitythié field of study — the physical,

biological and social interrelatedness of the emuinent”.

A range of curriculum development models has bemtribed by environmental educators.
Palmer (2003:27) and Wickenburg (2000:12) quote Stackholm, Belgrade and Thilisi
Conference laying down the global consensus that@mmental learning is best achieved

through an inter-disciplinary approach. Here wel@eonly three possible options:

a) ‘greening’ the existing curriculum;
b) ‘thematic’ approach;

¢) integrated curriculum action.

2.15.1 Greening the existing curriculum

This is adding environmental information to exigtsubjects or learning areas. For example:
» using environmental texts in language;
» alecture on a biodiversity issue in biology;

» using environmental example in mathematics.

This approach is sometimes referred to as ‘infusiato the curriculum. Hungerford
(2001:115) refers to infusion as a process in witheheducators carefully analyze existing
courses for places where environmental contentagsdciated skills could be incorporated.
There are many ways in which the process is urkiarthut some common issues are worth
considering. Conceptualizing the process as ‘bmggenvironment in’ as opposed to
identifying ways in which environmental issues alt@ady integral to the particular subject
can be problematic. This often leads to trivialrimulum activities: using a poem on nature,
a classroom lecture on biodiversity or calculatihg height of a tree. These activities are

often based on narrow views of environment and dmawmited teaching methods.

According to Van Harmelen and Wilmot (2001:5) ther@ulum 2005 for South Africa
reflects environmental learning in Social Scienaed Natural Sciences as leading to an
understanding of the interdependence of and irtierecbetween society and the natural and

physical world.
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Lotz—Sistika and Raven (2002:65) also emphasizé tthe Curriculum 2005 introduced
‘environment’ as an organizer in the curriculum,alging environmental focus across
different learning areas. The recognition that emvinental issues are already integral to a
particular subject might bring about a more fundatalereorientation to that learning area.
In this case, EE audit in Geography may focus derdening what already exists rather

than what is supposed to be in the subject syllabus

Languages are expressions of social beliefs andevafientation, including deeply held
cultural views regarding the environment. Anothienehsion of environmental education in
Geography is the opportunity to investigate enwinental issues on a local level and report
environmental problems and solutions. This may Ivejofor example, critically analyzing
media messages using environment as a sensitinitigg,f articulating and reporting EE
issues. This is supported by Huckle and Sterling961114) echoing that “nature and
tradition have to be reconstructed by a new comlgie radicalism which offers people

security by stressing repair, conservation and’care

2.15.2 Thematic approach

Using this approach educators or other curriculewetbpers focus on a theme or topic such
as ‘water’ or ‘litter’ and then use the theme witlzind across the different subjects. This is
to some extent a response to the acknowledgemanhtetivironment is a cross-curricular
concern that requires an integration of learningpsx the different subjects or learning
areas. Gayford and Dillon (1995:174) and Van Roq@€®6:127) argue that environmental
education has been identified as having an essentizribution and treated as both a cross-
cutting and a unifying element of the school cuwdien. This suggests that geography
teachers could for example use a water audit tohtedbout water pollution while the
educator of English might use the concept of pafuto teach about awareness creation and
the dangers of pollution to health. Because enw@mtal issues are complex, they may be
difficult to fully understand if looked through theyes of one subject area only.
Environmental issues cut across traditional sutgjdaiundaries and in order to understand
them we need to identify these links and use threplanning themes and issues for teaching

and learning.
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In a research on EE integration in a new schodamada, Samuel (1993:27) reveals that
“educators had discovered that EE was best implerddoy integrating it where it fit in the
curriculum rather than devoting a special unittte-inot being overt about it but doing
concrete, practical things that resulted in obviassomplishment. Educators found that
focusing on awareness and responsibility for thendédiate environment, including the
school and grounds, and acting as role models Herl¢arners were effective ways to

promote environmental values”. The local environtmerthis way becomes a resource.

2.15.3 Integrated curriculum approach, issues apmach

This approach places a greater emphasis on thextoat relevance of the theme, the
integration between educators/subjects and theriapee of encounter-dialogue-reflection
within the framework of action. Using local enviroantal issues as a focus for teaching and

learning has a nhumber of advantages:

» they are real;

they are relevant and important;

* they are ‘right there’;

» they provide a clear focus and therefore enablarpgseful inquiry;

» they encourage exploration from a range of perspest

» they are opportunities for learning about comprenaisd for developing skills to
deal with conflict;

» they provide opportunities to involve people frohe tlocal community such as
planners, councillors and parents;

» they offer opportunities for meaningful action-tadsiand critical reflection.

(adapted from Chambers 1995)
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2.16 THE ECO-SCHOOL AND WHOLE SCHOOL APPROACH TO
ENVIRONMENTAL LEARNING

Local Agenda 21 led to the development of eco-sishoo Europe. By raising learners’
awareness of environmental issues, eco-schools dlexible way to deliver EE through
classroom study and apply this to the day-to-dayning of schools. It also encourages
environmental responsibility both at home and i@ wWider community. Eco-schools bring
together learners, educators, local governmenoémel members of the community such as

industry. The framework is practical applicationLoical Agenda 21.

Van Harmelen and Wilmot (2001:5) emphasize that ftivbhole-school approach to

environmental learning is participatory but agaantgoned that the implementation requires
good time-tabling, structured scheme of work ansl inglications on the school’s view of

assessment”. This suggests that educators reqopemcapacity development if the concept
of “whole school” development is to succeed. Thiowggro-schools and whole school
approach, schools have considered the issues rdptwet, noise, nature and biodiversity,
healthy living and the school grounds. As a proaddsicilitating sustainable development
at a local level, learners are encouraged to taka&cton thus extending learning beyond the
classroom and developing responsible attitudescanamitments both at home and in the

wider community.

Successful schools are awarded a prestigious éeb-taeco-school green flag — to display
in and outside the school. This flag, through iesrenexistence, raises certain expectations
from the local community upon the school's enviremtal work. Eco-schools incorporate

seven elements according to Wickenberg (2000:32).

a). Establishment of eco-school committébe core of the eco-schools process is that the
committee organizes and directs eco-school a&svitifhe committee consists of the
stakeholders of the school environment, namelynkyar educators, cleaners, care-takers,
parents and governors. The sense of democracyatved and learners are motivated in
the process of initiatives.

b). Environmental viewiWWork commences with a review or assessment aétir@donmental
impact of the school. Learners are involved inwtogk, ranging from assessing the level

of litter on the school grounds to checking infrastures for inefficiencies.
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c). Action plan:The information from the view is used to idenfifiority areas and create
an action plan, setting realistic and achievablgets and deadlines to improve
environmental performance on specific issues.

d). Monitoring and evaluatianThis is to ensure that progress towards targefsliowed,
that any necessary changes are made to the addonagmd that achievement is
celebrated. Care is on-going process in the school.

e). curriculum work:Classroom study of themes such as energy, watérwaste are
undertaken by most learners. The whole school gheeilinvolved in practical initiative,
for example, saving water, recycling materials prelzenting litter. Where environment
and sustainable development is not part of thaauam, recommendations are made as
to how this can be incorporated.

f). Informing and involvingThis directly brings local Agenda 21 into schodls, local
authorities, businesses and wider community is lieg in the eco-schools process.
Eco-schools are encouraged to make ties with eatenganizations in order to benefit
from their experience and expertise. Eco-schoasadso encouraged to consider the
wider community when preparing action plans. Schaaln keep the wider community
informed of actions taken through classroom displaschool assemblies and press
coverage.

g). Eco-codeEach school produces its own eco-code or stateaféntent, outlining want

the learners are striving to achieve.

The eco-school concept is not yet implemented imi&, but lessons from South Africa
shows that the programme is supported by WWF-SAWditdlife Environmental Society of
South Africa (WESSA) with the endorsement of thenistiry of Education.

Eco-schools in South Africa are involved in actegtwhich include, among others, saving
of electricity, water, keeping the school grounéaci, planting seeds, helping sick animals,
health eating, audit biodiversity and surveys intbhome grown spinaches

(http://www.wessa.org.zal/index.php/Programs/Eco-8kshistm). This is supported by De

Haan (2010:318) who maintains that sustainabifitgbout intelligent forms of mobility and
eco-friendly life-styles. Learners are thereforg@eoted to contribute to the healthy of the

environment both at school and in their community.
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The opportunity for educators and learners to apphcepts and ideas from the EE to their
every day life at school, home and community presjcaccording to Wickenberg (2000:33),

several important benefits:

e improvements to the school environment e.g. redndn litter and waste, fuel
and water bill;

» creates a unifying sense of community and pridéenschool,

* increases environmental awareness through curmriculend non-curricular
education;

» brings a sense of democracy to the managementeotthool in respect of
decisions that directly affect the learners;

* provides learners with the education and tools #&ket decisions on
environmental issues for themselves;

» fosters relationships and improves the languadks skiough communications;

» involves the local community, gains business supgad local publicity.

A whole school approach also implies that more thast the educators are involved.
Educators ultimately control the pace and directibohange and have the ability to obstruct
or facilitate the wishes of planners. Much in eommental education can be conducted
using outdoor education strategies, because it ften ooutside the classroom where
environmental problems and issues exist. The wisgleool approach therefore gives
learners the opportunity to learn in an enjoyab#s while making a contribution towards

understanding and solving EE issues.

The immediate school surrounding is usually shdmgdearners and parents, all of whom
have an interest in and responsibility for thisiervyment. The above is supported by Huckle
and Sterling (1996:137) who argue that “the purpo$eeducation is engagement —

democratic, negotiated and pragmatic”.
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2.17 INDIGENOUS KNOWLEDGE AND ENVIRONMENTAL EDUCATI ON

Graves (1998:121) reports that the UNESCO GenemdféCence in 1966 adopted the
declaration of the Principles of International Quét Collaboration which states: “Each
culture has a dignity and values ... Every peoplestile right and the duty to develop its
culture... In rich variety and diversity and in theciprocal influences they exert on one
another, all cultures form part of the common laget of mankind”. Agenda 21 and the
International Treaty between NGOs and Indigenousplkee(including The Voice of Eagle)
illustrate the recognition of immense contributibiat indigenous people, the communities
and knowledge base can make to help achieve a mavEgonmentally sound future
(MacDonald 2005:137). In addition, Graves (1998)1states that “development can be non
else than pluralistic through an important procefssynovation and perpetration in which
cultures identify and human societies perpetuae tralues with questioning, re-modelling
and recreating them for both historical and sog@ht”. This indicates that the indigenous
way of doing is not all detrimental but people temefit from certain good practices in the

struggle against environmental deterioration.

The National Curriculum documents (South Africa 28@) articulates that “people should
recognize the wide diversity for an African renaisse, including indigenous knowledge
systems through which people make sense and atiaahing to the world in which they
live. Indigenous knowledge systems in the SouthicAfr context refer to a body of
knowledge embedded in African philosophical thimkand social practice that have evolved
over thousands of years”. This is supported by Blig904:107) suggesting that learners at
schools and tertiary institutions should be cultyrampowered so that they can again take
pride in those cultures that have, for long, besgarded as inferior. The statement above
signifies the importance of indigenous knowledgarsiy, transfer and institutionalization so

that future generation should also benefit frors treasure.

There are many examples of how people relate tcetivronment in a better way. The
Ndebele tribe, being mainly cattle people, gengrlis limited knowledge of wild leafy

vegetables compared to more sedentary agrariagstlike the Shona and Tonga. Similarly,
women tend to have more knowledge of leafy vegetabbmpared to men due to division of
domestic chores (women being traditionally the sookthe home), while men may be more

versed with knowledge on indigenous fruits and ledibots.
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The elderly are considered the repositories ofgedous knowledge and are usually more
knowledgeable than younger age groups about wid fdants. This calls for coordination

of EE activities with stakeholders e.g. parents @odsible documentation and use of
people’s cultural practices at all levels. Adoragpders (2001:1) indicates that monitoring of
the junior secondary certificate examination in 39& Namibia) showed, for instance, that
examination in the home science, arts and musigsigbhad a clear cultural bias towards
urban living, European food and arts. There waghingt in the examination papers

indicating that they were from Africa or Namibia.

Spiritual beliefs and values also contribute to iemmental issues. For example, in
Namibia, people collect certain plants and aninatgpfor muti, traditional and medicinal
uses. Some of the plants they collect are endadggrecies or are at risk. One example is
devil's claw (Harpagophytum procumbens). The planbows in the Kalahari sands.
Medicinal values for this plant have been recoghizgernationally so that huge amounts
are now exported. In the ‘Voice of the Eagle’, biediversity issue is expressed through the
importance of protecting, with respect, sacred tglansed as medicines (MacDonald
2005:56). According to Kahn (2000:57) two of thetioaal objectives by Riksdag (in
Sweden) with regard to agriculture are that nongedous species and genetically modified
organisms that may jeopardize biological diversityst not be introduced, and cultural
heritage assets in agricultural be protected. IKkdme countries such as India and China is
seen as going beyond self affirmation or survii@holding key to solving problems (Adora
Hopper 2001:11).

According to the Gaborone Declaration based orPtloeeedings of EEASA 2002 Annual
Conference, 19-21 August, Gaborone, Botswana, ollewing were issues raised with
regards to IK:
» traditional cultures are often romanticized or etéyped;
» research on IK process is often conducted in inse@svays;
» traditional cultures and knowledge is often comrfiedi in ways that lead to
trivializing, vulgarizing or degrading them;
* environmental learning processes often neglectramvdn indigenous knowledge
and prior experience;
* sacred and guarded cultural knowledge should noexpoited for educational

purposes.
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There is a need for tolerance and a respect farsity and recognition of the dynamic
nature of knowledge and culturtn urban communities, knowledge on indigenous food
plants is usually limited, particularly among thgeople who have been urban dwellers all
their lives and have little link with the rural ass and among youth and younger age groups.
Adora Hoppers (2001:5) again draws attention toimportant point that “an attack on
organic relation and systematic devaluation of walty determined ways of living
constitutes ‘cultural violence’. By cultural violea it entails getting subordinated groups not
just to internalize but also to proactively endotise illegitimacy of their own culture”. In
general terms, African children have much strorgmemection with and identity rooted in

their immediate community. You are a person throofdjier people (the spirit of Ubuntu).

The African child experiences a stronger adult ahder peer network around his/her
upbringing (although not necessarily in terms ohraad women sharing work in the home),
and is carefully brought up to take on an increglgimactive role in the community through
learning what could be called the ‘community curien’ (NIED 2003:18).The school
curriculum could integrate and implement aspectshefitage (cultural, intangible and
natural) for the benefit of the new generation tr@environment. Cultural heritage includes
monuments, building and sites; intangible includeal tradition, performing arts, social
practices, festivals and knowledge of nature; amtinal heritage includes natural features,

geographical & physiological formations or natusiés.

2.18 THE ROLE OF LOCAL ENVIRONMENTAL EDUCATION CENT RES

In our school work, a love of life and of our fastia world of nature is fundamental to
environmental awareness. According to Horning, lherd, Olson and Malmberg (2001:69),
learners can only acquire a more profound knowledgend feeling for the environment by
actively indulging in the sheer enjoyment of nat(akk embracing experience). This means
learners will be strongly motivated to defend nawirinterest and to shoulder individual
responsibility because of their experience in ratlihere are 17 Environmental Education
Centres (2 under the Ministry of Environment andiffem; 5 under Ministry Youth, Sports,
Culture & National Service; and 10 private centresdross regions in Namibidhe
Namutoni Environmental Education Centre, for examg@ims primarily to increase the
knowledge and awareness of the diversity withingd d@ragile nature of the Namibian

environment and to encourage and promote the sastai utilization of Namibia's natural
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resources for the present and future generatidih® objectives for the Ministry of

Environmental and Tourism’s Environmental Educatentres are to:

a) increase the knowledge and awareness of thesitivevithin the fragile nature of
the Namibian environment and to encourage and pmntioe sustainable use of
Namibia’s natural resources for the present andréugenerations;

b) influence people’s attitudes, knowledge and i,

c) deepen understanding and heightening awareness;

d) foster creativity as well as ingenuity;

e) build capacity among the Namibian youth to staking the lead in sustainable
environmental, social, and economic development;

f)  share and develop skills for identifying, crélly evaluating and solving environmental
problems;

g) stimulate action education;

h) address the daily need for a change to a battéronment for our future;

i)  strive to achieve the objectives of Article 95tloe Namibian constitution; and

J) increase knowledge and awareness of the miesithie MET.

(http://www.met.gov.na/namutoni.hjm

Target groups are usually invited to visit the Efftees such as Namutoni for 1-3 days. The
programmes offered at the centres are designednyvolve learners in “hands on”

experiences with regards to the environment. Progras can be adapted for the specific
needs of a group. The programme and itinerary eadidgcussed with the education staff at
the centres. This will ensure the smooth runningh&f programme and excursion. The
centres lie in environments which are rich in déeeflora and fauna. Nature trails bring the
visitor face to face with different ecosystems iaggrom water plants and ferns to the dry
camelthorn bushes. These ecosystems provide &ai@n for the scientific investigation of

living and non-living organisms (birds and insedts)heir natural habitat. Learners become
acquainted with nature, engage in sharing of infdgiom with experts in conservation and
get an opportunity to link what they learn in ctassn to what happens in reality e.g. in
subjects such as Life Science, Geography, Agricelltand Languages. (experiential

learning).
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2.19 THE ROUTE TO ASSESSMENT IN GEOGRAPHY AND
ENVIRONMENTAL EDUCATION

In covering the Junior Secondary Geography syllathes educator should strive to place
special emphasis on the local and regional aspédtee content. These local and regional
aspects should also be reflected in the final emati@n. Burtenshow (1990:1) reminds us
of the core of geography teaching from secondawelles follows: “geography is a

perspective or a dimension of the study and a nmédEnquiry about aspects of the world
rather than a substantive body of factual mateltiahifts the emphasis from content to the
concepts, skills and techniques which may be censitlessential and hence realistically to
form the core of the subject.” During the continsoassessment, including testing and
setting examinations the following domains of léagnwill be covered (according to

Namibian Phase syllabus for Geography grades 8-Hfhwledge with understanding,

analysis, judgement and decision making and agitaf geographical skills.

2.19.1 Cultures of assessment

The practice of assessment both in psychology ahttation has been dominated by
Western theoretical paradigms derived from a pasitiand reductionist tradition and in
particular the psychometric tradition exemplifiegg BQ tests. However the increasing
awareness of the shortfalls of the traditional steist terms of their being predictive,
descriptive and prescriptive led to alternative svaging sought. There is a strong need for
the nature of assessment which informs the learphogess and which gives a holistic

picture of how a learner progresses.

Race (2002:31) suggests the use of dynamic assessniech recognizes direct measures
of the learner’s potential for learning and devetept and information on the processes that
leads to the learner’s success or failure. A qa@he type of assessment which can reveal
things such as one's level of readiness, the Iéadearning style or special aptitude is more
beneficial to both the educator and the learnersoaspared to the traditional assessment.
Van Harmelen and Wilmot (2001:14) emphasize thaiasaonstructivist epistemology,

shapes much of the contemporary educational thinkind practice and is the position

adopted by the Outcome-Based Education in S.A a&adrer-centred in Namibia.

In environmental education, assessment is ofteecbasm awareness, values and attitude

change, or measurement of reduced impact.
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Behaviourist perspectives focusing on measuremerd hehaviour change within
assessment has been challenged. Increasingharitjiged that we should avoid too much of
an emphasis on instrumental outcomes and broadessaeent focus to include assessment
of developing competencies as this plays out invackearning process. The National
Curriculum Statement for Grades 10-12 (South Afr@03b:49) states that educators’
assessment of learners’ performance must haveaa degree of reliability. Carl (1995:21)
differentiates between summative and formative sseent that ‘summative’ is the
summarizing evaluation which takes place at thedardstructional learning process while
formative is ongoing assessment which may takeepédcone’s discretion in the course of
instructional learning process — the purpose imersgement and feedback. In Namibia, the
policy emphasises the importance of continuoussassent but the reliability remains
problematic. Assessment monitors and supports ilearnAccording to Ornstein and
Hunkins (2004:352) and Schiro (2008:127) educatnsh to gather data so that they can
reason from evidence. This means that learner imeaioce in C.A activities should enable
educators to adapt learning support materials ajubsiaapproaches to teaching in order to

support a learner.

Positivism, education was thus viewed as a prottessigh which we ensure that learners
know more and the task of the educator is to enthaktlearners acquire more and more
information that experts have already discovered eategorised. The prime purpose of
assessment is to test how much knowledge has leeent.| As educators we need to be
cautious that schools should assess how learnegsgss or develop in terms of knowledge

understanding and skill acquisition.

Wilmot (2003:4) reveals that during the past tweatkes, traditional assessment practices

have been criticized as having led to situationstirch:

* test and examinations are the most common toolss®essment;

» the focus is on measuring how much a learner is etbimemorise and recall at the
expense of developing conceptual understandingiowledge with understanding ,
skills and values;

* there is a perpetuated myth of the ‘right’ answirling out how much learners
know rather than how well s/he understands or ppty&nowledge;

» key strategies include structured questions suchwhat’, ‘name’, ‘how many’

where’ as well as multiple choice answers;
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» tests are used as one-off chances to show how laafers know;
* educators predominates, with everything that isexaimined being disregarded and
not worth knowing;

* examinations are negative because they lead tbitepe

The primary goal of the Namibian school curricatd provide learners with a general
education through which they develop skills or cetepcies, including inter alia, an ability
to think critically and creatively, identify andIse problems, work independently and as a
member of a group, communicate effectively, makeisiens and collect, analyze and

critically evaluate information.

The alternate, authentic forms of assessment atteémpaddress the shortcomings of
traditional standardized tests. These approacheslvin open-ended tasks that require
learners to use their knowledge and skills to eitiheate a product (design and construction)
or solve a problem. Learners are engaged in a@esvihat are of real world or resemble the
real world (Ornstain and Hunkins 2004:352). In autic assessment, learners will seek

evidence of competence which learners have to dstrate.
2.19.2 Continuous Assessment tasks for Geographsages 8-10

Assessment is at the heart of the learning prodessnot something that should be left to
the end of the teaching process. Instead, assesgriategral to all parts of the education
processes, continually providing both feedback andasis on which to move forward.
Assessment should not determine what is to be taughlearned. It should be a servant, not
a master, of the curriculum. NIED (2003:30) argtiest the examination system has not
freed itself entirely from the former concept oé thncyclopaedic curriculum and a narrower
range of skills than the curriculum as a whole,dose of the dependency on written
examinations. This entails that assessment whialmied at reproducing facts is not helpful.
The assessment should be clear, simple and managaadb anchored firmly on learner-

centred principles and authentic assessment.

Continuous assessment at Junior Secondary schabldiso consists of informal and more
formal assessment. The Namibian Geography syllfdougrades 8-10 specifies how many
formal assessments are required from practicalceses, projects, and end-of-term test, in

order to give an overall picture of the learner®wledge and skills.
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Gayford and Dillon (1995:175) were right to be cemed that “assessment is seen as one of
the main vehicles for raising educational standa@imsequently, there is a considerable
emphasis on cognitive and skills related learnivitich can be assessed relatively easy, with
much less emphasis on affective aspects of educdticluding beliefs, values and attitudes,

which presents considerable problem in assessment”.

In Grades 8-10, continuous assessment in geograpbgts for 35% of the summative
grade. Van Harmelen and Wilmot (2001:41) cauticat tithe problem is that traditionally
summative, values, attitudes, conceptual understgndognitive and assessment expresses
the norm as a single overall figure. It does nentdy or distinguish between categories of
learning, i.e. memorisation, communication skiispblem solving”. Assessment should be
understood by the learners and by the broadergpuidisessment should be based on pre-set
criteria of the assessment standards, learner-panddfair, flexible and use variety of
instruments and methods. There is an external exdion in all examination subjects at the
end of Grade 10. The purpose of the examinatiomoisassess how far learners can
demonstrate their achievement in reaching the ctempies as a preparation for everyday
life and for further studies or training, and toatlextent the education system as a whole is

enabling learners to achieve optimally.

Short tests assess assessment objectives such oagdedtge with understanding of

geographical concepts and processes, analysisnégghrietation, judgement and decision
making, and application of geographical skills.|Batlyne and Oelofse (1988) advocate that
examination plays a major role in influencing wisataught and how it is taught in schools.
In schools, examination results may encourage #ere of teaching approaches. Generally
examinations encourage and reward the use of aeoa@iive teaching style and teacher-
centred methodologies in the classroom. Environaterttucation planners need to consider
the impact of examinations upon educator suppoy&iod implementation of, environmental

education goals. According to Horning, Lundbergsoh and Malmberg (2001:68), the
school work should lead to results which learneegard as meaningful instead of

encouraging ‘last minute’ cramming for various exaetions.
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Tests are given after a protracted form of learnihgt is, at the end of a unit of instruction
eg. a topic like energy (Mutasa & Wills 1994:19K)is imperative that educators should be
persuaded to include questions which test learnemgironmental knowledge, attitudes,
values and skills. Developing a learner’s abilitythink critically requires the educator to
develop questioning skills for critical thinking,ge questions which asks, ‘why’, ‘reflect’,

‘imagine’, ‘compare’, ‘predict’, ‘consider’ and ‘@kain’.
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2.20 SUMMARY

Namibia ratified most of the environmental eduaadielated international treaties. The
Ministry of Education’s statements for environmeraimns is rooted on Stockholm, Thilisi
and the Rio Summit/conference on EE. The chaptevdoces a discussion on how the work
of bodies such as the Brundt Commission, UNCEDathdrs influenced or might influence
EE. Recognition of indigenous knowledge in the icutum and the country (Namibia &
S.A)’s ratification of international conventionssfify a political will. A convention is a
common method of creating agreement for the enmear. Such agreements are governed
by international law. On the local level, the EEosld be seen within multi-sectorial

approach in which efforts can be pooled (synergy).

The key issues are the explanation of environmesdakation itself, the interdisciplinary
nature of EE, life-long learning, thinking globallwhile acting locally, systems,
interdependence of the living and the non-livifge physical environment and the built or

designed environment.

It is also crucial that environmental issues arenser interpreted through four main
dimensions of environmental learning, which arditigal, social, economic and biophysical
dimensions. This enhances the opportunities foméza to develop an understanding of
interdependent nature of the living and non liviige WCED (1987:9) notes that “in the
end, sustainable development is not a fixed stakewonony, but rather a process of change
in which the exploitation of resources, the diratiof investments, the orientation of
technological development and institutional chaage made consistent with the future as

well as present needs.

The chapter also provides a picture of how enviremia related learning should focus on
three main areas of learners’ development such wmletrstanding ideas ABOUT,
THROUGH and FOR the environment. This is crucial tiee development of a holistic
learner if our vision is towards concrete environiaé actions. The characteristics of
learners at junior secondary school requires learte think on higher level of thinking
(social critical), that is, to analyse and synthesnformation, evaluate ideas, take action and

show commitment to preserve and maintain the healthe environment.
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The significance of language, cultural symbolictegss and identity demands greater degree
of learner participation in environmental issues &mvolvement in participatory research.
Environmental processes imply the use of varioastting methods to respond to differing
environmental issues. EE cannot be consideredtaig, product or tool’ to be applied to

any situation. Educators and learners all bringladge and experiences to share.

The policy goals for Namibia require learners toweéh@&qual access to education, a core
element in Jomtien declaration (1990), Dakar datiam (2000) and Millennium
Development Goals (MDG). The participation of thesg orphans and vulnerable children
and minority groups is essential. The policy goatrdcracy guides the process of
teaching/learning and the school management eredisdg social constructivist philosophy,
learner’s prior knowledge/lived experience andrtble of educators as reflexive practioners
are paramount in any successful learning. Learsbmuild be the centre of activities.
Learning should be situated in context of the ledsnenvironment. Collaborative and co-
operate learning is encouraged. Educators are dieagefacilitators and scaffolders. The
skills of knowing how to work with constantly chang data, thinking critically and
creatively, recognising how to work together onjgcts, tolerating ambiguity and persisting
in the face of pressure are just a few of the nempetencies that educators need to help

learners to achieve.

The recent orientation in environmental educatiogthods and processes, expanded the
view of the environment through interacting polficsocial, economic and biophysical
systems and the focuses is on action competencigllis. There is a general tendency to
move from learning mere facts to critical thinkifidhe Enviro Facts (December 1999) notes
that through activities learners must become ire@lin the process of encounter (with
nature, environmental issues, examples of soluteams$ ideas), - dialogue (developing
understanding through discussion), and reflecticniti¢ally considering the issues, their
history and solutions) and action research. Explmmaof the biophysical geographical
fieldwork, experience in nature and community peoblsolving forms the essence for
environmental education curriculum at all levelsaridus assessment tools, preferably
criterion-referenced should be considered if leer@ee expected to show reliable evidence
of learning. It is observed that examination drivemriculum, as opposed to continuous or

outcome systems of educating, is not appropriateddern educational trends.
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Official documents on the constitution of continsoassessment marks are in principle,
clear, but the implementation thereof is still te mvestigated. Learner portfolios are
regarded as important evidence for learning. &l$® crucial that learners participate in self

assessment, group and peer assessment.

Values related to appreciation of and care foretfdronment, independent thinking, respect
and rational argument are critical for environmergducation. It should be noted that
societies are not homogenous and there is no walvapproach to the earth’s environmental
problems. Values of biodiversity and natural reseuare driven from many religious,

spiritual, aesthetic, educational, recreational emtural uses. Ethical dilemmas of resource
management and conservation will always be complicantegration of a range of values
from stakeholders is the way forward. Politicaltbig, awareness of traditional scheme and
negotiated rules of conduct are paramount in anitienliural society. This requires new

orientation to teaching and learning methods ampeeted community participation.

There is a need to strengthen infusion of EE inctiveiculum as a cross curricular issue, not
an-add on subject (as initiated by SEEN in Namérid NEEP-GET in S.A). There is also a
need for continuous professional development dfettalders since EE has an impact on
classroom practice. Of the many integration modidsussed, Namibia, has to a large extent
adopted, greening of the existing curriculum (ifdn$ which many countries in SADC
followed. The illustration of how environmental toglissues can be taught through
interdisciplinary approaches call for a unified eggzh to teaching and assessment such as
team teaching. Compartmentalisation of knowledgaadt recommended as long as these

dimensions and areas of environmental learningedeen into consideration.

Literature has also shown that learning can beradthby concepts such as the ‘eco-school’
or ‘whole school approach’ to environmental leagniwhere learners, educators, local
government and the members of the community aredghtotogether. This links to the

framework for Local Agenda 21.
It encourages learners to engage in a processciitating sustainable development at a

local level because learners are encouraged to dakens beyond the classroom and

develop responsible attitudes and commitments d&tiome and in the wider community.
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Experience has shown that environmental learninlikidy to be most successful when
curriculum content is matched by the school's esinental practice and where work in the

classroom is complemented by all aspects of thea@hlife.

Some of the curriculum issues from the Proceedinfsthe EEASA 2002 Annual
Conference, 19-21 August, in Gaborone, Botswana asgifollows:
* learning is often poorly understood by educataading to simplistic curriculum
activities and narrow or prescriptive learning exgeces;
* assessment practices do not support and enhanicerengntal learning;
e curriculum practices do not mobilize prior knowledgnd experience (including
indigenous knowledge) in the learning process;
* educators often lack the skills to implement actionented, enquiry based

approaches to learn.
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CHAPTER 3
RESEARCH DESIGN

3.1 INTRODUCTION

The research design is a mixed methods researchaaty which includes aspects of the quantitative
and qualitative approach. The purpose of mixed oustresearch is to build on the synergy and
strength that exists between quantitative and @izie research methods in order to understand a
phenomenon more fully than is possible using eith&litative or quantitative methods alone (Gay,
Mills & Airiasian 2006:49). The qualitative apprdaevill answer to the “how” question whereas
gquantitative answers the “why”. By using the conalion of two methods, the aim of a research is to
describe and understand a social reality. Qualéalata can be used to supplement, validate, explai
illuminate or re-interpret quantitative data gadtefrom the same subject (Bodgan & Biklen 2007:41;
Palmer 2003:104). However, the line between quativé and qualitative methods is somehow
blurred. This study involved the administrationaofluestionnaire (quantitative), which is followed b
a number of detailed interviews and focus groupudisions (qualitative) to obtain deeper explanation

of numerical data.

The chapter will define the study population andegbrief description of both quantitative and
qualitative approach as used in the context ofstely. Data gathering instruments such as a self-
assessment form/survey questionnaire, interviewedude and focus group discussion will be
explained. The approach to data analysis and imon, ethical consideration, validity and
reliability and constraints will be explained. Tipepulation involved in this research will be delsed

in 3.2 below.

3.2 POPULATION SAMPLE

The research population consists of all the uhiés we would like to actually observe in the reskar
process (Johnson & Christensen 2004:198¢ research population in this study were edusdtar
Geography Grades 8-10, learners and a local EEialffin support, Neuman (2006:219) and Ruane
(2005:43) affirm that the primary purpose of samglis to collect specific cases that can clarifgd an
deepen understanding so that the researcher lahms the processes of social life. The data was
gathered by means of a self-evaluation instrumsuatey questionnaire for educators, interview
schedule for geography educators/teachers, a fiyoup discussion for learners and interview with a

local environmental education officer (from the Miny of Environment and Tourism).
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The study was conducted in the Caprivi region, NianiFive (5) schools participated in the
interviews and focus group discussions. Schoolsvedrosen according to the following criteria:
urban, peri-urban and rural schools. Random numlyers assigned to schools in each category and
used to select participating schools. This enstiratdevery school had the equal chance to partiipa
In addition, the self-evaluation instrument/survgyestionnaire for educators was sent to all 47
schools in the region with Grade 8-10. The regiatfigdctor of education was consulted in advance
about the research and its purpose and permisssrsaught from school principals. The description

of the two methods of research used in this stutlype discussed in 3.3 and 3.4 below.

3.3 QUANTITATIVE RESEARCH APPROACH

The quantitative research is based on the ideasth@fl phenomena can be quantified, measured
(using various scales), summarized and expresseenally (Bless, Hison-Smith & Kagee 2006:43
and Ruane 2005:14). The information about the pinema can be analysed by statistical methods. A
descriptive study establishes only associationavdxt variables and can be well suited for
comparison between groups or areas. Systematigeban ‘scores’ are interpreted or given meaning
in terms of the actual world they represent. Irs thiudy, predictors (independent variables) on the
survey questionnaire were rural, peri-urban andamirlschools, gender and years of teaching
experience. This study was descriptive and cofoglat in that educators for all schools with Grade
10 rated themselves on 24 environmental learnirgtiwe indicators (dependent variable) which
focus on knowledge, skills and attitudes, teach&aghing, resources, assessment and extra-curricula
activities. Educators made further responses yntic32 other indicators on a nominal scale and
these focused on environmental learning featureschools, school environmental policy issues,

information sources and educators’ training needs.

Ruane (2005:53) affirms that the numbers attacloethé¢ value of variables on a questionnaire
indicate a ranking order of the value. In this gtuad self evaluation questionnaire was mailed to
schools and asked respondents to return it by nefahe post-office (postal questionnaire). Datth wi
be structured in the form of numbers. For an adeugatimate of the relationship between varialaes,
descriptive study usually needs a sample of marbjests. Data matrix is the starting point for
analysis. It is thought that in gaining, analyzanyd interpreting quantitative data, the researchar
remain detached and objective. One of the weakaeasfsthe approach is however that it simplifies
and compresses the complex reality. It is howeiféicualt to study processes or dynamic phenomena

if the participants’ intentions, ‘meaning’ are mamnsidered.
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3.4 QUALITATIVE RESEARCH APPROACH

The qualitative researchers do not narrowly focusaspecific question, but ponder the theoretical-
philosophical paradigm in an inquisitive, open-ehdettling process as they adopt a perspective
(Neuman 2006:15). This suggests that the researah interactive process in which steps blend into
each other and a later step may stimulate recaiaside of a previous one. Qualitative research
conforms to the constructivist view which holds tthlaere are multiple versions of reality. The
meaning is socially constructed during the proeessit is conceived that there are multiple version
of truth and reality. According to Neuman (2006:828d Bogdan & Biklen (2007:5) the qualitative
research methods look for patterns in the livepas and words of the people in the context of the
study. Each participant in the study has brougbeteof ideas, circumstances and perspectives to the

study providing a variety of versions of the expedes from the schools.

The constructivist paradigm incorporates the viéwhe researcher into the research as another voice
in the project with an affirmative view of the sition. Syder, Angula and Makuwa (1999:93) and
Bless et al (2006:44) profess that the qualitatixark and linguistic symbols are relied upon to
provide meaning to the data. This is supported eyridan (2006:72) and Bogdan & Biklen (2007:5).
The researcher in this study wants to understaedribaning people attach to their everyday lives.
The researcher will find meaning as s/he analyiseslata. The researcher must provide evidence of
rich, detailed and textured descriptions to all@aders of the research to make connections between
the ideas and their own experiences. This resea#ttich is based on phenomenological study, draws

from the experiences of educators, learners arktEaofficer for schools under study.

The methodology of phenomenology is dialogic andnemeutical which necessitates using in-depth
interviews to elicit richdetail of the experience frorthe participants' points of view (Neuman
2006:90 and Bogdan & Biklen 2007:7). From examirtimg worldof the study through dialogue, the
researcher and participants give credence to eactos point of view. Each person's wisdom
contributes to the experiences within the realifytree phenomenon. In this research project, the
interviews were conventional and the relationshiggwleen researcher and participants developed
during interviews. The established rapport necatesitthe capture of information from interviews,
and finally theseeking of affirmation from interviewees throughecks that the words and ideas
captured reflected the intent they wished to condaying the interview. Having discussed the
significance of qualitative research in the stuthg, importance of how the data could be gathered in

both quantitative and qualitative research wildigcussed in 3.5.
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3.5 DATA COLLECTION

Trochim and Donnelly (2008:142) note that qualtatdata are those pieces of information which
are non-statistical in nature (standards and valdested research). Relevant curriculum and policy
documents focusing on the environmental educatisriotlum and implementation at school level

were scrutinised. The methods employed to colleta dvere the use of semi-structured interview
questions designed to encourage participants tarides their experiences in implementing

environmental education in the curriculum and thadydschool life. This suggest that the central
feature in research is to engage people in examittieir knowledge (understanding, skills and

values) and how they interpret themselves and #otions in social and material world.

In this study, interviews will give access to otlpeople’s perceptions and meanings in order to gain
greater understanding of a situation. In orderdther data, multiple data collection instruments fo
educators, learners and EE officer will be usedBdaai (1997:51) claims that qualitative data
collection is more spontaneous, and data colleasom its natural environment or context. The
instruments for this study were both qualitativel gaantitative. The findings and analysis of theada
are a result of triangulating the data from alltimsients. According to Neuman (2006:149),
triangulating data from the various instrumentsl wi¢ used to ‘confirm’ the findings and thus
enhance their validity. In this study triangulatioonsists of a combination of a self-assessment
instrument, interview and focus group discussiorenghy data on the implementation of EL in
Geography comes from three perspectives: educaleasners and an environmental education
officer. Neuman (2006:312) and Gay, Mills & Airigi§2006:419) indicate that a pilot study makes it
possible to do preliminary checks on the validityl @eliability of questions. Instruments in thiady
were trial tested at a local school to determinpaifticipants understood questions and amendments

were made.
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The following data collection instruments were used

(a) Self-assessment or administered survey questionnaifor educators

Questionnaires were completed by respondents theessavithout assistance of the interviewer.
The purpose of the self assessment questionnaiteoigold: first was to give educators the
opportunity to rate their own performance, knowke@md comfort level regarding environmental
education; secondly, for educators to develop geifmally by internalizing and recognizing the
importance of indicators of sound environmentati@sy practice in the self-assessment in the
hope that this will become normative behaviour heiit teaching. According to Bless et al
(2006:126), since respondents were asked to maik Ilae completed questionnaire without

indicating their names, anonymity was assured hischelped them to be honest in their answer.

Furthermore, the findings from the self assesshimstitument helped to validate the findings from
interviews with educators in that the researchedctaross-reference the educators’ ratings of
themselves with what was said in the educatorgriiew. Ruane (2005:123) claimed that a
good questionnaire can ‘stand on its own’ and endbé researcher to collect data without
requiring personal contact with respondents. Eactigipating educator completed an assessment
instrument by giving him/herself a rating of ong (@ four (4) for each of the twenty four (24)
environmental learning practice indicators. Theidatbrs were broken down into the following

categories:

» Knowledge about environmental learning
* Materials and resources

» Skills and attitudes

» Teaching / learning and assessment

e Extra-curricular programmes

Educators rate their practice according to thefaihg criteria:
4 = you are very confident about this indicator
3=you are confident about the indicator
2 = most of times you feel unsure about this inmica
1 = the indicator is seldom or never found in yolassroom.

You feel very unsure.
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Educators made further responses to 32 other emantal indicators on a nominal scale and these
focused on environmental learning features in sish&E school policy issues, information sources

and educators’ training needs.

b) Interview schedule for educators

Interviews were held with educators from a sampleve (5) schools. Information was obtained in a
structured conversation in which the intervieweksaprearranged questions and records answers.
Neuman (2006:305) and Bless et al (2006:116) sugpersignificance of interviews. Bodgan and
Biklen (2007:103) recommend that early in the witaw, the subjects should be briefly informed of
the purpose of interview and assure them that riterviiews will be treated confidentially. In this
interview, the areas explored are the same as thdke self-assessment, although more open-ended
and the interview protocol were semi-structurede Tdcus was on teaching and learning, skills and

attitudes, resources and extra mural activities.

Participants wereontacted at least twice in orderdstablish the nature of the study, the role of the
researcher and to collect information. Interviewessewigitally audio recorded/taped, transcribed and
acopy provided to each participant of his/her woadsgl my interpretations so that each participant
had the opportunity to review his/her interviewp@sses after transcription and an analysis. This

thus ensured that information was not lost andetigecredibility of the study.
¢) Focus group discussion for learners

According to Bless et al (2006:122), the focus graliscussion refers to an interview technique
where the researcher gathers together 5 or 6 pedpieare similar in some way and who have a
specialized knowledge about the research topic.eCmaroup of people gathers together, the
researcher leads (moderates) the group with daeptestions that focus on the topic. The members
of the group take turns answering and discussiagjtiestions among themselves. The focus group
fully recognizes the value of social interactionaasimportant source of data and understanding.
LeBeau (1997:53) cautions that since there is aipiity for many people to talk at the same time,
note taking for this type of interview is problemadnd it is suggested that the researcher talesnot
and also digitally audio/tape records the sesdibe.focus group was conducted in a semi-structured

way.

72



The questions were based on learners’ understaoditig environment, what they like and not like
at school and the kind of environmental issuesglesn at school and the locality. They were also
asked what teaching methods they enjoy best, imgutow classroom practice is linked to outdoor
activities. The questions explored a variety @aarincluding learners’ knowledge of environmental
education, attitude towards the environment and tiogy felt about environmental learning in
curriculum. The focus group discussion was digitaloice recorded/taped and transcribed.

Transcripts were later reviewed with the intervieg/#éo ensure credibility.

d) Interview schedule with local Environmental Edua@tion official.

This was based on opportunities and constraintctwlaire related to environmental learning
implementation in schools, networking, support anojrammes. The interview was digitally voice
recorded, transcribed and reviewed with the intareie to ensure credibility. Data was clustered

according to themes and coded for easy reference.

e) A collection of documents

Reviewing the accumulated knowledge about questfoan essential early step in the research process

Documents are past written and printed materialteeyTmay provide the background information
(Macmillan &Schumacher 2001). Document analysidheéeficial because it serves as a valuable

supplement to interviews and observations. Databeamore credible than data collected in interviews

or through observation because of the absenceedearcher effect on the data source- documents are

non-reactive. The school EE policies and learnesgrcise books were checked for evidence of

teaching/learning and assessment tasks relatee @G¢ography syllabus and EE.

3.5 DATA ANALYSIS AND INTERPRETATION

Analysis of data involves working with the datardanizing it, breaking it down, synthesizing it,
searching for patterns, discovering what is impudrgand what is to be learned, and deciding what you
will tell others” (Bogdan & Biklen 2007:159 and Nean 2006:15). In quantitative research, charts
and graphs illustrate the result of the researakali@tive researchers analyze data inductively by
categorizing and organizing the data into pattémasproduce a descriptive and narrative synthésis.
this study, transcripts of interviews were typed amd individual thoughts and ideas of each

participant separately numbered.
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The statements of each participant were categoredements were under headings specifying the
ideas expressed and coded with respect to thercbs¢hemes and emerging items. All data
statements, once coded for each participant, wiaeeg in a tentative category depending on key

words and phrases reflecting the content of therstant.

Checks for triangulation of content among partinigavere performed along with an in-depth review
of researcher’s decision, points and observationfight of the researcher's position and biases.
Neuman (2006:149) defines triangulation as a gyatd looking at something from multiple points
of view to improve accuracy. Finally, the data veasilyzed comprehensively by attempting to view
the conclusions reached in a critical manner tipgnty confronted alternative interpretations. The
educator's self-assessment rating questionnairesfiog on 24 indicators (outcomes) related to
environmental practice and 32 indicators relatedEEo features in schools and policy issues was
analysed and interpreted by using simple statigticacedures, for example descriptive statistioshs

as distribution frequencies. The SPSS statistiaakpge was used to see if there are associations or
connections (correlation) between any of the véemimeasured by the survey questions. The location
of schools, educator's gender and years of teachiggrience were predictors of the outcome.
According to Gay, Mills & Airisian (2006:467) thaterpretation involves finding meaning in that

data.
3.6 ETHICAL CONSIDERATION

Trochim and Donnelly (2008:24) argues that thecalhstandards require that researchers do not put
participants in a situation where they might beisk of harm as a result of participation. The natu

of qualitative study, in general, and phenomenologyarticular, is such that the process relies
heavily on the input of participants to provide anstructed view of reality from participants'
viewpoints. Research participants should be pretedty all means. As full contributors to the
research process, participants must be aware gfitbtal role they play in the direction of the gyu

It is imperative that the researcher, who hold®ositipn of power as defined by the nature of being
the instrument of the research, internalize subitat considerations. The disclosure of what aystud

is about may change the nature of the respongée slibjects.

The researcher protects the privacy by not disoipsi participant’'s identity after information is
gathered (Neuman 2006:139 and Bogdan & Beklin 2)7:To that end the researcher took the

following specific steps to ensure that particigaptivacy and rights were protected.
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Informed consent was assured by allowing resposdaufficient knowledge and comprehension of
the purposes and intentions of the study. Protectfadespondents was guaranteed through anonymity
of participants in the study. No one was forced jparticipating in a research endeavour. Partid¢gpan
were informed that they had the rightdpt out of the study at ariime. Personal use of hames was
avoided totally in order to ensure that data wasattached to any individual study participant in a
way that might disadvantage the individual/schd@Beau (1997:7) and Bless et al (2006:142)
explain that “when we tell informants that all infleation is confidential, this means that we wilk no
tell anyone else what they personally said”. Pseyais have been used to refer to all participants in
the study. This is because the publication of #s=arch findings might adversely affect the fealing

or lives of those studied.

Participants were given the opportunity to reviemanscripts of interview and some of the
interpretations. According to Ruane (2005:23), onle#a has been entered into computers for
analysis, the original survey containing self-idiggnts might be shredded. The authenticity of théad

is suggested by presenting textual descriptioreiditom the actual transcripts of the interviews. |
this study, adherence to the actual tape recordipgsther paraphrasing or using actual excerpi® fr
these recordings will support credibility. The dhélity of themes rests on the integrity of my
interpretation and loyalty to the actual words lod interviewees. In several cases the words of the
participants were included in their entirety to weyn the depth of their expressions and these

interpretations underwent review by those partitipa

3.7 VALIDITY

Schulze (2003:54) defines validity as the extentaftrol over extraneous variables. Validity is not
derived from self-dissociating objectivism or atfgmto arrive at a fixed and definitive accountlod
situation (Neuman 2006:196). This suggests thatrttegyrity of the researcher should be maintained
in the whole research process. The research instiamshould be robust that they are actually
measuring what they are intended to measure. dngtilation the researcher seeks convergence and
corroboration of results from different methods dying the same phenomenon (Johnson &
Christensen 2004:424). In this study triangulat{emplained in 3.5) was used because multiple
strategies or methods were applied. These incllitidture study in addition to the quantitativedan
qualitative methods of data gathering such sektsmaent questionnaire to all educators, interview
schedules with educators, local environmental ethrcafficer and focus group discussions with
learners. The purpose was to seek elaboratiostriition and clarification of results from one nueth

with the results from other methods. This also edéel the range of the enquiry.
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The evidence derived from empirical indicators ceasures supported the study (predictors and
outcomes, e.g. the self-assessment questionnQina)itative researchers must ensure that they to no
distort what they see or hear. In this study, tesearch participants’ check of the transcribed
interviews was also used to enhance, validate aaldrthe data reliabl®recision and credibility in
qualitative provide lenses of evaluating the figdiof the research. Researchers must see to it that
quotations from participants are accurate (Gay)sMil Airisian 2006:403). Qualitative researchers
belief everything they study is context- bound dods not seek “truth” for generalization to theyéar

group of people.

3.8 RELIABILITY

One of the difficulties with quantitative researishthat researchers study processes which are not
stable over time (Neuman 2006:196). According tesBlet al (2006:150), reliability of measurement
Is the degree to which that instrument producesvatgnt results for repeated trials. The pilotirfg o
research instruments was the first step to ensureron understanding of questions in instruments.
Confidence in this study's findings has been obkthiny maintaining trust-worthiness in process and
perspective. This question of trustworthiness wddressed by ensuring, as far as possible the
credibility and conformability of the process by intaining contact with participants to ascertain
veracity of interpretation and analysis as judggdabl participants of the study. In this study,
participants of the face to face in-depth intengeamd focus group discussion were audio (digitally)
recorded and transcribed verbatim and participeetbecked the transcription for authenticity. Data
from different sources were compared to corrobomtielence for reliability. Through qualitative
method, it is also hoped that the study generated understanding of the research topic.
Dependability of the process has been ensured liytaii@ing a consistent process of data collection
and data interpretation which follows from the wéeconsistent processing methods. It is reasoned
that the internal triangulation of participantsnttdbution can been ensured through scrutiny, by
researcher and participants, of transcripts dudata analysis and interpretation (Gay, Mills &
Airisian 2006:403). Transferability has been asdurey including participants who were

representatives of the demographics of the paaintipopulation.

3.9 CONSTRAINTS

The postal self-assessment instrument was sewchtls but some rural schools were more than 70

kilometres from the nearest post offices while otldid not have their own official school post-offi
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boxes. This could lead to lose of some questioasair event that the owner of the post office X i
transferred. The researcher has to travel more 2680 km (including return distance) to the area
where data was gathered. The regional educatidoepfchool principals, teachers and learners for

schools where interviews and focus group discussimre held co-operated with the researcher.

3.10 SUMMARY

A mixed methods research approach (quantitativeqaiaditative) was used to illuminate, supplement
and explain the data gathered. The research papulednsisted of educators for Geography grade
10, learners and the Environmental Education QffiBeth the rural, peri-urban and urban schools
participated in the study. Mailed questionnaireguf group interview for educators, and interview
schedule for learners and Environmental Educatiffitéd were used to gather data. Ethical conduct

ensured credibility of the research and validityhaf research outcomes.
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CHAPTER 4

DATA ANALYSES AND INTERPRETATION
4.1 QUANTITATIVE DATA ANALYSES AND INTERPRETATION

4.1.1 Introduction

The quantitative research was conducted in thei@Gapgion of Namibia. Forty seven (47)
schools which offered grades 8-10 were targetedmeans of a postal self-assessment
guestionnaire to educators for geography. Twemg i(29) schools returned the completed
guestionnaire, which shows a response rate of @2%enty three (79%) of schools were
from the rural areas, three (10%) of schools wesmfthe peri-urban and three (10%) were
from the urban areas. Nineteen (66%) of the gedgraducators were male while ten (34%)
were female. In addition, eleven (38%) of the etlwsahad teaching experience of 0-5
years, nine (31%) of educators had 6-10 years athiag experience, six (21%) of the
educators had 11-15 years of teaching experiendehmae (10%) educators had 16+ years

of teaching experience.

The data gathering instruments were pilot testednia of the local schools and amended
accordingly. The primary purpose of the Teacherf-&s$essment instrument was for
educators to reflect on their own environmentatriewy practices. When one does this kind
of exercise frequently, it potentially leads to moyement of one’s teaching practice.
Quantitative research focussed on issues such eskribwledge about environmental
learning, learning support materials, skills antituates, teaching and learning, extra-
curricular and environmental actions. Educatoredahemselves on a ranking scale (4 =
very confident, 3 = confident, 2 = most of time uresand 1 = seldom or never found in the
classroom or school). Items on the nominal scatkuded how the environmental learning
features in the school, the types of issues coveréde school environmental policy, how
learners are involved in environmental activitissyurces of environmental information and
the in-service training needs for educators. Soamabers do not tally because of missing

data. Numbers on the figures (graphs) are exprésgeztcentage (%).
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The following codes were used: educators’ knowlealgeut environmental learning (Kel),
learning support materials (Lsm), skills and attés (Sa), teaching and learning (TI), extra-
curricular and environmental action (Eceajvironmental learning features in schools
(Eef), issues covered in the school environmentdicy (Isp), how learners are
involved in aiming to in achieving the outcomestlué environmental school policy
(Liaop), sources of environmental information for learnensl @ducators (Si), anth-

service training needs for geography educators)(Ist

4.1.2 Educators’ knowledge about environmental learing

Knowledge about environmental learning is critifwal the successful implementation of the
curriculum in the formal education system. Figurepfesents educators’ rating on
environmental indicators such as knowledge of factoformation (kell), environmental

challenges in Namibia (kel2), holistic conceptidrih® environment (kel3) and awareness of

Namibian environmental learning policy for the falneducation sector (kel4).
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Figure 1: Educators’ knowledge about environmentalearning

Overall, all educators scored impressively on tbefident level across all environmental
learning indicators. In the self-assessment ingtninb0% of educators indicated that they
were confident and 39% very confident, in their Wiexige of factual information about
environmental learning topics such as populatiaodiersity, environmental degradation
and risks (kell). Fifty four percent (54%) of ediaca specified confident and 32% very
confident that they know the Ministry of EducatigMoE) policy about environmental

learning (kel4).
79



Across all indicators, 61% (highest) of educatengeraled that they were confident that they
had a holistic conception of the environment (keld)irty six percent (36%) of educators

indicated that they were unsure about environmenftallenges in Namibia (kel2). This is a

concern because educators are expected to be ldgealele about and act on local

environmental issues. Eighteen percent (18%) of&mus indicated ‘unsure’ on the holistic

conception of the environment (kel3). This may ssjghat educators are not teaching for
deeper understanding. The following graph (figurstws the influence of school location

on educators’ EL knowledge.
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Figure 2: The relationship between the educators’ kowledge of environmental learning and the
location of schools

The knowledge of environmental learning change®raneg to the location of the school
educators teach. One hundred percent (100%) ofagoisc(the highest) from urban schools
revealed that they were very confident that theyehenowledge of factual information on
EL such as population, biodiversity and land gradatkell). Twenty eight percent (28%)
of educators (lowest) in rural schools indicatedt tthey were very confident about the
knowledge of environmental challenges in Namibigldk It can also be observed in figure
2 that overall, the confidence level from the finstlicator (kell) through kel2 and kel3

increase from rural to peri-urban and decline imosts in urban areas.

In the self-assessment instrument, 100% of edusdtom peri-urban schools also pointed
out that they were confident, while 66% of urbahads were unsure of their knowledge of
curriculum guidelines (kel2). In addition, 65% adueators from the peri-urban schools

indicated that they were unsure on their knowleafgeL policy (kel4).
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The distribution of the educators’ rating for sclsoim the urban area is constant at 33% on
the last two indicators, which are: knowledge tosider environment in totality (kel3) and
knowledge of EL policy (kel4). The graph shows aneyal concern on the level of
knowledge about environmental challenges in Nam{kil2) in urban schools and the

knowledge of the ministry|s environmental policyel#) in peri-urban schools.
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Figure 3: Knowledge of environmental learning amongeducators according to gender

In the self assessment instrument, 72% of maleatdre (highest) indicated that they were
confident that they consider the environment iriatality (kel3) and 56% of male educators
were confident that they have factual knowledgeualemvironmental learning (kell). Fifty
percent (50%) of female educators revealed thay tlwere confident that they have
knowledge of the ministerial environmental polickeld) compared to 10% of male
educators. Sixty eight percent (68%) of male edusatvere unsure of the environmental
policy (kel4) while 30% of female educators weresune on knowledge to consider the
environment in totality (kel3). The figure showsat the female educators were more
confident than male educators across all indicdtorknowledge of environmental learning,
with the highest very confident rating difference looth the knowledge of environmental
challenges prescribed in the school curriculum 2Zkednd factual information about
environmental learning (kell). There is howevecoacern on the level of knowledge of
environmental challenges for Namibia (kel2) andiemmental policy (kel4) among male
educators. There is however, a need for femaleagdrgcto improve on the knowledge to

consider the environment in totality (kel3).
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Figure 4: Educators knowledge of environmental learing according to years of teaching
experience

Figure 4 above shows that 68% of educators withte¢hehing experience of sixteen years
plus (16+) indicated that they were confident thhéy have knowledge of factual
information (kell) and environmental challengesNamibia (kel2) which is more than
educators in other cohorts of years of teachingeB&pces. Sixty four percent (64%) of
educators with six to ten years of teaching expege(6-10 yrs) registered that they were
unsure about environmental challenges for Namidial2] and the awareness of
environmental policy (kel4). All these are concewtgch hinder the proper implementation
of environmental learning in Geography curriculurarther- more 84% of educators with
eleven to fifteen years (11-15 yrs) of teachingegignce revealed that they were confident
(the highest) that they conceive the environmena inolistic way (kel3) while educators

with 0-5 years of experience were the most unsorie same indicator.
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4.1.3 Learning support materials (Lsm)

Learning support leaing support materials are critical for the suctldsmplementation o
any educational program. Fig 5 shows educators’ rating on the use of existingciaff
materials like textbook (Lsml) and educators’ aiities to gather and develop their o
suplementary materials (Lsm.

M seldom Munsure confident M very confident

N
[IRy

Figure 5: Educators’ use of learning support materials

In the selfassessment instrument, 71%educators indicated that they were very confi
that they use the existing official learning surt materials to teach EL related top
(Lsml). Four percent (4%) of educators were unsudaly 7% of educators on the <
assessment instrument specified that there very confident, and 61% confident that tl

produce or collect supplementary mzals/resources to teach EL related matters (Ls

83



These are posters, news paper articles and videos.
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Figure 6: Educators’ use of learning support materals in schools according to gender

In the self-assessment instrument (figure 6), 10%emale educators compared to 0% of
male educators indicated that they were unsure hehethey use the existing official
learning support materials (Textbooks) to teachtéjhics (Lsm1) whereas 60% of female
and 78% of male educators were very confident ersttme indicator. It is also observed in
figure 6 that 50% of female educators revealed ity were unsure whether they produce
or collect supplementary materials to teach EL tgrss newspapers) compared to only 17%
of male educators. Six percent (6%) of male edusaseldom collect supplementary
resources compared to 0% for female educators (Lsfifls is a concern which needs
intervention considering that educators are by qusibn, expected to produce and adapt
learning support materials to meet the diverse si@ed interests of learners. Figure 7 below
shows educators’ use of and innovation in the supplearning support materials according

to years of teaching experiences.
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Figure 7: Educators’ use of learning support materals according to years of teaching
experience

Figure 7 shows that 100% of educators with sixfgdes (16+) years of teaching experience
were very confident about the use of existing ddfiecnaterials like textbooks compared to
50% of educators with 11-15 years of experiencan(l). Educators with 0-5 years of
teaching experience were the most unsure of altators. There is no significant difference
based on years of teaching experience, on thedmrde rating of educators’ initiative to
gather and supplement materials (Lsm2), althoudf educators with 11-15 years and 16+
years of teaching experience were very confident.

4.1.4 Skills and attitudes (Sa)

One of the most important challenges is to creato@portunity for learners to develop
appropriate environmental skills and positive attifs towards the environment. Seven
environmental skills and attitudes on which educatated themselves are: communicating
the way people’s cultural activities affect the ieomment (Sal), communicating the way
individual people affects the environment (Sa2acténg learners to identify their own
attitudes and values towards an issue or the emvieat (Sa3), teaching learners to be aware
that there may be more than one way to solve emviemtal issues (Sa4), teaching learners
the skills they need to contribute to the healthhaf environment (participation, decision
making) (Sa5), teaching learners positive attitudewards the environment and to
appreciate the values of others (Sa6) and to valleral practices and indigenous
knowledge which contribute to the enhancement virenmental health (Sa7).
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Figure 8 below indicates the environmental skilil attitude level for geography educators.
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Figure 8: Educators’ environmental skills and attitudes

It is encouraging that overall, all educators sdarepressively on confidence levels across
all indicators. In the self-assessment instrum2h¥% of educators indicated that they were
very confident, 57% confident, 7% unsure and 11%ose that they communicate the way
people’s cultural activities affect the environmépolitics, society and religion). This is a
concern considering that the local practice, emvitent and understanding are critical in
terms of relevance, progression and continuitydacation. Eighty nine percent (89%) of
educators (highest) recorded that they had cordelevhen they teach learners the skills
they need to contribute to the health of the emvitent (Sa5), while 77% of educators
(second highest) registered confidence that thegynuanicate the way individual people

affect the environment (individual actions and hébars) [ Sa2].

In addition, 25% of educators revealed that theyewssure, 68% confident and 7% very
confident about the skills and attitudes that thajue, cultural practice and indigenous
knowledge which contribute to enhancement of emwirental health (Sa7). These are
concerns which require intervention by both trajnof educators and providing resource
materials. Many educators (36%) were very confidbat they teach learners to be aware
that there may be more than one way to solve emviemtal issues (Sa4) and this is higher

compared to other six environmental indicators.
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Figure 9: The relationship between educators’ enviosnmental skills and attitudes and
the school location

The confidence level between the rural, peri-urbad urban schools remain impressive,
although it fluctuates across all indicators (dgare 9). In the self-assessment instrument,
15% of educators in rural area and 10% in urbaicated that they seldom communicate the
way people’s cultural activities affect the envinoent — Sal (highest ‘seldom’ score across
all seven indicators). This may suggest a needntervention by provision of support to

such educators. Eighty six percent (86%) of edusafughest) in the rural areas indicated
confident that they communicate the way individpabple affect the environment (Sa2).
Ninty percent (90%) of educators revealed that tlweye confident that they teach learners
the need to contribute to the health of the enwvivein(Sa5) and 80% about the valuing of
cultural and indegenous practices (Sa7). Unforalpa68% of educators from the peri-

urban schools pointed out that they were unsutteelf both teach learners positive attitudes
towards the environment and appreciation of vabfesthers (Sa6) as well as the value of
cultural and indegenous knowledge (Sa7). The pedopmance for educators from the peri
urban areas on these indicators needs to be addrdsgure 10 shows educators’ rating on

environmental skills and attitudes according todgen
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Figure 10: The environmental skills and attitudes acording to gender

In the self assessment instrument, 100% of fendleators were confident that they teach
learners the skills they need to contribute tohbelth of the environment (Sa5), 70% were
confident on both the skills to communicate the wagividual people affect the
environment (Sa2) and teach about positive atttuderards the environment and views of
others (Sa6). Again female educators indicatedidente on the first four skill and attitude
indicators (Sal-4), and the last one (Sa7) comparedhle educators. Male educators seem
to be more confident than female on the confidéenel related to people’ cultural activities

(Sal) and the value of cultural practices and irdegs knowledge (Sa7).
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Figure 11: Educators’ skills and attitudes accordirg to years of teaching experience
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Figure 11 below shows educators’ skills and atésichccording to years of teaching
experience.

The graph shows that 88% of educators with 6-10syefteaching experience indicated
they were confident and 68% of educators with Blydars of teaching experience revealed
that they were very confident to communicate thg people’s cultural activities affect the
environment (politics, society and region) (Saljluéators with 11-15 years of teaching
experience, overall show the highest confidentalicators such as communicating the way
individual people affect the environment (Sa2).cteag learners the skills they need to
contribute to the health of the environment (S&&gching learners positive attidues towards
the environment (Sa6) and valuing of cultural pcacand knowledge. Overall, the confident
and very confident rate to include cultural issiregeaching environmental issues increase
with the years of teaching experience as it canldserved in Sal and Sa7. Approximately
38% of educators with 0-5 years of teaching expesewere ‘unsure’ about the last

indicators, which is a concern.

415 Teaching and learning (TL)

Putting curriculum theory into practice is a chafle but crictical and necessary for the
succesful implementation of the curriculum. Figli@presents the educators’ rating on the
teaching and learning aspects of environmental &thrc in Geography. These are: the
feeling of being able to comfortable, talk to leensiabout EL (TL1), the regular use of the
local environment to do practical activities (TLBaching in a learner-centred way (TL3),
the use of the problem solving skills to identifyesific environmental problems (TL4),
teaching learners the importance of identifyingpdemr actors involved in environmental
issues (TL5), the consideration of ecological @st benefits of designated solutions (TL6),
and the continuous assessment practice and agdi\{TiL7). The figure below shows the

educators’ rating on teaching and learning indicato
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Figure 12: The of educators’ rating on teaching andearning indicators in schools

In the self-assessment instrument, 89% of educdtighest) indicated that they were
confident that they were comfortable talking torteas about EL (TL1). Fifty four percent
(54%) of educators also revealed that they werg genfident that they teach learners in a
learner-centred way (TL3) while 7% of educatord fesy confident that they consider the
ecological cost and benefits of designated solstitin environmental problems or issues
(TL6). Forty three percent (43%) of educators wameure that they regularly use the local
environment to do practical activities (TL2). Tlésa concern because it suggests that few
educators do out-door practical activities withritess. However, it is impressive that 61%
of educators purport to be confident and 25% weny onfident that they continuously
assess learners’ tasks (TL7). Another concernds 38% of educators revealed that they
were unsure if they use problem solving skills dentify specific environmental issues
(TL4) and teach learners the importance of idemifypeople or actors involved in
environmental issues (TL5). This could suggest #dicators are not teaching towards
enabling learners to participate, take actions @exklop a sense of appreciation for the
natural environment. The figure 13 shows the déifiee in educators’ ways of teaching and
learning according to the location of schools.
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Figure 13: Differences in educators’ ways of teachg and learning of environmental
issues according to school location

The graph shows that educators in schools from twhrural, peri-urban and urban area
were very confident that they were comfortableat to learners about EL (TL1). Again a
concern is that all educators from the rural, pelban and urban performed poorly by
indicating that they were ‘unsure’ if they regujadse the local environment to do practical
activities (TL2). Forty six percent (46%) of edumat from rural schools indicated ‘unsure’
that they teach problem solving skills to learn@is4) whereas 68% of educators from the
peri-urban schools indicated they were unsurettieyt teach the importance of identifying
people in environmental issues ((TL5). Twenty sepercent (27%) of educators from rural
areas specified that they were very confident abiaituse of continuous assessment (TL7)
while 33% of educators from the peri-urban areadicated they were unsure. It is
interesting that 100% of urban school educatotectfd that they were very confident about
rating learners in a learner-centred way duringrtheaching (TL3), followed by rural
schools at 55%. The graph gives a grim picturessnas pointed above. Figure 14 shows

educators’ rating on their environmental skills attitudes according to gender.
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Figure 14: The female and male educators’ rating ofheir environmental skills and attitudes

Figure 14 shows that closer to 90% of both female @male educators were equally very
confident that they feel comfortable talking torleers about environmental issues (TL1).
Female educators scored a higher confidence raterttale educators on the use of problem
solving skills (TL4) and the consideration of egit@l costs and benefits of designated
solutions to environmental problems (TL6). Eightergent (80%) of male educators
indicated confidence that they regularly use thealleenvironment during their teaching
(TL2) compared to 60% of female educators (whil@2@ere unsure — a concern). Thirty
percent (30%) of female educators registered tieyt tvere unsure whether they both teach
in a learner-centred way (TL3) and continuouslyeasslearners (TL7), which is also a

concern.
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Figure 15: Teaching and learning according to edudars’ years of teaching experience
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Figure 15 shows that there is no significant défere on how educators indicated to be
comfortable talking to learners about EL (TL1).t8iright percent (68%) of educators with
16+ years of teaching experience indicated thay twere unsure (highest) that they
regularly used the local environment to do prattaaivities (TL2) compared to 64% of
educators with 6-10 years of experience who werdident (highest) that they regularly
used the local environment to do practical acesitiThere are no significant differences in
the way educators feel confident to teach in anleracentred way (TL3) and continuously
assess learners (TL7). Sixty three percent (63%)datators with 6-10 years of experience
were unsure if they teach learners the skills thegded to contribute to the health of the
environment (TL4). Hundred percent (100%) of edoksatwith 16+ years of teaching
experience indicated that they consider ecologioats and benefits to designated solutions
to environmental problems in their local area. Edocs (TL6) within the above cohorts of
teaching experience who indicated poor performameg need continuous professional

development on such indicators.

4.1.6 Extra-curricular and environmental action

Extra-curricular activities are critical in the effts to achieve environmental educational
goals. It is here that learners learn in a flexiblvironment by observing, doing and
practising. Educators were asked to rate themselwaheir involvement in extra-curricular
activities at schools (ECEA1), communicating torfesis about responsible citizenship
(ECEAZ2), communicating that there are various lewlenvironmental action (ECEA3) and
involvement in the community EL activities (ECEA&)jgure 16 shows the participation of

educators in extra-curricular activities.
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Figure 16: Educators’ participation in the extra-curricular and environmental action in
schools
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In the self-assessment instrument, 39% of educedoraded that they were confident, 29%
that they were very confident, 21% were unsure aleden percent (11%) of educators
indicated that they were seldom/very unsure of rthevolvement in extra-curricular

activities such as sport and debate clubs at ssH&IEAL). Fifty seven percent (57%) of
educators indicated they were confident, 39% venfident and 29% of educators unsure of
the need to communicate for responsible citizeroadb solve EL issues (ECEA2). Fifty

four percent (54%) of educators revealed that these ‘unsure’ if they communicated that
there are various levels of environmental actiddSEA3), while 39% of educators rated
their involvement in EL related activities in themmmunity (ECEA4) as unsure. The graph
shows a picture of poor educator involvement inléts¢ three environmental indicators and

there is a need to mobilise educators.
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Figure 17: Participation of educators in extra-curricular and environmental action by
schools according to location of schools

Figure 17 shows the performance of educators iraextrricular activities according to the
location of schools. Overall, figure 17 present®rpmvolvement of educators from the
schools in rural areas as compared to peri-urbdnuaman schools. This may suggest that
educators from the rural located schools need stippamprove in those areas. Educators
from all schools from rural, peri-urban and urbasaa rated higher with ‘unsure’ on the last
two indicators, which are levels of environmentati@an and involvement in community

environmental activities (ECEA3&4).
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Educators from the peri-urban and urban locatedodshwere however impressive
(confident) on the first two environmental indicatoSixty seven percent (67%) of educators
from the urban schools were unsure whether theynuamcated to learners about the
responsible citizenship (ECEA3) and involvementi@ community environmental activities

(ECEA4). These are serious concerns which need atressed.
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Figure 18: The female and male educators’ particip@on in extra-curricular activities

Figure 18 shows that 50% of female educators wenédent while 33% of male educators
were confident that they communicated that theeevarious levels of environmental action
(Eceald). Females are very unsure (30%) about tedtvement in extra mural activities
(Eceal) while male educators are the most to bg wuesure/seldom (50%) about the
involvement in EL activities in the communities @ad). The graph below shows the
participation of educators in extra-curricular witiéés according to years of teaching

experience.
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Figure 19: The educators’ participation in extra-curicular activities according to years
of teaching experience

Overall, educators from across all the cohortseafry of teaching experiences indicated less
significance differences on the confident rating Eceal and Ecea2. Sixty eight percent
(68%) of educators with 16+ years of experienceifipd that they were very confident that
they were involved in extracurricular activitiessahools while 50% of other two groups of
educators (6-10 & 11-15 years) were confident. bmber of educators, indicating that
they were ‘unsure’ whether they were involved in &ttivities in the community increase
with years of teaching experience. The novice eusg0-6 years) are the only group to be
very confident that they communicated that theeevarious levels of environmental action.

4.1.7 Environmental learning features in schools

The following graph (figure 20) presents environtaéhearning features in the schools.
These are: an environmental policy (Eefl), envirental action plan (Eef), EL coordinator
(Eef3), commitment towards teaching about enviramaleissues (Eef4), EL features in
most learning areas/subjects (Eef5), EL featurdg om enviro-day and special occasions

(Eef6) and evidence of EL in practical activitiegls as recycling (Eef7).
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Figure 20: The environmental learning features in shools

In this self assessment instrument, 86% of edusatvealed to have no environmental
policies in schools (Eefl), 89% of educators ingidato have no EL action plan (Eef2) and
96% of educators have no school EL coordinator YEéEnvironmental policy and action
plan are important because they could provide djnige on the management of school
resources in accordance with ecologically sustdénpiactice and to serve as a starting point
for addressing global environmental issues. Thec&trdinator could be a focal point of

contact to schools.

Ninety three percent (93%) of educators indicatebd committed towards teaching about
environmental issues (Eef4) while 77% agreed thafdatures in most learning areas or
subjects (Eef5). Interestingly, 86% of educatosagieed that EL should feature only on
environmental days or special occasions. This cbeléttributed to the daily teaching and
basic everyday environmental activities such agg#rcleaning. Fifty seven percent (57%)
of educators disagreed that there is evidence aftipal activities such as recycling in

schools (Eef7). This supports educators’ poor gatihthe use of the local environment for
practical activities and problem solving under leag and learning as described in
paragraph 4.1.5. The following graph (figure 21§gamts features of environmental learning

in schools according to rural, peri-urban and utliogations.
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Figure 21: Environmental learning features in the shools according to location

Ninety one percent (91%) of educators from rurdlosts disagreed that their schools have

environmental policies (Eefl) and 95% on actiompléEef2). All schools from rural, peri-

urban and urban agreed that they do not have theoBtdinators (95 & 67%). Overall, all

educators from rural, peri-urban and urban schagteed that they were committed towards
teaching environmental learning (EeF4) and disabtbat EL features only on enviro-days
or special occasions (Eef6). The figure also shtve$ urban educators agreed more on
practical activities featuring in schools than twducators (Eef7). The results reflect a big
concern on the state of environmental learning @mgntation in all schools, although there
are indications of educators’ commitment as refledeef4 & 5. The figure below shows
how female and male educators agreed or disagreethe environmental features in

schools.
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Figure 22: The environmental learning features in shools according to gender
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Overall, figure 22 shows that there is no signifiicdifference on the extent to which female

and male educators agreed or disagreed with tHeoenvental indicators above.

4.1.8 Issues covered in the school environmental |y

Figure 23 below shows issues which educators iteticavere covered or not covered in the
school environmental policy. Because of missingadabme numbers do not tally. This is
because some educators did not complete certafiorsgclssues to be covered under this
topic include school ground (Ispl), ablution faal (Isp2), litter (Isp3), water (Isp4), health
issues (Isp5), waste reduction (Isp6), energy spvimeasures (Isp7), preservation of
biodiversity (Isp8), safety and security (Isp9).eusf environmental resources (Ispl0),
integration of the environment in the curriculunspll), establishment of enviro-clubs
(Isp12), and celebration of enviro-days (Isp13)u&ators specified in the previous analysis
that most schools do not have a school environrhgmigcy. Educators’ indication that

certain issues are present in the school policyeurttiis heading may simply mean
environmental issues are dealt with as they adas€, may not be written in the policy
document itself. The figure below presents the dypé issues covered in the school

environmental policy.

70 M Yes ®MNo

Ell :
11111 ELIITII]
HANNN NN

& \96\ F O S E

N %) 3 o)
\")Q \")Qq’ \"’Q \")Q \")Q

Figure 23: The type of issues covered in the schaahvironmental policy
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In the self-assessment instrument, educators magtiged the presence of three issues in
their school environmental policies. These areerlitvith 36% (Isp3 with 32% missing data),
water with 50% (Isp4 with 32% missing data) andlthe&ssues (Isp5) also with 50%.
Educators disagreed on the presence of all othdrommental issues with many educators
strongly disagreeing on energy saving measures (@1kp7), celebration of enviro-days
(also 61% in Isp 13) and the use of environmergsburces (50% in Isp10). This supports
the absence of an environmental policy, and thata@rs merely do daily environmental
activities. Participation of many rural schools tims research could have negatively
impacted on the result on some aspects and thardlive technique below attempts to
clarify.

Figure 24 shows environmental issues covered ietlr@onmental policy according to the

location of the schools.
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Figure 24: Issues covered in the school environmaaitpolicy according to school
location

In this self-assessment instrument, the generatesgion is that educators from the rural
schools overmelmingly agreed that most environniéssaies are not present in the school
policies except the following two issues: watempdls with a 56% yes rating and health
issues (Isp5) with a 55% affirmative rating. Moduieators from rural schools indicated that
issues such as the energy saving measures (IsB#) (@nd celebration of enviro-days
(Isp13) (70%) are not included in school policiEse highest persentage of educators (66%)
from the peri-urban and urban schools pointed loat health issues (Isp5) are not part of
their school environmental policy compared to 2X%ducators in rural areas.
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The picture reflected by figure 24 is a concern athimay require schools to start a

particpatory process to develop EE policies andtaioel EL performances.

4.1.9 How learners are involved in achieving the acomes of the EE school policy

Figure 25 presents the rating of educators on leasnkrs in their schools are involved in
achieving the outcome of the school environmentéity. These are based on the following
five indicators: learning area projects (Liaopl);school competition (Liaop2), school
fieldwork (liaop3), community fieldwork (Liaop4) dnclassroom projects (Liaop5). The
numbers which do not tally are a result of the mpslata.
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Figure 25: How learners are involved to achieve #school environmental policy outcome

In this self assessment instrument, 82% of edusatlisagreed that their learners are
involved in environmental activities such as in@ahcompetition (Liaop2) and community
fieldwork (Liaop4) respectively. Sixty one percé61%) of educators from rural and urban
located schools agreed that learners are involvethssroom projects (Liaop5) and 54% in
school field work (Liaop3).

Figure 26 below shows educators’ rating of leanmolvement in activities which are
aimed at achieving the outcomes of the school enmiental policy according to rural, peri-
urban and urban location of schools.
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Figure 26: Learner involvement in environmental ativities to achieve the school
environmental policy outcomes

Figure 26 shows that educators from rural schoisiagieed the most on indicators such as
learners’ involvement in environmental activitiesk as in-school completion (Liaop2) and
community fieldwork (liaop4). Thirty three percd8%) of educators from both peri-urban
and urban schools rated the same on those envirdahegtivities. In the self-assessment
instrument most educators from the urban area (6§9ed that learners are involved in
fieldwork (Liaop3) and learners are involved inssdeom projects (liaop5). The figure
below indicates the learners’ involvement in atid to achieve environmental policy

outcomes according to educators’ gender.
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Figure 27: Learners activities according to educats’ gender
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The graph shows no significant differences in tiggeament or disagreement between
female and male educators on learners’ activitesachieve the environmental policy

outcomes across all indicators.

4.1.10 Sources of information educators and learnedraw for environmental
information

In order to achieve better educational outcomédsas need updated, current, authentic and
relevant information on environmental learning esuFigure 28 shows the sources of
environmental information for learners and educatother educators (Sil), other learners
(Si2), books and magazines (Si3), ministry of etlooaresource centres (Si4), other

government ministries (Si5), local community mensh&i6) and electronic sources (S17).
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Figure 28: Sources of environmental information forlearners and educators

In the self-assessment instrument, 93% of educatolisated that books and magazines
(Si3) are the main their source of environmentiirmation and followed at 82% by ‘other

educators’ (Sil). The lowest sources of informatiodicated by educators are electronic
sources (Si7) at 29% and the Ministry of Educatiesource centres (Si4) at 54%. Poor
performance of ‘educators’ on these two indicatosald be linked to the remoteness of
many schools in the Caprivi region. There is, hoevewa concern regarding the under-
utilization of local community members (Si6) ancattonic media (Si7) as sources of
environmental information. Figure 29 shows the etlus’ sources of information according

to the location of schools.
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Figure 29: Sources of environmental information acording to the location of schools

Educators from both peri-urban and urban locatdéehals pointed out that their source of
environmental information is ‘other educators’ (Sithen books and magazines (Si3). This
could be related to the proximity of schools and #wvailability of printed media like
newspapers in towns than in rural areas. Sixtyrs€6@%) (highest) of educators from the
rural schools indicated other learners (Si3) as 8wirce of environmental information and
the rating declined from peri-urban to urban lodatehools. The use of electronic sources
(Si7) increased from rural to urban, with 100% dfieators in urban schools professing to
benefit from the source. There is no significarfitedéence on the extent to which all schools
use the local community members (Si6) and the is¢her government ministries (Si5) as

sources of information.

B Female m Male

100
90
80
70
60
50
40
30
20
10

Figure 30: Source of information according to eductrs’ gender
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The figure 30 shows the source of information adicwy to educators’ gender. Overall there
is no significant difference on sources of inforimatbetween female and male educators on
most issues. Female educators agreed most (tha) with 90% selecting other educators
(Si1) and 100% specifying books and magazines ¢&i3heir sources of environmental

information.

4.1.11 In-service training needs for geography edators

Relevant and informed continuous professional dagwraent (CPD) of educators is
necessary in order to improve teaching about theamijc and global environmental
challenges. Figure 31 shows how Geography educatdisated their training needs on
aspects such as: action research in environmematnihg (Istnl), assessment in
environmental learning (Istn2), local to globalrldag through themes (Istn3), case studies
on environmental learning best practice (Istn4jtigpation of learners in decision making
(Istn5), greening of the school ground (Istn6)|dfreork techniques (Istn7), philosophical
underpinnings of environmental learning (Istn8)acteing methods in environmental
learning (Istn9), environmental audit at schoolstn10) and environmental learning

integration in curriculum (Istn11).
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Figure 31: In-service training needs for geographyducators
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In the self assessment instrument, educators steghése following as the six issues on
which they most needed in-service professionahimmgi Seventy one percent (71%) of
educators indicated training needs about assessfistm?), 68% on the participation of
learners in decision making (Istn 5) and the gmegioif school grounds (Istn6), 61% on both
the fieldwork techniques (Istn7) and the philoseghunderpinnings of EL/EE (Istn8). The
sixth in-service training need is shared by 57%eddicators who indicated action research
(Istn1), local to global environment (Istn3), emvimental audit (Istn10) and curriculum
integration (Istn11) as training needs. Figure 3®ws the in-service training needs

according to rural, peri-urban and urban schodatioo.
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Figure 32: In-service training needs for geographyducators according to school location

In the self-assessment instrument, 100% of the atdrec from the urban schools specified
training needs in action research (Istnl), greenire school ground (Istn6) and fieldwork
techniques (Istn7). Educators from urban schoolselver, indicated less (0%) training
needs for aspects such as local to global leathirmyigh themes (Istn3), case studies on best
EE practice (Istn4) and the participation of leasria decision making (Istn5). Rural schools
(67%) on the other hand need the most in-serviiaitrg on assessment (Istn2). Seventy
five percent (75%) of rural educators registered they wanted training on participation of
learners in decision making (Istn5) and 70% of Ireciucators need training on greening of
the school ground (Istn6). More educators from-péban schools than in rural and urban
schools indicated their in-service training neetl30@6) as local to global learning through
themes, 67% on case studies on EE best practitet)Isl00% on environmental audit

(Istn10) and environmental education integratictn(1).
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4.1.12 Summary

The quantitative research results indicated thaty@phy educators have sufficient levels of
knowledge and understanding of environmental |legrnconcepts but not about the
environmental challenges which Namibia faces. Tla@eepoverty and inequality; access to
water and supply; land tenure and carrying capabitydiversity conservation; population
growth and pattern; human resource; regional arabadlly shared natural resources;
knowledge for sustainable development, culturatuakts and life styles. It was observed
that the knowledge level on all indicators diffarcording to the location, gender and years

of teaching experience of educators who participate¢he research.

The educators predominantly use officially providedrning support materials and initiate
to collect and adapt their own learning supportemals to supplement what they have.
There is a concern about the female educatorsttsefion this score, while the years of
teaching experience does not have a significaiuante. Overall, the result of the research
also shows a higher level of the knowledge of emrimental skills and attitudes except for
the lower rating on indicators regarding peopleltwal activities and practice in

environmental learning. The confidence rating oh iadlicators on skills and attitudes

fluctuates according to the location of schoolsidge and experience of educators.

The quantitative research also indicated higheelgevwof educators’ comfort to teach
environmental learning related topics but needsrawvgment on the use of local
environment for practical activities and the usepobblem solving skills. Furthermore,
educators’ indication or rating is highly influemcbey the school locations and to a lesser
extent by gender and years of teaching experieBcelcators’ participation in extra-
curricular activities and issues covered in theostlenvironmental learning policy need
improvement and is influenced by school locatiod gander. The research has shown that
most schools did not fare well on the features n¥irenmental learning in schools
irrespective of location, gender and years of te@chxperience. From the research it is also
clear that learners are involved in classroom ptejenore than community fieldwork or
learning area project. The sources of informatiibierd according to the location of schools
and educators indicated assessment as the moshayeaeed training while case studies on

the best practice is the least.
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4.2 QUALITATIVE DATA ANALYSES AND INTERPRETATION

4.2.1 Introduction

The five schools which participated in this resbamere: from urban (1), peri-urban (2) and
rural areas (2). Data-gathering instruments wetet gested on one local school and
amended accordingly. The data was digitally audasrded and transcribed verbatim.
Before the data was analyzed and interpreted, dteewlas coded according to the identified
areas on the instruments (interview guide for ettws@ These are: teaching and learning;
skills and attitudes; learning support materialg] axtra-curricular activities. Each theme or
area is further divided into sub-areas accordinth&interview guide and the focus group
guestions from the research instruments. Six @éducdrom 5 schools participated in the
interview. In addition, 35 learners from the sdiwe schools participated in the focus group
discussions. The learners’ focus group discussaamgred on their understanding of the
concept ‘environment’, what they like most and teabout the school environment,
environmental problems found in their areas and iosy could be addressed. The data
analysis below can broadly be divided into datanfinterview, focus group discussion with
learners and interview with the environmental etincaofficer representing the regional EE

centre.

4.2.2 Teaching and learning

In this area of research, the following questiorsevasked:

* What do you teach learners about environmentahileg?

* How do you become knowledgeable about environmégdahing?

e Describe how you teach about environmental learrétaged topics. Which
activities do you use?

» Describe how you integrate environmental learnimgther subjects that you teach.
Can you give an example?

* How do you regularly assess environmentally rel&etcs?

* May you list problems (if any) in the applicatiohEE approaches.

* What is your perception on using indigenous knogteds a teaching resource that
could contribute towards efforts to prevent envinemtal degradation?
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The following findings about Teaching and learnamgerged during the research:

4.2.2.1 What do educators teach learners about emghmental learning?

All educators reported that they teach learnersremmental learning topics from the
syllabus for Geography Grades 8-10. The reseasclepectation was for educators to
locate environmental issues they teach within the main dimensions of the environment
mentioned in chapter 2 (2.4) and the areas of enmental learning discussed in (2.5).
Educators from both rural and urban schools poimbet that they teach about the
conservation and protection of the environment.egicators interviewed revealed that they
teach about deforestation, desertification, ovesiggdoverstocking, population increase and
migration, and pollution which are part of ecologygrade 10 syllabus. Educators from
almost all schools indicated they teach towards tiheerstanding of the sustainable
management of limited resources in general, HIV AHS, renewable and non-renewable
resources. One educator directly made referencethto ‘sustainable use’ of the
environmental resources for ‘future generationb&also able to use the resource to meet
their basic needs. When one educator was askgabtifisally explain what global warming

issues he teaches, he commented:

“| teach learners what it is, why it is an enviraamal problem, causes and the impacts it has
on plants and animals, and solutions to@€ography educator, school A in the Caprivi
region

4.2.2.2 How educators become knowledgeable aboutvénnmental learning

Five educators interviewed from both rural, pebam and urban areas concurred that they
learned and become knowledgeable about environiisstees and challenges during the
time they were trained to become geography eduxafdl educators acknowledged that
they gained more information through studying tewlts prescribed to implement the
Geography grades 8-10 syllabus. Only two of thecatius interviewed from both rural and
urban areas showed they had gained knowledge thrimfigrmation from the Ministry of
Environment and Tourism. One educator revealed &we hgained knowledge through
watching television documentaries, more especthlyNational Geographic. The impact of

the national television (NBC) is not mentioned.
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A limited number of educators specified to havengdi knowledge by observing what is
happening in the immediate and natural surroundisbaring experience with others at
school and compiling extra resources from newspap®ne educator described how

knowledge is gained as follows:

“As educators we are encouraged to read everydagtt&nowledge. We read newspapers
so that we know what is happening in our commusiiiecountry. | borrow books from the
library to read and search for information to tedearners.”Geography educator from
school D in the Caprivi

4.2.2.3 Activities used by educators to teach enginmental learning topics

All educators described how they teach environndegaining related topics by referring to
experiential learning (practical) in which learnars taken outside the classroom to observe
environmental issues in their immediate and natsmaloundings. There are examples such
as the traffic count, visit to the river-side (tbserve erosion by hydraulic action), litter and
deforestation in the local area, but on limitedescihree educators advocated that they use
the lecturing method. The chalkboard is used toewquestions about a topic while learners
answer questions in their exercise books. Individuma group work activities were cited by
most educators. None of the educators made referent¢he use of role plays, dramas,
games and quiz as teaching strategies. Three edsidatlicated the importance of learners’
experience and the use of the local examples icldssroom. Three educators indicate that
their activities involve actions aimed to address environmental problem e.g. litter
collection. This is how two educators from differeschools illustrated their teaching

approaches in a related way:

“We do practical, by giving learners a chart tovdra village. Technically, | tell them to
reflect back and draw a village, how it looked lik@ years ago. Learners again draw the
same village on the second diagram, how it lodtes ¢urrently (now). They will realize that
some of the trees are no more (cut), deforestddoufjh these activities...learners can see
what happened to many trees because of high papulat Geography educator from
school A, and concurred by the educator at school B

4224 How do educators integrate environmental &ning in other subjects?

Only three educators could give examples of how theegrate environmental learning in
other subjects they teach. Only four educators ngeaeral acknowledgement that EE is a
cross curriculum issue in subjects like Life Scen&griculture, Language, Art & Culture

and Physical Science.
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Educators from both rural and urban schools ackedgé that they do not do joint planning
of lessons when teaching environmental learningeissat schools. Educators seem to use
the thematic method explained in 2.15.2. This i& o educators at school D described

how they integrated environmental issues in othbjexts they teach:

“In English language we can teach people on a tiggaover-fishing which is in Geography
grade 10 and also relevant to communities of theri@aloodplains. It is apparent here that
people use fishing nets of smaller size, even musaets to catch fish. | will tell them to
write the letter on an issue (why it is becomingrablem), together with a letter of
complaint to the relevant authority. In that wayeyhlearn how to write (skills) while
addressing an environmental probleBducator A “in Silozi language learners can write a
letter to the Ministry of Environment to complaiovh the elephants are destroying their
crop fields. In that way they learn spelling andrgmar rules.’Educator B, from school .D

4225 How often do educators assess learners?

When educators were asked on how often they rdgubmsess learners, most of the
educators generally referred to individual and gr@assessment, giving activities on the
chalkboard, home work and orals instead of theugegy. Only two educators interviewed
could directly refer to the concept of continuossessment despite that the Geography
syllabus and the Curriculum for Basic Educationo@t curriculum) documents state quite
clearly in details how continuous assessment shaelldone and what activities to do. In the
Geography continuous assessment manual, learmeexpected to do (per year) at least two
projects, nine practicals, two end-of- term testd four topic tests (see 2.19). The aim of
implementing continuous assessment is to assesefsalevel of understanding and skills
development so that learning support can be prdviddl schools are also expected to
compile continuous assessment marks to be paheosummative mark at the end of the
year. Inspection of exercise books for learners vgasticipated in the focus group
discussion revealed that: on average learnershdik tpractical, two projects and one test.
There is also no evidence of the use of the caiterierence assessment method in learners’
exercise books as required by the syllabus andusked in 2.19.2. The activities such as
projects were too short and of sub-standard thegt tould not lead to substantial learning as
conceptualized in the curriculum policy documernSee appendix 9 summarising the

observation of learners’ exercise books).
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One educator confessed to ‘invent or manufactumkshahen s/fhe commented as follows:

“At times, it is difficult to give all assessmerisks required by the syllabus. Little tasks we
give learners can just be converted to real maakslong as they get prepared for final
examinations.’Educator from school E in the Caprivi region.

4226 Educators’ problems in the application of E strategies

When educators were asked to list problems (if anythe application of environmental
learning approaches, three educators mentionedicuifes in teaching certain
environmental issues prescribed in the syllabus ot prevalent in the immediate
environment. Examples given were acid rain andustritl pollution because they are
located in rural schools. Three educators indicatade frustration on the lack of learning
support materials. These include textbooks fornies, worksheets, reference books for
educators, charts, maps, and worksheet and autiho-dassettes. One educator from a rural
school pointed at language limitations of learreranderstand materials in English, lack of
visiting people to address learners on EL issuehakenges. Most schools cited difficulties
to acquire transport (through the line ministry)gmin the field to experience nature in the
wilderness. One educator indicated the challengesh&nge learner’'s environmental mind

sets. Another educator commented:

“Basically the first problem is that environmeni@hrning is a wide subject e.g. we can talk
of animals like Kudu. Learners may naturally seehsanimals as something to kill for food.
It takes time to make learners to change their ragtd and appreciate nature. If a hare
crosses here for example, it will be chased bynlrar” Geography educator at school B in
the Caprivi region

4227 Educators’ perception of indigenous knowlegke as a teaching resource

When educators were asked about their perceptiosiong indigenous knowledge (IK) as a
teaching resource that could contribute towardsoresff to prevent environmental
degradation, the majority of educators acknowledtpedsignificance of IK in this matter.
They took cognizance of positive ways the eldevedi and practised especially the
sustainable use of plants (e.g. for medicines}upasnanagement and the values attached to
animals (see 2.17). They alleged that though IMaspart of the direct school curriculum,
cultural practices are immersed in the traditisulgs, dramas and festive in which schools

participate annually.
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An educator from school B gave an example of thaanalture crop farming as one cultural
activity which could be changed. The significan€¢dkoin formal education is captured in

the educators’ comments below:

“In our culture we say you cannot learn withoutiagkthe elder people. How they lived and
how they continue to live. There are many trees dna in the environment but we don't
know them and how they were used. Some trees lpeis find they cannot be cut by
cultural practice. Some trees are used for medicamel elders never uprooted the whole tree
to get a piece of root. Elders only dug one sidéheftree and covered it with the soil as a
form of conservation and sustainability. These ficas are slowly dying out because people
are making business out of roots for medicin€sgbgraphy educator at school A in the
Caprivi region.

“Indigenous people, we should draw from them, faareple, the local traditional leaders in
a village (Indunas) earlier were empowered on laggalernment level to guard against
uncontrolled wild-fires. Learners can know thatdafire is not part of the cultural practice.”
Geography educator at school D in the Caprivi regio

4.2.3 Skills and attitudes

In this area the following question was asked afoatbrs.Which skills (how to) do (junior
secondary) learners need to have in order to tuérito the health of the environment?

4.2.3.1 Skills and attitudes which learners need ienvironmental learning

Many educators found it difficult to relate thekpéanation to skills needed by learners in
environmental learning at schools. These skillsdirectly related to outcomes, skills and
attitudes prescribed in the syllabus for Geographich include among others, the ability to
express ideas and views about the environmentgdififerent media); argue clearly and
concisely about an environmental issue; collecgsgsify, analyze and interpret data,
especially statistics; retrieve and evaluate infdtan about the environment from a variety
of sources; identify causes and consequences afoemental problems; form reasoned
opinions and develop balanced judgements aboutr@maental issues; organize, plan,
implement and monitor an environmental project;atiafe and seek consensus among and

with vested interests involve in ‘contested’ enmimental issues (see 2.11).
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However, educators indicated the following as sKiélarners required to contribute to the
health of the environment: how to manage the enuilent, tree planting, how to work in a
group (cooperation), awareness of the dangersfofaiation and litter, awareness of HIV-
AIDS and how to protect themselves, better farnteghniqgues and the need for learner
participation. Educators did not mention generioggaphical skills such as map work,
critical thinking, demonstrating, basic investigatiwhere learners should to be able to
observe, collect and represent data, analyze derpiet data, and present findings. The use
of Information Communications Technology [ICT], wheavailable is part of the route to
basic projects in the Continuous Assessment mafonabeography and the syllabus for

grades 8-10. This is an example of what one edudhtstrated as skills learners require:

“Not to cut down trees, this is deforestation. ¢fuycut one tree you should plant another
one. Plant a fruit tree a home. The habit for thngwpapers should not be allowed where
ever they go, whether on picnics’. They should krtbat for example those plastics can
endanger animals. Environmental protection is venyortant.”Is that all?Yes. Geography
educator at school A

4.2.4 Learning support materials in schools

The following two questions were asked:

1. Do you have enough learning support materials ¢paare for teaching environmental
learning? What do you do if you don't find relevamaterials?

2. Do you have any suggestions for the future enviemal learning materials to be used
for learners and educators?

4241 The availability of learning support materals

All schools in both rural, peri-urban and urbanaargointed out that there is a shortage of
environmental learning support materials at schoblgese learning support materials are
reference books for educators, games, audio-visunat®rials, charts and pictures. The
available materials educators use when teachingogmental learning topics in geography
are the subject prescribed textbooks and subjdutigma Only two educators indicated the
use of newspapers in which educators adapt andrusavironmental story as a resource for
classroom activities. One educator testified thaeast four learners share a textbook. Other
teaching aids, such as basic items like rulers @imatocopying paper are also in short

supply, which causes a lot of frustration amongcatirs.
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This is what another educator added to indicateileamdha in which educators find

themselves in schools:

“I have 63 learners with 10 textbooks in Geogragiade 10. | don't give these textbooks to
learners. | go from one class to another with theseks. Some times | make copies of
diagrams from books as a solution so that learceansvork in groups.Geography educator
from School C

Two out of seven educators interviewed revealetiaee obtained extra learning support
materials from the Ministry of Environment and Tisun. Only one educator indicated to
have used local Health Clinic to source materiald$dtv/ and AIDS despite that all schools
where educators were interviewed are located witienproximity of less than 500 metres
from the clinics. Educators indicated that theypdement limited materials by borrowing
video cassettes and record environmental relateyrmmmes from the televisions.
Educators also make copies of diagrams or texts tiee textbooks for learners to use in
group-work activities. This is what two educatomnmented when asked what they do if

they do not find relevant materials:

“Textbooks are not there, sometimes only an edud&ts a book. As an educator you have
to copy an activity on chalkboard. At times yougdkem to the real environment to observe
something."Geography educator from school A

“l use video cassettes and fortunately we justivecea television donation you see there. It
has a satellite dish and | follow all programs liKational Geographic which have many
documentaries on conservation. | usually recorchtba videos and play them when | teach
an environmental related topic e.g. on earthquakes conservation of wild animalsA
geography educator from school B

4.2.4.2  Suggestion to improve environmental learngisupport materials

On the suggestion for the future environmentalieg materials, most educators could not
make substantial recommendations. This can béatitd to the fact that educators are not
involved in material development or adaptation. Witt being involved in the process of
evaluating and developing of materials, it is difft to be aware of material evaluation
instruments and the criteria required. Educatoesefy indicated the need to be provided
with materials such as many textbooks, charts ostgre on biodiversity, DVDs on

environmental topics.
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This is what one educator said:

“l suggest that schools should be provided with f6\Vsupport environmental subjects, so
that learners can be able to see. Learners sheutible to see environmental problems in
other countries. If we talk of environment, whaheppening in other countries may affect
our country e.g. Global warningGeography educator from school E

425 Extra-curricular activities in schools

In this area of research, the following questioresevasked:

3. What extra curricular programs does the school irattee area of environmental
learning?

4. Do you know educators who would want to be in esvinental awareness club
advisor/facilitator? Would you want to do it?

5. In which ways is the school community supportingifitiatives at school?

6. Does your school participate in the celebratiothefNational and International
environment days e.g. Arbour Day. If yes pleaseries how it is done.

4.2.5.1 Extra-curricular programs in schools and edcators’ willingness to have
EL clubs

All educators who were interviewed revealed theixtraecurricular activities in
environmental learning area as limited to scho@awcing (school manual work day),
planting of trees, vegetable gardening and cleansgpaigns. The planting of trees is
usually linked to school activities done on thestntitional Arbour Day which is coordinated
by the Ministry of Environment and Tourism. The aed common extra curricular activity
is the cultivation of vegetables. This is done he tafternoon where an educator for
Agriculture does practical activities with learneosit limited to certain seasons of the year.
None of the schools indicated they have an enviemtat education club. All educators
indicated the willingness to be part of the envinemtal education club if it is formed at
their schools. The educators strongly feel thdv¥eleducators for Grades 8-10 Agriculture,

Life Science and Physical Science could be wiltmgin the club.
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This is what an educator commented:

“Yes | think other educators can be interesteddmly when one tries to involve them. The
environment is important. We live in the environmdndon’t think there are people who
will say they don’t want to be part of the club hase it is like biting the fingers which feed
you.” Geography educator from school B in the Capriviioeg

4.2.5.2 Ways in which the school community suppoEL initiatives at school

Three educators interviewed indicate little invohent of parents in the support of
environmental learning activities at schools inhbatral and urban areas. Parents participate
is more on cultural activities, support for theued for cleanliness at home and lending of
implements to use during school cleaning activitidgese implements include hoes, garden
spades, digging fork, axes etc. One school repdtednvolvement of parents when the
local traditional khuta (court) organized a clegnup campaign in the settlement where the
school is located. Three educators directly in@datno parental involvement in
environmental learning activities at school. Tidiow one educator from one urban school

described the parental involvement:

“Parents too help learners when we prepare for @roultural competitions. They prepared
songs related to the environment and learners tademonstrate (drama) how they lived,
hunted animals using bow and arrows. They learrerabout the environmentGeography
educator from school A

4.2.5.3 Participation in activities marking nationd and international
environmental days

Despite that the Support Environmental EducatioN@mibia (SEEN) project (2002-2006)
produced a special booklet on national and intenalt environmental days and how they
could be celebrated, educators are only awareeof#tional/International Arbour day. This
is the only day educators who participated in theriview indicated they do something
special to commemorate, raise awareness and patdcin environmental activities. In
addition, the celebration involves the participataf selected schools in a region (province)
in which they compete through songs and drama afkely note speech by an environmental

expert or regional leader like a governor.
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None of the educators referred to the commemorati@pecial environmental days such as
world wetland day, international day of water, wanaad peace day, world meteorological
day, earth day, world population day, world habitay and on day of biological diversity.
One educator lamented:

“Yes, we participated on a day organized by theistiip of Agriculture. No, here we ignore
some of these things and we concentrate more anieation.” Geography educator from
School D

4.2.6 Learners understanding of their environment

In this section, learners were asked the followgngstions:
* What do you understand by the term ‘environment’?
* What do you like about your school environment?
* What do you like least about the school environfment
* What environmental issues or problems are fourahtharound your school?
* What do you think can be done to address thesdgmnsi?
* What classroom environmental learning activitiesydo enjoy most in classroom?
* How often do you have outdoor activities/classes?
» Do you usually celebrate environmental days ata@iého
» Do elders at home tell you to look after the enwinent?
* What environmental project did you participate rsehool?
» Do you have anything extra to comment about theddind the environment?

4.2.6.1 Learners understanding of the term “enviroment”

All learners from both rural, peri-urban and urls&hools have a basic understanding of the
term ‘environment’. The explanation is in a holistvay related to the concept of
‘environment’. Learners’ understanding of the eoniment is that it is anything around them
and a place where the living and non-living orgarsisare found. They emphasized the co-
existence between flora and fauna (including hurbaing and other animals living
together). The understanding is that the environnisencreated by the lithosphere,
hydrosphere, atmosphere and the biosphere. Oneeteat school A linked the natural
environment to the story of creation by God in thible (pristine environment rich in
biodiversity). When asked to give examples of wived learners from different schools
mean by ‘everything around us’ this is how theyregkfied:

‘These are things like the soil we plough, platisgds even fish in the riveiGeography

learners from school Atrees, people, animals, air, water and a lot afgh.” (Geography
learner from school C)
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4.2.6.2 What learners like ‘most’ and what they lile ‘least’ about their
environment

Many learners like their school environment forsaas that the schools are clean and safe
from snakes and mosquitoes. The other common reasby learners are proud of their
school surrounding were: sport fields (for footkatid netball) and tree planting (orchards)
across most schools in rural and urban areas. éeaame quite clear on how human beings
benefit from plants. A common understanding is fflahts are a source of food (fruits and
vegetables), provide shelter (shade for learnethérafternoon), prevent erosion by agents
such as wind or water, provide beautiful flowerd gtay a major role in carbon dioxide and
oxygen balance of the atmosphere. One learner $adrool D indicated his/her appreciation
of the way educators teach learners at school.i¥hidat three learners from school C said
when they were asked why they like their schoal@aurding:

“I like our school because there is nothing potigtthe air, clean air around the school.”
learner from F. “Because we have clean fresh drinking watkrdirner D.“Educators teach
us to be clean.earner E.

Learners did not predominantly refer to the impoeta of wild animals, insects, cultural
activities and management of their institution hggds they are proud of. Urban school
learners indicated their dislike of the school emwment due to littering problem, air
pollution from gravel roads, wastage of water, sibsion, and unhygienic classrooms,
leaking roofs, graffiti and punishment to dig orges. Learners, especially in rural areas,
indicated the lack of security at schools as phtther concerns (dislike). This is because the
schools were frequently broken into by thieves aniinals from the surrounding villages
damaged walls and windows of the school buildingsarners from both rural and urban
schools also cited the lack of proper care forrtisehool orchards. Inadequacy (limited
number) and dirtiness of toilets were expressetioyrural schools. Learners seem to blame
school cleaners for not carrying out their dutiBlse other dislike for one rural school was
absenteeism of fellow learners. This is how onenlefadescribed it:

“What | do not like about my school environmenthsit many learners sometimes do not
come to schoolWhy?When it is time for rain they decide not to comesthool and they

also look after cattle when elders come to schoagkteive money for the old people (old
age pension paid by the stategpéography learner from school E
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4.2.6.3 Environmental problems around the school eironment and learners’
suggested solutions

Learners seem not to clearly understand what arnrcemuental issue is. A common

environmental problem cited by all schools fromhbatral and urban was deforestation.
There is a clear understanding as to why peopld@reas. These range from selling timber
(business), building materials, and clearance odl leor crop fields and source of energy
(fire-wood). Wild-fire (uncontrolled) was the secbrpopular environmental problem

reported by all rural schools. This is how oneneardescribed the negative impact of wild-
fire on the eco-system.

“Small animals and insects in the ecosystem cannofaster and can be hurt or killed by

fire. Their living standards become worse if thasgr and trees are burne&eography
learner from school E

Learners demonstrated the understanding of thetimeganpact of air pollution on the
health of people. Global warming seems to be wadivkn environmental problem among
learners. Other problems most cited by both rural arban schools were: air pollution
(including sources for CFCs), over-grazing, sodston, litter, leaking public water tapes,

leaking sewage pipelines, alcoholism, and vandabisproperties.

Learners suggested the following solutions to therenmental issues mentioned above:
According to learners, an issue such as vandalfssolmol properties could be addressed by
erection of a fence around the school. Educatiah iaformation should be provided to
communities where uncontrolled wild-fire is an @owimental problem. Learners suggested
the provision of bust bins in areas where litteprisvalent or public places. Other common
suggested solutions by learners from both urbanrarad schools were: planting of many
trees, recycle, re-use and compost. This is wiatdarners suggested as solutions to some
environmental problems in their area:

“They should buy perfumes which do not contain @mogs gasses, but ozone friendly
(CFCs).” Geography learner at school. APlant one tree if you cut one is a better way.

Educate people how to protect their environmentppe should decompose the garden
refuse and papersanother geography learner at school A.
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4.2.6.4 Classroom environmental learning activitiekearners enjoy most

Learners interviewed mentioned in common that #ggy outdoor activities where they are

given more responsibilities. They emphasized thesentation and discussions of

environmental issues. Two rural schools (C&E) leesrenjoyed going out of the classroom
and looking at plants and insects and to work & dharden. One urban school mentioned
action oriented learning activities related to simgtble use of water, energy and recycling of
bottles. Direct indoor classroom activities leamenjoyed best are group-work and pair-
work activities where learners discuss and shdwenmation. This is what a female learner
mentioned she enjoys most in the environmentahiegrclassroom:

“I enjoy the learner-centred way of learning in efhieverybody has knowledge, participate

in teaching instead of the educator being the onlg talking and just use the chalk board
while we listen.”"Geography learners from school C.

The observation is that some learners interpréted énjoyable classroom activities through
learned concept or environmental issues while otharners within same focus group

discussions embraced methodological processesqedsa.9).

4.2.6.5 Practice of outdoor activities and celebr@n of environmental days at
schools

Some learners mentioned that they rarely have outdotivities at schools. A few cases
where learners were taken outdoors is when thaydeageography topics such as litter,
clouds, wind direction, traffic count and the spibfile and horizon. This seems to be a
contradiction of what learners enjoy most as maeiibin 4.2.6.4. It could be interpreted
that learners are not satisfied with the frequesicgutdoor opportunities provided. This is
what learners from school A and D said on the feeqy of the outdoor activities:

“It is done once in a month, like last term, we weut to see litter in the local area with the
geography educatorearner from school A“Last week afternoon we were out on the
Trans-Caprivi Highway next to our school and doiagproject on traffic counts for
Geography.'Learner from school D.

Learners from school B in an urban area directtifdated they had no outdoor activities in
geography. Other school subject educators, whiginégs acknowledged to have organized
outdoor activities, are educators for Agricultutefe Science and Physical Education.
Learners from two rural schools purported not teeheelebrated a national or international
environmental day. Two schools made reference toha Arbour day and one school

indicated to have participated in World AIDS Day¥g&cember).
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4.2.6.6 How do elders (parents) tell learners to & after their environment?

This was aimed to assess the extent to which pareontributed to environmental
knowledge, skill and value development of learn&tsoughout the focus group discussion
with learners from both rural and urban schoolferemnce was predominantly made to the
‘cleanliness’ of their immediate environment (lapaliution) and the prohibition of
uncontrolled wild-fire. Other forms of environmehfaoblems parents communicated to
learners were: not to cut trees, not to break émtto use water wisely, to clean their bodies
and household utensils, courtyards and not to garbage but to decompose them. There is
a clear indication that learners can articulateepa’ desire for the needs of the future
generation to also use natural resources wiselg.i$hwvhat two learners from both rural and
urban schools mentioned on the co-existence oflpeom animals.

“They always tell us not to cause wild-fire in tfarest because it kills small animals.”

Learner from school BThey always tell us not to kill elephants so tbat children should
also come and see animalséarner from School C

In addition, parents also inform learners at hometa cut all trees in the field (slush and
burn) but rather have some trees to provide shddreamure from leaves in the fields. It also
became obvious that learners from rural schooldt@ld about the importance of rotational

grazing.

4.2.6.7 Environmental projects learners participateat school

Environmental projects cited by learners from thee¢ schools are: gardening and tree
planting projects (for extra income and mere pcat)j the HIV and AIDS behavioural
change project and general cleaning of the sciaeh other schools revealed to have no

environmental projects at schools (also see 2.19).

4.2.7 The role of the local environmental educationfficer

This is the office in the Ministry of Environmentlalourism headed by the environmental

education officer. In this area of research, thikofeing questions were asked

 How do schools use your office to promote environtakeknowledge, values and
attitudes?

* What challenges and opportunities does the regiemaronmental learning offic

encounters with regards to the implementation @frenmental learning policies?

D
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4.2.7.1 How the local environmental education offer promotes EL in schools

In the interviews the researcher conducted withettnaronmental education officer, it was
indicated that she is now responsible for two negi¢provinces) with approximately 419
primary and secondary schools (96 in the Caprid 883 in the Kavango region). The
regions do not have an environmental educationredaee 2.18). The office is responsible
for organising school tours (for both primary aed¢@ndary schools) to the nearest National
Parks. Due to financial problems, NGOs and thellbaainess people usually sponsor such
school tours. Transport is usually organized thhotige line ministry (education) while
special vehicles for the Ministry of Environmentdamourism are used in parks. In such
tours, if initiated by schools, they may suggegids which are linked to the curriculum (or
just their needs) and that may form part of thauesion programme. Part of the activities in
the parks include, but are not limited to, treentdiation exercises, game watch and
understanding of animal behaviours. Through thegwites, learners can deepen their

understanding and awareness of our natural world.

On return from environmental tours, learners ugusiilare their environmental experiences
with others (learners and the general public) thhotine local radio station (Silozi service of
the Namibian Broadcasting Corporation (NBC). Sittoe official has just a year in office,
she has initiated environmental clubs in schoothsas the Kizito College (in town) which
has a vegetable garden and an orchard for indigeplaumts used for medicine. The second
school is Sangwali Senior Secondary School (90rom fthe town of Katima Mulilo) which

initiated a recycling project.

4.2.7.2 Challenges and opportunities which the lot&E officer experiences

The first problem is that two regions with over Zsfhools are too large for one official. The
main challenge is transport problems to cover tast \area. The nearest Environmental
Education centre is Namutoni in the Oshikoto regand Katjikona EE centre in the
Ojozondjupa region (approximately 900 km from KatirMulilo). In urban areas like
Katima Mulilo, the regional council does not coote activities with the office. It was,
however, acknowledged that the town council (resfia for affairs for the town only)
especially the Tourism Office is coordinating witar office on a planned project on waste

management.
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The Caprivi region is now apparently divided inelarconservation zones and workshops
will usually be conducted for learners and commagsit The Ministry will, in near the
future construct EE centres in each of the 13 regim Namibia. The environmental
education office also participates in National 8ce fair. Materials (charts, videos) are

obtained from the head office in Windhoek and piedi on request of schools.

4.3 SUMMARY

The output of the qualitative research analysesiatedpretation shows that educators have
knowledge of environmental learning issues such daforestation, desertification,
overgrazing, population and migration issues andlufan. Educators become
knowledgeable through teacher training programnresb @ofessional reading. Educators
indicated that they mostly use group-work and ootdactivities. Educators acknowledge
environmental learning as a cross-curricular issugthe concept of continuous assessment.
Problems educators face are lack of learning stippaterials for learners and reference

books for educators.

Educators seem to be aware of the significancadijénous knowledge but its application
in everyday teaching could not be verified. Pgpaition in extra-curricular activities related
to environmental learning was limited to generélosd cleaning and vegetable gardening. It
was observed that there is less community involverireenvironmental learning activities
in schools. Few schools celebrate environmentas dayhave environmental clubs. Parents
or guardians are, according to learners contriguto sensitising them on environmental
issues. Learners were able to name classroomtagiaif interest, what they like least about
their environment and projects they participate sahool. Lastly, the work of the
environmental education officer, who is supposelieaesponsible for EE centre, is still in

an infancy stage.
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CHAPTER 5

CONCLUSIONS, RECOMMENDATIONS AND LIMITATIONS

5.1 INTRODUCTION

The research focused on the stakeholders who psgn#icant role in the implementation
of environmentally related educational curriculumtihe Namibian schools. Educators are
expected to translate the educational theory imtactige in schools. Parents are also
expected to monitor the standards and support thglementation of the intended
curriculum in order to ensure that there is corntinaf what is learned at school and home.
This also entails the relevance of the curriculonthe demands or needs of the society. My
research problem was to look into the extent tactvi@rades 8-10 geography is organized at
school level to enable educators to deal with lecalironmental/practical issues and also to
create an opportunity for learners to develop emvirentally responsive knowledge, skills
and attitudes in order to be able to navigate tjinadhe world of challenges. The core issues
in this research include educators’ and learners’irenmental knowledge, teaching
approaches, curriculum integration, educators’ ¢mion of IK, outdoor activities,
assessment, learning support materials, communiiy e support systems in the

curriculum implementation process.

In determining the extent to which environmentalriéng in Geography is implemented, |
am hoping to unpack educators’ professional praxid the challenges which educators
experience. This understanding will help to shagerote as a curriculum developer and a
leader. Information derived from the research cdigldised to inform schools in the Caprivi
region and others in Namibia so that they can dalete on better practices/gains while
improving on areas of weakness in terms of theirirenmental learning understanding,

skills and attitudes.
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5.2 CONCLUSIONS

5.2.1 Integrated conclusions from both literature ad empirical study

5.2.1.1 Knowledge and understanding of environmenkdearning

Knowledge and a concern for the environment has paé of the curriculum in many ways
before and after Namibia's independence in 19902 Namibian legislations and the
ministry of education’s curriculum policy documerd&/e prominence to environmental
issues in the curriculum (paragraph 1.2). The reagiven for why environmental learning
should be provided to all learners in schools isebda among others, on the policy of
equality, quality, democracy, equity and accessaraph 2.4.3 and 2.8), the declaration of
the universal education for all (EFA) and the UNcBde for Sustainable Development
(2005-2014) and the UN Decade on Biodiversity (22014). These require commitments
from all stakeholders. Sustainable development alas pointed out as a vehicle toward

achievement of Namibia'’s vision 2030.

The key issues are the explanation of environmesdakation itself, the interdisciplinary
nature of EE, life-long learning, thinking globalkyhile acting locally, systems and
interdependence of the living and the non-livirtlgg physical environment, and the built or
designed environment (paragraph 2.4). It is alscial that environmental issues are seen or
interpreted through four main dimensions of envinental learning: political, social,
economic and biophysical dimensions (paragraph It concept of the environment is
intended to achieve a holistic development of leesn Environmental-related learning
should also focus on the three main areas of lesirdevelopment such as understanding
ideas ABOUT, THROUGH and FOR the environment (paaply 2.6).

It is also noted that the curriculum content for oG@aphy comprises key global
environmental issues such as population growthpanverty, food and agriculture, tropical
forests, biological diversity, desertification addought, fresh water, oceans and coasts,
energy, atmosphere and climate, managing solidenasti sewage, hazardous substances

and global security (paragraph 2.4.2).
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The curriculum for Geography grades 8-10 syllabivesy prominence to environmental
issues such as the use of renewable and non-releereaburces, population increase and its
impact on the natural environment including thecpsses of desertification, deforestation

and bush encroachment (paragraph 2.13).

The result of the empirical study (quantitativepwi that geography educators from both
the rural, peri-urban and urban schools in the @apegion have sufficient factual
information of environmental learning topics sushpapulation, biodiversity, environmental
degradation and risks. This was supported by edigatho revealed in the interviews
(qualitative) that they teach local environmentgits such as deforestation, overgrazing,
pollution and population and migration. The focusswnore on conservation and protection
of the environment. However, 36% of educators tlaonty of whom were male were
unsure about environmental challenges in Namibity Six percent (66%) of educators
from urban schools did not have the knowledge efdtrriculum guidelines for EE while
65% of educators from peri-urban did not have thewkedge of EL policy for education in
Namibia, of which 66% are male.

Geography educators interviewed strongly agreetl they become knowledgeable about
environmental issues through formal teacher edueadtaining programmes and the reading
of prescribed books. Only a few educators indicdbed they acquired information from
other stakeholders and agencies. Educators staggdhiad no opportunities to attend EL
workshops and therefore disagreed that workshogsahanfluence on the implementation

of EL. Knowledge of EL varies according to educatgears of teaching experience.

5.2.1.2 Skills and attitudes

It is also argued that the geographical nature mdirenmental learning should involve
systematic observation through enquiry, and ph{siod human relationships (paragraph
2.11). It is also imperative that educators andnies are aware of the environmental
education competencies, that is, knowledge withetstdnding, skills and attitudes. They

should also be aware of the aims of geographytsydidparagraph 2.12).

The result of data analysis of interviews indicattest educators do not understand specific
skills and attitudes which learners require. In tre@ses activities were incorrectly referred

to as skills.
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The result of the quantitative aspect of reseandicates however that 18% of educators did
not have confidence that they communicate the weple’s cultural activities affect the
environment while 25% did not value cultural preetiand indigenous knowledge which
contributes to the health of the environment. Mahicators did not know the kind of skills
which learners need in order to contribute to tkalth of the environment. Only a few

attempted activities such as tree planting weetlais a skill or value.

5.2.1.3 Teaching and learning strategies

The extent to which educators use adapted teadtnagegies determines the successful
implementation of the curriculum. It should be mbtiat learners should engage in the
educational processes which leads to environmeatdbn. It is presented that the
characteristics of learners at junior secondarypsktequire learners to think on higher level
(social critical), that is, to analyse and synthesnformation, evaluate ideas, take action and

show commitment to preserve and maintain the heéalthe environment (paragraph 2.7).

It is also acknowledged that in Namibia, the edocal processes are by policy, more
linked to social constructivism. In social constivist philosophy, learner’'s prior
knowledge/lived experience and the role of edusatsrreflexive practioners are paramount
in any successful learning. Learners should bed#mre of activities. Learning should be in
the context of the learner's environment/real-Bfeuation. Collaborative and co-operative
learning is encouraged. Educators are viewed abtdtars and scaffolders. The skills of
knowing how to work with constantly changing dathinking critically and creatively,
recognizing how to work together on projects ancigéng in the face of pressure are just a
few of the new competencies that educators nebdllearners to achieve (paragraph 2.9).
It is also emphasized that the values related poemmtion of and care for the environment,
independent thinking, respect and rational arguraestritical for environmental education

(paragraph 2.14).

The result of the empirical study (quantitativepwid that most of the educators who
participated in the research are comfortable to tallearners about EL, teach in a learner-
centred way and continuously assess learners. Howdhey do not use the local
environment to do practical activities with leamdespecially most educators in rural

schools and generally female educators).
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Educators use lecturing and group-work methodsolmcurrence with educators, learners
said they enjoy learner-centred teaching methodshnihvolve outdoor activities, pair and
group work activities in which they discuss issudsey also commented that they rarely do
practical outdoor activities, thus supporting edocsi views on the same subject. A
considerable number of educators do not use prolsielving skills when teaching EL

related issues (especially rusahool3.

5.2.1.4 Integration of environmental learning in oher subjects

It is observed that environmental learning is asrourricular issue and cannot be treated as
an add-on subject (paragraph 2.3). Of the threegmation models discussed (paragraph
2.15), Namibia has, to a large extent, followedegieg of the existing curriculum (infusion)
which many countries in SADC followed. The illustom of how environmental
topics/issues can be taught through interdiscipfirrgproaches calls for a unified approach
to teaching and assessment (team teaching andhéiatassessment). Compartmentalization
of knowledge is not recommended as long as thneerions and areas of environmental

learning are taken into consideration.

The result of the empirical study showed that ethrsaintegrate environmental learning
across the curriculum. On average, half of the remab educators who participated in the
interview schedules mostly use infusion rather ttte thematic or integrated curriculum
approach. Half of the educators seem to have limideas on curriculum integration of

environmental learning in the other subjects.

5.2.1.5 The use of outdoor activities and the educas’ perception of indigenous
knowledge

Geography, by its nature requires learners to dooou activities in order for them to
develop knowledge and understanding of geograpbicahvironmental concepts, principles
and processes (paragraph 2.10 and 2.11). Out-dtigitias provide learners with valuable
experience in getting closer to nature, which d¢=es them on environmental issues and

enhances their knowledge in a systematic manner.
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Literature has also shown that learning can beregg@thby concepts such as ‘eco-school’ or
‘whole school approach’ to environmental learnindheve learners, educators, local
government and the members of the community aneghtatogether (paragraph 2.16). This
links up with the framework for Local Agenda 21.elbcourages learners to engage in a
process of facilitating sustainable developmentaatocal level because learners are
encouraged to take actions beyond the classroomdawélop responsible attitudes and

commitments both at home and in the wider community

Societies are not homogenous and there is no walveapproach to the earth’s
environmental problems. Values of biodiversity axadural resources are driven from many
religious, spiritual, aesthetic, educational, ratimmal and cultural uses. Ethical dilemmas of
resource management and conservation will alwaybw®licated. Integration of a range of
values from stakeholders is the way forward. Rulltihistory, awareness of traditional
scheme and negotiated rules of conduct are paramioumy multicultural society. This

requires new orientation to teaching and learningtheds and expected community

participation (paragraph 2.17).

Educators interviewed acknowledge the use of oot-dwtivities in their lessons, but in

contradiction, learners’ focus group discussioridatkd that they are few cases when they
are taken for outdoor activities (paragraph 4.2.606is may indicate that educators merely
described the intended or conceptualized teachppgoach instead of the actual teaching

practice on the ground.

From the empirical study it is concluded that edoisa interviewed are aware of the
importance of indigenous knowledge in terms of @nstble and unsustainable ways of
living. There is, however, no evidence that IK igegrated in their daily teaching of
environmental issues in schools. Evidence fromathentitative research also indicates that
educators do not use their local environment farctfical activities. Most schools do not
have EL school policies, action plan and EL co-dowtors and participation in national

and international environmental days.

Schools focused on addressing issues related togheof water, litter and health issues
while paying little attention to waste reductiometuse of energy saving measures,
preservation of biodiversity and the use of envimental clubs in the daily aspects of school

life especially rural schools.
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5.2.1.6  Varying methods of assessment in environntahlearning

The literature review of policy documents indicattest various assessment tools, preferably
criterion-referenced should be considered if lea@e expected to show reliable evidence
of learning. It is observed that examination-drivemriculum as opposed to continuous or
outcome system of educating is not appropriate odem educational trends. Official

documents on the constitution of continuous asseissmarks are, in principle, clear but the
implementation thereof is still to be investigatBoth diagnostic assessment and formative,
including summative assessment are stressed. kbpstriant is for learners to be aware of

the goals of the instruction.

In principle, assessment should encompass all thra purposes, that is, assessment
“FOR, AS and OF” learning. Assessment should besdbasn a variety of information
sources. Learner portfolios are regarded as impbeiadence for learning. It is also crucial
that learners are involved in self assessment,pgamd peer assessment. Assessment should
also be based on pre-set criteria of the assesstamdard (paragraph 2.19.2). It has been
noted that learners are expected to do project wbdsic geographical investigation),

practical (geographical skills activities) and wpasts.

The evidence from the empirical study showed thastnof educators regularly assess
learners. Their continuous assessment tasks amgevieo, limited to the chalkboard
activities. There is no link to continuous asses#n@sks such as projects where a learner’s
products can be assessed using a criterion refergystem. Inspection of a sample of
learners’ exercise books shows activities of ldsnta page as constituting a project
(paragraph 4.2.2.5)

5.2.1.7 Learning support materials in schools

The capacity of educators to be able to develaggdapt environmental learning materials to
the needs of learners is crucial in the successipllementation of environmental education
programmes. A variety of learning support materglsh as books, posters, games and
audio-visuals should be used. The design, layodtatwork, easy reading and language

level are crucial for the successful use of theenals.
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Learning support materials should be aestheticafipealing, gender neutral, factually
accurate, interactive and allow learners to engagiee discussions on environmental issues.
The textbook, for example, can be a guide to learfor learners, rather than just a carrier

of information.

The research indicated lack of learning supportemsls (LSM) and interviews with

educators revealed a strong belief that the ladlSdfl severely hindered the implementation
of environmental learning in Geography. The moshiemn LSM mentioned was textbooks
and many educators felt they did not have enougthdeks for all the learners. Without
sufficient materials all learners may not activeyticipate in lessons. Although all schools
visited had electricity, educators did not imprevisr produce their own supplementary
teaching/learning materials and, as a result, tmyd not suggest improvements for the

future environmental learning materials.

5.2.1.7 Extracurricular programs and community support in schools

The school curriculum is already so full that thirdittle room to accommodate additional
subjects. The curriculum implementation may notessarily be limited to classroom
activities but also to out-of-school programmes mghkearners engage in the learning
process in a relaxed and practical way. Many schaoldeveloping countries focus on
enhancing the knowledge of the learners via thevemiional one-way teaching method in
the classroom. Literature has shown that learnarglbe enhanced by concepts such as ‘eco-
school’ or ‘whole school approach’ to environmerigdrning where environmental issues
are integrated into daily life of the school (paggah 2.16). The school may have a plan of

action in which they audit the use of environmengégburces such as water and electricity.

There is also an increase in civil society groups the addition of individual experts who
have developed outdoor EE programmes and activitegscan be applied to extra-curricular
programmes of the schools (paragraph 2.18). Calidiom between non-governmental
organizations (NGOs) and schools in this area ¢®iméng more important in expanding the
delivery of environmental education from the corti@ral style to field-based experimental
learning. Extra-curricular programmes are betterdoated with the local community. This

approach is also more efficient when considerimglithited resources available for schools.
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The result of the empirical study showed that ethrsaare not involved in substantial
extracurricular activities. The only common acivitited was organizing learners to
participate in school manual work days and, tosade extent, in tree planting and vegetable
gardening (paragraph 4.2.5.1). Educators howevpreszed willingness to participate in

environmental clubs if formed at their schools.

The quantitative research aspect indicated lessviamnent of educators in extra-curricular
activities and very weak involvement of educatarthie community EL activities. This was
mostly evident in rural schools and with female @dars. On the other hand, educators
interviewed also indicated that parents are alse ievolved in the environmental learning
activities for schools. The only involvement of @atis was to lend garden equipment like
hoes during the clean-up activities at school gdo(#h2.5.2). Schools do not have special
national and international environmental days irdgggd in their school planning. Only a
limited number of schools participate in such dgly8.6.3). It appears that educators see the
school and ‘outside school’ activities as sepaeadistences with no beneficial overlap or

creative interchange.

5.2.1.9  School environmental policy

The majority of schools (91%) which participatedtire research have no environmental
education policy, action plans and EE coordinatélswever, the policy is necessary to

guide the development of action plans.

5.2.1.10 Continuous professional development of echtors

Interviewed educators professed to have attendedankshops on environmental learning.
This suggests that in-service development oppdiésnare limited (perhaps offered only in
core subjects). Educators claimed they acquiredwladge through their own reading.
However the quantitative data (self-assessmentuiment) indicated that educators will
need more professional training on assessmentwiigk techniques, greening of their
schools and philosophical underpinnings in envirental education. The professional
development approach should be done in such a hayschools share experiences at
cluster or circuit level. With this in mind, it apars that professional development for
Geography educators should focus on current envieomal aspects of the subject as well as
pedagogy. Professional development activities fazusiew ideas, creativity and reflecting

on their own practice.
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5.2.1.11  Learners’ understanding of their environrent

It seems very likely that the way people behavearow the environment will be very much
influenced by what they perceive it to be. For eglando they perceive themselves to be
part of the environment or separate from it? Owirenment is our surrounding. This
includes living and non-living things around useTion-living components of environment
are land, water and air. The living componentsgeens, plants, animals and people. All
plants and animals adjust to the environment inclvithey are born and live. A change in
any component of the environment may cause disatnafiod affect normal life. Any
unfavorable change or degeneration in the enviromme known as ‘Environmental

Pollution’. We need to protect our environmentite lhappily.

Learners understand the term ‘environment’ as aa aurrounding us (living and the non
living) as conceptualized in the paragraph abow@agraph 4.2.6.1). Learners indicated
environmentally ‘good’ things at their schools whiencluded, among others, school
cleanliness and tree planting. The environmentablems in their surroundings were cited
as vandalism, pollution, uncontrolled wildfire andkeforestation (paragraph 4.2.6.3).
Learners also suggested solutions to such probldrhe. only limitation in learners’

understanding of the environment is that they dad mdicate that the environment

influences ‘development or growth’.

5.2.1.12 The role of the regional environmental edation centre

The regional environmental education centre, run kg ¢hvironmental education officer,
should be a centre to support schools by providesgurces to help integrate environmental
education across all subjects, providing profesditearning opportunities to educators and
implementing more sustainable practices in schaatsproviding opportunities for learners’
learning and environmental leadership (paragraph8)2. Integrating the excursion
experience into the learners’ learning at the rjgint in the program helps to build a logical
learning sequence and skill development for thenkya. It also puts any knowledge

developed prior to the excursion in a more meaninggntext.
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Through the environmental education centres, thierea possibility for linking and
networking of clubs at local and national levelkisTwould multiply the educational effects

by facilitating the information exchange and enegimg their activities.

The interview with the environmental education adfi of the Ministry of Environment and

Tourism in the Caprivi region maintained that thesr@eo environmental education centre in
the region. A plan is however, under way to cort$ttwo EE centres, one for the Caprivi
and one for the Kavango region. The office is auttyeengaged with two schools on the
outdoor and sustainable living programmes, so Eiree will be a considerable asset. The
vastness of the area of responsibility and trangpablems were cited as hampering the

implementation of environmental education.

5.3. RECOMMENDATIONS

5.3.1 Recommendations based on conclusions from hatudies

5.3.1.1 Knowledge and understanding of environmenkaducation

» Educators should teach learners to view the enwigsr in a holistic way by focusing
on all dimensions of environmental education sushh& biophysical, social, political
and economic aspects of the environment. Envirotaheissues should also be
interpreted in time and space. The emphasis shoaldn concepts, principles and

processes. Local examples such as case studidd sleoused where possible.

* Learners should think globally while acting loca#lpd be introduced to environmental
issues which Namibia faces. These are biophysisakissuch as water scarcity, climate
change (drought and flooding), pollution, loss midiversity, degradation of life support
system and food security; social issisesh as epidemic diseases especially HIV and

AIDS, rural-urban migration, conflicts over limitgdsources; economic issusgch as

development and poverty; and political issuegated to public participation and

corruption.

» Environmental issues should also be understoogsasras (with inputs, processes and
outputs) and they should be understood in spatahg, in which learners interpret

patterns and processes underlying landscapesiatisdevels.
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The curriculum should be flexible to include thecdb context and the educator’s
initiatives. The national curriculum should not atg educator involvement and focus
on national control. There is a danger that theimuum content will require learners to
‘deliver’ rather than ‘interpret’. This could resin the approval of one set of knowledge
and skills, leading many schools to become depdnoiera single textbook with one

particular series dominating.

5.3.1.2 Skills and attitudes

Learners should be given the opportunity to devedopironmental and geographical
skills such as expression of ideas and observatioough drawing/simple stories,
collecting, classifying, analyzing and interpretirdata and statistics, evaluating
information from a variety of sources, identifyingauses and consequences of
environmental problems and seeking consensus whealing with contested
environmental issues. Learners should be able émtiflg significant places and

geographical features using appropriate maps, ghapbs, diagrams and vocabulary.

Learners should be involved in activities to taketicms for the benefit of the

environment through appreciation of nature andrecem for its quality, desire to work
in groups, be open-minded and the ability to chalde pre-conceived ideas on
environmental issues and claim their environmentght. More professional

development programmes in EE should be organizedgidnal level. The freedom of
an individual within a particular frame of natueald social condition is a pre-condition
that can impact on people’s environmental behaviaod therefore on sustainable

development.

5.3.1.3 Teaching and learning strategies

Teaching and learning should be interesting arelagit. It should engage and motivate
the learners so that it connects to real-life, bmikside the classroom and lives in the
future. In addition, learning should focus on apgeand thorough understanding of the
content rather than surface or superficial learnifge emphasis on concepts, principles
and processes demonstrates that the curriculum doesregard the teaching of

geographic and environmental facts as important.
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Learning should be a social process, rather thaplgia process of transmission, and
talk or active participation is central to the pes. Educators should involve learners in
Value Clarification methods such as moral dilemmagch will also enable learners to
be connected to the real world outside the classrddis also tests the environmental
convictions of learners. This is a way of fosteriegrners’ awareness and training them
how to reach a decision when faced with controakr@nvironmental issues

(responsibility and confidence).

Learners should carry out individual or group pcojeork. This will enable learners to
engage in basic geographical investigations whesg &re expected to formulate aims,
collect, analyse, interpret and present data oic thipe litter or deforestation. This
should be accompanied by practical action or recengations to address the issues.

The educator should monitor and guide learnerautiirout the process.

Group work should be organized in such a way thetet is substantial learning taking
place. Educators should link the appropriate téskbe curriculum, guide the nature of
classroom activity, enable effective learner intdoem, monitor and assess learners’
progress and adjust classroom work to suit eaclat®in. Learner participation will
increase learner interest as well as providing dppdies for learners to ‘discover for

themselves’ and learn from each other.

The educator should provide specific support in tioatext of a learning task:

modelling, praising effort, giving feedback, ingtting and explaining, asking questions,
simplifying, emphasising, making links/remindingdaplacing issues in context. Other
methods such as role plays, simulation games, sxag, group discussion, pair-work

and class presentation could be used.

5.3.1.4 Integration of environmental learning in sbjects

All educators should be trained on how to integrateironmental learning across
subjects. Environmental issues are dynamic andotehshould be able to respond
accordingly.

Co-operation and team work among educators in plgniessons and the field-work
activities are recommended (sound school-basedcalum planning). This will avoid
possible duplication which may cause learners ¢sdanterest. The interest in EE will
ensure that the social, academic and educationglope of geography and other

subjects is not neglected.
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5.3.1.5 The use of outdoor activities and educatongerception of IK

* There should be thorough co-ordination of outdoctiviies which cuts across
subjects.

* Learners learn best through fun, joy and when thieserve and experience how
beautiful nature or culture can be in their locationment. Environmental clubs
and school environmental policy could complementrkwn the conventional

classes.

» Learners’ outdoor activities should include the asthauditing the use of its
resources such as water, paper and electricityy Gumétainable development is a
permanent remedy to droughts, famines and the diwgqdio—diversity on this
earth. Outdoor education addresses learning obgsctithrough guided, direct

experience using natural and built environmentesasurces.

* Indigenous knowledge is a rich resource and a pathustainable living which
should be integrated in daily teaching of environtakissues in schools. We can

learn from positive and negative aspects of indigisrknowledge.

5.3.1.6 Assessment

The school mission should be to develop produdtitizens. To be a productive citizen,
an individual must be capable of performing meafuhdgasks in the real world.
Therefore, schools must help learners become peofiat performing the tasks they
will encounter now and when they gradudte.determine if it is successful, the school
must then ask learners to perform meaningful tasld replicate the real world

challenges.

Schools should examine Assessment for Learning )(Aflthe context of education in
Namibia and consider its relevance to improve thality of education. Some practical
AfL strategies that are currently used in develgpiountries could be considered. The
greatest educational gain are made when learnelsrstand the aim of their learning,
how they progress and how they can achieve the (ammclose the gap in their
knowledge). It is not an add-on or a project; itcentral to effective teaching and

learning.
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Educators should be trained in how to use criteréfarence assessment systems when
assessing environmentally-related projects. Edusashould avoid the tendency to
assess quantity of work and presentation rather tha quality or depth of learning.
Assessment using the level description can be erigilig and this requires capacity

development of educators.

Clear learning intentions/objectives should be stiaand the success criteria should be
negotiated with learners. Peer assessment enaalasets to become self-critical and
independent. The educator should talk with learabmut their self-assessment and how

well they met the criteria for success.

Assessment should also emphasise the learner\@dodl growth and development as
well as group participation in dealing with tasksaoalysing and communicating with

others as a team.

Examination questions should be framed to refldotator’s use of their own examples

to illustrate concepts, principles and processes.

Educators should have time for peer observation disdussions, that is, moderation
between educators and schools. There should bkabaation with colleagues working
on similar aims - wherever contacts can be madatiQmus assessment tasks in the

geography syllabus should guide activities.

5.3.1.7 Learning support materials in schools

One might suggest that for educators to succegsfulblement environmental learning in

Geography, sufficient and appropriate textbooks eafdrence materials must be made

available to educators and learners. These maesfaduld be in line with learner-centred

teaching and provide activities and lessons to emge active learner participation.

Educators should also be trained in material dgreént and adaptation because the needs

of learners vary from region to region.

The materials should also reflect the contributod perspectives of various cultural groups

and encourage a positive attitude towards enviromahéssues. The material should provide

tasks or questions for learners to practise shiligse knowledge in a variety of situations.
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The material should help educators to create asmdam environment that welcomes
learners’ curiosity, rewards creativity, encouragespirit of healthy questioning and avoids
rigidity. The material should routinely include gpeofor learners to express, clarify, justify

and represent his/her ideas.

Women and rural people should also be representétki materials. Educators should aim
to use the national guidance materials selectigely critically to support and enhance the

educator’s own planning, not replace it.

5.3.1.8 Extracurricular programs and community sugport in schools

* Educators should be engaged in extracurricularviie8 at school in order to
supplement what is learned in the classroom. Theseinclude field trips, gardening,
waste management, green and energy saving projwse should be integrated in a
school’s annual plans and the progress reportingitoring mechanisms established.
The educators and parents should try to inculeatearners, the knowledge about the
environment and develop positive and healthy al#ittowards the environment from the

beginning of life.

» The community should be involved in the formulatadfithe environmental policies and
participate in school decision making. The more rawand involved the community is

the greater the likelihood of yielding fresh idessproblems and their solutions.

* Educators and learners should also get involvedoimgoing community-based
environmental activities such as community educatampaigns, drills to prepare for
natural disasters such as flood, and water quafignitoring of local waterways.
Educators should see out-of-class/school actiyitiebbies and interests as feeding into

their personal development and professional criéativ
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5.3.1.9 The school environmental policy

Schools should develop their school environmenéities and action plans which will
guide the school activities. Schools could audiirtienvironmental aspects in terms of
sustainable practice at school level. School enwe@ntal policy is important because
the school community will have an awareness ancnatanding of the effects of their
actions upon the environment in which they live rkvand relax. In order to do this,
they need to take responsibility for their own agti and they need to have a sense of

duty and care for the world in which we live.

5.3.1.10 Continuous professional development of echtors

In order to improve the quality of environmentabreing in Geography, educators
should take all opportunities which include creatimvolvement across a range of the

area of work — with learners, other educators aakkesolders.

In classroom:educators should focus on development of a vadgétgaching/learning
strategies and adapt learning support materiatadet the diverse needs of individual
learnersWith colleagues in the schoaducators should engage in curriculum planning
approaches which allow the school to take ownershiyd expand on national
requirements, as well as promoting the subjecta@ms and learners. Peer coaching
and proper induction of novice teachers should dieed With other educators beyond
school: educators should reflect on each other's experiesbaring professional
expertise, resources and strategi®gh subject colleaguegducators should participate
in exchanging of ideas or approaches and updalieg own knowledge and skills on
the subject at all levels, including reseadhtional bodieseducators can contribute via
national or local association and meetings to disdbe role of the subject. Educators

become role model with their own communities.

5.3.1.11 The role of the regional environmental edation centre
The office of the regional environmental educatficer (responsible for EE centre) in

the ministry of environment and tourism should ciate field visit programmes

together with the ministry of education (synergy).
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A regional inter-ministerial committee could be sgt to facilitate these programmes.
This will enable learners to develop an understagaif concepts such as conservation,
preservation, beautification and stewardship. Tdeagls involved will provide learners

with a solid background in science, nature and @jlidsues. Learners should be given
experiences in nature in order to develop theisseai wonder, exploration and love for

the natural world.

5.3.2 Recommendations for further study

The following are recommended for further study:

» Project work of learners from different schoolsddadbe investigated in order to look at
the differences in standards, quantity and quadtywork, including the nature of
assessment applied. This will help to identify areghere educators need help and
support.

e Studies could be undertaken to compare the apiplicadf environmental learning
processes and methods in schools which participatéde SEEN pilot project (2001-
2005) with those which did not participate. Thisyntketermine the extent to which EL
issues are institutionalized.

» The extent to which environmental education is fpocated into National Standards and
Performance indicators for Schools and Educatorddcbe investigated in order to

understand the current situation.

54 LIMITATIONS

One of the limitations of the study was that oniyef(5) schools participated in the

gualitative aspects of the study and schools whpiticipated were mostly rural schools.
The classroom observation was not conducted tesathe extent to which actual teaching
strategies, varying assessment methods and enwértaatrintegration were implemented in
the classrooms. Learning support materials weresaaitinized to determine the extent to
which environmental issues are covered and als@xbtent to which learning activities in

the learning support materials encourage learrair@d teaching was not included in the
study. The research could have been extended litdmwiews of parents and others in the

community.
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APPENDIX 1: Request to the director of education fopermission to conduct
research

Box 1442
Okahandja
10 September 2010

TO: CHIEF REGIONAL OFFICER
CAPRIVI REGIONAL COUNCIL

FOR ATTENTION: MR L. LUPALEZWI
DIRECTOR OF EDUCATION
DIRECTORATE OF EDUCATION

SUBJECT: REQUEST FOR PERMISSION TO CONDUCT RESEARCH FOR JSC
GEOGRAPHY IN SELECTED SCHOOLS

This is to request for permission to conduct redean selected schools in the Caprivi
region. The research is part of my study with théversity of South Africa to look into the
extent to which environmental learning in the Dexddr Education for Sustainable
Development (DESD) is implemented in JSC Geograplige Namibian curriculum.

Taking cognizance of how the exercise should rtetinpt much of the normal school work,
the data will be collected in two ways. The firsthy means of a Self-assessment postal
guestionnaire to be mailed to all schools with @=@-10 classes. Educators will be
expected to reflect on their own practice. When does this kind of exercise frequently, it
potentially leads to improvement of one’s teachpnactice. The questionnaire may take less
than 30 minutes to complete.

Secondly, a researcher wish to conduct interviewls @eography teachers for Grades 8-10
at five schools (rural, peri urban and urban),udatg a focus group discussion with a group
of learners. The regional office is kindly requeste identify these schools. The research
study will benefit the schools and teachers sinlEeEDNwill have a picture of their training
needs in this area and plan for their continuowsegsional development. The envisaged
date for school visits is 1-5 November 2010.

The result of the study will be shared, all reskathics will be observed.

Yours sincerely

Mr P. Simalumba
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APPENDIX 2: Letter of permission to school principds

Box 1442
Okahandja
7 October 2010

TO: SCHOOL PRINCIPAL
FOR ATTENTION: JSC GEOGRAPHY TEACHER

SUBJECT: REQUEST TO COMPLETE A QUESTIONNAIRE FOR JSC
GEOGRAPHY RESEARCH

This is kindly to request your school to facilitatee completion of the attached Teacher
Self-Evaluation questionnaire / instrument whiclbdsed on environmental learning in JSC
Geography (Grades 8-10). The Geography teacheqisested to participate in this survey
and the regional office has been informed of thisrgise. The research is part of my study
with the University of South Africa to look intodhextent to which environmental learning

in the Decade for Education for Sustainable Develm (DESD) is implemented in JSC

Geography in the Namibian curriculum.

When one does this kind of exercise frequentlpptentially leads to improvement of one’s
teaching practice. The questionnaire may take teas 30 minutes to complete. All
information on this study is confidential and nomes of schools or teachers will be
mentioned in the report.

Enclosed is also an envelop to be stamped andhestusn or before 18 November 2010.
Completed questionnaire should be addressed bdhk &hove address or
National Institute for Educational Development (B)E

Private Bag 2034
Okahandja

Yours sincerely

Mr P. Simalumba
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APPENDIX 3: Teacher Self-assessment instrument (ptzd)

Data gathering instrument (a) questionn+aire

A) Teacher Self-assessment Instrument

1. Schoolcode  .......ocoeiiiil.

2. School social environment
1 2 3
| Rural | Peri-urban | urban |

3. Gender (IMark 1 if you are a mal and 2 if you male)

[1 [ 2 |
4. Years of teaching experience (Croos the apmtpfigure)
1 3 4
| 1-5 | 6-10 | 11-15 [ +16 |
4. Heading

Guide for Teacher Self-assessment

e The primary purpose of the Teacher Self-Assessinstrtument is for reflection on your
own practice. When one does this kind of exerdisguently, it potentially leads to
improvement of one’s teaching practice.

» For the purpose of this study, the information wik be used to judge your practice. You
are not identified when your responses go intadéita base.

* All information on this study is confidential and names of schools or teachers will be
mentioned in the report.

* When rating your classroom practice from the datéelow, be as honest as possible. Thank
you for your willingness to take part in this exeec

Rating scale
4 = You are very confident about this indicator

3 = You are confident about this indicator

2 = Most of the time you feel unsure about thisdatbr

1 = The indicator is seldom or never found in tlessroom or the school. You feel very unsure about
this.

Place a cross in the appropriate space.

Indicator for Teacher 41321

No.1  Knowledge about environmental learning

1. | know factual information about environmengaining (EL) eg. Population,
biodiversity, environmental degradation and risks

2. 1 am knowledgeable about environmental challemescribed in the Curriculum
Guidelines for educator on EL eg. Natural resoame their management,
development and environment, globalisation

3. | consider the environment in its totality —ural and built, technological and
social.

4. | know the MoE policies about environmental féag

No.2 Materials and resources

5. I use existing official materials/resourcesdach EL related topics (eg.
Textbooks)

6. | produce and /or collect my supplementary niagresources to teach EL
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related matters (eg. Posters, news articles, nfimiabteaching materials, videos)

No 3 Skills and attitudes

7. 1 communicate the way people’s cultural actastaffect the environment
(politics, society and religion)

8. | communicate the way individual people afféet environment (individual
actions and behaviour).

9. | teach learners to identify their own attitudesl values toward an issue or the
environment.

10. I teach learners to be aware that there magdye than one way to solve
environmental issue

11. I teach my learners the skills they need tdrdmute to the health of the
environment (participation, decision making)

12. | teach my learners positive attitudes towainésenvironment and to appreciate
the values of others

13. I value cultural practices and indigenous krealge which contribute to
enhancement of environmental health.

No 4. Teaching and learning

14. | feel comfortable talking to my learners abbBut

15. | regularly use local environment to do praadtactivities

16. | teach EL related matters in a learner centrayl

17. | use problem solving skills to identify spé&ciénvironmental problems

18. | teach learners the importance of identifyimgople or actors involved in
environmental issues.

19. I regularly consider ecological costs and bighed designated solutions to
environmental problems and issues.

20. | continuously assess learners’ tasks

No.5 Extra curricular and environmental action

21. I am involved in extra curricular activitiessathool (sport, EL club, debate cluhs

etc)

22. 1 communicate the need for responsible citaetion to resolve EL issues

23. | communicate that there are various levelsneironmental action (individuals,
groups, organizations)

24. 1 am involved in EL related activities in thensmunity

6. How does environmental education (EE) feature ithe school?

Yes

No

25. The school has an environmental policy

26. The school has an environmental action plahgnmlicy)

27. The school has an EE coordinator

28. The school is committed towards teaching abauironmental issues

29. EE features in most learning areas (subjects)

30. EE only features on enviro-days and specishgions

31. EE is evident in practical activities such esycling

If your school has an environmental policy, resptmthe following questions in no. 7 and 8))

7. What type of issues are covered in the schoolly




32. School ground

33. Ablution facilities

34. Litter

35. Water

36. Health issues

37. Waste reduction

38. Energy saving measures

39. Preservation of biodiversity

40. Safety and security

41. Use of environmental resources
42. Integration of environment in the curriculum
43. Establishment of enviro-clubs
44. Celebration of enviro-days

8. How do learners involved in aiming in achievinghe outcomes of the policy

Yes No

45. learning area projects
46. In-school competition
47. School fieldwork
48. Community field work
49. Classroom projects
OtherS .t

9. On which information sources do learners and tezhers draw for environmental information

Yes No

50. Other teachers/educators
51. Other learners
52. Books and magazines
53. Ministry of Education Resource centres
54. Other government ministries
55. Local community member
56. Electronic sources
Other ..o

10. In-service training needs

The list below shows some of the areas which anemgdly included in in-service training in EE.
Select the top 6 in your opinion, and rank, in ormfemportance from 1 to 6 the areas that you woul
like to see included in in-service training

Action research in EE Yes No
Assessment in EE

Local to global learning through themes

Case studies on EE best practice

Participation of learners in decision making
Greening of the school ground

Fieldwork techniques

Philosophical underpinnings of EE

. Teaching methods in EE

10. Environmental audit at schools

11. Environmental education integration in curriculum

CoNooR~WNE

Thank you for participation
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APPENDIX 4: Teachers’ focus group interview guide

Teaching and learning

8. What do you teach learners about environmentahieg?

9. How do you become knowledgeable about environmdgaahing?

10. Describe how you teach about environmental learretaged topics. Which activities do you
use?

11. Describe how you integrate environmental learningther subjects that you teach. Can you
give an example?

12. How do you regularly assess environmentally relédgits

13. May you list problems (if any) in the applicatiohEE approaches

14. What is your perception on using indigenous knog#eds a teaching resource that could
contribute towards efforts to prevent environmedtdradation.

Skills and attitudes
15. Which skills (how to) do (junior secondary) leammeeed to have in order to contribute to
the health of the environment.

Materials and resources
16. Do you have enough materials and resources to mrépateaching environmental learning?
What do you do if you don't find relevant materfals
17. Do you have any suggestions for the future enviremal learning materials to be used for
learners and teachers?

Extra Curricular
18. What extra curricular programs does the school ratlee area of environmental learning?
19. Do you know teachers who would want to be in emvinental awareness club
advisor/facilitator? Would you want to do it?
20. In which ways is the school community supportingiBitiatives at school?
21. does your school participate in the celebratiothefNational and International environment
Days e.g. Arbour Day. If yes please describe has/dione.

Questions from participants
15. Do you have any questions for us on any megtated to environmental learning?
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APPENDIX 5: Questions to local Environmental Educaibn officer

1. How do schools use your office to promote envinental knowledge, values and attitudes?
2. What challenges and opportunities do the redgiengironmental learning office encounters
with regards to implementation of environmentatéag policies.
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APPENDIX 5: Interview schedule for learners

What do you understand by the term ‘environment’?

What do you like about your school environment?

What do you like worst about the school environrdent

What environmental issues or problems are fouraghtharound your school?
What do you think can be done to address thesdgms3

What classroom environmental learning activities/da enjoy most in classroom?
How often do you have outdoor activities/classes

Do you usually celebrate environmental days atakcho

Do elders at home tell you to look after the enwvinent?

10 What environmental project did you participateéirschool?

11. Do you have anything extra comment about the schislthe environment

CoNooA~WONE
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APPENDIX 6: Verbatim Script for interviews with edu cators from schools in Caprivi

A. Educators
School 1: Senior Secondary School
School 2: Combined School
School 3: Combined School
School 4: Combined School
School 5: Combined School

SCHOOL 1 (Senior Secondary School educator)

This is an urban located school with grades 8-1iig approximately 600 learners and 21
teachers

Welcome to school A and now | am conducting innviwith the geography teacher. We
are going to move 15 questions divided in four miiemes which are: teaching and
learning; skills and attitudes; materials and resesiand extra curricular activities. You are
requested to answer questions as honest as possible

What do you teach learners about EL?

| teach learners about EL on how they should ceesand protect their environment.
Learners learn also much about these through tapiish are in the syllabus eg. global
warming. There is no way to talk about the destoncof the environment without talking
about global warming. Learners get more knowledgmuaithis because it is in the syllabus.
What should be done to protect the environment ianlliding the consequences of their
actions when destroying the environment. If theiremment is destroyed, people will not
live because oxygen will not be available. Carbmxide will be high in percentage, which
is global warming.

What do you exactly teach about global warming veerew talking aboutPteach learners
what it is, why it is an environmental problem, sas and the impacts it has on plants and
animals and solutions too. But this is also a cexpbpic for learners to understaMihy?
because it involve other environmental issihat about the use of natural resource?
Limited natural resourcesye are always able to take these learners out ¢o tke
environment. We sometimes refer to verses in théelso that learners can think on how
god for example created this environment and seagds created by human beings today,
in search for survival. Is there anything you tegoln wish to add? No! but | also teach
about population increase in areas such as townaube of movement of people and
problems they cause to towns for examflk!

How do become knowledgeable about EL

One can have knowledge on EL through studying, noks through. We were also taught
about EL. We read books, like in Geography gradevéChave a chapter on ecology. We
deliver the content to learners because we weightaand sometimes we have some min-
workshop sometimes 5 days so that we may have ugbr&nowledge on how the natural
environment functions. We are also helped by infdiom from the Ministry of Environment
and Tourism (directorate of forestryyou referred that you were taught, does it include
courses during the time you were trained to belies Yes but most of the knowledge
came after | started teaching, books | startedimgad

Describe how you go about teaching environmental &ening related topics. Which
activities do you use.
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Laughing!We base our teaching on theory first. We giverimigtion and use the chalkboard
so that learners can understand. We do practigaiving learners a chart to draw a village.
Technically, | tell them to reflect back, draw thidlage how it looked like 10 years ago.
Learners again draw the same village on secondatiagow it looks like currently (now).
They will realise that some of the trees are noemfmut), deforested. Through these
activities learners can see what happened to nmeayate had as a result of high population.
Now you give them precaution that of want they $tholo eg talking to parents, headman on
the consequences of what people are doing.

They can also go to the environment itself or ia threst to learn something near the
village. Tell them that this area was a forestabitat with animals and full of birds and
other living organisms or this area was a farnyoli make a research you will see that some
areas were even farms. They can interview elderselt them how the environment
changed. May be certain living organisms were thieo¢ now they are gone. Some of the
field may no longer be used and the soil is moregeor infertile.

Describe how you integrate EL in other subjects thayou teach. Can you give an
example?

As a cross curricular activities it is integratedmany subject like Life Science, Agriculture
and Geography. You will get that in Geography leasnlearn about Global warming,
vegetation like pastures in Agriculture. Learners taught that if the area is destroyed,
animals will not find pastures or survive whichAigriculture. In Life Science we talk about
percentage of different gases in the atmosphevee iburn the vegetation there will be much
carbon dioxide in the atmosphere. It is subjecatesl. Learners should get this across
subjects.

But is there any coordination between teachers atosl level when planning (joint
planning) for environmental learning teaching singe teach the same childAhh, | am
not quite sure. But the planning itself should be $ame, each teacher plans his own lesson.

How often do you regularly assess EL related topi@s

Assessment, mostly it depends on the teachersntiegehe lesson or offering the subject.
We in Geography give them activities like indivitlyaor in larger group. If it is in groups,
learners’ participation is important and can beeobsd and assessed. Sometimes it is
practically learners should be able to demonsttagarners write activities from the board,
and you have to control. There should be assessethaously.Why should you assess
learners continuously? order to see if they understand and also to rceeoarks for
continuous assessment.

May you list problems (if any) in the application d EL approaches

Problems! There are always there. We don’t haveqgaopy machines because as a senior
secondary school there are many learners and mesoare limited. Also the other problem
is the help, where to get information on EL, althlouhe Ministry of Environment is here
they would sometimes tell you we are too busy aedane doing this and this. Learners
sometimes need to hear information from a visitiffgcial like from the other ministry and
municipality, just for a chang&Vhat about taking learners to the conservanciesional
parks, river side?That one, like Salambala conservancy. The biggedilgm is transport,
we don’t have school transport. We rely on privegetor and government and one can apply
for transport through the ministry but always diffit to succeed. One time they said they
bus was coming collect learners to take them taztimabezi river for observation, but they
did not come. But learners could gain more throkigbwledge if could be exposed in the
field through a structured program.
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What is your perception on using indigenous knowlege as a teaching resource that
could contribute towards efforts to prevent envirormental pollution, degradation?

On this question? In our culture we say you cameatn without asking the elder people.
How they lived and how they continue to live. There many trees that are in the
environment but we don’t know them and how theyewvased. Some are natural fruits
which cannot be cut by cultural practice. Somestia@® used for medicines and elders never
uprooted the whole tree to get a piece of rooteEldbnly dug one side of the trees and
covered it with the soil as a form of conservatand sustainability. These practices are
slowly dying out because people are making busioassf roots for medicine§Vhat about
tales and traditional songsl? you listen to certain song they praise certages and their
areas which had diverse animals, the use of arskiat. One can feel these things during
the Annual Traditional Festivals in which schootsl aultural groups from the community
are recognised by giving prices. Environmentalteglalramas and songs are part of criteria
when judges look at the meaning of sorigganks

Which skills (how to) do Junior secondary school Erners need in order to contribute

to the health of the environment.

They need a lot of skills eg. Not cutting down sreehich is deforesting. If you cut one tree
you should plant another one. Plant a fruit trémime. The habit for throwing paper should
not be allowed where ever they go, whether on p&nirhey should know that for example
plastics can endanger animals. Environmental ptiotets very importantls that all?Yes

Do you have enough materials and resources to premafor teaching environmental
leaning? What do you do if you don't find relevantmaterials?

Materials are not really enough. Textbooks arethete, sometimes only a teacher has a
book. As a teacher you have to copy an activitglwekboard. At times you take them to the
real environment to observe something.

Do you have any suggestions for the future EL mateals to be used for learners and
teachers?

Materials should just be more for the learnerstelmd of only textbooks, charts are very
important to use in classrooms too.

What extra curricular programmes does your school lave in the area of environmental
learning?

Every year we have National Arbour day where allosts assemble somewhere to be
addressed by officials from the Ministry of Enviroent. They talk about the importance of
trees. Communities nowadays have committees tegrohbeir local forests/trees and one
needs a permit to cut trees (and pay a fee). Alsahpeople usually come to talk about
sustainable use of resources on Arbour day.

Do you know of any teachers who would want to be i&L club. Would you be one of
them?

Yes | know most of the teachers eg those teachifeg $cience, Agriculture and Physical
Science. They are interested. | am also intereBigiwe don’t have one here.

In which ways is the school community support EL iftiatives at school?

School is supporting through giving informationléarners. Parents too help learners when
we prepare for annual cultural competitions. Thegppred song related to the environment
and learners have to demonstrate (drama) how tkeg, lhunted animals using bow and
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arrows. They learn more about the environm@tiich other way of community support can
you think of again?Maybe other support cleanliness for learneraieh

Does your school participate in the celebration othe National and International
environmental days e.g. Arbour Day. If yes pleaseedcribe how it is done?

Yes as i mentioned earlier, the school participasgecifically the Arbour day. We are
always invited with other schools. Our schools @veays preparing songs and dramas. The
regional official will give official speeches. Pate are also invited to attend.

SCHOOL 2 (Combined School educator)

This is a peri-urban school 2 km south-east of ikatiMulilo, having grades 1-10 with
approximately 300 learners and 12 teachers

Welcome to school B and | am conducting the inemwith the geography teacher. We are
going to move through 15 questions which are diide four main themes which are:
teaching and learning; skills and attitudes; materiand resources and extra curricular
activities. You are requested to answer questierfsoaest as possible. The information will
be confidential.

What do you teach learners about EL?

Thank you opportunity! To answer your question gihtielaborate a bit or go back to the
syllabus. 1 first look at the competencies for #ydlabus. One can find broader topics on
degradation of the environment, key issues likeowsstation, desertification. Natural
deterioration of the environment. So basically tlsatvhat | emphasize orApart from
deforestation and desertification, what other eominental issues do you teach learners in
geography?Ahh! | also teach about pollution of the envirommand population issues to
learners.

How do become knowledgeable about EL

One becomes knowledgeable, in my case | was tratoeteach in Geography and
environment issues are part of that. On top | alsed to compile extra materials on
environment in essence. There are documentarieth@rtelevision especially National
Geographic on Multi-Choice channels, issues likiel agin and the effects thereof, global
warming and the role of human beings

Describe how you go about teaching environmental dening related topics. Which
activities do you use.

Well! Ahh, | teach EL related topic in diverse waydeel there are many approaches. It is
first better to teach from learners’ experienceirthioles using examples from the local
environment. You can let learners imagine the ckarg a village which had trees. The
learner should put himself in that position to uistiEnding what is going on. These are
activities | use.
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Describe how you integrate EL in other subjects thayou teach. Can you give an
example?

Unfortunately | only offer Geography, but | alsofesf Religious and Moral Education
(RME). RME syllabus has also strong environmentgleats in many religions, events
which happened in e.g. Hindu, Islam, Christianigarly all subjects. For example a river
played a role that Moses survived when the Israebss the river Jordaan according to the
bible, which is the environment which protected hifou can also look at the rules and laws
of Judaism or how people lived in their communitiesslam.But do you do joint planning
with other teachers when teachiny®, we don’t do that.

How often do you regularly assess EL related topi@s

| assess in many ways. You should first let leaner be aware of the environmental
biodiversity, to understand the environment. | gheme works, test in order to see if
learners understand the topics. | do assess mtist cime but sometime it is oral methods.

May you list problems (if any) in the application d EL approaches?

Basically the first problem is that environmentdining is a wide subject e.g. We can talk
of animals like Kudu. Learners may naturally seehsanimals as something to kill for food.

| takes time to make learners to change their nsieid and appreciate nature. If a Hare
crosses here for example, it will be chased bynkerar What about taking learners see other
natural and beautiful areas (wilderne8sjhe problem is transport. One can put a transport
request but it dies a natural death. But goingaaut also take only half a day e.g. when
taking learners to the river to see some formsro§ien, water pollution instead of just
learning from the textbook. They (learners) can glamate N$10.00 eaclts there any other
problem you wish to add4o!

What is your perception on using indigenous knowlege as a teaching resource that
could contribute towards efforts to prevent envirormental pollution, degradation?

Ahh, like |1 was implying before, IK can be helpfoécause this is how we were brought
before if it is strengthen and driven in the rightection in terms of how one prevent
environmental degradation. | think this can be #eaot solution to most environmental
problems we have. One can amplify on positives. iBid tricky because some of the IK
activities can be negative eg. if the communitiescfised monocultureCan you give an
example of cultural and traditional practice whiatan benefit the environment?An
example is how elders used to change pastures, takarg cattle to the riverside for four
months and taking the cattle to higher groundsest the land and let grass to grow again
when it starts to rain. This was done to allow grasrecover (kind of a rotational grazing).
These were good practices in our communit@say, but do people still use these things?
No only a few.

Which skills (how to) do Junior secondary school krners need in order to contribute

to the health of the environment.

Well, on HIV-AIDS when kids are made to be awareyt have a know-how on how to

protect themselves. Again these are forms of kndgédeand skills they have to apply e.g.
Littering, they should know why it is not necess#mythrough anywhere. Better farming

techniques they learn at schools should be appli¢gtbme. During dry seasons they should
know when to increase the number of stock andwhahn it is drought the can sell off some
of the animals in order to limit the loss and tisey do that when they are adults.
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Do you have enough material and resources to preparfor teaching environmental
leaning? What do you do if you don’t find relevantmaterials?

Well materials will never be enough since EL isradder area. It depends on what is
available. If one does not find relevant materittiere are government officials like from
Ministry of Environment and Tourism. They can cotoegive materials and lessons. On
HIV we have a clinic and there is a nurse next ldte is always invited give materials and
offer her expertiseDo you have access audio-visual materiadla¥se video cassettes and
fortunately we just received a television donatymu see there, with a satellite dish and |
follow all programs like National Geographic canvé@amany documentaries on
conservation. | usually record them on videos dag them when | teach an environmental
related topic eg on earthquakes and conservatiailédfnimals.

Do you have any suggestions for the future EL mateals to be used for learners and
teachers?
Not exactly, but provide charts

What extra curricular programmes does your school hve in the area of environmental
learning?

We do have gardens which we usually cultivate \aget with the help of Agricultural
Science teacher, through it only happens certaia of the year

Do you know of any teachers who would want to be i&L club? Would you be one of
them?

Yes | think teachers can be interested but only nwvbee tries to involve them. The
environment is important. We live in the environmdndon’t think there are people who
will say they don’t want to be part of the club &ese it is like biting the fingers which feed
you.

In which ways is the school community support EL iftiatives at school?
Ahha! Well, when we clean the school, parents nbdymzorrow implements like hoes to
learners to come and use. Otherwise there are ng ways they are involved here.

Does your school participate in the celebration othe National and International
environmental days e.g. Arbour Day. If yes pleaseedcribe how it is done?

It used to be done, as you have seen when drintagtihe school, you look at the left side.
This was done on the National Arbour day we plativede trees the blue gum. But now we
are failing again.
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SCHOOLS3 (Combined School: teacher)

This is a rural school 45 km east of Katima mulilas grades 1-10 with approximately 450
learners and 14 teachers.

Welcome to school C and now | am conducting intesvivith the geography teacher. We
are going to move through 15 questions which aveled in four main themes which are:

teaching and learning; skills and attitudes; materiand resources and extra curricular
activities. You are requested to answer guestisrimaest as possible.

What do you teach learners about EL?

Ahha! Geography is in fact an environmental subjBetcause most of the things we teach
concerns the environment. We teach how to congbe/environment, when we talk about
problems which affect the environment: deforesmtiovergrazing, overstocking, land
degradation, soil erosion and so on. They are adtmsgrade in the syllabus for geography
grade 8-10. And then we do also talk about diseasgsandemics which affect animals,
including HIV and AIDS which affects the people. \Ween go as far as teaching about the
economics, when need to develop we use renewalblenan-renewable resources. How
successfully we can use these to make sure we reensiee environment for the future
generation to use the resources too. These are sdntbe things we teach about
environment

How do become knowledgeable about EL

First, | came to know through a natural way. Weehagen many things from the time we
were young and in that way we started learning aiboal environment. The mother could
tell me clean your shirt, | could see elder brathand sister cleaning. Learning about the
environment is a common thing and when go to sehojust to add on what we learned
home. | was trained, | remember our lecturer dutirsgning telling us to compile EL
resource books where we could discover, analysiecamuental issues. We could feel things
ourselves.

What about continuous professional developmentrarames like workshops?

Workshops in our context are not done, teachergtimg are there sometimes but we don’t
specifically discuss environmental issues. Sinsgaited teaching in 2005, | attended only
two workshops for Geography and unfortunately thegre not specifically on EL. So
workshops are not conducted often.

Describe how you go about teaching environmental &ening related topics. Which
activities do you use?

In my classroom! How you teach learners depentheravailability of materials that you
have. | could choose different topics about prolslevhich affect the environment. | will tell
one group to define deforestation, the other grdbefine overstocking and the other group
define bush encroachment. | give questionnairee @ em home work and they later come
back they tell us about the result of the taskveghem. What is the result if we cut trees or
overstocking. This year there was a group whichedrom regional office for cleaning
campaign. And as a Geography teacher | went dhtlearners to collect litter, and learners
learned that some garbage are biodegradable wthikrsoare not. They learned of waste
materials which can be recycled, sorting of garbage

What about visits to Nature conservancies, | seg gohool is located less than 20 km from

Salambala ConservancyWe did not yet have a visit like that but this yea initiated a
visit to Salambala but failed because of transpablems.
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Describe how you integrate EL in other subjects thayou teach. Can you give an
example?

Let me give an example, i teach one of the non-ptmmal subjects, that is, Art and
Culture. Art and Culture uses the surrounding ueses to develop items out of local
materials. We collect garbage, newspapers, tinglebcand produce things. In the way we
are encouraging learners collect garbage from¢hed surrounding, cleaning as a way of
integration and use the waste materials.

How often do you regularly assess EL related topi@s

Ahh! | always use home work, test. | assess themsdliryg group work. | produce with them
a questionnaire to guide their work on a projece ¢&n use questions for example a concept
on deforestation which they have to search for answThe marks which they get are
recorded and often give exercises to learners

May you list problems (if any) in the application d EL approaches?

Those are problems but they are not difficult. Stommes learners are hearing the topics for
the first time and if you use group work, you wileed to explain first. Their prior
knowledge need to be cultivated first. You havehange the method of teaching though
sometimesls that the only problem you encounté¥®! language can be a problem also.
Learners may not express themselves or read aotakthith understanding.

What is your perception on using indigenous knowlege as a teaching resource that
could contribute towards efforts to prevent envirormental pollution, degradation?

| just said that learning about the environmentdusestart at home with parents. Learning
through IK is always a beautiful way because ouepiused to do that before. Let me give
an example, the library we had, we once conduttisdproject, by telling learners to collect
medicines in forms of herbs and exhibit them inltheary on the wall. They used charts to
paste roots and leaves on charts. They give nartteegilant from which a piece of root or
leaf comes from and explain how it is used, howttbe looks like. We also collect garbage
and classify them and explain how they can be disgoPlastics bag which people use are
not indigenous.

Which skills (how to) do junior secondary school larners need in order to contribute

to the health of the environment.

Learners need to be talk. You know just yesterdayas just clarifying to learners the
difference between hygiene and sanitation to learieearners need the skills for cleaning
using different detergents. When they want to cldiffierent items at home, what do they
use? They need to have a clean environmafhiat about the importance of biodiversity?
They should be able to differentiate between thaseh can be decomposed or not.

Do you have enough material curricular and resource to prepare for teaching
environmental leaning? What do you do if you don’find relevant materials?

| don’t know whether they are relevant or not dutlepends on how you use them. The
syllabus is there, books, subject policies, yeanplare relevant. Textbooks are not enough
especially in the class. | have 63 learners withielbooks in Geography grade 10. | don'’t
give these textbooks to learners. | go from onsscta another with these books. Some times
I make copies of diagrams from books as a solwgmthat learners can work in groups. We
do not have charts, videos cassettWbat do you do if you don’'t hav&€mhe can borrow
videos from teacher of other schools
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Do you have any suggestions for the future EL matéls to be used for learners and
teachers?

I will suggest if more textbooks are given to sdsod wonder why some subject like
Science and Arts are provided with textbooks. Sonet we run copies for learners by
using funds from our salaries. Writing summariesbalk board waste time. If we could use
transparencies just to project and learners writicguld be good.

What extra curricular programmes does your school lave in the area of environmental
learning?

We only participated in clean up campaign but iswaly once. | remember at the time that
it was organised with participation from the traatial court (Khuta)

Do you know of any teachers who would want to be i&L club. Would you be one of
them?

| don’t know. But I like the principal and | dorkinow maybe because we are neighbours.
Every step he take | see. And | see every stemkest | remember we once organised
learners to clean papers which were trapping onstol flowers, fence and fences for
teachers’ housing. | feel he can lead in that evolaa

In which ways is the school community support EL iftiatives at school?

| did not yet see the project initiated by the camity, but what | know is in individual
houses we cannot find much litter which means #reydoing something. We use trees and
grass for building and that has become too mucle ddmmunity used to seen burning
refuse but | think they are not informed. We segrlers coming with clean uniform because
of parent contribution. If learners come from héney should apply that knowledge. |
remember the local traditional court (Khuta) alsee dime invited the school learners to
participate in a clean up campaign in the area.

Does your school participate in the celebration othe National and International
environmental days e.g. Arbour Day. If yes pleaseedcribe how it is done?
No for now
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SCHOOL 4 (Combined School: teacher

This is a rural school located 60 km east of KatiMalilo along the Ngoma main road
connecting Namibia to Botswana through Ngoma bongest. It has Grades 1-10 with
approximately 300 learners and 13 teachers.

Welcome to school D and now | am conducting inamvivith two geography teachers. We
are going to move through 15 questions which avaled in four main themes which are:

teaching and learning; skills and attitudes; materiand resources and extra curricular
activities. You are requested to answer questignisoaest as possible. Information will be
confidential and no name of the school or participeill be revealed.

What do you teach learners about EL?

Teacher A: ok! It is broader term. There are masués which are under the topic EL like in
ecology: we talk about pollution, deforestationemyrazing. And also a topic like population
geography is an environmental learning topinything elseeacher B: yaah! Maybe the
same. Also when it comes to climatology, this toplould be linked to environmental
related activities e.g. areas which receives raith those which do not receive more rain.
Learners can look at the nature of trees (e.gotadhort) to determine the rainfall prevalence
in the area.

What do you focus on if you teach deforestatide@acher A:in terms of deforestation,
learners should be able to know why it is an emwirental problem for example, what is
deforestation?, what is its causes and how carolve shem. Learners should be taught the
idea of sustainability. People cannot do away wpitlpulation as an environmental issue
(ignoring) because people are moving, creating Inemes and farms and that has an impact
of natural environment. They should know that ifiyaut one tree you plant the other.

How do become knowledgeable about EL

Teacher A: okay! as teachers we are encouragesatbavery day to get more knowledge.
We read newspapers so that we know what is hapgpé@niour communities or the country. |

borrow the books from the library to read and dedr information to teach learners.

Teacher B: we have the internet today, we can lgetinformation to take to classes.
Teachers that are at this school also have thenmafiton and knowledge on environmental
learning, so they can share with us.

Describe how you go about teaching environmental &ening related topics. Which
activities do you use?

Teacher B: if | come to a topic in a syllabus wguiee them sometimes to move out. We
for example go and see a river erosion at a brad@®inela border post between Zambia and
Namibia. If it is about pollution, they can go dotfind a polluted area, discuss what can
even be done and they even be later involved endahg the local surrounding.

Teacher A: in the classroom, | normally | give tham articles with questions which are
environmental related. They read and answer thstigus, we discuss together.

Describe how you integrate EL in other subjects thayou teach. Can you give an
example?

Teacher A: in language we can teach people on & ldg over-fishing which is in
Geography grade 10 and also relevant to commundtiethe Caprivi floodplain. It is
apparent here that people use nets of smalleresie®, mosquito nets to catch fish. | will tell
them to write the letter of an issue (why it is dw@ing a problem), together with a letter of
complaint to the relevant authority. In that wayythlearn how to write (skills) while
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addressing an environmental problem. Teacher EBilozi language learners can write a
letter to the Ministry of Environment to complaiovh the elephants are destroying their
crop fields. In that way they learn spelling andrgmar rules.

How often do you regularly assess EL related topi@s

Teacher A: first through questions based on theremwental topic. Sometimes just orals.
In grade 10 | always give projects on ecology. Theyout and see and then compile the
project. They can also do a project on the locahmanity especially on rural-urban
migration. They can find out who are the people tnhesving to towns, are they female or
male and which age group. The can find informaticm parents and write a report.
Teacher B | do continuous assessment using tedtsthar practical.

May you list problems (if any) in the application d EL approaches?

Teacher B: Problems are always there especiallynwbe go in the class. When you go in
the field you have to warn learners of dangergf@mple when visiting a river. Transport to
visit other places is transpo&nything to add?eacher B: lack of materials like textbooks is
a problem.

What is your perception on using indigenous knowlege as a teaching resource that
could contribute towards efforts to prevent envirormental degradation?

Teacher A: okay | think, it is of importance to use You will find that sometimes we
should invite those people in the Ministry of Emviment to come and lecture our learners.
If they go in the field and have many informatioedl knowledge they can come share. Our
learners should get information.

Teacher B: Yaah. Indigenous people, we should dram them for example, the local
traditional leaders in a village (Indunas) eanisre empowered on local government level
to guard against uncontrolled wild-fires. Learneas know that wild-fire is not part of the
cultural practice. But certain practices can benged e.g. littering if it happened in a
community. We can benefit from other aspects oig@adous knowledge.

Which skills (how to) do junior secondary school larners need in order to contribute

to the health of the environment.

Uuuuh! Learners should be interested, told thesequences of environment. They have to
have cleaning campaigns like once every month. &geproverb “ a healthy mind in the
healthy body” Just like the environment, learndmsutd clean their environmenWhat
about the importance of biodiversity2arners should be encouraged not to cut dows,tree
they should love nature around. Cockroaches artdresl are important to human beings.

Do you have enough material curricular and resource to prepare for teaching
environmental leaning? What do you do if you don’find relevant materials?

Materials are not enough, especially in Geograpbgrners share textbooks to some extent
that five learners share one textbook. A solutothat we do copy an activity from the text
book for them to do activities in groups. We ddréive videos on earthquakes, volcanoes.

Do you have any suggestions for the future EL mateéls to be used for learners and
teachers?

If you people can think of us and provide mater@isbiodiversity, | saw some when | was
at NIED. Many posters cover environmental topics.
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What extra curricular programmes does your school lave in the area of environmental
learning?

Teacher B: There is only school manual work prognenwhere we do cleaning once in a
week, for two hours in the afternooife@cher A nodes in agreement).

Do you know of any teachers who would want to be iEL club? Would you be one of
them?

Teachers at this school are aware and willing.wkit we need is encouragement from the
management to start the club and keep it alive.

Does your school participate in the celebration othe National and International
environmental days e.g. Arbour Day. If yes pleaseedcribe how it is done?

Yes we participated on a day organised by the Minisf Agriculture.Do you integrate
these special days in your annual school programmNes here we ignore some of these
things and we concentrate more on examination.

In which ways is the school community support EL iftiatives at school?

No maybe if we introduce EL clubs.

Do you have any other question on us
How will you going to help the schools? Informatigathered may help with future planning
on professional development of teachers.

SCHOOL 5: Combined School: teacher

This is a rural located school, 40 km south of Tlevn of Katima Mulilo. It has grades 1-10
approximately 300 learners with 14 teachers

What do you teach learners about EL?

Alright thanks. EL is a contextual subject that siat imposing the living area where people
are found. So this is to be taught to learnerg#étise the needs within their environment and
of how to take care of their environmental. Theuds on sustainable ways to managing
their environments.What topics do you teach® is ecology, the one that tackles

environmental problems. It deals with the ecosystewhere people, living and the non-

living do integrate themselves.

How do become knowledgeable about EL
We know about the environment itself gives thedast® us because it is surrounding us.
We see some of the natural processes that desmibbéo have sustainable environment

Describe how you go about teaching environmental &ening related topics. Which
activities do you use?

The environment itself is a good example that weukh know how we associate with
ourselves environment, of how we teach. It is aeepce based examples, daily interaction
between learners, where they live and are expdatddarn from what they know. For
example deforestation, learners can go outsidendbe forest the classroom to see. They
know that they used to collect fire-wood, you caregeference, if they cut down trees and
have to know what happens a classroom which activities do you ugefle can give a
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topic and activity, and learners work as individuahd group work. Learners may answer
guestions related to the topic either in groupsdividuals.

Describe how you integrate EL in other subjects thayou teach. Can you give an
example?

Has to do with relating Environmental topics in tither subjects taught so that learners are
aware of all corners that EL is found in all sukgeénstead of only geography. This is to
make learners aware that environment is everywhere

How often do you regularly assess EL related topi@s

It is individual and group assessment. This isitm fout how much learners know or
understood from the topic presented. At timessitlifficult to give all assessment tasks
required by the syllabus. Little tasks we give hems can just be converted to real marks, as
long as they get prepared for final examinations.

May you list problems (if any) in the application d EL approaches

Alright! Problems may be there because some prablm not from the local environment
of learners e.g. When we talk of industrial pobuti learners may not be familiar with such
things. They may not understand the topithat do you usually do in such case where you
teach about industrial pollutionThey are not used to industrial perspectives;ameces
like pictures, visual aids should be used.

What is your perception on using indigenous knowlege as a teaching resource that
could contribute towards efforts to prevent envirormental pollution, degradation

This would also help because the environmental lpnod encountered, is something
realised by other individuals, e.g. Deforestatian pesult into flooding, everyone knows.

Which skills (how to) do Junior secondary school krners need in order to contribute

to the health of the environment.

This may include individual and group skills thaeeyone must apply. They must know the
environment itself in deep, the effects of whatytde, misuse of the environment and how
to manage it.You mentioned of group cooperatiohey should be high cooperation
because there is no way to achieve sustainablelogenent, eg. If they do not have to
through bottles. If individuals are involved ane tiajority through bottles, the image of the
town will not improve.

Do you have enough material curricular and resource to prepare for teaching
environmental leaning? What do you do if you don’find relevant materials?

Materials are not such enough. We need materiadagport the support the subject. It is my
duty to look after materials. | collect things suh Videos, projectors, the can use radios,
TV.

Do you have any suggestions for the future EL mateals to be used for learners and
teachers?
Ahhah, yes. | suggest that schools should be gedviTV to support environmental
subjects, so that learners cambeableto seenémmashould be able to see environmental
problems in other countries. If we talk of enviramh what is happening in other countries
may affect our country e.g. Global warning.

What extra-curricular programmes does your school lave in the area of environmental
learning?
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We usually plant trees during Arbour day. That lsywe have green trees, we collect small
trees and plant even though some are natural nibey to be taken care of

Do you know of any teachers who would want to be i&L club. Would you be one of
them?
Yes, they are willing, e.g. For Life Science andiéglture

In which ways is the school community support EL iftiatives at school?
They do not support

Does your school participate in the celebration othe National and International

environmental days e.g. Arbour Day. If yes pleaseedcribe how it is done?
Yes, Arbour Day only. People do tree planting. Wé® @lan clean up campaigns
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APPENDIX 7: Verbatim transcript for focus group discussions with learners
SCHOOL: 1 LEARNERS

This is an urban located school with grades 8-1thwaipproximately 600 learners and 21
teachers

Welcome to school B. Dear learners | am conductirgsearch on the implementation of
environmental learning in Geography Grades 8-1@h& Caprivi region. | will ask you
eleven questions and you are requested to answgraatcipant in the discussion as honest
as possible. The information is confidential. Ttemes of the participants and the school
will not be revealed.

What do you understand by the term “environment”

Learner A: Environment is everything around us.rbea B: it is the natural environment
which is surrounding us, nature created by ¢ulat is it are saying as “everything around
us"? Learner D: these are things like the soil we plguygants, birds even fish in the river.
Is there anything other learners can add to thestjpa?No that is allok

What do you like about your school environment?

Learner E: | like many trees at the school. Weusier trees (shade) when it is hot. Learner
B: I like most is the orchard which prevents sedston.Can you explain how the orchard
prevents soil erosionRearner B: because the soil is not open to windwhen water falls
during the rain time. Learner F: | also like béfaliflowers planted in the right order which
makes our schools beautiful. Learners D: It alswvidies mangoes fruits which we usually
eat. Learner E: Also | like the beautiful loanyggavhere learners usually sit and eat during
break times.

What do you like worst about your school environmet?

Learner A: what is like worst is litter, littering one of the problem, and it caused by
learners. B: The soccer field is full of gravel asden we play there is dust and learners can
be injured. C: The floor for our classes are najand conditions are full of pot-holes, when
we sweep, the classroom cannot be cleaned projerbhen teachers punish learners they
used to tell them to uproot trees which is not adgthing. E: Soil erosion is also a problem
around the school because some areas have few @#ws learners, do you have other
things you like worst about your scho®®, just the sameékay

What environmental problems or issues are found imnd around your environment?
Learners A: Litter, Cutting of trees without plamgi some. Learner B: Ground pollution
because of papers and tins outside next to theféiso air pollution. Can you explain how
air pollution is caused here?. This happens wheplpeburn the papers and garden refuse
they contribute to carbon in the atmosphere. Laedfgerfumes realise dangerous gasses
like CFCs which damage the ozone. Learner E: yee disposals cause gasses from
refrigerators to pollute air. Learners C: cuttifgrees which suppose to absorb carbon and
realise oxygen contributes to global warmiBg you have other problems you might have
forgotten?Learners are all quite.

What do you think can be done to address these prigms?

Learner A: problems like littering, they should pide bust bins but also should be provided
with information so that people should not littExeryone has a responsibilitiyearner B:
they should buy perfumes which do not contain demggegasses but ozone friendly (CFCs).
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Plant one tree if you cut one is a better way. heaD: Educate people how to protect their
environmentDo other learners wish to add on some of the smhstto address problems we
mentioned earlierBurning of garbage?Learner F: people should decompose garden refuse
the refuse and papers.

What classroom EL activities do you enjoy most inte classroom?

Learner A: How to save watdfan you expand on that an&hen we learn for example that
if our tapes are liking we are going to pay morealner B: How to use energy
appropriately. Learner C: We learn that we haveetrycle water to water the plants after
washing clothes. Learner D: Bottles can also bgcted and should be collected and taken
back. What classroom teaching methods to you enjoy maséPner F: when we work in
group and share informatioAnything to add to he has said? Learners shack tiead to
signal that it is enough for them.

How often do you have outdoor activities/classes?
In once month in a month, like last term, we weul to see litter is done in the local area
with the geography teacher.

Do you usually celebrate environmental days at youschool?
All learnersNo? only Arbour day. Yes the Arbour day

Do elders tell you to look after the environment?

Learner A: Yes. They tell us not to through bottbesause we will be hurt. Learner B: We
help the mother to clean the courtyards. LearneiM®: also learned about Lilalanda in
makete (environmental health) from parents. Leafelhey always tell us not to burn
garbage but to decompose / burying théearner C how do your parents tell you to look
after the environment&Iso not to cut trees

What environmental projects did you participate inat school?

Learner E: Web had a project on behavioural chgRdé-AIDS) at the Teacher Resource
Centre (TRC) last termWe participated group discussion and drama. Otlearrhers
nodding in agreement, yes, yes behavioural chah®ke.

Do you have any extra comment about the school artde environment?

We teach you so that where ever you go people kmast that you have knowledge for
environmental protection. Linking want you learg.e.Sustainable use of energy resources,
water etc. At school level we need learners to learn by eepeing nature or biodiversity
e.g. Bird watching. What do we do if we educatepbedo take care of their environment
but they litter even if we put bust bins on the mopgarketat can be difficult and town we do
have rules and regulations which can be enforceshpfe do have structures in communities
where they report their grievances.
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SCHOOL 2: CS LEARNERS

This is a peri-urban school 2 km south east of idatiMulilo, having grades 1-10 with
approximately 300 learners and 12 teachers

Welcome to school B. Dear learners | am conductirrgsearch on the implementation of
environmental learning in Geography Grades 8-1@h& Caprivi region. | will ask you
eleven questions and you are requested to answgraaticipant in the discussion as honest
as possible. The information is confidential. Ttemes of the participants and the school
will not be revealed.

What do you understand by the term ‘environment’

Learner A: environment is where living and nondiyiorganisms are found. Learner B:
environment is the surrounding where all animald hmman beings live. Learner C: where
everything interacts and depends on each o@igrer learners, do you have other ideas to
add on what others have saiti!

What do you like about your school environment?

Learner A: our school environment has the ferté@d where we can grow/cultivate
vegetables. Learners B our school environment iy eéean. It is cleaned everyday by
cleaners. Learner F: our school environment is eatiriby learners from other schools and
usually they take transfer to be here. Learner ke many trees around the school and
provides us with shades. Learner C: we can gelsflilie lemons from our trees. Trees can
provide polls for the fence.

What do you like worst about your school environmet?

Learner A: the worst | like is the way resources ased e.g. water is usually running from
the tap and we waist water. Learner B: cuttingeés around the school ground every time.
Why do you cut trees®/e usually cut the trees. Learners and sometimegptincipal tell
them to cut. Learner C: the classrooms are ndi tely are too old and there is smell from
the ceiling. Learner F: the fence is not correahgcted. Learner E: the garden is not
protected and it is in the open and animals caradansrops.

What environmental problems or issues are found imnd around your environment?
Learner A: deforestation, many people around thér@mment are cutting the trees in the
communities as source of fire-wood. Learner Bpaitution. Can you explain what it is and
why is it a problem®People burning papers and smoke from rubbish whads into the
atmosphere and affect people. Learner C: soil @no€ian you elaborate on it3Vhen trees
are cut down maybe the wind will be blowing or raiashing away the soil.

What do you think can be done to address these prigms?

Learner A: Stop cutting too many treétow? By using the Ministry of Forestry to tell the
people about the importance of trees. Learner Bvile enough tapes to provide water to
many learners not only one tap it can be brok#hat can we do with air pollution you
mentioned earlier as a problemiearner D: People should recycle papers instead of
burning. Learner F: maybe to burry the other indheund. Ay person who wish to add the
other solution™o!
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What classroom EL activities do you enjoy most intte classroom?

Learner A: working in group-work when we discusigjs and then we report to other
learners in the clasall learners nodding to supportlearner B: Working in pairdaVhy do
you enjoy pair workBecause we share ideas with colleges in the class.

How often do you have outdoor activities/classes?
No! (all learners)

Do you usually celebrate environmental days at youschool?
All learnersNoooh!.You don’t celebrate environmental dayé@s(all learners )

Do elders tell you to look after the environment?

Yes! All learners.Can you explain how?2earner A: they tell us not to cut our trees lusea
they take out carbon dioxide and provide oxygerarher B: they tell us to use water in a
good way because without water one cannot surtigarner C: to clean the grass so that
shakes to not harm us. Learner E: they alwaysutelhot to cause wild-fire in the forest
because it kills small animals. Learner F: theyagisvtell us to clean our hands and dishes so
that we don't get diseases.

What environmental projects did you participate inat school?

Learner A: only gardening, by using spades in gartiethis all, what other projects can
others remember at schodlarner F: only that one and we sell vegetablasgall and get
money.

Do you have any extra comment about the school artde environment?
Nothing!

SCHOOL 3: CS LEARNERS

This is a rural school 45 km east of Katima Mullhas grades 1-10 with approximately 450
learners and 14 teachers.

Welcome to school C. Dear learners | am conduaimgsearch on the implementation of
environmental learning in Geography Grades 8-1@h& Caprivi region. | will ask you
eleven questions and you are requested to answgraatcipant in the discussion as honest
as possible. The information is confidential. Ttames of the participants and the school
will not be revealed.

What do you understand by the tern ‘environment’

Learners A: Environment is everything around Like what? can you expand on that?
Learner A: trees, people, animals, air and a lathofgs. Learner B: environment is about
things that are with us and around us like landedr waters, air and they also create
environment. Learner C: things around us like varganisms, air and water.

What do you like about your school environment?
Learner A: | like the trees which provide us witkygen and take up carbon dioxides.
Learner C: | like our school because it is cleasthing can injure. Learner F: | like our
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school because there is nothing polluting thed@an air around the school. D: because we
have clean fresh drinking water. E: Teachers tesdo be clean

What do you like worst about your school environmet?

Learner A: our toilets. They are always dirty, thés no roof and the wall is written with
chalks. Learner C: some people are using the #isaoilets. Learner B: The orchard is not
taken care of. Learner D: Some class roofs ardarngakhen it is rainingAnything other
learners wish to add on what is mentionéd¥®

What environmental problems or issues are found imnd around your environment?
Learner A: Littering. When you look around you wflhd papers. Learner B: In the
communities you will find that some pipes are broked water is coming out and wasted.
C: Deforestation in our area, they cut trees, speaple are cutting many trees. D: toilets in
the communities are liking which are polluting (4iing) the air and the environment.

What do you think can be done to address these prigms?

Learner A: May be we have people to be advisedojp cutting trees and not to throw things
away but put garbage on one area so that they eataken. Learner B: Education and
awareness.

What classroom EL activities do you enjoy most intte classroom?

Learners A: | enjoy going out of the classroom lieking at trees and insects. Learner B: |

enjoy the learner-centred way of learning in wheslerybody has knowledge, participate in

teaching instead of the teacher being the onlytalkéing and just use the chalk board while

we listen. Learner C: | enjoy going out of the slasd learning how to water the garden out
side the class. Learner F: working and waterinthengarden is very nice because there is
fresh air.But do you use sustainable methods to save watheigarden3 We don’t know!

How often do you have outdoor activities/classes?
No! only in Physical Education when involved inigittes to exercise our bodies and when
there is a investigation to do outside the clagsrovAgriculture

Do you usually celebrate environmental days at youschool?
No! (all learners shaking their heads)

Do elder at home tell you to look after the enviroment.

Yes.(all) What do they tell youRearner F: they tell us go clean the dishes. LadBn¢hey
always tell us not to kill elephants so that oulldtken should also come and see animals.
Learner C: they tell us not to cut trees becausecbildren will also need to come and use
them. They should not finish. Anything which other leasneish to addd.earner D: It is
just the same

What environmental project do you participate at the school

We always work in the garden of our school. We wefletables and the income goes in the
school account

Do you have any extra comment about the school artde environment?

Not really! Thank you very much
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SCHOOL 4: CS LEARNERS

This is a rural school located 60 km east of KatiMalilo along the Ngoma main road
connecting Namibia to Botswana through Ngoma bogiest. It is has Grades 1-10 with
approximately 300 learners and 13 teachers.

Welcome to school C. Dear learners | am condudimgsearch on the implementation of
environmental learning in Geography Grades 8-1@h& Caprivi region. | will ask you
eleven questions and you are requested to answgraatcipant in the discussion as honest
as possible. The information is confidential. Ttemes of the participants and the school
will not be revealed.

What do you understand by the tern “environment”

Learner A: environment is the area around our dcaod in the school. Learner B: an area
where people live. Learner C: environment is am avbere animals and people are found.
Learner D: environment is the area where living aad-living things live And lastly what
can you addNo answer!

What do you like about your school environment?

Learner A: | like plants because they provide ubhwkygen. Learners B: | like plants which
attracts tourists. Learner D: | like the way ouadieers teach us(Learners are quite)Do
you have something to adtiifO!

What do you like worst about your school environmet?

Learner F: | don't like when people throw papersuaid the school. Learner E: the toilets
don't look good, they are dirty. Learner B: domested animals used to play around the
school. C: soil erosion is a problem in this atezarner D: people coming from flooded area
of Zambezi to higher land cut down trees for housed fields. Learner E: Littering is
another problem, there are no dust bins around -€lucps. People throw bottles after
drinking. People cut trees and burn them when ngaKields and that creates smoke
pollution in the atmosphere.

What environmental problems or issues are found imnd around your environment?
Learner A: too many animals grazing in this ared te cause erosion. Learner B: cutting
of trees and litterOkay we might have covered some in previous quéstio

What do you think can be done to address these prigms?

Learner A: Providing dust-bin at Cuca-shops an@mogublic areas. Learner C: People must
go to the Ministry of Environment to buy small traed plant them to replace the one they
cut. Learners D: educate people on how to lookr dfteir on environmentWhat other
solution can we think of? Quite. okay

Learner F: when we going out and observe how gamdeis done. When the teacher is
teaching about littering, we usually go out to fmeourselves. Group-work is used and we
communicate with other partners and discuss issues.

What classroom EL activities do you enjoy most inlte classroom?
Learner A: Sometimes! When we go out to do garders see how gardens are prepared
and cared. Learner F: like when we deal with litigrwe always go outside. Learner B:

Group work when we communicate with partners inugso and discuss topics in the
classroom.
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How often do you have outdoor activities/classes?

Learner D: when we study clouds, wind direction &clLast week afternoon we were out
on the Trans-Caprivi Highway next to our school auwihg projects on traffic counts for
GeographyWhat else"Nothing!

Do you usually celebrate environmental days at youschool?
Yes sometimes, participated in HIV - AIDS day intid@a Mulilo by playing dramas, songs
and stories. Which focus on care and awareness.

Do elder at home tell you to look after the enviroment.

Learner A: Yes, they tell us not to make wild-fitescause it will pollute the air. Wild-fire
can kill plants and small animal/hat else?2earner E: they tell us not to cut all trees ia th
field because when we harvest we use the treehedssAnd also the leaves save as
compost manure when they fall on the ground. Leathenot to graze animals on one land
for a long time without changing from that areatmtherDo you have any information you
wish to addNo!

What environmental project do you participate at the school
General cleaning of the school

Do you have any extra comment about the school artde environment?
No!
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SCHOOL 5: C S LEARNERS

Welcome to school E. Dear learners | am conductimgsearch on the implementation of
environmental learning in Geography Grades 8-1Qtha Caprivi region. | will ask you
eleven questions and you are requested to answiepanticipant in the discussion as honest
as possible. The information is confidential. Tlaenes of the participants and the school
will not be revealed.

What do you understand by the tern “environment”

Learner A: Environment is the place where plantd animals are foundAnother learner
who wants to add!Learners B : The environment is everything or ettiimg around us e.g.
rivers fields, roads even the classes. Learner i@ @rea where living and non-living
organisms are foundlVhat do you mean by non-livingPefer to soils, dead plants, grass and
others.Any learner who wants to expand on the understandfrthe environmentlearner

D: | do have the same idea of the place around @iy

What do you like about your school environment?

Learners E: What | like about my school environmisnthat our school is clean and we
always everything is kept well. Why do you likelaan school environment? Because there
are no snakes or mosquitoes which can bite us @achdrs can play freelyDthers are
laughing!

Learner B: | like the school environment becausehaee plants which provide us oxygen
and the take-in carbon dioxidé/hat will happen if plants are few at your schootalid
you plant these tre@sWe will have less oxygen and too much carbonwdanly planted
some of the trees but we take care of them by watéhem and pruning therilext learner,
what do you like most about the school environment?

Learner C: | like the school environment becauseharee the sports field where learners
play football and netball. Our teachers also teaeh, especially how to take care of the
environment.Why is the sports ground make your school spedial is where we play
soccer every Wednesday afternoon and we do exsrcdgegng the period for physical
education. We usually compete with neighbouringosthin sport and our parents usually
come to watch ushe last learners, any thing you wish to add!

Learner D: just a lot of activities like playingcr where teacher used to take us. Learner
E: Playing soccer.

What do you like worst about your school environmet?

Learner A: what | don't like about my school isttmay school environment does not have
the fence.Why do you like the fencelhe fence is to protect the school building from
animals and thieves. Animals usually damage ousidel building and trees around the
school.Learner B what can you add!

Learner B: what | like waist about my school enmiment is the lack of toilet®0 you mean
the school does not have toilets and people usk Wwhen nature callsNo they are toilets
but they are not enough, they are only three fdeatners and it is difficult for all learners
to use them during break time. Toilets are alsoctedn but dirtyNext! Learner C: what |
like worst about my school environment is that Bede 1 learners have a small play
ground, our orchards looks dirty and not wateBad. why is a small play ground for gradel
a problem?lt is because when they play they make noise tloeroclasses and they cannot
be taken to the sports fieldnd the orchard, why is it dirty as you said atwlyou take care
of the orchard”SometimesOk
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Learner E: What is don't like is also that toilet® dirty. Ahaa! Everybody is about dirty
toilets but who should be responsible for cleammhtpilets? Cleaner8ut do learners know
how to use them properi$ome do not know how to use toilets properly

Learner E: what | do not like about my school eowinent is that many learners sometimes
do not come to schodlWhy?When it is time for rain they decide not to comes¢tool and
they look after cattle when elders come to schooleiceive money old peopl@ld age
pension!Yes.Anything any of you wish to addbthing. Others nodding their heads.

What environmental problems or issues are found imnd around your environment?
Learner A: the environmental problem found in otgaais deforestation — the cutting of
trees.Explain how it happens and why is it a problefii®ese people here cut trees to make
timber for selling and sometimes build the courtigarThey do not plant trees but just cut.
They fell the whole big tree instead of cuttingtjasranchAnother opinion!

Learner B: Another problem is that people are mgngrass or making wild fires and
animals are left without grasiset us look at wild-fire as a problem, apart fromiraals not
getting grass to grazehat else is bad about wild-fire.

Learner C: Small animals and insects in the ecesysiannot run faster and can be hurt or
killed by fire. Their living standards become woms¢he grass and trees are burned. Learner
F: when burning the area, the Carbon dioxide wéllgroduced and make us suffer from
cancer.Ok! Others are nodding heads in agreemeéfhat other problems apart from the
one we mentioned are prevalent in our area?

Learner D: the other problem is dumping or littgrivvhen people are drunk they through
away bottle anywhere and that is not gobdt us expand on this pmwhy are bottles
dangerou® Bottles can injure people and our animals whew Hre broken, if you step on
it. People fighting can also use bottles to injane anotherAny addition on litter!Quite!
The next problem in your area yes the next person.

Learner E: The other problem is vandalism, whenkweck off from the school, some
people come back to school and steal or vandalise.these people learnerd®e don't
know but it seems they are learners who misbehank three boys were caught and
punished for that. Do you have a school securitss@e during night? No only in the
holidays there is a care taker.

What do you think can be done to address these prigms?

Learner A : According to Vandalism, it is betterfemce the school. B) For deforestation,
wild-fire and others, we can educate people in loome the impact of doing those things
like wild-fire. What elselD) People must not through bottles away when @@y drunk.
They should have dust-bins to through botfi#hat else on alcoholism again, are bars open
all days!Bars are open even on Sundays from morning toilegen

What classroom EL activities do you enjoy most inte classroom?
A) We enjoy when the teacher is teaching about lidirganisms, they teach us how

they produce, reproductive and how we affect thBinWe enjoy most in those
activities, when teachers allow us to go out andsbutside on our own, talking
about natural resources like plants. C) when thehter is talking
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How often do you have outdoor activities/classes?
A) May be only once in a month. When you do sometlike® Like clouds and when

we go in the orchards.

Do you usually celebrate environmental days at youschool?
No
Do you have any extra comment about the school artde environment?

Do elders tell you to look after the environment?
A) Yes they tell us, those who are educated. Keep pody and environment clean.

But those who are not educated will not.

B) They tell us to clean our bodies, courtyards ardsbE) They ell us not to cut trees.
C) Like my parents, does not allow burning or phayivith fire. D. For me | don't
have anything extra

What environmental projects did you participate inat school?

Gardening, we plant sugar cane and tree plantseitchardWhat do you get from that?
Aah! Usually nothing.
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APPENDIX 8: Verbatim for Environmental education officer in Caprivi region

CAPRIVI REGION: ENVIRONMENTAL EDUCATION OFFICER

Welcome to Katima Mulilo in Caprivi, the Directoeabf Environmental Affairs (EE Unit)

in the ministry of Environment and Tourism. Madamwill ask you a few questions
concerning the implementation of EL in schools. Hgaur Ministry/directorate assist
schools in term of environmental education. You erquested to answer as honest as
possible. Information obtained will be confidential

How does your office promote environmental knowledg, values and attitudes

Thanks you for the visit and interview. First of ke are working with both Primary and
Secondary schools as well as to some extent, eléfstly we are involved in taking
schools for environmental learning tours to localtibhal Parks. In Secondary schools we
found some environmental topics in the subjectiviaie help learners to understand when
schools request our office for help. EL is alsogteun forms of tours and requests usually
come from both primary and secondary schools. \Ke them to the parks and after the
visits we don'’t leave learners like that but theg expected to share want they learned with
fellow learners who could not have the opportunitgke it. In the field they use standard
guestionnaires to record what they learn and dsscugroups. Back home they even go on
local radio for more discussions to share what theye seen. We want them to appreciate
the work for environmental scientists.

Ok who normally pays for these tourkdepends, some of the school learners contribute
certain amount, just for food or local businesspbedelp. They (schools) usually apply for
transport from the transport office of the line msiry (Ministry of Education). But when we
reach the Park they use vehicles from the Minisfrfnvironmental Affairs like the ones
you see parking there, for game drive.

Do you have specialised or structured forms of paaogmes for learners visiting the Local
Parks e.g. for two day to keep learners busy aadniag? It is two fold, sometimes the
school comes with the list of things they want &g this and that. The schools which come
with the list, we usually build a programme basedheir needs. For the schools which want
to go for the sake of tour, usually, we give theiffiecent activities e.g. we give them an
overview of the park, practical which involve trigientification exercise around the office
(by looking at the leaves, branches), we give tipeatautions because we have dangerous
animals, they do game drives, when we get animalstap and start to discuss with them
what these animals are and how they behave, aad. schose are activities we do.

Apart from taking them to natural environments,yda sometimes take learners for short
tours in build up areas in the town to observe distussion local environmental learning
issues with learners? | did not start yet because | just started lasary We have
environmental clubs at schools like St Kizito Cgewhere they are planting vegetables and
an orchard for indigenous trees used as medicineth&r school which work closely with
us is the Sangwali Senior Secondary School which dgroject on recycling, but they
haven’'t gone far because of lack of equipments. aiée planning to assist them write a
proposal and see if they can get funding from supEpNGOs.
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What challenges and opportunities do the regional rvironmental learning office
encounter with regards to implementation of the envonmental learning policies.

They are a lot because | work alone in office. ¥éhto cover two regions, that is, Kavango
and Caprivi region which are bigger regions withrem600 schools. The main problem is
transport, | could cover some of the communitieser€ is no Environmental Education
Centre for these two regions and plans are undetwaypnstruct and EE centre in all 13
regions in Namibia. Currently the nearest is Katjilt EE centre in Otjozondjupa and
Namutoni EE centre in Oshikoto.

Most of government functions are in the procestectntralisation, what about support you
get from the Local Authorities and Regional Cousioih the implementation of EL?

Not much involved, | don’'t know whether they areaagvof the Unit or not. But the Town
Council yes, especially the Tourism office, we planning a project on waste management.

Any opportunity? Which ways do you reach many geoplenvironmental awareness issues
apart from the radio.Caprivi in terms of conservation is now divided tiree parts:
Mudumo North Complex, which is the side of Kongotaming this side, Mudumo South
Complex, the side of Sangwali coming up to Linyaand the third one is Eastern Flood
Plain Complex. So it is easy for example | sometattend these complex meetings or run
workshops in these complexes. They sometimes inviteThey usually meet on a quarterly
basis.

Are local schools aware of your office in case thegd a lesson from an expert on any
environmental issue or materials? How do you maykeirself?

Like this year, | participated in the National Swe Fare. That was a good thing. We were
given a stand and that was real marketing becaose that time, people or schools were
calling the office for assistance on environmemtalies.What do you do when you need
extra materials?There are colleges in Windhoek. | usually call tbrary in Windhoek
material assistance like charts, videos.
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ANNEXURE 9

Summary of activities for Geography Grades 8-10 frm a sample of learners’
exercise books

Note: activities not arranged according to grade.

as

—

School Activity-topic (classification) Comments on length, mark allocation
and quality
1 Weather and climate (exercise);

Drawing a campus direction (project); Exercises were too short. They were

Calculation of a range (practical); mostly half a page in length and learners

Measuring distance seem to only provide few words for an

Word puzzle on weather elements and | answer instead of interpretation.

instruments (project);

Drawing of different types of clouds Activities classified as projects may not

(project); qualify to be projects because they were

Using linear scale to calculate distance | too short and they could be done as

(exercise) classroom activities which could be

Converting scale of a map; completed in 15 minutes. A project in

Tropical deserts (class test); Namibia contexts is an enquiry into a

Drawing of the solar system (practical); | geographical issue — leading to action in

Air pressure systems case of environmental issues.

Renewable resources: water (exercise);| Map-work activities are good practical

Difference between renewable and non-| activities but there is evidence for an

renewable energy sources; investigation into a use of local a resourg

Investigating the uses of trees; except water and trees.

Population

Countries of SADC on map; Criteria reference assessment methods
were not used in any activities classified
projects.

Some activities were not marked.
2. The use of weather instruments;

Converting scale of map; Some of the activities could not be

Day and night equinoxes (exercise); classified in any of the continuous

Labour (exercise); assessment activities of the syllabus, tha

Sustainable use of water in households | is, topic test, practical exercise, projects.

(practical) Activities were too short to allow learners

Hydro-electric power (test); to engage with the topics.

Forms of condensation;

Working with contour lines; Only two activities could be classified as

Physical features of a contour map; projects but the criteria reference

Cross sections and inter-visibility; assessment method was not used in any

Photographs; case.

Population and census Only a few activities were pencil marked
Overall, learning activities were too few
for learners in classroom for 8 months.

3. Drawing a campus direction (not

classified);

The use of weather instruments;
Measuring distance;

Climatic graphs (mean, total and range);
Advantages of solar energy (exercise);

Photographs;

Activities were too short (5-10 marks) an

few for 8 months learners were at schoo|.

Not even one project was given, thus no
evidence for criterion assessment metho
was used.

o
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Contour lines and landforms;
Tropical savannah region;
Population map (exercise);
Investigating child labour;
Types of rocks (test)

Practical activities seem to be of better
quality since they are skills oriented and
data handling.

Most activities were marked by peers
(fellow learners)

Measuring weather (exercise);
Cross section and inter-visibility;
Drawing of a wind rose (exercise)
Seasons of the year

Drawing of water cycle (project)
Forms of condensation;
Examining equatorial region
Solar system (test)

Investigating soil erosion

Major features of the world (major
mountains and rivers)

Air pollution (test)

Map-work revision test.

Activities counted for 10 - 15 marks,
usually on one page.

Activities were not properly classified
whether practical exercises, topic tests 0
projects)

The activities on soil erosion seem to ha
a better length and relevant project but t
criteria reference marking system was n
applied. Though project work is visible,
they cannot also be classified as produc
for learning

All activities were marked.

=
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Directions and cardinal points;

Weather instruments;

Identification of clouds on pictures;
Photographs;

Investigating the solar system (practical
Layers of the atmosphere (drawing) as 3
project;

Water day project;

deforestation

Countries of southern Africa;
Classification of settlements
Water and soil erosion (exercise)
Water pollution

Activities were too short (5-10 marks) an

few for 8 months learners were at schoo|.

Not even one project was given, thus no
evidence for criterion assessment metho
; was used.

Some activities were not marked

o
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