
 
 
 
 
 
 
 
 
 

INVESTIGATING QUALITY IN EDUCATION 
THROUGH THE USE OF AN ACTIVE LEARNING FRAMEWORK: 

 
 

THE CASE OF AN INTERVENTION IN THE NAMIBIAN 
ENVIRONMENTAL STUDIES CURRICULUM 

 
 
 
 
 
 
 
 
 
 
 
 
 

Thesis submitted in partial fulfilment of 
the requirements of the degree of 

 
MASTER OF EDUCATION: 

ENVIRONMENTAL EDUCATION 
 
 

RHODES UNIVERSITY 
 

By: 
Nicola Jacobs 

(609J6180) 
 

Supervisor: 
Dr Ingrid Schudel 

 
February 2015 

 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	ii	

 

ABSTRACT  

The study was conducted to explore the relationship between active learning processes 

emerging from the use of O’Donoghue’s (2001) active learning framework and a series of 

education quality indicators proposed by Nikel and Lowe (2010). To achieve this aim a 

professional educational intervention was conducted encouraging the use of this active learning 

framework in the Namibian Environmental Studies Curriculum, in order to strengthen 

educational quality within the Environmental Studies Curriculum. 

 

The research was conducted in the Windhoek region at the school where I am currently 

teaching. Four teachers took part in this study, including myself in the role of a participant-

observer. The active learning framework was used to guide us in the planning and presentations 

of environmental learning lessons. 

 

The study was conducted within the interpretive paradigm and was qualitative in nature as well 

as focusing on a quantitative aspect to analyse some of the data (learners’ written work). 

Qualitative data were generated through individual interviews, focus-group discussions, lesson 

observations and document analysis. 

 

The key findings of the study were that: a) prior to the intervention with the active learning 

framework the teachers who took part in the study did not ask learners to explore environmental 

issues in the environment or to respond to particular environmental issues; b) active learning 

processes have the potential to facilitate the exploration of environmental issues in the 

environment, and responses to particular environmental issues. Active learning also have the 

potential  to strengthen all aspects of education quality indicated in Nikel and Lowe’s (2010) 

quality model,  namely effectiveness, efficiency, equity, relevance, responsiveness, reflexivity 

and sustainability; c) the active learning framework encouraged teachers to use a variety of 

situated learning approaches, such as the collaborative method, the cooperative method, the 

problem-solving method and the enquiry method,  in order to strengthen the educational quality 

in Environmental Studies classrooms; and d) teachers find the active learning framework useful 

as a tool for planning and presenting environmental learning lessons.  

The findings of the study have the potential to inform curriculum developers, materials 

developers and educators with an interest in improving education quality through 
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environmental learning processes within the Environmental Studies Curriculum in Namibia. 

Furthermore, Nikel and Lowe’s education quality indicators provided an informative and 

comprehensive understanding of education quality and provided a useful tool in evaluating and 

reflecting on education quality as well as my own work as a teacher. 
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CHAPTER 1 

Introduction and background to the study 

1.1 INTRODUCTION 

The purpose of this study was to investigate the relationship between emergent active learning 

processes and educational quality in the Namibian Environmental Studies Curriculum (Grades 

1-4). The study investigates a professional educational intervention where I introduced the 

active learning framework (O’Donoghue, 2001) to the Lower Primary teachers at our school. 

Lower Primary was changed to Junior Primary with the new Curriculum reform that will be 

implemented in 2015. For the purpose of this study the focus will still be on Lower Primary and 

not on Junior Primary as stated above. The active learning framework was used to plan and 

teach Environmental Studies Curriculum topics with an environmental focus. This was done to 

teach learners how to address and respond to environmental problems/issues/risks/concerns 

through active learning processes. However, the main focus of the research was to reflect on 

emergent active learning processes in relation to education quality concerns in Namibia. A 

series of education quality indicators (Nikel & Lowe, 2010) developed within the field of 

environmental education were used to explore the meaning of education quality in the 

Namibian context. This chapter provides contextual background and an overview of the 

research question and goals, my role and interest in the study and a general overview of the 

study as a whole. 

 

1.2 ENVIRONMENTAL EDUCATION POLICY IN NAMIBIA 

In the government document, Towards Education for All – A Development Brief for Education, 

Culture and Training (1993) it is stipulated that environmental awareness is: 

To develop a holistic understanding of the dynamic interdependence of all living things 
and their environment; to develop a sense of responsibility toward restoring and 
maintaining ecological balances through the sustainable management of natural 
resources, and to promote involvement in practical activities to preserve and sustain the 
natural environment (Namibia. Ministry of Education and Culture [MEC], 1993, p. 58).  

My interest is particularly in the last part of this quote, which is to promote involvement in 

practical activities to preserve and sustain the natural environment. Prior to this study I 
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suspected that we as teachers in my school had not focused on the implementation of practical 

activities within the field of environmental learning, but rather on teaching subject content to 

learners within the classroom environment with relevant learning support materials to bring 

understanding about the subject content. I also suspected that in general we did not ask learners 

to explore environmental issues in the environment or to take action to respond to particular 

environmental issues. With this taken into consideration I introduced three colleagues to an 

active learning framework (O’Donoghue, 2001, Section 2.4) “in order to encourage learners to 

become actively involved in addressing and responding to environmental issues” (Schudel, 

Dambuza, Lotz-Sisitka, Magonare, O’ Donoghue & Solomon, 2000, p. 6).  

Taking action for the environment is highlighted in Namibia’s Environmental Education policy 

document. This document states that: 

We the people of Namibia, will actively encourage, support and implement environmental 
education as a means of achieving and fulfilling Article 95 of the Constitution. 
Environmental education should aim to empower Namibians, from all sectors, to 
critically evaluate environmental information options, to make informed decisions, and to 
take actions that will contribute to the goal of environmental and economic sustainability 
(NEEN, 1999, p. 4). 

To address this policy in education, two initiatives were put into practice, namely the Namibia 

Environmental Education Network initiative and the Supporting Environmental Education in 

Namibia initiative. 

The Namibian Environmental Education Network was constituted and registered in June 1995 

as a not-for-profit organisation (NEEN, 1995). This network was created by various Namibian 

environmental education practitioners and educators in response to a desire to work 

collaboratively towards several nationally recognised objectives. These objectives are rooted in 

Article 95 of the Namibian Constitution as mentioned earlier (ibid, 1995). The creation of this 

organisation led to the development of the Supporting Environmental Education in Namibia 

project. 

The Supporting Environmental Education in Namibia project was started in October 2001. 

According to project documentation educationalists had argued for a long time already about 

how we learn and how school learning can be integrated in the environment (SEEN, 2004). It 

also highlights that experiential and cooperative learning is important for learning in real-life 

situations to bring understanding and change (ibid, 2004). SEEN furthermore stipulates that to 

relate school learning to the environment, constructive learning is needed (2001), which 
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requires an exploration of active and participatory approaches that will allow learners to 

encounter, discuss, reflect on and contextualise environmental issues (ibid, 2004). This 

statement was my link to the active learning framework, as it uses the exact words as 

O’Donoghue (2001) who speaks about active and participatory processes that will enable 

learners to encounter, discuss, reflect on and contextualise environmental issues. 

O’Donoghue and Russo note that “the active learning framework as a tool for planning 

environmental learning was rapidly picked up in professional development activities” (2004, p. 

344). This framework for active learning has the potential to encourage learner-centred 

teaching. This is evident in O’Donoghue and Russo’s work where they state that “in 1999-

2001, as environment was identified as a concern within all learning areas in South Africa, an 

open process framework was abstracted as a tool for planning environmental learning and using 

materials in a more learner-centred school curriculum” (2004, p. 344). For this study the active 

learning framework was also used in a learner-centred school curriculum, which will be 

elaborated on in more detail in the following section. 

 

1.3 NAMIBIA’S LEARNER-CENTRED APPROACH TO TEACHING AND   

LEARNING 

In the Namibian curriculum it is stipulated that teaching and learning ought to take place in a 

learner-centred manner. A learner-centred approach is seen as an approach that includes several 

methods and activities that focus primarily on the individual as part of the teaching and learning 

process (Namibia. Ministry of Basic Education and Culture [MBEC], 2005a). 

A process interest in learning is evident in the Namibian curriculum where the teachers are not 

only provided with what they should teach but are also provided with how teaching and 

learning ought to take place (Namibia. MBEC, 2005a). As stipulated in Towards Education for 

All our challenge in the teaching and learning process “is to develop instructional strategies that 

make it possible for learners from varying backgrounds and with differing abilities all to 

progress” (Namibia. MEC, 1993, p. 39). This document also indicates that “it is precisely for 

this reason that a learner-centred approach is so central to the new education system we are 

creating” (ibid, 1993).  
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Namibia has adopted a learner-centred approach to teaching and learning (which was first 

introduced in 2005) with the new curriculum reform (Namibia. MBEC, 2005a). This new 

approach to teaching and learning was adopted to replace the previous approach of teaching and 

learning which was based on a teacher-centred approach. This was done to ensure that all 

learners are included and involved in lesson presentations and to broaden the approach of the 

past where learners were merely passive receivers of content knowledge. In a teacher-centred 

approach, the learners tended not to participate actively in the teaching and learning process in 

terms of knowledge, skills and attitudes (ibid, 2005a). 

The main aim of a learner-centred approach is to develop learning with understanding, and the 

skills and attitudes to contribute to the development of society. Within a learner-centred 

approach “learning in school must involve, build on, extend and challenge the learner’s prior 

knowledge and experience” (Namibia. MBEC, 2005a, p. 94).  

The next section elaborates on the Environmental Studies Curriculum which was the curriculum 

context of this study. It also explains how learner-centredness can be explored in the 

Environmental Studies Curriculum. 

 

1.4 ENVIRONMENTAL AND LEARNER-CENTRED LEARNING IN THE 

NAMIBIAN ENVIRONMENTAL STUDIES CURRICULUM  

The Namibian Environmental Studies Curriculum (Grades 1-4) stipulates that content 

knowledge ought to be contextualised in order to bring understanding to new subject content 

knowledge (Namibia. MBEC, 2005a). Contextualising content knowledge can also be found in 

Hogan’s work (2008). In her study she found that integrating local environmental cultural 

knowledge successfully contributed to curriculum relevance both epistemologically (local 

knowledge, and to different ways of knowing) and pedagogically (active, engaged learning 

processes situated in local context cultures) (ibid, 2008). 

The Namibian Environmental Studies Curriculum (Grades 1-4) emphasises understanding the 

local, social and natural environment whereby new concepts should be applied in a known 

context (Namibia. MBEC, 2005a). A number of authors argue that the use of the learners’ own 

context helps them to understand environmental topics, which enable them to apply this 

knowledge in their everyday lives in order to improve their living standards and situations 
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(Dadder, Baltodano & Torries, 2003; Namibia. MBEC, 2005a; Hogan, 2008; Leach & Moon, 

2008).  

It is stipulated in the Environmental Studies Curriculum that a learner-centred approach helps 

learners to “discover or explore information for themselves” (Nambia. MBEC, 2005a, p. 94). 

The Environmental Studies Curriculum also stipulates that according to a learner-centred 

approach “learners learn best when they are actively involved in the learning process through a 

high degree of participation” (ibid, 2005a, p. 94). The Environmental Studies Curriculum 

furthermore stipulates that a learner-centred approach allows that “learners can gradually be 

given increasing responsibility to participate in planning their own work, under the teacher’s 

guidance” (ibid, 2005a, p. 94).  

Learner-centred education makes room for collaboration, cooperation, critical thinking and 

problem solving while applying knowledge in everyday life. However, learner-centred 

education does not give the teachers guidance explicitly on how to teach learners to take action 

for the environment through active, “real life” learning processes. This is what this research 

project aims to explore with the use of the active learning framework which encourages learner-

centredness as highlighted by O’Donoghue and Russo (2004). It furthermore aims to explore 

whether active learning processes might be a means to improve the educational quality of the 

Environmental Studies Curriculum.  

The research interest is in education quality, the next section elaborates on education quality in 

general and educational quality as stipulated in the Namibian curriculum context. 

 

1.5 EDUCATION QUALITY  

Lotz-Sisitka states that “most of us would agree that improved educational quality is desirable, 

there is little discussion in the environmental education community as to what this actually 

means, and how environmental education may be seen to be improving educational quality” 

(2008, p. 5). According to Nikel and Lowe environmental education may be seen to be 

improving educational quality as they regard quality as a matter of process rather than product. 

They state that “quality is a matter of process rather than product, and that this complex process 

demands a strategic approach” (2010, p. 589). As highlighted by Wals and Van der Leij “the 

world of environmental education focuses too much on formulating the content and outcome of 
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environmental education, and too little on the quality of the learning process” (1997, p. 18). On 

the other hand, Shumba, Kasemba, Mukundu and Muzenda accentuate that “education that is 

relevant and of good quality and provided formally through the school can lead to learning 

values and practices that lead to environmental quality” (2008, p. 94).  

Towards Education for All states that“we have all encountered people who have done well in 

their examinations but who cannot effectively use the formulas and dates they have memorised” 

(Namibia. MEC, 1993, p. 38) and that “we are used to taking examination results as the 

principal and often the only indicator of the quality of our education system” (ibid, 1993, p.38). 

In fact, examination results are only a partial measure of what we need to provide in education 

(ibid, 1993, p. 38). For example, learners can be given the opportunity to do projects where they 

can apply the theory that they have learnt in order to bring the content knowledge measured 

with examination writing into practice. 

Therefore we need to use an approach to teaching and learning that would not only teach 

learners to memorise content knowledge but to put content knowledge into practice through the 

use of practical activities in the teaching and learning processes. These practical activities 

would teach them the knowledge, skills and attitudes that would provide them with the ability 

to apply the content knowledge learnt in their everyday lives. For instance, when teaching the 

learners the topic of deforestation, the learners should not only be given the information to 

memorise, but they should be taken out into the environment to show them the root causes and 

effects of deforestation to enable them to understand why it is important to plant trees as a 

response in order to sustain this natural resource. In this process the learners should be given 

the opportunity to do research on the topic themselves and to work in cooperation to socially 

construct the meaning of deforestation and bring understanding to the topic. Furthermore, in 

order to instil content knowledge of a subject, content knowledge needs to be practised in order 

to internalise the subject content for life. 

Nikel and Lowe note that “a pedagogy-led approach emphasises individuals, relevance and 

efficiency” (2010, p. 592; see also Rosenberg, 2008; Lupele & Lotz-Sisitka, 2012). In Towards 

Education for All it is stipulated that “the most important challenge in improving the quality of 

our education system is to ensure that our teachers are well prepared for the major 

responsibility they carry” (Namibia. MEC, 1993, p. 37). Teachers ought to prepare themselves 

well by using good teaching methods and activities appropriate for the topic they want to teach 

the learners in order for them to understand and apply the content knowledge. As highlighted by 
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Leach and Moon (2008), if poor teaching methods are used, the nature of the learning will also 

be poor.  

 

1.6 NIKEL AND LOWE’S EXPLORATION OF QUALITY IN EDUCATION 

Nikel and Lowe (2010) are concerned with education quality and therefore accentuate that 

quality is not a product but a process. They reviewed several education quality frameworks in 

order to create their own education quality model that would address what they argued were 

weak representations of education quality. From their point of view: 

Improving quality has become a key phrase in policy and academic discourses on 
education in low-income countries, reflecting concerns that the success in increasing 
enrolment and widening access to schooling is being undermined by low-quality teaching 
and learning, and subsequent low levels of skills and knowledge among school leavers” 
(2010, p. 589). 

Progress has been reported towards universal enrolment and improved gender parity 

(Michaelowa 2001; Filmer, Hasan, & Pritchett 2006). However, the success of this has been 

criticised in relation to limited impact on increasing completion rates that ensure students’ 

proficiency in numeracy, literacy and essential life skills after completing school, especially 

among the most disadvantaged. This indicates a need to consider the impact of education 

quality in schools (Nikel & Lowe, 2010; Rosenberg, 2008).  

Nikel and Lowe argue that their “interest in developing a model of quality originated in a 

concern over educational development in low-income countries and it is from an analysis of the 

literature in this field that [their] model has emerged” (2010, p. 590). Hence, they further 

elaborate that their model may be applicable in other areas as well but that it was not their 

concern to develop it (ibid, 2010). According to Buarque, Spolar and Zhang “it is important to 

note that we use the phrase ‘low-income country’ with an awareness of the situation in most 

countries being that of a social separation in which most of the population has a low income 

while a minority is not subject to limited choice in services” (2006, p. 220).  

A further exploration of education quality was done on the work of Shumba, Kasemba, 

Mukundu and Muzenda (2008) with the focus on relevance of education quality and the work 

of Lupele and Lotz-Sisitka (2012) with the focus on socio-cultural aspects of education quality. 
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These researchers’ work was used in addition to Nikel and Lowe’s (2010) seven education 

quality indicators as will be discussed in Section 2.7. 

 

1.7 MY ROLE AND INTEREST IN THE STUDY  

My role in this research project was to interview selected teachers from my school and to 

conduct a professional intervention workshop in which I introduced the active learning 

framework to them. We then planned and implemented lessons using the framework (in which I 

was also an active participant, planning and presenting my own lessons).  

The teachers who participated in this study developed learner-centred active learning processes 

focusing on different curriculum content. The three broad themes of the Environmental Studies 

Curriculum (Grades 1-4) which were used to plan and implement lessons using the framework 

were the Social Environment; Health, Safety and Nutrition; and the Natural Environment 

(Namibia. MBEC, 2005a). These broad themes start in Grade 1 and continue up to Grade 4, 

which is the end of the Lower Primary Phase (Junior Primary Phase as from 2015). The topic 

that was presented under the broad theme the ‘Social Environment’ was ‘Traffic Safety’. This 

topic was presented to the Grade 3 learners. The topic that was presented under the broad theme 

‘Health, Safety and Nutrition’ was ‘Nutrition’. This topic was presented to the Grade 1 learners. 

The topics that were presented under the broad theme the ‘Natural Environment’ were ‘Water’ 

and ‘Waste Management’. The topic ‘Water’ was presented to the Grade 2 learners, whereas the 

topic ‘Waste Management’ was presented to the Grade 4 learners. 

I observed all the teachers’ lesson presentations according to the active learning framework and 

one of the teachers, in turn, observed me after an introduction and orientation to my research 

interest. 

 

1.8 RESEARCH QUESTION AND GOALS OF THE STUDY  

The research question for this study is: 

What is the relationship between emergent active learning processes and quality education in 

the implementation of Environmental Studies lessons in a Khomasdal school in Windhoek? 
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The goals of the study are as follows: 

 To investigate teachers’ experiences with different teaching methods and strategies in 

teaching environmental topics in Environmental Studies (prior to the intervention). 

 To describe and explore active learning processes emerging from a teacher professional 

development intervention introducing teachers to an active learning framework. 

 To investigate how emergent active learning processes relate to education quality. 

 

The aim of this is to determine if the active learning framework has the potential to address 

education quality concerns in Namibian Lower Primary Environmental Studies classrooms. 

 

 

1.9 A BRIEF INTRODUCTION TO THE STUDY SITE 

The study involved four teachers (including myself) who are all teaching in the Lower Primary 

Phase (Grades 1-4) at the school where I am teaching.  One teacher from each of Grades 1-4 

was selected to take part in this study. Three of the four teachers are qualified in the Lower 

Primary Phase (Grades 1-4) and one of the teachers is qualified in the Upper Primary Phase 

(Grades 5-7), but at the time of the study she was teaching in the Lower Primary Phase.  

The school which was the focus of the study is situated in a small neighbourhood in the 

Khomasdal Windhoek region. The school offers Grades 1-7 and has approximately 600 

learners. As it is a small school it only consists of two classes per grade. Each class consists of 

approximately 40 learners. The learners attending this school come from different cultures and 

backgrounds with lower, middle and upper class living standards. The two main languages that 

are taught in the school are English and Afrikaans. The medium of instruction for one stream of 

Grades 1-3 is English, while Afrikaans is the second language. The medium of instruction for 

the other stream of Grades 1-3 is Afrikaans, while English is the second language. I selected the 

English stream on which to focus this research in order to save time on the translation process.  
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1.10 OVERVIEW OF THE THESIS 

This thesis consists of six chapters. 

The current chapter introduces the interests of the research. It also introduces and describes the 

context of the study and the history of environmental education policy in Namibia. A short 

synopsis is also given of Environmental Studies in the Namibian Lower Primary curriculum 

and the learner-centred approach to teaching and learning that this curriculum prescribes. An 

explanation of my role and interest in the study is provided as well as the research question and 

goals. Education quality is also introduced, which is the main reference for analysis of the key 

findings which are discussed in Chapter 5. 

Chapter 2 provides an outline of the literature that informed the study as a whole. It includes a 

short description on how to address environmental learning in education. It also provides a 

detailed discussion of the key ideas that informed this study, namely active learning and active 

learning processes which emerged through the use of an active learning framework for lesson 

planning (O’Donoghue, 2001). This chapter also includes a synopsis of environmental learning 

in the Namibian curriculum context. Furthermore, the theory that informed the teaching and 

learning processes namely situated learning theory, is elaborated on in more detail and is also 

explored in terms of contemporary learning theories.  Lastly, seven indicators included in the 

fabric model of education quality (Nikel & Lowe, 2010) are discussed and explored within the 

Namibian curriculum context.  

Chapter 3 describes the research design and methodology. It gives a description of the different 

research methods that were used to generate the data and the analysis thereof. Data were 

generated by conducting individual interviews with teachers to obtain information about their 

background knowledge of Environmental Studies and what teaching methods they had used for 

this subject before the teacher professional development intervention of this study. Teachers’ 

lesson plans, lesson observations and learners’ work together with photographs were analysed 

together as mini-case stories. Focus-group discussions were held with teachers during their 

introduction to and reflections after the use of the active learning framework (O’Donoghue, 

2001) analysis. A detailed description is provided of how ethical and validity issues were 

handled in the research, and how data were managed and processed throughout the research 

process. 
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Chapter 4 presents the findings of the study. Analytical Memo 1 consists of data drawn from 

the individual interviews in order to address the first goal of the study, namely to investigate 

teachers’ experiences with different teaching methods and strategies in teaching 

environmental topics in Environmental Studies (prior to the intervention). Mini-cases of 

the teachers’ lessons that were observed are also described in this chapter to address the second 

goal of the study, which was to describe and explore active learning processes emerging 

from a teacher professional development intervention introducing teachers to an active 

learning framework. Analytical memo 2 was developed and drawn from a focus-group 

discussion which was based on the teachers’ reflections on the use of this framework to address 

the second goal of the study as stated above. 

Chapter 5 is a discussion of the evidence of the research activities and findings. The data 

presented in Chapter 4 are discussed in relation to the education quality indicators of Nikel and 

Lowe (2010) which address the third goal of the study, which was to investigate how 

emergent active learning processes relate to education quality. The main insights gained 

from this analysis process are presented as analytical statements in this chapter.  

Chapter 6 presents recommendations that relate to the analytical statements that form part of 

Chapter 5. The chapter also synthesises the thesis and concludes the study. 
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CHAPTER 2 

Environmental learning, active learning and 
education quality 

2.1 INTRODUCTION   

This chapter discusses the role of environmental learning in education. It elaborates on active 

learning as an approach to environmental learning in the Environmental Studies Curriculum. 

The active learning framework (O’Donoghue, 2001) that was used as an intervention tool to 

promote active learning is also discussed in more detail to understand the use of this framework 

in the Environmental Studies Curriculum. This subject forms part of the Namibian Lower 

Primary curriculum which makes provision for environmental learning (Section 1.4). The 

education quality indicators of Nikel and Lowe (2010) that were introduced in Section 1.5 are 

also explored and discussed in relation to a Namibian perspective of education quality. The 

situated learning theory of Lave and Wenger (1991) and the social learning theory of Wals 

(2007) are related to concepts of active learning and education quality to understand how these 

theories informed the study as a whole. 

 

2.2 ADDRESSING ENVIRONMENTAL LEARNING IN EDUCATION 

Today we are faced with environmental problems/issues/risks/concerns that are socially 

produced and due to this should also be socially addressed. According to Beck: 

Environmental problems are not problems for our surroundings, but – in their origins 
and through their consequences – are thoroughly social problems, problems of people, 
their history, their living conditions, their relation to the world and reality, their social, 
cultural and political situations (1991, p. 81).  

As environmental problems are not problems for our surroundings but social problems, we as 

human beings who are capable living organisms, have the ability to do something about it. 

Therefore we need to address these problems to bring about change for better living conditions 

and the sustainable use of our natural resources. Wals states that focus should be laid on 

“(critical) reflexivity and transformative (social) learning as a means to engage people 

meaningfully in the everyday struggle for a better world” (2007, p. 43). In order to bring about 
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change for better living conditions and the sustainable use of our natural resources we as human 

beings need to reconsider our relationship with the natural environment.  

Lotz-Sisitka and Lupele state that “education cannot solve all problems but also recognise the 

fact that education is an important factor for empowering society to make the transition to a 

sustainable future” (2012, p. 4). This is evident in the Namibian Environmental Studies 

Curriculum. The Namibian curriculum took up responsibility to incorporate environmental 

learning to educate learners about environmental problems/issues/risks/concerns, in order to 

equip them with the knowledge, skills and attitudes on how to deal with environmental 

problems/issues/risks/concerns (Namibia. MBEC, 2005a). The abovementioned was put into 

practice with the use of an active learning framework in the Environmental Studies Curriculum 

in order to reinforce the educational quality of this subject as mentioned in Chapter 1 (Section 

1.3). 

The next section explains active learning and introduces the active learning framework 

(O’Donoghue, 2001) and its use in the Environmental Studies Curriculum. 

 

2.3 ACTIVE LEARNING  

Active learning processes require students to be engaged in the learning process through 

meaningful learning activities which will allow them to think about what they are doing 

(Prince, 2004; Bonwell & Eison, 1991). Instructional methods as proposed by O’Donoghue that 

promote active learning are experiential learning approaches which can be incorporated in the 

teaching and learning process by means of “experience (encounter); and discussion (dialogue) 

that challenged learners to think about (reflect on) experience” (1995, p. 4). Experiential 

learning is also accentuated by the United Nations Environment Programme which stipulates 

that “open and active processes of learning can also be described as learning by doing, 

discovery learning, hands-on learning, or experiential learning” (2006, p. 28). This programme 

furthermore states that “the learner is encouraged to investigate the world, find out about it with 

others, and engage in collaborative reflections and change-oriented actions” (ibid, 2006, p. 28). 

The active learning framework of O’Donoghue (2001) relates to the work of Fien (1993), which 

makes provision to understand ideas about the environment that develop sensitivities and skills 

in/through the environment and foster values and attitudes that commit us to act for the 
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environment. Fien (1993) distinguishes education about and in/through the environment as well 

as education for the environment as different forms of environmental learning, each building on 

the other. In education about the environment, emphasis is on knowledge about the 

environment without any interaction with it or to act for it. Education in/through the 

environment is described by Fien as learner-centred with an aim“to add reality, relevance and 

practical experience to learning and to provide students with an appreciation of the environment 

through direct contact with it” (ibid, 1993, p. 16). This resonates with Cares’s argument that 

opportunities ought to be created by teachers for learners to go out and interact with the 

environment (Eaves, 2006). 

Fien argues that “education for the environment has an overt agenda of values education and 

social change. It aims to engage students in the exploration and resolution of environmental 

issues and to help develop an informed concern for the environment” (1993, p. 16). Wals 

explains this process as “applying/experimenting – translating emergent ideas into collaborative 

actions based on the newly co-created frames, and testing them in an attempt to meet the 

challenges identified” (2007, p. 41). In order to practise education about, in/through and for the 

environment effectively the teaching of environmental learning is much more than only 

teaching learners the theoretical concepts about an environmental issue. 

Fien’s three forms of environmental learning can be seen in O’Donoghue’s work where he 

states that: 

Environmental learning is often spontaneous but is best when mediated with active 
learners in a local environment. With a relevant risk, issue or concern as a focus, 
learners can find out ‘about’ the environment, undertake investigations ‘in’ their local 
surroundings and do things ‘for’ a healthier and happier world (2001, p. 7).  

 

In relation to the above quote, O’Donoghue (2001) developed a framework to portray how 

these processes can be planned and presented. This active learning framework will be discussed 

in detail in the next section. 

 

2.4 AN ACTIVE LEARNING FRAMEWORK  

O’Donoghue’s (2001) active learning framework that was introduced in my school was 

developed and trialled by the environmental education community in South Africa through 
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South Africa’s National Environmental Education Programme (Lotz-Sisitka & Raven, 2001), 

and my interest was to research its implementation in the Namibian curriculum context. The 

dimensions of the active learning framework clearly indicate what should be done to address 

and understand an environmental problem/issue/risk/concern. The framework suggests 

activities to support identification of problems/issues/risks/concerns in the local environment in 

order to come up with ideas on how to respond to the problems/issues/risks/concerns they 

experience.  

This framework for active learning has the potential to encourage learner-centred teaching. This 

is evident in O’Donoghue and Russo’s work where they state that “in 1999-2001, as 

environment was identified as a concern within all learning areas in South Africa, an open 

process framework was abstracted as a tool for planning environmental learning and using 

materials in a more learner-centred school curriculum” (2004, p. 344). For this study the active 

learning framework was also used in a learner-centred school curriculum which is elaborated on 

in more detail in Section 1.3. O’Donoghue and Russo also note that “the active learning 

framework as a tool for planning environmental learning was rapidly picked up in professional 

development activities” (ibid, 2004, p. 344). 

By the use of the active learning framework learners are not only taught about what they should 

know and are not only tested on the outcomes of what was taught, but the focus is also on how 

the learners come to know about the problems/issues/risks/concerns. Such a process interest in 

learning is captured by Rickinson who states that “we need to think carefully not only about 

‘the what’ (foci and outcomes) but also about ‘the how’ (processes) of environmental learning” 

(2006, p. 448).  

O’Donoghue’s framework for active learning presents “an open picture of the interactive search 

for information about issues and for enquiry in a local setting, towards reporting and action for 

a better environment” (2001, p. 2). He developed this framework to model how environmental 

learning processes might be encouraged in lesson planning (see Figure 2.1).   
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Figure 2.1 O’Donoghue’s Active Learning Framework (2001) 

In a study piloting the use of the active learning framework, Schudel, Dambuza, Lotz-Sisitka, 

Magonare, O’Donoghue and Solomon describe its purpose as aiming “to encourage learners to 

become actively involved in addressing and responding to environmental issues” (2000, p. 6).  

The following sections elaborate on the dimensions of the framework and how they can be 

implemented. It is important to note that the framework does not need to be used in a linear 

manner, as it has been developed to be an open-ended process and teaching can start with any 

of these dimensions (O’Donoghue, 2001).  
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2.4.1 Focus area 

At the centre of the framework is the focus on a specific environmental 

problem/issue/risk/concern. This is seen as the tuning-in process. The tuning-in process is the 

starting point of the active learning framework which determines what the learners already 

know about the specific area of focus. This process relates to Wals’s (2007) work where he 

calls it the orientation and exploration process which is referred to as “identifying key actors 

and, with them, key issues of concern or key challenges to address in a way that connects with 

their own prior experiences and background, thereby increasing their motivation and sense of 

purpose” (2007, p. 41). During this process the learners can discuss and jot down ideas of what 

they already know about the focus area and what they think is important (O’Donoghue, 2001). 

This gives the teacher and learners a clear picture of what content knowledge the learners do 

not know yet. From there the teacher can mediate the lesson with relevant mediation tools to 

address gaps in the learners’ understanding of new content knowledge, understanding of local 

context or sustainability practices and alternatives. This focus sets up the nature/requirements 

for further exploration. 

2.4.2 Information seeking  

In the ‘information seeking’ dimension of the framework two questions can be asked to spark 

ideas to find information, such as: What do we need to find out? Who can we contact for help 

(O’Donoghue, 2001)? Different methods can be used to find information. Here the learners can 

be asked these two questions so that they can come up with ideas to find the information that 

they need for the area of focus. The teacher can also have this information ready to give to them 

or can just give them enough information to get started and then ask them to find out the rest in 

the library, magazines, pamphlets, textbooks, newspapers, internet or any other material that is 

related to the focus area to bring understanding (ibid, 2001). In this process the learners learn 

more about the problem/issue/risk/concern to help them understand it. This dimension allows 

for learning ‘about’ the environment (Fien, 1993). 

 

2.4.3 Enquiry encounters 

In the ‘enquiry encounters’ dimension of the framework the question can be asked: How will 

we investigate the issue (O’Donoghue, 2001)? This gives the learners the opportunity to 
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practically investigate the environmental problem/issue/risk/concern experienced in their area 

to understand the essence thereof. Here the learners can use questionnaires, environmental 

audits and interviews, do observations or go on excursions and so forth, to investigate the issue 

(ibid, 2001). Once the learners have the necessary information ready through the ‘enquiry’ they 

can give feedback of their ideas on what they found, based on the problem/issue/risk/concern. 

The ‘enquiry’ process can also be done after an action was taken. The learners can investigate 

how the action was received by those involved in/affected by the environmental 

problem/issue/risk/concern that was acted upon. This dimension allows for learning 

‘in/through’ the environment (Fien, 1993). 

 

2.4.4 Action taking 

In the action-taking process the question can be asked: What can we do (O’Donoghue, 2001)? 

This question can be asked to stimulate the learners’ background knowledge. Here the learners’ 

insights and contributions are also important. The teacher should find out from the learners 

what they think can be done before assisting them to come up with ideas on how to take action 

(ibid, 2001). Sometimes the learners will not be able to perform the action practically. In this 

case alternative suggestions can be made depending on what the learners’ circumstances and 

the availability of resources are (ibid, 2001). This dimension allows for learning ‘for’ the 

environment (Fien, 1993). 

During the action-taking process the learners share their ideas and negotiate in dialogue what 

the best possible solution to the problem might be. When everybody is satisfied with the 

solution it is put into practice (O’Donoghue, 2001). This process develops learners’ action 

competence because they actively learn by doing something meaningful and worthwhile. 

Mogensen and Schnack argue that “the action competence approach points to democratic, 

participatory and action-oriented teaching-learning” (2010, p. 62). They furthermore elaborate 

that this action competence approach “can help students develop their ability, motivation and 

desire to play an active role in finding democratic solutions to problems/issues connected to 

sustainable development”(ibid, 2010, p. 62). The learners may also start with an action first to 

try out or explore a sustainability practice. 
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This study considered two main categories of environmental actions as delineated by Jensen 

and Schnack (2006, p. 478); namely direct and indirect environmental actions. Jensen and 

Schnack refer to “direct actions as actions which directly contribute to solving the 

environmental problem that is being worked on whereas indirect environmental action’s 

purpose is to influence others to do something to contribute to solving the environmental 

problem” (ibid, 2006, p. 478). For this study the actions that were taken into consideration for 

lesson presentations were based on ‘direct and indirect’ actions for the environment.  

2.4.5 Reporting ideas 

In the ‘reporting ideas’ dimension of the framework the following question can be asked: What 

can we report on this issue (O’Donoghue, 2001)? This question can be asked to stimulate 

dialogue between learners in order to report their ideas. Here the learners are encouraged to 

share what they can report on the problem/issue/risk/concern, give ideas on how they can deal 

with it and come up with practical things to do to address it (ibid, 2001). In this process the 

learners’ problem-solving skills are practised where they discuss what the best possible solution 

might be. 

The learners can also report back on an enquiry, based on the environmental focus, or on the 

information-seeking process, or their response (action) to the problem/issue/risk/concern. This 

can be done in order to stimulate further exploration on the problem/issue/risk/concern. 

When all dimensions of the active learning framework have been put into practice, the learners 

and the teacher can reflect back on the whole active learning experience. The reflection part of 

the whole process can be done as follows. Questions can be asked to provoke evaluation, 

reflection and further information seeking, enquiry and action. The questions can be: What do 

we now know, or what have we achieved, or how effective have we been (O’Donoghue, 2001)? 

This process allows learners to think critically about what they did, whether they made any 

difference, and if the process taught them anything new or not.  

The reflection process can be linked to what is stipulated in the Environmental Studies 

Curriculum as a learner-centred approach that notes that “learners can gradually be given 

increasing responsibility to participate in evaluating their work, under the teacher’s guidance” 

(MBEC, 2005a, p. 94-95, Section 1.4). Here the learners are given the opportunity to look back 

on what they did to determine if they were successful or not and what they can do next time to 

improve on their findings.  
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Active learning processes promoted by the active learning framework encourage content 

knowledge to be situated in relation to the learners’ own context and vice versa (O’Donoghue, 

2001). In the next section situated learning theory is explored as a potential lens for viewing 

emergent active learning processes. 

 

2.5 SITUATED LEARNING THEORY AND ACTIVE LEARNING  

PROCESSES 

In the Environmental Studies Curriculum it is stipulated that “the starting point for teaching and 

learning is the fact that the learner brings to school a wealth of knowledge and social experience 

gained continually from the family, the community, and through interaction with the 

environment” (Nambia. MBEC, 2005b, p. 94). This can be linked to ‘situated learning’ where 

knowledge construction not only occurs in the classroom and not only comes from the expert 

(teacher), but where the learners’ pre-knowledge and collaborative meaning making of 

conceptual and contextual knowledge are of utmost importance.  

Lave and Wenger (1991) accentuate that situated learning is the idea that what is learned is 

specific to the situation in which it is learned. Anderson, Reder and Simon elaborate on situated 

learning theory in more detail when they explain that “greater emphasis should be given to the 

relationship between what is learned in the classroom and what is needed outside the classroom, 

and that this has been a valuable contribution of the situated learning movement” (1996, p. 5). 

This is evident in the Environmental Studies Curriculum where the topics that were included in 

the curriculum were directly taken from the learners’ own context and life worlds (Namibia. 

MBEC, 2005a). Learning of content knowledge as situated can also be seen in Brown, Collins 

and Duguid’s work where they note that “knowledge is situated, being in part a product of the 

activity, context, and culture in which it is developed and used” (1989, p. 32). Learning of 

content knowledge that is situated from learner to learner/teacher to learner/activity or 

practices/a particular culture/a particular context allows learners to become the centre of the 

teaching and learning process as desired by a learner-centred approach, whereby their 

contextual and cultural knowledge is seen as important, valuable and productive.  

For this study a number of aspects of a situated approach to learning were explored in order to 

develop the language for describing active learning processes emerging from the use of the 

active learning framework. These were cooperation and collaboration, investigating phenomena 
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and interpreting data, critical thinking and problem solving (Namibia. MBEC, 2005a; 

Rosenberg, O’Donoghue & Olvitt, 2007). These aspects of situated learning are elaborated on 

below in relation to the dimensions of the active learning framework. 

 

2.5.1 Cooperation and collaboration 

According to Johnson, Johnson and Smith “cooperative learning is the instructional use of 

small groups so that students work together to maximise their own and each other’s learning” 

(1991, p. iii). Cooperative learning, however, can only be effective if learners work together in 

collaboration and understand the importance of each learner’s role in the different groups. As 

explained by Dillenbourg collaborative learning is “a situation in which particular forms of 

interaction among people are expected to occur, which would trigger learning mechanisms, but 

there is no guarantee that the expected interactions will actually occur” (1999, p. 5). He 

furthermore explains that “a general concern is to develop ways to increase the probability that 

some types of interaction occur” (ibid, 1999, p. 5).  

 

An active learning element of co-operation and collaboration is the emphasis on cognitive 

engagement and active minds in the collaborative process. During this cooperative and 

collaborative process of teaching and learning, knowledge is situated relationally between 

learner and learner, and between the family/community members and the learner and vice 

versa. For example, learners can acquire information concerning the problem/issue/risk/concern 

at home and share it with the rest of the class members. Through cooperation and collaboration 

learning of content knowledge is socially situated and practised as learners and 

family/community members are actively engaged in the teaching and learning process. Beyond 

the political dimension of collaboration described above, learning interactions also need to 

support learners to be meaningfully and cognitively engaged in the teaching and learning 

process. This point is made by Vinjevold and Taylor in their concern that: 

Learning must involve cognitive and affecting activity and not merely movement and 
speech. Thus ... if not carefully structured and guided by the teacher, [educational 
activity] succeeds only in passing the time without engaging the cognitive faculties of 
participants, and thus results in little or no learning. (1999, p. 65). 

Vygotsky’s (1978) theory can be linked with the situated learning theory as accentuated by 

Daniels (2004). Daniels explains Vygotsky’s theory that “every function in the child’s cultural 
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development appears twice: first on the social level, and later on the individual level; first 

between people (interpsychological), and then inside the child (intrapsychological)” (2004, p. 

33). If a child struggles to master a concept or a skill he can obtain help from more 

knowledgeable/skilful peers or adults working in cooperation and collaboration, and with 

enough practice the learner will be able to succeed in the task at hand before being capable of 

doing it independently (Vygotsky, 1978). Vygotsky (1978) refers to this as the zone of 

proximal development. 

According to Berk and Winsler “Vygotsky emphasised that teachers must collaborate with 

children in joint cognitive activities carefully chosen to fit the child’s level of potential 

development, thereby advancing the child’s actual development” (1995, p. 104). The value of 

working in collaboration can be illustrated by Wals’s argument that through facilitated social 

learning“knowledge, values and action competence can develop in harmony to increase an 

individual’s, a group’s or a network’s possibilities to participate more fully and effectively in 

the resolution of emerging personal, organisational and/or societal issues” (Wals, 2007, p. 39). 

He furthermore mentions that “social learning tends to refer to learning that takes place when 

divergent interests, norms, values and constructions of reality meet in an environment that is 

conducive to meaningful interaction at the level of the individual, group, networks of actors and 

stakeholders” (ibid, 2007, p.39). 

 

2.5.2 Investigating phenomena and interpreting data  

According to Tudor and Ferguson “field investigations of the environment involve the 

systematic collection of data for the purposes of scientific understanding” (2007, p.1). They 

furthermore state that field investigations “are designed to answer an investigative question 

through the collection of evidence and the communication of results; they contribute to 

scientific knowledge by describing natural systems, noting differences in habitats, and 

identifying environmental trends and issues” (ibid, 2007, p. 1). From their point of view “field 

investigations help students become systems thinkers, learn the skills of scientific inquiry, and 

understand that science does not only happen in the laboratory or classroom” (ibid, 2007, p. 1). 

They furthermore note that “outdoor experiences in natural settings increase students’ problem-

solving abilities and motivation to learn in social studies, science, language arts, and math” 

(ibid, 2007, p. 1).  
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Tudor and Ferguson note that in this process of exploring the world through field 

investigations, students become knowledgeable citizen researchers who add information to the 

community to understand an area of concern in order to “make issues of concern visible and 

share differing points of view about preservation and use of community natural resources” 

(2007, p. 1). 

As fieldwork is designed to help understand a local environment it is a particularly significant 

method used to support the enquiry dimension of the active learning framework. For example, 

learners can do investigations in their environment to understand the problem/issue/risk/concern 

by completing questionnaires, audits or interviews. Here knowledge is situated in relation to the 

learners’ environment.  

 

2.5.3 Critical thinking and problem solving 

A document developed by the international environmental education community – the Bonn 

Declaration – calls for “creative and critical approaches, long-term thinking, innovative and 

empowerment for dealing with uncertainty, and for solving complex problems” (UNESCO, 

2009, p. 2). Castle notes that “the challenge with the use of any type of teaching method is how 

to make the learner become a critical thinker” (1956, p. 85). According to Fisher “worthwhile 

thinking is thinking more about something. Critical thinking describes how something is being 

thought about” (1990, p. 65). He furthermore notes that learning to think critically means 

“learning how to question, when to question and what questions to ask, learning how to reason, 

when to use reasoning and what reasoning methods to use” (ibid, 1990, p. 66). Loubser’s view 

of critical thinking is that it “develops logical reasoning, creative thinking and problem-solving 

skills” (2005, p. 141). To solve problems learners need critical thinking skills. The teacher 

needs to find ways to engage learners to think critically to be able to solve problems in and 

around the classroom and their environment. According to Towards Education for All this 

requires “teaching techniques that fit the purpose and content of the lesson and at the same time 

encourages active learner participation” (Namibia. MEC, 1993, p. 60), for example, 

“explaining, demonstrating, posing questions, checking for understanding, helping, providing 

for active practice, and problem solving” (ibid, 1993, p. 60). 

Critical thinking and problem solving are important at all stages of the active learning 

framework. In order to come up with a solution to address the problem/issue/risk/concern the 
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learners need to think critically in order to solve the problem which will allow them to take 

action to address the problem/issue/risk/concern. In order to come up with a solution learners 

are engaged in dialogue to discuss the possibilities that might enable them to solve the 

problem/issue/risk/concern (Wals, 2007). 

In this study the approaches to teaching and learning explained above will be used as lenses to 

review the active learning processes emergent from the research intervention. The intention for 

this study was to explore the implementation of ‘active learning processes’ and the implications 

for education quality by implementing the active learning framework in order to strengthen the 

quality in education of the Environmental Studies Curriculum as introduced in Section 1.4. 

Next the Namibian curriculum context will be explored to get an understanding of what it 

entails and how the active learning framework links to the Namibian curriculum context. 

 

2.6 ENVIRONMENTAL LEARNING IN THE NAMIBIAN CURRICULUM 

CONTEXT 

In the Environmental Studies Curriculum provision is made for environmental learning, 

whereby the learners’ own context is used to learn the importance of environmental 

problems/issues/risks/concerns in their everyday lives (Nambia. MBEC, 2005a). The use of 

learners’ existing knowledge is also evident in the Namibian curriculum where the learners’ 

background knowledge is seen as important to start the teaching and learning process (Nambia. 

MBEC, 2005a). In addition the Environmental Learning Curriculum Guidelines for Educators 

was developed to guide teachers with the implementation of environmental learning across the 

curriculum (Nambia. MBEC, 2005b). This document is discussed below. 

 

2.6.1 The Namibian Environmental Learning Curriculum Guidelines for 

 Educators 

In the Environmental Learning Curriculum Guidelines for Educators environmental learning is 

discussed as one of five cross-curricular themes to be integrated within subjects wherever 

relevant and appropriate. In the Environmental Learning Curriculum Guidelines for Educators 

six main themes were identified which are relevant to understanding Namibia’s environment 
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and development. This document elaborates on how “elements of the themes can be found in 

most subjects and that environmental learning is therefore not a new or separate subject, but 

rather an orientation or emphasis within the existing curriculum” (Namibia. MBEC, 2005b, p. 

17). This document gave insights and guidance to the development of lesson plans as its six 

main themes directly relate to the Environmental Studies Curriculum. 

The Environmental Learning Curriculum Guideline for Educators states that “all subjects of 

the curriculum can make a contribution to developing environmental learning, while in turn 

environmental learning can bring new perspectives to these subjects” (Nambia. MBEC, 2005b, 

p. 19). The Environmental Learning Curriculum Guideline for Educators was mainly used to 

bring new perspectives to the Environmental Studies Curriculum as it portrays several case 

stories of environmental issues that have been addressed. These examples were used to give the 

teachers who took part in the study, guidance and insights in developing their lesson plans 

based on the issues identified in the Environmental Studies Curriculum. The study of this 

document was done during a focus group discussion for the training of teachers on how to plan 

and present lessons making use of the active learning framework as mentioned in Section 1.3. 

Next the Environmental Studies Curriculum will be discussed. 

 

2.6.2 The Namibian Environmental Studies Curriculum  

A curriculum is “a framework for devising syllabus, learning materials and textbooks to be used 

in various subjects and areas of learning, from which a teacher’s schemes of work and lesson 

plans can be developed, so that the goal and aims will be put into practice in a consistent 

manner” (Namibia. MoE, 2010, p. 1). For this study the Environmental Studies Curriculum was 

put into practice as stated by the above quote stated in the Ministrial document of Education 

(2010). 

As the Environmental Studies Curriculum was used as the basis of this study I am going to 

elaborate on it in this section by looking at the content of the subject and the context in which it 

was developed in order to clarify the line of argument for environmental learning. The 

Environmental Studies Curriculum was developed to teach learners about environmental 

content and concepts, to become aware of problems/issues/risks/concerns and to apply the 

knowledge learnt to their everyday lives (Nambia. MBEC, 2005a). The active learning 

framework also encourages environmental awareness based on environmental 
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problems/issues/risks/concerns (O’Donoghue, 2001). In the Environmental Studies Curriculum 

the Lower Primary Phase emphasises “understanding the local, social and natural environment 

and applying new concepts in a known context” (Namibia. MBEC, 2005a, p. 91) (Section 1.4). 

The main aim of the Environmental Studies Curriculum is to teach the learners about their 

immediate environment and what is happening in their daily lives (ibid, 2005a, p. 91). Teaching 

learners about their immediate environment is also highlighted by (O’Donoghue, 2001).  

In the Environmental Studies Curriculum it is stated that “learning experiences in the social 

sphere help learners see and understand the relationships between people and their 

environments” (Namibia. MBEC, 2005a, p. 91). These learning experiences and interactions 

occurring within the social sphere serve as a means to encourage “learners to become 

responsible citizens in their community, and eventually their country, continent and the world, 

through the development of essential knowledge, understanding, skills and attitudes” (ibid, 

2005a, p. 91).  

It is stipulated in the Environmental Studies Curriculum that the three broad themes, the Social 

Environment, Health, Safety and Nutrition and the Natural Environment“are not to be seen as 

separate compartments and topics should be taught across all three” (Namibia. MBEC, 2005, p. 

91-92). This implies a relational approach to social-ecological concerns as highlighted by 

Hattingh who states that the “economic, socio-political and environmental considerations do not 

each have their own logic and values separate from the other spheres” (2004, p. 157). He 

furthermore notes that the spheres “are intertwined from the outset – to such an extent that a 

fundamental rethink is required of everything that we up until now have conceptualised as 

economic, socio-political engagement, and the environment” (ibid, 2004, p. 157). He also 

accentuates that “without an ecological context, the social and economic would cease to exist” 

(ibid, 2004, p. 157). This presents a vision of environmental learning as an exploration of 

interrelated processes of the natural, socio-political and economic environment. 

Environmental Studies as a subject also has its own time period as stipulated in the curriculum 

(Namibia. MBEC, 2005a). Encouraging environmental learning as a separate time period is also 

evident in Chatzifotiou’s work where “teachers appear to believe that environmental education 

needs a separate time period in the curriculum because of its high scientific demands” (2005, p. 

518). For example, when teaching Grade 4 learners about waste management and the effects 

thereof all the waste management areas need to be focused on, such as different types of 

pollution, hazardous and non-hazardous waste, root causes and effects/impacts that waste has 
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on all living organisms and so forth, and sometimes the time given to teach these high 

demanding topics is not enough. 

The Environmental Studies Curriculum is seen as the main carrier subject which allows for 

integration across all subject areas (Namibia, MBEC, 2005a); “this integrated approach enables 

learners to see society and nature as a whole, rather than by learning about them in separate 

subjects” (Namibia, MBEC, 2005a, p. 91). For instance, the topic ‘Water’ in the Environmental 

Studies Curriculum will be taught across all subjects or where environmental issues could be 

addressed.  

For instance, in the subject English, a story about water can be done with the learners that might 

have been used as a lesson to introduce the topic of water in the subject Environmental Studies. 

This same story can be used as a comprehension lesson or to teach learners certain grammatical 

structures (e.g. prepositions) of the subject English. In Mathematics the learners can find out 

how much water each learner uses per day and this can be displayed in a graph in order to 

determine how much water this specific class is using. This information can then be used in the 

subject Environmental Studies in order to encourage sustainable use of water. In the subject 

Religious and Moral Education the teacher can teach the learners the value of water to all 

animals, plants and people. The value of the natural resource water that was created by God 

should be taught to the learners in order to instill values education based on this topic. Learners 

should come to understand, that without water we cannot survive and that we need to use it 

sparingly. In Arts learners can do a role play on the different ways water can be used sparingly 

or saved.  

As I am interested in the relationship between active learning processes and education quality 

within the Environmental Studies Curriculum, the education quality indicators of Nikel and 

Lowe (2010) will be discussed in the next section. 

 

2.7 THE ‘FABRIC’ MODEL OF EDUCATIONAL QUALITY  

Education quality is not an easy concept to understand because it has many different meanings 

(Barret, 2006). Drawing on these different perceptions of education quality, Nikel and Lowe 

developed a number of education quality indicators in response to their critique of existing 

models presented in recent studies (2010, p. 594). Included in the literature were the 
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perspectives of Barret (2006); see also Rosenberg (2008); Shumba, Kasemba, Mukundu and 

Muzenda (2008); and Lupele and Lotz-Sisitka (2012). 

 

Nikel and Lowe point out that there is increased “public and policy awareness of the risk and 

vulnerability many low-income countries face, not only in terms of economic and social 

challenges,” but also “in terms of global environmental change, with the effects of climate 

change being the most prominent” (2010, p. 590). Nikel and Lowe point out that increasingly 

highlighted: 

is the role of education in enabling the creation of ‘sustainable livelihoods’, the 
responsible management of natural resources, the development of ‘coping capacity’ and 
building resilience among local stakeholders to respond to complexity and change within 
global issues, such as global warming, and their local relevance” (2010, p. 590; see also 
Fakir, 2002; Berkes, Folke & Colding, 2003). 

Nikel and Lowe accentuate that “ while we have taken onboard the idea of clarifying a 

concept’s meaning (the quality in education) through its dimensions, we are interested in 

providing a framework that extends beyond considerations of classroom activity” (2010, p. 

594), and more importantly, “to emphasise the importance of balance among the constituent 

dimensions” (ibid, 2010, p. 594). Nikel and Lowe (2010) propose the seven conceptual 

dimensions of education quality as effectiveness, efficiency, equity, responsiveness, relevance, 

reflexivity and sustainability (Figure 2.2). 

 

Nikel and Lowe present these indicators in a fabric model that emphasises their “view of the 

quality of education as being like a ‘fabric’ that is at its strongest when ‘stretched’ or 

maintained in tension” (2010, p. 594). This means that “this model emphasises the need to seek 

a contextually relevant balance among the seven dimensions, where ‘balance’ does not imply a 

simple equalising across all seven – even if that were conceptually possible” (ibid, 2010, p. 

594). Nikel and Lowe also explain that “the needs and the possibilities for action within 

different educational contexts will vary and decisions must be made over what is desirable and 

feasible within a specific situation” (ibid, 2010, p. 594). These seven quality indicators formed 

a reference for assessing the relationship between emergent active learning processes and 

education quality in the Environmental Studies Curriculum.  

 

 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	29	

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.2 Nikel and Lowe’s educational quality model (2010) 

Nikel and Lowe’s (2010) elaboration on these seven indicators are discussed from 2.7.1 to 

2.7.7. 

 

2.7.1 Effectiveness 

Nikel and Lowe describe effectiveness as “the extent to which stated (educational) aims are 

met”. They specify that conventionally “the definition directs attention to outcomes or ‘final 

states’ only, without an explicit recognition of initial conditions” (2010, p. 595). They then 

argue that “a concern with initial conditions – the socio-economic backgrounds of the pupils in 

a school or their initial learning achievements – leads to a ‘value added’ interpretation of 

effectiveness that insists we measure the progress made from a given starting point” (ibid, 2010,  

p. 595). This means that a closer look will be given to what the learners already know and what 

new meaningful knowledge they have learnt as stipulated in the Environmental Studies 

Curriculum (Namibia. MBEC, 2005a). For every topic planned during the intervention process 
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of the research, objectives were stated before the implementation of each topic as required by 

the Namibian Environmental Studies Curriculum. Achievement of objectives was one of the 

foci of analysis in this study (Section 4.3). However, heed was also taken of emergent teaching 

and learning processes that were not stated beforehand in the objectives, which might indicate 

value added in relation to the learners’ existing knowledge. 

In addition to the objectives and basic competencies as measures to determine the degree of 

effectiveness the passing requirement for this subject will also be taken into consideration in 

this study. Passing requirements are as follows: An A symbol is 81%-100%; a B symbol is 

61%-80%; a C symbol is 41%-60; a D symbol is 32%-40%; and an E symbol is 0%-31%. In 

order to pass Environmental Studies a learner must obtain a D symbol which starts at 32%. 

Nikel and Lowe also warn that “only some of the many desirable outcomes that we might 

specify for education will lend themselves to such easy quantification, so that we are drawn into 

the fallacy of replacing what is important with what is measureable” (2010, p. 596). In this 

research the competence focus was not only based on measureable targets such as 

tests/worksheets/written activities, but also on learners’ competence as illustrated through 

content knowledge application during the teaching and learning processes. For example, the 

practical application of content knowledge through active learning was taken into consideration 

in addition to measuring content knowledge based on paper and pencil tests. This meant that 

formative as well as summative assessment was used to determine the degree of effectiveness. 

Formative assessment was explored during the active learning processes by giving learners 

practical activities whereby they actively practised the content that was taught to them, for 

example, to take action on the issue/concern/risk that they were focusing on. This was followed 

by summative assessment activities by giving the learners tests/worksheets/written activities to 

determine how well they had mastered the content that was taught to them and that was put into 

practice by them. 

Nikel and Lowe also indicate that “we need to be aware of outcomes and impacts – both 

positive and negative – that are not pre-specified as those effects which we may fail to see, let 

alone measure, perhaps leading to a judgement of ineffectiveness when in fact the system or 

institution is having considerable impact in areas where we are not looking” (2010, p. 596). In 

this study cognisance was taken of this point where we need to be aware of outcomes and 

impacts which may be positive or negative. For example, the teacher ought to be able to sense if 

learners do not understand the content knowledge and act accordingly by re-teaching, and 
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where learners are well informed about the content knowledge, the teacher needs to challenge 

these learners by giving them more challenging activities.  

2.7.2 Efficiency 

Nikel and Lowe state that “it is with efficiency and its definition as the ratio of outputs to inputs 

that economic considerations such as the maximising of resource use enter the interpretation of 

the quality of education” (2010, p. 596). Analysis in this study considered the amount of time, 

effort, financial or other resources that were included in lesson presentations and how this 

affected the quality of education. This is elaborated on in more detail in Section 5.3. 

Towards Education for All (1993) notes that materials used ought to be learner-friendly, 

stimulating, and easy to use, in order to meet the needs of the learners. Resources used should 

engage attention and involve learners actively with combined challenge and enjoyment. This 

document further hightlights that “materials of this sort are also carefully designed for specific 

learning objectives, to get a message across, to help learners understand, and to be easy for the 

teacher to use” (ibid, 1993, p. 61). For the implementation of this project using the active 

learning framework we as the participants in this study designed and used resources to the best 

of our abilities as stated above.  

Nikel and Lowe also argue that “although the concept of efficiency is most commonly applied 

at the macro- and meso-scale systems and institutions – it may also be invoked in relation to the 

participation of individuals in education, both pupils (or their families) and teachers” (2010, p. 

596). They also indicate that “the amount of time, effort, financial or other resources invested 

by these individuals may be influenced by considerations of ‘whether it is worth my while’, 

which in turn influences the quality [in] education that is actually desired to be achieved” (ibid, 

2010, p. 596).  

Another important point made by Nikel and Lowe is that “beliefs and value judgements that 

cannot be reduced to economic considerations may play an important part here” (2010, 596). 

The learners and parents should feel that what is taught is worthwhile, meaningful and useful, 

and what is taught in school will prepare their children for adulthood to act as valuable citizens 

for their country. 
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2.7.3 Equity 

Nikel and Lowe included equity as a dimension and “part of an overall judgement of quality in 

education and not as a separate concern associated primarily with issues of access” (2010, p 

596). Their view here is not only based on education as a human right “as a potential source of 

social transformation, [and] with a concern for social justice” (ibid, 2010, p. 596). They also 

state that “education would be considered equitable to the extent that it mobilises the potential 

of education to address economic, political and social inequalities” (ibid, 2010, p. 596). For this 

study as stated above by Nikel and Lowe (2010), equity will not only be looked at primarily 

with issues of access and as a potential source of social transformation, and with a concern for 

social justice but focus will also be laid on the potential of education to address economic, 

political and social inequalities based on the issues that were addressed in this study. 

Nikel and Lowe furthermore note that “to expand opportunities available to disadvantaged 

individuals, recognising that the source of the individual disadvantaged may be structural and 

associated with shared group characteristics such as gender, ethnicity, location and poverty” 

(2010, p. 596). Heed will be taken in this study of the importance of “potential inequalities 

among students, deriving from gender, disability, race and ethnicity, HIV/Aids status and 

situations of emergency. These differences in learner characteristics often require special 

responses if quality is to be improved” (Ankomah, Koomson, Bosua & Oduro, 2005, p. 4). 

In the Environmental Studies Curriculum the issue of equity is presented particularly in terms 

of gender equality. This is evident in the statement that “gender perspectives are important in all 

social themes in order to raise awareness of gender stereotyping, how limitations are set on 

gender equity, and how to promote gender equity in all spheres of life” (Namibia. MBEC, 

2005a, p. 93-94). When studying the natural environment in science for example, “it is 

particularly important for girls to feel confident from the start in order to provide motivation to 

continue in Natural Science throughout their career and beyond” (ibid, 2005a, p. 93-94).  

 

2.7.4 Responsiveness 

Nikel and Lowe state that “the emergence of ‘responsiveness’ within the quality debate 

paralleled the ongoing debate and lobby for considering equity issues in quality education” 

(2010, p. 597). They explain that “equity refers to the analysis of group-based and structurally 
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mediated outcomes related to social justice concerns” (ibid, 2010, p. 597). They elaborate that 

“responsiveness on the other hand focuses on  individual diversity and difference in learning 

environments, learning abilities and styles, but also on responding to environmental changes 

that might affect individual learning ability and willingness to engage” (ibid, 2010, p. 597).  

In the Environmental Studies Curriculum it is stipulated that learners ought to be taught 

according to their learning abilities and styles in order to willingly respond to the teaching and 

learning process. The Environmental Studies Curriculum notes that “nearly all learners will be 

able to achieve more than a satisfactory minimum in the basic competencies; some will be able 

to do much better” (Namibia. MBEC, 2005a, p. 91). It is furthermore stipulated that a small 

number of “learners will just be able to manage satisfactorily, and must receive support 

teaching through adapted teaching approaches, adapted materials, and assistance from peers” 

(ibid, 2005a, p. 91). In order to get learners engaged in environmental learning the teaching and 

learning processes should be designed in such a way that all learners with different abilities will 

be able to engage in the teaching and learning process. If this is the case, all learners ought to be 

able to respond to what is taught in the lesson presentations and will feel of equal value in the 

teaching and learning process.  

Nikel and Lowe stipulate that “responsiveness in classroom interaction can be extended further 

towards a stronger acknowledgement of the aspects of personal growth and the social nature of 

this process” (2010, p. 597). They furthermore note that “then, responsiveness more broadly 

represents a concern for the learner ‘becoming oneself’ through education” (ibid, 2010, p. 597). 

Becoming oneself through education is presented in Wals’s work where he describes 

“orientation and exploration [as] identifying key actors and, with them, key issues of concern or 

key challenges to address in a way that connects with their own prior experiences and 

background, thereby increasing their motivation and sense of purpose” (2007, p. 41).  

 

2.7.5 Relevance 

Nikel and Lowe state that “the relevance of an education system/educational experience is the 

extent to which it addresses user needs, but the identification of needs is a complex and often 

contradictory process; needs may be expressed at various levels: individually, family, 

community, national and global” (2010, p. 597). According to them tensions may arise 

“between the needs expressed at different levels, and different groups within each level – rural 
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and urban communities, socio-economic classes, and so on – and the outcomes of decisions 

about priorities will reflect contextually specific cultural and political struggles” (ibid, 2010, p. 

597). 

According to Nikel and Lowe “firstly, there is the issue of who makes decisions about what is 

relevant to needs, at any level. In many countries, however, the co-existence of private and 

public systems makes the ‘democratic’ individual choice of relevance differentially available 

according to income” (2010, p. 597). In Towards Education for All it is stipulated that the 

“curriculum must be relevant both to the needs of learners and to society” (Namibia. MEC, 

1993, p. 59). It also notes that “learners will find the curriculum relevant only if the knowledge, 

skills, and values to be acquired are meaningful to them. If they feel that what they learn and 

how they learn it are significant, interesting, and useful, they will enjoy learning more and put 

more effort into it” (ibid, 1993, p. 59). In the Environmental Studies Curriculum the content 

knowledge is very largely taken from and related to the learners’ immediate environment and 

community (Namibia. MBEC, 2005a). This is also emphasised by Wals and Van der Leij that 

“environmental education, by its very nature, should be education that focuses on the life-world 

of the learner” (1997, p. 18). It is also stipulated in the Environmental Studies Curriculum that 

Environmental Studies “helps learners to become responsible citizens in their community, and 

eventually their country, continent and the world” (Namibia. MBEC, 2005a, p. 91). This 

interest in the value of learning to individuals and their local communities was another factor 

considered in analysing quality in this study. 

Nikel and Lowe furthermore state  that “secondly, we must ask about the time-scale for which 

relevance is identified: children in school may be 15 years or more away from even beginning 

to assume the social, political and economic roles of adulthood for which their education is 

intended to prepare them” (2010, p. 597). Therefore they argue that “only in societies with the 

lowest levels of social mobility, or where social mobility is deliberately inhibited, can we 

assume that the roles of today’s children when they become adults will be the same as those of 

their parents” (ibid, 2010, p. 597).  

Nikel and Lowe explain that “thirdly, the ‘shelf life’ of much knowledge is becoming 

increasingly shortened and much of it becomes at best a sort of temporary scaffolding on which 

more enduringly useful cognitive development may be built” (2010, p. 598). They furthermore 

state: “… thus we see education systems across the world promoting the development of 

‘generic’ or ‘transferable’ skills as the most relevant curricular content” (ibid, 2010, p. 598).  
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In the Environmental Studies Curriculum it is stated that the everyday lives of the learners 

should be used to teach concepts for them to be able to understand and apply the knowledge, 

skills and attitudes in their everyday lives and to contribute to society (Namibia. MBEC, 2005a, 

Section 1.4). In turn this can only be possible if the concepts that ought to be taught to them 

according to the curriculum can be related to their life worlds.  

In addition to the abovementioned, content knowledge should not be limited to the learners’ 

own context, but they should be made aware that environmental problems/issues/risks/concerns 

in their local environment may also exist in other parts of the country or the rest of the world, 

for that matter. Hence, a further step ought to be taken to emphasise the global world when 

teaching the different environmental topics. Their immediate life worlds may not be the end of 

the learning process and the content knowledge ought to be extended nationally and globally 

(Nikel & Lowe, 2010). 

 

2.7.6 Sustainability 

Nikel and Lowe state that in their fabric model “‘sustainability’ represents concerns over the 

contribution of education for individuals, communities and nations taking up responsibility for 

global environmental changes and the uncertainty over the well-being of future generations” 

(2010, p. 598). It is stipulated in the curriculum that sustainability “includes understanding how 

people use the natural environment to satisfy human needs, and how the environment may be 

changed in ecologically sustainable ways” (ibid, 2010, p. 598). In the Environmental Studies 

Curriculum it is stated that “learning experiences in the natural scientific sphere aim at 

increasing the learners’ knowledge and understanding of the physical and biological world of 

which they are part” (Namibia. MBEC, 2005a, p. 91). 

Nikel and Lowe furthermore describe “two distinct educational approaches to the development 

of the knowledge, skills and values to promote responsibility for making progress towards 

sustainable development: the transmissive and the transformative” (2010, p. 598). They further 

explain that the “first assumes sustainable development to be a normative concept about which 

the knowledge, skills and values needed to bring about the required change are (typically 

already) known” (ibid, 2010, p. 598). They argue that “the latter treats sustainable development 

as a procedural concept where ultimately it is not known – nor can it be known – what the 

individual might be able to contribute or what knowledge, skills and values might be most 
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appropriate in all circumstances” (ibid, 2010, p. 598). They state consequently, in the 

transformative approach (the procedural concept) “education focuses on behaviour change and 

acceptance of responsibility on which one must act, or participation by all stakeholders and 

parties in processes of goal-setting, decision-making and evaluation” (ibid, 2010, p. 598). 

The educational approach that is referred to in the Namibian curriculum for making progress 

towards sustainable development is based on the transformative approach. In the Environmental 

Studies Curriculum it is stated that learners should be taught in order to live and act sustainably 

towards our natural resources (Namibia. MBEC, 2005a) in a way that will promote involvement 

in practical activities to preserve and sustain the natural resources (Namibia. MEC, 1993). As a 

learner-centred approach to teaching and learning requires a focus on learners’ prior knowledge 

the teacher might not know beforehand what the learners might know about sustainability or 

what sustainability practices they are already familiar with. This means the teacher will not 

know beforehand with what knowledge the learners will come to the classroom, just as the 

learners do not know with what knowledge the teacher will come to the classroom. In both 

cases both parties need to work together to come up with suitable sustainability practices or to 

do enquires regarding which sustainability practices would work best in their context. 

Nikel and Lowe argue that “compared to relevance, sustainability represents an extension of 

consideration of the scope of educational impact and responsibility in terms of temporal scale 

(beyond one generation) and geographical scale (recognising the limitations of natural 

resources and nature as well as aiming to integrate decision making, linking the local with the 

global)” (2010, p. 599). In the Environmental Studies Curriculum this point is not explicitly 

stipulated. However, linking the local with the global will be considered in this study to 

broaden the notion of education quality of the teaching and learning processes as emerging 

from the research intervention. 

 

2.7.7 Reflexivity 

Nikel and Lowe state that “reflexivity brings in considerations of theories of modernity and the 

role of education in a social context characterised by the immense challenge to be able to 

orientate oneself in a time of rapid change” (2010, p. 598). They argue that reflexivity in this 

context represents two phenomena: “on the one hand, it represents the increased awareness of 

the existence of a feedback loop embracing human action and the conditions within which it 

takes place” (ibid, 2010, p. 598). They further elaborate on this matter that “these conditions are 
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altered by the action in ways that include the unanticipated as well as the intended effects; 

resulting from this is the necessity for increased reflexivity on the part of the individual” (ibid, 

2010, p. 598). Therefore they argue their concern for considering the contribution of education 

to a learner’s orientation in a rapidly changing world. The role of education should be to 

orientate learners to be able to reflect on and to understand human activity and context as a 

feedback loop (Nikel & Lowe, 2010). This relates to the statement in the Environmental Studies 

Curriculum that learning should develop learners’ critical thinking skills to become reflective 

thinkers in society (Namibia. MBEC, 2005a).  

Nikel and Lowe furthermore argue that “it is important to distinguish this dimension from the 

earlier one of responsiveness. The latter refers primarily to the capacity of the system to 

respond to individual differences, whereas ‘reflexivity’ captures a concern that is shared by all 

in engaging with an uncertain future” (ibid, 2010, p. 598). This concern for reflexivity is also 

evident in Wals’s work where he explains that “social learning requires reflection and 

reflexivity throughout the entire process, if only to improve the quality of the process itself and 

to monitor change and progress throughout” (2007, p. 41). 

 

2.8 CONCLUSION 

This chapter provided a broad picture of the role of education in environmental learning 

(Section 2.2), active learning (Section 2.3) and what the education quality indicators of Nikel 

and Lowe (2010) entail (Section 2.7).  

As stated by Beck (1991, Section 2.2), we are faced with numerous environmental 

problems/issues/risks/concerns, and it is the responsibility of education to take the initiative to 

address environmental problems/issues/risks/concerns. In order to bring Beck’s (1991) 

statement into practice the active learning framework was presented as a tool to use for 

planning and teaching environmental learning topics in the Environmental Studies Curriculum. 

With this active learning framework (Section 2.4) which encourages situated active learning 

processes (Section 2.5) a number of situated approaches were explored (Section 2.5) to enhance 

the analysis of emergent active learning processes. 

Furthermore, the education quality indicators of Nikel and Lowe’s (2010) model (Section 2.7) 

were discussed in order to determine their relationship with active learning processes emerging 

from the use of the active learning framework. 
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From Nikel and Lowe’s (2010) point of view they extended existing models of educational 

quality and came up with their own model which broadens conventional perspectives on 

educational quality indicators. They state that effectiveness should not look at outcomes or final 

states only, but that we need to look at the relationship between initial conditions as well as the 

unintended that is a ‘value added’ interpretation of effectiveness (ibid, 2010). Nikel and Lowe 

refer to efficiency not only as a relation between outputs and inputs in terms of economic 

considerations such as the maximisation of resource use, but also as the participation of 

individuals in education, both pupils (or their families) and teachers and the amount of time, 

effort, financial or other resources invested by these individuals (ibid, 2010). They also extend 

it in terms of broadening effectiveness beyond developing learners to participate in the 

economy, but also to participate as valued citizens in society (ibid, 2010). Equity is seen as 

more than issues of access in education (ibid, 2010). Equity is referred to as a potential source 

of social transformation and with a concern for social justice, and that education would be 

considered equitable to the extent that it mobilises the potential of education to address 

economic, political and social inequalities (ibid, 2010). Responsiveness focuses on individual 

diversity and difference in learning environments, learning abilities and styles, as well as 

environmental changes that might influence individual learning ability and willingness to 

engage (ibid, 2010). From their point of view relevance is not just about an education 

system/educational experience to address user needs, but that reflection on needs is a complex 

and often a contradictory process. Needs may be expressed at various levels: individual, family, 

community, national and global (ibid, 2010). Reflexivity is referred to not only as the capacity 

of the system to respond to individual differences but also to capture a concern that is shared by 

all in engaging with an uncertain future (ibid, 2010). Lastly, they added sustainability as part of 

their model. Sustainability to them represents an extension of considering the scope of 

educational impact and responsibility in terms of focusing on more than one generation and 

recognising the limitations of natural resources and nature as well as aiming to integrate 

decision making, linking the local with the global (ibid, 2010). These indicators became the 

reference for this research project. 

The next chapter explains the research design, and how the research was conducted. 
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CHAPTER 3 

Research design 

3.1 INTRODUCTION 

This chapter describes the methodological framework that guided the research process. It 

includes a description of the reasons for selecting an interpretive, qualitative case-study 

approach together with a quantitative approach to address the research question and goals. The 

different techniques that were used for data generation are described together with an 

explanation of the rationale for each technique. The description of the research process includes 

an explanation of how data were generated and analysed. Validity, trustworthiness and ethical 

considerations are discussed in the last part of the chapter.  

 

3.2 RESEARCH METHODOLOGY 

3.2.1 Mixed methods approaches to social inquiry  

The research was a mixed methods study dominated by qualitative methods with inclusion of 

some quantitative data. Mixed methods approaches to social inquiry are said to uniquely 

generate better understanding in many contexts than studies bounded by a single 

methodological tradition (Weisner, Kreider, Mayer, Hencke & Vaughan, 2005). As cited in 

Weisner et al, Greene stipulates that “mixed methods social inquiry are found partly in the 

construct of triangulation, which involves the use of multiple methods – each representing a 

different perspective or lens – to asses a given phenomenon, in order to enhance confidence in 

the validity of the findings” (2005, p. 260). It is furthermore stated by Welman, Kruger and 

Mitchell that “the purpose of both quantitative and qualitative research is to try to understand 

the subject’s point of view” (2005, p. 9). They furthermore point out that: 

Quantitative researchers do it by means of controlling the situation and using remote, 
empirical, and inferential methods. Qualitative researchers on the other hand, use 
unstructured interviewing and detailed observation processes to gain better information 
about the views of the subject (ibid, 2005, p. 9). 

Van Maanen describes a qualitative approach to research as “an ‘umbrella’ phrase covering an 

array of interpretive techniques which seek to describe, decode, translate, and otherwise come 
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to terms with the meaning of naturally occurring phenomena in the social world” (1979, p. 

520). In this study the interpretive technique with a qualitative approach provided new insights 

into the social world focusing on how people (teachers and learners) learn in their natural 

environment during an intervention process (using an active learning framework). Furthermore, 

it provided an understanding of what emerged from the intervention with the use of education 

quality indicators as a lens for a commentary on educational quality. The interpretive technique 

enabled meaning making of what exists in the participants’ minds, their experiences and 

interpretations (Leedy & Ormrod, 2010).  

Leedy and Ormrod explain that “all qualitative approaches have two things in common. First 

they focus on phenomena that occur in natural settings – that is, in the ‘real world’. And second 

they involve studying those phenomena in all their complexity” (2010, p. 135). Leedy and 

Ormrod also state that “interpretation enables a researcher to gain new insights about a 

particular phenomenon” (ibid, 2010, p. 135). The phenomenon that I investigated was the 

relationship between active learning processes (with the use of the active learning framework) 

and education quality in the Namibian Environmental Studies Curriculum. 

Furthermore, Welman, Kruger and Mitchell note that “the purpose of quantitative research is to 

evaluate objective data consisting of numbers” (2005, p. 8). In this research data were evaluated 

by means of numbers by looking at what marks the learners scored for the written activities that 

they did at the end of each topic presentations. This was done by converting the marks to 

percentages to get uniformity with the analysis of the data (learners’ work). The quantitative 

interpretation of marks, relates to one of the education quality indicators that was used in this 

study, namely effectiveness as discussed in section 2.7.1. Marks provided an indicator of 

whether the specified aims and objectives of the topics’ taught were met or not (Section 2.7.1). 

Best and Kahn, define quantification as “a numerical method of describing observations of 

materials or characteristics. When a defined portion of the material or characteristic is used as a 

standard for measuring any sample, a valid and precise method of data description is provided” 

(2006, p. 289). As stated by Best and Kahn, using a numerical method of document analysis 

which in this case was to analyse the learners’ work, gave me a deeper insight into how the 

learners performed. Welman, Kruger and Mitchell furthermore accentuate that “the purpose of 

quantitative research is not to deal directly with everyday life, but rather with an abstraction of 

reality” (2005, p. 8). 
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3.2.2 Case study 

This research can be described as an interpretive case study. Anderson argues that “a case study 

involves a detailed investigation into a situation in a single case or a small number of related 

cases. It is a strategy that allows for a problem or issue to be studied in depth, within the context 

of the case(s)” (2009, p. 53). The case was based on an intervention with four teachers teaching 

Environmental Studies in the Lower Primary Phase, who used an active learning framework to 

plan and present lessons based on environmental topics. 

By conducting a case study I hoped to retain the characteristics of real-life events and thereby 

understand complex phenomena (Yin, 2009). The data which emerged from the use of the 

active learning framework were analysed in relation to the education quality indicators of Nikel 

and Lowe (2010). 

  

3.3 DATA GENERATION  

Data were generated from four methods appropriate to qualitative case study research, namely 

semi-structured interviews, focus-group discussions, classroom observations and document 

analysis; as well as from one method appropriate to quantitative standardised tests research, 

namely, group testing. The data were generated over a period of six months in 2012.  

This research was based on two phases of data generation: 

Phase 1 included semi-structured interviews with the teachers who participated in the study. 

Thereafter, in a focus-group discussion, I gave the teachers feedback on the interviews 

conducted about the different methods and strategies used across the grades. I also gave my 

views on the responses to the individual interviews so that my input regarding the phenomena 

could also be included. This was important because of my role as participant-observer in the 

study. Data generation in this phase were analysed to respond to the first goal of the study – to 

investigate teachers’ experiences with different teaching methods and strategies in 

teaching Environmental Studies (prior to the intervention). 

Phase 2 consisted of a series of workshops. In the first focus-group discussion I gave the 

teachers a booklet outlining the active learning framework (O’Donoghue, 2001). I did this to 

see whether they would be interested in learning more about the framework. After they had read 
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the booklet I asked them whether they were interested in presenting lessons according to this 

framework, and they all agreed to be involved in the intervention process of this research 

project. Thereafter I conducted a workshop with them in order to present the framework and 

possibilities for its implementation. When all the teachers understood the framework as a 

process of teaching and learning, we all designed and presented our lessons using 4-7 periods 

each for the class grade that we were teaching. After all the lessons were presented and 

transcribed I conducted a second focus-group discussion in which all of us reflected on the 

lesson presentations and observations. This was done to discuss the teachers’ experiences with 

the active learning framework. This intervention was described and explored through Goal 2 of 

the research which was to describe and explore active learning processes emerging from a 

teacher professional development intervention introducing teachers to an active learning 

framework. 

In the first series of lesson presentations I observed the Grade 4 teacher and she in turn 

observed me in my Grade 1 class. The other two teachers’ lessons were observed by me a week 

later. During the observation process I collected learners’ work to see how the learners 

responded to the activities by means of group testing. The data collected using these methods 

were analysed to respond to the third goal of the study which was to investigate how emergent 

active learning processes relate to education quality. Detail of the different data generation 

methods used in the two phases is presented below. 

 

3.3.1 Semi-structured interviews 

Three teachers participated in semi-structured interviews in the beginning of the research 

process. The questions were prepared in advance to guide the interview process. As stated by 

Horn: “… in less structured interviews more periods of interaction occur that are not centred on 

the predetermined questions” (2009, p. 126). Semi-structured interviews allowed probing for 

information while also ensuring that the interviews were not moving away from the point of 

discussion. The purpose of the interviews was to gain insight into the teaching methods and 

strategies teachers used to teach environmental topics. Each interview was audio-recorded and 

transcribed (Appendix A: Example of a transcribed and coded interview).  
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3.3.2 Focus-group discussions 

After the semi-structured interviews were conducted and transcribed, I conducted a focus-group 

discussion to give feedback to the teachers about the interviews and also to give my views on 

the interview questions because of my role as an active participant in the research process. 

Additionally the discussion was used for a member-checking process of the semi-structured 

interviews. It was also audio-recorded and transcribed (Appendix B: Coded transcript of Focus 

Group Discussion 1). After this I introduced the active learning framework to the teachers in a 

workshop where I took them through a step-by-step process of what it entails and how it works 

as a lesson planning tool.  

After implementation, a second focus-group discussion was conducted to get feedback on the 

active learning framework as a lesson planning tool as well as the implementation of the lesson 

plans. The lesson implementations were based on the following topics: Nutrition (Grade 1), 

Water (Grade 2), Traffic Safety (Grade 3) and Waste Management (Grade 4). The questions for 

this session were prepared in advance. The data were also audio-recorded and transcribed 

(Appendix C: Coded transcript of Focus Group Discussion 2). In this discussion, Teacher 3 and 

I (as participant-researcher) decided that she ought to present another topic that included the 

biophysical dimension of the environment and not the social dimension only.  

After she presented the topic of waste management I did a semi-structured interview with her to 

get her reflection on the presentation of the topic as a whole, based on the active learning 

framework (Appendix D: Coded transcript of Individual Interview 2 – Teacher 3). The data 

were integrated with the presentation of the data that emerged from Focus-group Discussion 2. 

 

3.3.3 Document analysis: Teachers’ lesson plans, associated activities and the 

Environmental Studies Curriculum 

Bell argues that “most educational projects will require the analysis of documentary evidence” 

(1993, p. 67). In this research teachers’ lesson plans were analysed of the topics presented. This 

was done to get a sense of what the teachers planned to teach and also to assist them in 

developing lesson plans using the active learning framework. In addition the Environmental 

Studies Curriculum (Appendix L) was also used to choose the relevant environmental topics, 

basic competencies and objectives from.  
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3.3.4 Classroom observations 

Walker states that “one method increasingly used is to tape-record or videotape lessons in order 

to provide the basis for extending or elaborating ‘natural’ observation” (1990, p. 139). In this 

research lesson observations were audio-recorded and transcribed. For this process no 

observation schedule was used. I made notes and took as many photos as possible in addition to 

the audio-recordings. The notes and photographs were used together with the transcriptions in 

developing mini-case stories (Section 3.5.2, Appendix G). I did the first lesson observations 

with Teacher 4 and she in turn observed me. However, after the first two lessons Teacher 4 

could no longer observe me and I observed my own lessons by taking as many photos as 

possible and writing down important things that I observed. Together with the audio-recordings 

this was sufficient for writing the mini-case story for the topic I presented (Section 3.5.2). 

The other two teachers, Teacher 2 and 3 were observed by me. Twenty periods in total were 

used to observe the topics that were planned and presented for this study. I used seven periods, 

Teachers 2 and 3 used four periods each and Teacher 4 used five periods in total. The 

observations provided evidence of how the planned activities were presented and received. 

 

3.3.5 Standardised testing: Learners’ work 

Welman, Kruger and Mitchell state that “a standardised test is a collection of tasks in which: 

the content, the administration (giving the instructions and so on), the scoring of the obtained 

responses are the same, irrespective of who is administering it, to whom it is administered, and 

by whom it is scored” (2005, p. 155). Learners’ work provided insight into what the learners 

learnt according to the content of the lesson and the scores obtained by learners during the 

activities done by them. Welman, Kruger and Mitchell furthermore accentuate that 

“standardised tests can take on a variety of forms”, for example, “individual tests may only be 

administered individually, in other words, a test administrator can administer it to only one 

testee at a time”, on the other hand, “group tests may be administered to more than one 

individual simultaneously in one session” (ibid, 2005, p. 155). They also mention that 

“standardised tests can furthermore be divided into paper-and-pencil measurements/tests and 

apparatus measurements” (ibid, 2005, p. 155). In this research project the activities done by 

learners are referred to as paper-and-pencil measurements. From each topic presented I took ten 

examples of the formative structured activities and all of the summative structured activities 
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that were done by the learners. The summative assessment activities are displayed as 

assessment summaries in Appendix E: Assessment results Grades 1-3). Consequently, this was 

not possible in the case of the Grade 4’s as the teacher did not do a summative assessment 

activity with them. 

 

3.4 DATA ORGANISATION 

Data organisation is a process whereby data sources are arranged in a more orderly manner. 

This process provides the researcher with a clear guide on what type of data source he should 

analyse first. Arranging the data sources enables the researcher to manage the body of data. I 

arranged the data according to the time it occurred during the research process. An inventory 

(Table 3.1) helped to sharpen the focus on the purpose of each type of data collected. 

Table 3.1: Inventory of data sources 

Research 
case 

Data source Purpose of data 
source 

Dates 
conducted 

Recording 
method 

1 Semi-structured 
interviews with 3 
teachers 

To establish teachers’ 
experience with 
different teaching 
methods and 
strategies 

March 2012 Audio-
recorded and 
transcribed 

2 Focus-group 
discussion 1 (with 
the 3 teachers who 
took part in the 
study and myself) 

Used for teachers to 
discuss the semi-
structured interviews 
and to enable me to 
also share my views 
on the semi-structured 
interview questions 

March 2012 Audio-
recorded and 
transcribed 

3 Document analysis 
of 4 lesson plans 

Used to explore the 
lessons that were 
presented by the 
teachers and for 
writing mini case 
stories 

April 2012 Teachers 
recorded own 
lesson plans 

4 Lesson 
observations of all 
lessons of all 
teachers 

To observe teachers’ 
implementation of the 
active learning 
framework. The data 
were used for writing 
mini-case stories. 

April - 
August 2012 

Audio-
recorded and 
transcribed 
and 
photographs 
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Research 
case 

Data source Purpose of data 
source 

Dates 
conducted 

Recording 
method 

5 Standardised tests-
group testing: 
Learners’ 
formative work 

To examine learners’ 
engagement with the 
presentation of the 
whole topic 

September 
2012 

Photographs 
of learners’ 
work 

6 Standardised tests-
group testing: 
Learners’ 
summative work 

This was used to 
assess what 
knowledge the 
learners acquired and 
the learners’ use of 
knowledge. 

September 
2012 

Photographs 
of learners’ 
work 

7 Focus-group 
discussion 2 (with 
all 4 teachers)  

Teachers’ experience 
with the active 
learning framework 
and its 
implementation 

September 
2012 

Audio-
recorded and 
transcribed 

8 Interview 2: 
Teacher 3 

Individual interview 
with Teacher 3 to get 
her views on her 
experience with the 
active learning 
framework (after 
reworking her 
intervention) 

September 
2012 

Audio-
recorded and 
transcribed 

Data were also allocated according to codes for easy identification of the different data 

sources (Table 3.2 below). 

Table 3.2 Data index, showing codes used to differentiate data sources. 

Source 
number 

Index Index Code 

1 Teacher interview 1 TI, 1 
2 Teacher interview 2 TI, 2 
3 Teacher interview 3 TI, 3 
4 Focus-group discussion 1 FGD, 1 
5 Workshop: Active learning framework WALF 
6 Min-case story 1 MCS, 1 
7 Mini-case story 2 MCS, 2 
8 Mini-case story 3 MCS, 3 
9 Mini-case story 4 MCS, 4 
10 Learners’ Formative Work Teacher 1 LFWT, 1 
11 Learners’ Formative Work Teacher 2 LFWT, 2 
12 Learners’ Formative Work Teacher 3 LFWT, 3 
13 Learners’ Formative Work Teacher 4 LFWT, 4 
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Source 
number 

Index Index Code 

14 Learners’ Summative Work Teacher 1 LSWT1 
15 Learners’ Summative Work Teacher 2 LSWT2 
16 Learners’ Summative Work Teacher 3 LSWT3 
17 Focus-group discussion 2 FGD2 
18 Interview 2: Teacher 3 I2T3 

 

3.5 DATA ANALYSIS 

The process of analysis is a method whereby the researcher considers what needs to be done 

with the collected data and how they will be processed. I made use of a qualitative approach to 

analyse the majority of the raw data through a process of uncovering and discovering themes 

that ran through the data and to interpret the implications of those themes for the research 

question. As stated by Welman, Kruger and Mitchell: “… themes can be described as 

‘umbrella’ constructs which are usually identified by the researcher before, after, and during the 

data collection” (2005, p. 211). Quantitative analysis was also used for the learners’ work in 

order to determine how they performed in the written activities that they were asked to 

complete at the end of each presentation.  

Danemark, Ekstrom, Jakobssen, and Karlsson (2002) explain that data analysis can be 

deductive, inductive or abductive. They refer to deduction as a process “to derive logically valid 

conclusions from given premises and to derive knowledge of individual phenomena from 

universal laws” (ibid, 2002). They note that induction starts “from a number of observations to 

draw universally valid conclusions about a whole population to see similarities in a number of 

observations” (ibid, 2002). Abduction is “to interpret and recontextualised individual 

phenomena within a conceptual framework or a set of ideas, to be able to understand something 

in a new way by observing and interpreting this something in a new conceptual framework” 

(ibid, 2002). For this research process I used the inductive and abductive approach to analyse 

the data. 

During these analyses analytical memos were created in the form of tables to sequence the data 

in a meaningful pattern. These are discussed and elaborated on below. I reduced the data by 

drawing only on relevant data that addressed the goals and the research question. The analytical 

memos served as a framework to present the data in Chapter 4.  
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3.5.1 Phase 1 – Analytical memo 1: Baseline analysis 

In Phase 1 of the analysis, Analytical Memo 1 was developed from Teacher Interviews 1-3 and 

Focus-group Discussion 1. This memo responded to the first goal of the study.  

Interviews 1-3 and Focus-group Discussion 1 were analysed in one analytical memo (Appendix 

F: Analytical Memo 1). The analysis was done searching for categories that would give me an 

understanding of what had been (prior to the research process) teachers’ experience with 

different teaching methods and strategies in teaching environmental topics. (See Appendix A 

for an example of how transcriptions were coded). The categories that emerged from the 

analysed data informed the intervention guided by the active learning framework as presented 

in Chapter 4. The information was analysed according to the following categories presented in 

Table 3.3 below:  

Table 3.3 Category list – Phase 1 analysis  

CATEGORIES AND SUB-CATEGORIES CODE 

Category 1: Environmental Studies Curriculum  

Sub-categories  

Curriculum importance CI 

Learners benefit from this subject LBS 

Approach to teaching and learning ATL 

Training received to implement subject TIS 

Category 2: Lesson Presentations/Methods and Strategies  

Sub-categories  

Lesson introduction LI 

Methods and strategies used to present content MS 

Methods and strategies that allow learners’ active involvement MSLAI 

Lesson conclusion LC 

Category 3: Knowledge  

Sub-categories  

Learners’ application of knowledge in everyday life LAKE 

Knowledge acquired helps learners’ understanding of sustainability KLUS 
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CATEGORIES AND SUB-CATEGORIES CODE 

Category 4: Difficulties  

Sub-categories  

Difficulties encountered during presentations DEP 

Why these difficulties were experienced DE 

How these difficulties could be overcome DO 

 

3.5.2 Phase 2 – Part 1: Post-intervention (Mini-case stories) 

In Phase 2 (Part 1 and 2) of the analysis the second goal of the study was addressed, which was 

to describe and explore emergent active learning processes. In Phase 2 (Part 1) the data were 

analysed to develop mini-case stories (MCS) from the lesson plans, lesson presentations, 

learners’ work and photos that were taken during the lesson presentations. The different 

categories that were used to analyse the data are presented in Table 3.4. 

 

The second phase analysis of lesson plans, lesson observations and learners’ work were done 

after the lessons were presented. Mini-case stories were written about these lesson presentations 

(Appendix G: Example of a mini-case story). The categories that were used for this data 

analysis process were based on the dimensions of the active learning framework and learners’ 

formative and summative work as presented in Chapter 4. The categories are displayed in Table 

3.4 below: 

Table 3.4 Category List – Phase 2 (Part 1) analysis 

CATEGORY CODE 

Focus area FA 

Background knowledge BK 

Information sharing and seeking ISS 

CATEGORY CODE 

Enquiry EN 

Reporting REP 

Finding solutions FS 

Action ACT 

Assessment ASS 
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The analysis of assessment was done quantitatively and qualitatively. For the quantitative 

analysis I mainly looked at how the learners performed in the summative assessment activities. 

For the qualitative assessment activities the data were analysed to determine the quality of the 

worksheets and the outcomes of learners’ performance. 

 

 The quality of worksheets completed by learners 

 The planned lesson competencies 

 Verify whether the questions in the worksheets were in line with the content of the 

lesson 

 

 Outcomes of learners performance on completion of worksheets 

 What learners found easy to answer 

 What the learners found most difficult to answer 

 Whether the learners were able to apply the content knowledge that was required during 

the lesson according to their context 

 

3.5.3 Phase 2 – Part 2: Analytical Memo 2: Teachers’ reflections on the use of the active  

learning framework 

In Phase 2 (Part 2), Analytical Memo 2 was developed (Appendix H: Analytical Memo 2). This 

memo was constructed with data that emerged from the second focus-group discussion dealing 

with the teachers’ reflections on the use of the active learning framework and Interview 2 of 

Teacher 3. The different categories that were used to assist in the analysis process are presented 

in Table 3.5.  

For Phase 1 and 2 of the research inductive analysis was used. The following themes emerged 

from the analysis of the data:  

 General views on active learning presentations  

 Difficulties encountered during lesson planning  

 Including all areas of the active learning framework in lesson presentations 

 Ways to overcome difficulties or problems, and  

 Competence in active learning. 

The categories that emerged from this analysis are displayed in Table 3.5 below: 
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Table 3.5 Category List – Phase 2 (Part 2) analysis  

CATEGORY AND SUB-CATEGORIES CODE 

CATEGORY 1  

Sub-categories  

General views on active learning presentations VALP 

Difficulties encountered during lesson planning DELP 

Including all areas of the active learning framework 
in lesson presentations 

IALP 

Ways to overcome difficulties or problems  WOD 

Competence in active learning CAL 

 
 
 
3.5.4 Phase 3: Analysis of emergent active learning processes   

in relation to education quality 

In Phase 3 of the analysis the third goal of the study was addressed. In this part of the research 

process the relationship between the active learning framework and the education quality 

indicators was explored as presented in Chapter 5 (Section 5.3). For this process abductive 

analysis was conducted for a review of the data analysed for phase 1 and 2 and used towards the 

construction of the discussion in Chapter 5 (Section 5.3). This means that the data were 

interpreted and re-contextualised. In this process, the analysed data from Analytical Memo 1 

and 2 and the mini-case stories were interpreted and re-contextualised (Analytical Memo 3) 

using the education quality indicators of Nikel and Lowe (Section 2.7). 

The indicators became the main categories of this analytical process (Appendix I: Analytical 

Memo 3). From the broad categories, sub-categories were used to draw on the individual 

interviews, focus-group discussions and the mini-case stories (that were written from the lesson 

plans, lesson observations and learners’ work).  

 

3.6 DATA GENERATION: CHALLENGES ENCOUNTERED 

The use of the different data generation methods in this research study posed several 

challenges. These are discussed below: 
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As a Grade 1 class teacher I experienced difficulties to get time off from my working schedule. 

In order to get time off I first had to get a relief teacher who could take over my classes for the 

periods that I had to observe the lessons of the teachers who took part in the study. This was 

also the case with the teacher who had to observe me.  

In order to observe the teachers’ lessons I had to negotiate the most suitable time for these 

lesson observations with the teachers. Sometimes it meant that we had to reschedule the 

timetable to fit in the presentations.  

Examination and tests in the school were also a problem as these held back the data-generation 

process. Sometimes the teachers did not inform me in advance that the learners were going to 

write a test series and I then needed to wait for at least a week before we could continue with 

the lesson observations. 

Being an active participant in this study was difficult. As I had to get one of the teachers to 

observe me, I first had to orientate the teacher regarding my research interest to make sure she 

understood what she was supposed to look for. This worked for my first four lesson 

presentations, but for the rest the teacher observing me was not available any longer and I had 

to observe myself for the last three lessons. It was quite challenging to critically evaluate myself 

and to be as objective as possible in everything I did.  This teacher also did not provide me with 

any feedback on the observations that she made in my classroom. I thus relied on feedback 

from the reflection focus-group discussion session and the audio-recordings that I transcribed 

after the lesson presentations.  

I had a lot of data. Transcribing the raw data took up a lot of time. I also struggled at first to 

sequence the data that were generated in an orderly manner as the scope of the data was too 

large for me to handle. Only after arranging the data in a table format (Table 3.1) was I able to 

see the whole picture of all the data collected for this research project.  
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3.7 RESEARCH DESIGN SUMMARY 

A research design summary of the research processes, data generation and analytical phases is 

displayed in Table 3.6 below: 

Table 3.6 Summary of the research process  

3.8 RESEARCH VALIDITY, TRUSTWORTHINESS AND ETHICS 

3.8.1 Validity and trustworthiness 

Leedy and Ormrod argue that “validity is about accuracy, meaningfulness, and credibility of the 

research project as a whole” (2010, p. 97). In this research project triangulation was used across 

interviews, focus-group discussions, classroom observations and analysed documents in order 

to validate the data. 

To reduce the data three analytical memos were developed. The first analytical memo was 

developed from the individual interviews and Focus-group Discussion 1. In this analytical 

memo individual interviews and Focus-group Discussion 1’s data were triangulated. The 

second analytical memo was developed from the second focus-group discussion. The next data 

analysis step was done in the form of mini-case stories which emerged from triangulating the 

Research processes and data 
generation 

Analytic phases Research 
Goals 

1.1 Personal interviews with teachers 
(qualitative analysis). 

1.2 Focus-group discussion 1 with 
teachers (qualitative analysis). 

Phase 1 Analysis: Inductive analysis was 
used for existing methods used by teachers 
(Responding to Goal 1) 

Goal 1 
(Chapter 1: 
Section 1.8) 

2.1 Observations of teachers’ 
presentations of lessons planned 
according to the active learning 
framework and ocument analysis of 
lesson plans (qualitative analysis). 
Document analysis of learners’ work 
(quantitative analysis). 

2.2 Reflections done by teachers based 
on lesson presentations (Focus-group 
discussion 2) (qualitative analysis). 

Phase 2 (Part 1) Analysis: Description of 
emergent active learning processes 

Phase 2 (Part 2) Analysis: Further 
exploration of emergent active learning 
processes (Responding to Goal 2) 

 

Goal 2 
(Chapter 1: 
Section 1.8) 

2.3 Exploring the relationship between 
emergent active learning processes and 
educational quality (qualitative 
analysis). 

Phase 3 Analysis: Abductive analysis using 
the 7 education quality indicators by Nikel 
and Lowe (2010) (Responding to Goal 3) 

Goal 3 
(Chapter 1: 
Section 1.8) 
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classroom observations, photographs and the analysed documents. After this analytical process 

the two analytical memos together with the mini-case stories were triangulated in order to 

construct the third analytical memo that was developed for the discussion based on the 

education quality indicators of Nikel and Lowe (2010). Cohen, Manion and Morrison state that 

“triangulation techniques in the social sciences attempt to map out, or explain more fully, the 

richness and complexity of human behaviour by studying it from more than one standpoint” 

(2010, p. 141).   

For this study, the data that were generated and analysed were guided by the research purpose, 

research questions and content. Maxwell (1992) states that validity is not only about what 

methods one uses, but that the data accounted for and conclusions made from those methods 

adhere to the purpose and context of the study. Table 3.6 illustrates how the 3 different analytic 

phases link to the three research goals, thus indicating validity in terms of the purpose of the 

study. 

Lather (1986) describes face validity as an important validity criterion that is achieved through 

member checking. In the study this was achieved through member checking sessions during the 

first and second focus-group discussions. The participants checked data from the individual 

interviews during the first focus-group discussion. For the second focus-group discussion, the 

teachers were asked to read through the transcriptions and say whether they agreed that what 

was written in the transcripts was an accurate reflection of their contributions in these 

interviews. 

Another factor that ensured the validity of the research is the fact that I was an active 

participant in the investigative intervention process in which I exposed myself for critique by 

fellow teachers just as they were exposed to my critique.  As an active participant in this study I 

had to be self-reflexive (Lather, 1986) to strengthen research validity. This was achieved by 

observing myself when the teacher who was expected to observe me could no longer do so 

(Section 3.3.4).  

I also ensured theoretical validity through consistent working with the theoretical framework of 

the study in relation to data, findings and explanations (Maxwell, 1992). This was particularly 

in analytic Phase 3 with the use of Nikel and Lowe’s education quality indicators. 
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My position and role as active participant and interest in the study has also been clarified as 

stated in the first part of this paragraph. A reflection on my role in the research can be found in 

the last part of this study (Chapter 6).  

 

3.8.2 Research ethics  

Ethics in research ensures that the participants are given fair treatment in the research process. 

According to Costley and Gibbs “the importance of the ethics of caring is, therefore, not just a 

mantle for individual researchers, but a rational and intellectual approach to the research 

process as a whole, where everyone involved in the research needs to recognise the ethic of 

care” (2006, p. 96).  

Research participants should be free to carry out research activities without feeling obligated or 

forced into the research activities. To ensure this I first asked permission from the principal at 

the school where I am teaching to conduct the research at school using the children and the 

teachers (Appendix J: Letter of permission to the principal).  

I also sent out consent letters to all the teachers in which I asked their permission to conduct 

interviews with them and to involve them in workshop focus-group sessions and to observe 

their lesson presentations and the work of learners who took part in the lesson presentations 

(Appendix K: Consent letter to teachers). 

All participants were also informed that their participation was of their own free will and that 

they should not feel obligated into doing something with which they did not feel comfortable. 

The participants were also informed that their participation was voluntary and that they had the 

right to withdraw at any time in the study if they did not feel comfortable with what was being 

done in the research. 

In order to offer the participants anonymity their names and the research site were not revealed 

(Bassey, 1995). Names were removed from any samples of learners’ work used and no 

photographs showing particpatnts’ faces were used. 
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3.9 CONCLUSION 

The focus of this chapter was to explain the research design and the methods used in generating 

the data for this study. The research methodology which was qualitative and quantitative in 

nature was decided upon to provide me with insight into the phenomena of how teachers and 

learners learn in their natural environment. The description of the phenomenon was conducted 

using a case study in order to retain the characteristics of real-life events. Four methods 

appropriate to qualitative case study research were described for the data generation that was 

desired for this study. The four methods were semi-structured interviews, focus-group 

discussions, classroom observations and document analysis. Standardised testing was used as a 

quantitative measure of learners’ work. Each method was selected for the generation of a 

specific kind of data according to the stated goals of this study (Section 1.9.2).  

 Data analysis was described using two major modes of inference for data analysis, namely 

inductive and abductive modes. Analysing the data allowed me to make meaning of what I 

wanted to achieve as was stated in the goals of this study. 

Data management allowed me to obtain a clear picture of what data should be analysed first. 

The data analysis process helped me to sharpen my focus on what data were needed to address 

the three goals of the study. Triangulation and member-checking were discussed in order to 

ensure the validity of the data and research process. Research ethics was warranted to ensure 

that all participants were treated with care, that they did not have to feel obligated to participate 

in the study and that they could withdraw from the study anytime they wanted to or felt 

uncomfortable with what was being done in the research process. 

The data that were generated within this research design, namely the individual interviews, 

focus-group discussions, lesson observations and teacher reflections, are presented in the 

following chapter. 
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CHAPTER 4 

Teachers’experience with the Environmental Studies 

Curriculum and their engagement with the active learning 

framework 

 
4. 1 INTRODUCTION 

This chapter presents an analysis of the data that were generated through the research process. 

Section 4.2 presents Phase 1 of the analysis that is the teachers’ experience with and 

understanding of existing methods and strategies used in the Environmental Studies Curriculum 

as a whole. This data addresses the first goal of the study, which was ‘to investigate teachers’ 

existing experience with different teaching methods and strategies in teaching 

Environmental Studies (prior to the intervention)’. This first phase of data analysis was 

followed by Phase 2 Part 1 analysis, which was a description of active learning processes 

emerging from the intervention workshop. This analysis is presented in Section 4.3 of this 

chapter. This analysis relates to the second goal of the study which was ‘to describe and 

explore active learning processes emerging from a teacher professional development 

intervention introducing teachers to an active learning framework’. Phase 2 Part 2 of the 

analysis presented in Section 4.4 of this chapter. This process of analysis aimed at establishing 

the teachers’ experience with the active learning framework. Analysis of this data also 

addresses the second goal of the study as stated above. 

Data presented from the above analyses were re-contextualised in Chapter 5 in order to achieve 

the third goal of the study which was ‘to investigate how emergent active learning processes 

relate to education quality’.  

 

4.2 TEACHERS’ EXPERIENCE WITH THE ENVIRONMENTAL  

STUDIES CURRICULUM 

The data were generated by interviewing teachers followed by a focus-group discussion as a 

member checking session and to give my feedback on the interview questions. The data were 
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aimed at describing the teachers’ experience and understanding of the Environmental Studies 

Curriculum as a whole before intervening with the active learning framework. 

 

4.2.1 Value of the Environmental Studies Curriculum 

Each teacher had a different view of the importance of the Environmental Studies Curriculum. 

Their understanding of the Environmental Studies Curriculum was that:   Environmental 

Studies is the main carrier subject and that a topic should be taken from Environmental Studies 

and be integrated into the rest of the subjects (IT1, p. 1); it is part of the curriculum and we have 

it as a subject in class and learners are assessed in this subject as well (IT2, p. 1); it provides 

them with a broader picture of a healthy lifestyle and with more knowledge about what is going 

on around them (IT3, p. 1); and it gives them a broader picture of what is going on in their 

environment and how they can help themselves with the natural resources they have and what 

they should do with it (FG1AP, p. 2). 

On the question of how learners might benefit from the subject, the teachers had the following 

to say. They explained that the learners will benefit a lot from this subject because it includes 

the environment, it can broaden their general knowledge, and by getting information and being 

made aware of their environment they can benefit (IT1, p. 2; IT2, p. 1; IT3, p. 3; FG1AP, p. 3). 

 

4.2.2 Training received 

This information was generated to get a broader view of what training the teachers received for 

Environmental Studies and if they felt suitably knowledgeable after the training. 

Three teachers said that they did not get much training in this subject and that the training they 

received was not sufficient for them to implement the subject effectively (IT1, p.2-3, IT2, p. 2, 

IT3, p. 3, FG1AP, p. 4). The Grade 4 teacher did not get training in this subject. She was not 

qualified for the Lower Primary Phase (Grade 1-4) but was appointed in this position because 

of a shortage of teachers. 
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4.2.3 Methods and strategies 

Information was generated about the use of methods and strategies used by teachers in order to 

consider how these might support active learning processes. 

Two of the teachers used the approach prescribed by the curriculum. Teacher 1 said that there is 

an approach prescribed by the curriculum but did not elaborate on it (IT1, p. 2). Teacher 2 and 

Teacher 4 said that the approach that needs to be followed is the approach prescribed by the 

curriculum, namely the learner-centred approach (IT2, p. 1-2; FG1AP, p. 3). Teacher 3 said that 

there is no prescribed approach (IT3, p. 3). 

In the introduction section of their lessons the teachers mostly ask questions or use rhymes, 

songs or role plays. Teacher 1 replied that she mainly starts her lessons by using a rhyme, song 

or a role play (IT1, p. 3). Teacher 2, 3 and 4 replied that they usually ask the learners questions 

to see what their understanding of the topic is (IT2, p. 3; IT3, p. 3; FG1AP, p. 4). 

Teacher 1 and 2 explained that they usually ask the learners questions in order to present new 

subject content; whereas Teacher 3 said that she usually discusses the topic with the learners 

first to determine their existing knowledge and thereafter she discusses the content that they do 

not know yet (IT1, p. 3-4; IT2, p. 3; IT3, p. 4). Teacher 4 explained that with Grade 1 you 

should just take the lead all the time (FG1AP, p. 5).  

Teacher 1, 2 and 3 said that the methods and strategies that they use allow learners to be 

actively involved in the teaching and learning process (IT1, p. 5; IT2, p. 4; IT3, p. 5) although 

they did not elaborate on these methods. Teacher 4 was not so sure if the learners learnt 

anything through active involvement (FG1AP, p. 9). Hence, not one of the four teachers 

revealed in what ways learners were actively involved. 

The teachers explained that they conclude their lessons by asking the learners questions, 

followed by written activities, worksheets or tasks. Teacher 1, 2, 3 and 4 said that they ask the 

learners questions to test their understanding of the topic, which is then followed up with a 

written activity, worksheet or task (IT1, p. 5; IT2, p. 4; IT3, p. 5; FG1AP, p. 9). 

 

4.2.4 Knowledge 

All four teachers stated that the learners should be able to apply the knowledge that they learn 

in their everyday lives (IT1, p. 5-6; IT2, p. 5; IT3, p. 6-7; FG1AP, p. 10) although they did not 
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elaborate. Teacher 4 also stated that if the learners are not familiar with the content knowledge, 

they would not be able to apply it in their everyday lives (FGAP, p. 10).  

The teachers’ response to the question of whether knowledge acquired in Environmental 

Studies helps learners’ understanding of sustainability was: most of the topics teach them how 

to, for example, sustain water and to keep themselves clean (IT1, p. 6). She explained that they 

teach learners the importance of what we have in the environment and that we should sustain it 

so that we can use it in the future and tomorrow. It is not that we use something today and 

forget about it; we have to keep it for later use for ourselves and for the next generation (IT2, p. 

5). One teacher expressed doubt over her learners’ ability to understand the notion of 

sustainability, as there are those who really struggle to sustain, but they try their best every day 

(IT3, p. 8). 

The teachers felt that when using the usual teaching methods (which are mostly teacher-

centred) the learners enjoy the Environmental Studies lessons. Teacher 3 stated that sometimes 

the learners seem to be really interested (IT1, p. 7 & IT2, p. 5; IT3, p. 7-8). 

 

4.2.5 Difficulties 

A difficulty all four teachers encounter during lesson presentations is limited time (IT1, p. 7-8; 

IT2, p. 5-6; FG1AP, p. 12). Teacher 2 has discipline problems (IT2, p. 5-6), and she thinks it is 

because the subject is so enjoyable that it causes learners to become disruptive, which, in turn, 

causes discipline problems. She furthermore stated that more time should be given to this 

subject, for instance in the afternoons (IT2, p. 7). Teacher 3 has difficulties with not knowing 

what teaching aids to use (IT3, p. 9) maybe because she did not receive any training, and to 

overcome this she must just plan in advance (IT3, p. 10). Teacher 4 has difficulties with lack of 

methods and subject content (FG1AP, p12).  

Next the teachers’ engagement with the active learning framework is presented. 

 

4.3 TEACHERS’ ENGAGEMENT WITH THE ACTIVE LEARNING 

FRAMEWORK 

This section presents the teachers’ planning and implementation of lessons structured using the 

active learning framework. These lessons were planned during and following the dimensions of 
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the active learning framework during the research intervention. This information is summarised 

from the mini-case stories that were introduced in Section 3.5.2. The mini-case stories were 

constructed from the lesson plans, the lesson observation transcripts, photos taken during the 

lesson observations and the learners’ work. Extracts of the mini-case stories are presented 

below, each under the following headings, context, syllabus links, area of focus, information, 

body of lessons, highlighting the four dimensions of the active learning, and lesson conclusions. 

Plates are included at the end of each topic presentation to serve as evidence of what happened 

during the lessons.  Furthermore, following each (case study) are qualitative and quantitative 

analyses of formative and summative assessments respectively. The data were generated to 

inform the second goal of the study which was to describe and explore active learning 

processes emerging from a teacher professional development intervention introducing 

teachers to an active learning framework. 

Detail from the mini-case stories is presented below in order from Grade 1 to Grade 4. The 

Grade 1 teacher (myself as active participant) presented the topic ‘Nutrition’, the Grade 2 

teacher presented the topic ‘Water’, the Grade 3 teacher presented ‘Traffic Safety’ and the 

Grade 4 teacher presented ‘Waste Management’. 

The learners referred to in these mini-case stories are multi-cultural and the language of 

teaching and learning is English. Although the medium of instruction is English, English to 

most of these learners is a second or sometimes a third language. 

 

4.3.1 Planning and implementation of the active learning framework:  

Grade 1 (Teacher 4: Active Participant) 

 

Context of the case 

The learners in the Grade 1 class of 40 learners were 6-8 years old, and the majority turned 7 

during the year. As researcher and active participant of the study I presented these lessons as I 

am the teacher of this particular Grade 1 class group. I am a qualified Lower Primary teacher 

and achieved my qualification at the Windhoek College of Education, currently called the 

University of Namibia, Khomasdal Campus. In addition I also completed my Bachelors in 

Education with an Honours degree at Rhodes University. 
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The presentation that follows was extracted from mini-case story 1 (MCS1) (See Appendix: G). 

Syllabus links 

The following information links to what is stipulated in the Environmental Studies Curriculum 

for Grade 1 (See Appendix: L) and the Environmental Learning Curriculum Guidelines for 

Educators (Namibia. MBEC, 2005b, p. 15) that were used as an aid to assist with the planning 

of the topics presented for this study. 

Theme: Health, Safety and Nutrition                                                                                   

Topic: Nutrition                                                                                                                      

Sub-topic: Healthy/unhealthy food 

Most of the objectives that were selected for this topic came from the Environmental Learning 

Curriculum Guidelines for Educators, as this document was designed as a guide to assist with 

the teaching and learning of environmental learning in the different Namibian curriculum 

subjects. These objectives were selected as they give more insight into the way Environmental 

Studies can be addressed than the one objective that is stated in the Environmental Studies 

Curriculum. The stated objectives that were selected from the Environmental Learning 

Curriculum Guidelines for Educators for this topic were as follows: 

 Understand better how livelihoods are dependent on the environment 
 Collect, classify, analyse and interpret data 
 Organise, plan, implement and monitor an environmental project 
 Encourage a sense of personal and social responsibility and a desite to work  

     cooperatively with others on an environmental issue  
 

 
These objectives were used for formative assessment for the activities that were used during the 
presentation of this topic. 

The objective as stated in the Environmental Studies Curriculum was as follows: 

 Understand which food and eating habits are necessary for their growth and health. 

This objective was directed at the final outcome of the topic which was assessed in the form of 

summative activities. 

The basic competency as stated in the Environmental Studies Curriculum was as follows: 

 Explain healthy food that should be eaten regularly, and healthy eating habits. 
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The basic competency was used to determine whether the learners had mastered the knowledge, 

skills and attitudes regarding healthy food and to practise healthy eating habits.  

Area of focus 

Weak eyesight and rotten teeth were detected by nurses at the beginning of the year (2012) 

during the yearly Grade 1 health examination. With this concern taken into consideration, I 

taught the learners how much food is consumed by humans, the importance of healthy food, 

and what food types are necessary for a healthy body with the emphasis on eyes and teeth. 

Introduction of the topic 

The topic was taught over seven periods of forty minutes each. 

To introduce the lesson I asked learners what they do when they are hungry and thirsty and they 

replied that they eat and drink. I asked them more questions about what food they like and what 

they like to drink. They replied that they like to eat eggs, rice, spaghetti, macaroni, salad, 

pudding, corn flakes, ice-cream, custard and chocolate and that they like to drink cool drink, 

Oros, tea, juice, yoghurt, Coke and water. I asked them where we get these drinks and food 

from. They replied from plants. Then I asked them what we also get from plants and the 

learners replied bread, vegetables, apples, carrots, oranges, pears and bananas. I asked them 

what they eat in the mornings, and what they have for lunch and supper. The learners replied 

that in the mornings they eat bread and tea, porridge and biscuits and for supper they have rice, 

soup and meat.  

 

Body of the lessons 

 Information sharing and seeking 

I started the lesson by showing the learners a poster with different food types (Plate 1: 

Photograph 1). I pointed to all the different pictures and the learners could identify them. I read 

the food names on the poster and asked them to repeat it after me. This was done after the 

learners had identified the food names on the poster. 

I continued asking the learners more questions as follows:  

Nicola: Now all the food we get from what? Who can still remember? Learner: Trees. Nicola: 

Plants. Where do we get the meat from? Learner: From the animals. Nicola: So we get food 
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from plants and animals. Now what will happen if there are no plants and animals? What will 

happen?  

Learner: You will feel hungry.  

Next learner: You must put seeds in the ground for the food to grow. Nicola: Yes, she said we 

must put seeds in the ground for the food to grow. Yes, that is right, but how will we help the 

plants to grow?  

All learners shouted: Water.  

The information as stated above addresses the objective that came from the Environmental 

Learning Curriculum Guidelines for Educators which was: Understand better how livelihoods 

are dependent on the environment. 

I went on and taught them a rhyme about the production of bread. This was done to demonstrate 

how food is produced from plants (Plate 1: Photograph 2). I explained some of the words to the 

learners as follows.  

Nicola: Now grain is a type of plant that we get. They work it so that it can become fine so that 

we can make bread with it. So it first comes from the seed. Then it becomes a plant that is 

called a grain. Then they like crush it. They make it fine so that they can make bread out of it. 

The learners and I recited the rhyme several times. 

Thereafter I gave them a sheet of paper with pictures of healthy and unhealthy food (Plate 1: 

Photograph 3). The learners were asked to colour the pictures of only those foods that they 

liked. This was done to determine what food types the learners like to eat and if what they eat is 

healthy or unhealthy according to the pictures of the food that they chose to colour.  

 Enquiry and reporting back 

The next lesson was an enquiry. The enquiry was based on a questionnaire of what learners eat 

daily (Plate 2: Photograph 4). The learners were asked to complete the questionnaire with the 

help of their parents. This was given a few days in advance to prepare for a presentation during 

a lesson in class. I called the learners to the front one by one to present their answers to the rest 

of the class. I did this with ten learners of whom only three could do it perfectly, while the other 

seven could not present the results captured in the questionnaire (this might have been because 

the learners were only three months in school at this time data were generated and struggled to 
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read the information themselves). This took a whole period of forty minutes as well as time 

during the following English lesson. 

I then recorded the information in another way. I wrote the questions of the questionnaire on the 

chalkboard in table form with all the different food types that might be eaten under it. With this 

approach the learners were able to put up their hands as an indication of what they usually eat 

as displayed on the chalkboard. This was done to save time because the individual feedback of 

the questionnaires was too time consuming. 

I then recorded the information as stated above. This was done until everybody’s information 

on the paper was collected by writing it in the table on the chalkboard. This information was 

then recorded on a graph in order to save time. 

I then went into a discussion of the graph that showed how many food types the learners eat and 

how many of them eat the specific food type. The learners then named all the food types that 

were on the graph and that were on the board the previous day. We all looked at the graph to 

see how many different food types were consumed by them. Some of the foods were consumed 

more than others. We discussed this as we were looking at the graph (Plate 3: Photograph 5). 

The information as stated above addresses the second objective that was taken from the 

Environmental Learning Curriculum Guidelines for Educators, namely collect, classify, 

analyse and interpret data. The learners collected the information and I classified it by 

portraying the information on a graph. The information on the graph was analysed and 

interpreted by both the teacher and the learners by looking at what foods are liked most and 

what foods are liked least. This was done to show the learners whether they eat more healthy 

food than unhealthy food or vice versa. 

After we discussed the graph I put up another poster (Plate 3: Photograph 6). I used this poster 

to teach the learners why we need to eat different food types and what food types are good for 

our bodies and what food types are not. I asked them several questions and, through prompting, 

they identified the reasons for eating healthy food as to grow, stay alive and be healthy and 

strong. They also identified the role of fruit and vegetables as protecting us from getting sick. 

I then told the learners that the graph shows that only fourteen learners out of the class group of 

forty eat fruit and vegetables and that is why they always cough and have running noses I 

pointed to the picture of fruit and vegetables). I then taught them another rhyme (Plate 3: 

Photograph 7). The information as presented above addresses the objective that came from the 
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Environmental Studies Curriculum, namely: Understand what food and eating habits are 

necessary for their growth and health. 

 Finding solutions 

Thereafter I told the learners about the yearly health examination that was done by the nurses. I 

also told them that the nurses found that many of the Grade 1 learners have weak eyesight and 

rotten teeth. I then did a rhyme with them to guide them on what foods are good for weak 

eyesight and rotten teeth (Plate 3: Photograph 8). Thereafter I asked them to complete a 

worksheet on which they had to connect a rotten tooth with a sweet and an apple with a healthy 

tooth (Plate 3: Photograph 9). 

I then asked the learners questions about the rhyme which played out as follows: 

Nicola: Now what does the rhyme tell us, what must we eat for your teeth to be protected?  

Learners: Apples and bread.  

Nicola: And for our eyes? 

Learners: Carrots. 

I went into further discussion with the learners on this topic. I asked them what we can do at 

school to always have fruit and vegetables. One learner said that we can plant seeds. I agreed. 

Thereafter I asked them if they have seen a vegetable garden at the school. In reply to this 

question the learners said no. I then told them that there is a vegetable garden and asked them to 

go and look during break time what was growing in the garden. The learners came back and 

reported that there were only mealies in the garden.  

Thereafter I brought some carrot seeds to school to show to the learners. I asked them what we 

are going to do with the seeds and the learners replied that we should plant them. The 

information as presented above addresses the fourth objective that was taken from the 

Environmental Learning Curriculum Guidelines for Educators, namely: Encourage a sense of 

personal and social responsibility and a desire to work cooperatively with others on an 

environmental issue.  

 Action taking 

In the next part of the lesson the Agriculture teacher taught them how to plant carrot seeds. He 

told them that you can plant carrot seeds during winter or summer. He also said that when the 

soil is good the seeds will germinate after seven days but if it is very cold it will take a bit 
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longer, roundabout fourteen days. He then showed the learners a carrot seed packet. He 

explained that when you plant carrot seeds you need to make a hole with your finger that is as 

deep as the length of your index finger. He explained how to take a few carrot seeds and put 

them in the hole and cover them with sand. Then he demonstrated how to space carrot seeds 

(Plate 3: Photograph 10 & Photograph 11). Finally he explained that you should continue with 

this until the whole row is planted with carrot seeds. 

The Agriculture teacher asked if there was anyone of the learners who would like to volunteer 

to plant the carrot seeds as he had demonstrated to them. One learner went to demonstrate and 

he got it right (Plate 4: Photograph 12). This made the rest of the learners all eager to also sow 

seeds. While the learners were doing this the teacher assisted them (Plate 4: Photograph 13) by 

saying that they should check what their friend is doing. He also handed the seeds to the 

learners and said that they must look carefully where the hole is made and then place the seeds 

very carefully into the hole to prevent the seeds from falling outside the hole. The Agriculture 

teacher asked another learner to come and measure from where the previous learner had planted 

the seeds. The learner demonstrated how to sow the seeds and the teacher once again assisted 

him. He did this until all holes that were made had seeds in. The information as presented above 

is relevant to the third objective that was taken from the Environmental Learning Curriculum 

Guidelines for Educators, namely: Organise, plan, implement and monitor an environmental 

project. 

Conclusion 

The last lesson of the topic presented to the learners was revision of the whole topic and giving 

the learners the opportunity to reflect back on everything that they had learnt. 

 Reflection on the whole lesson 

I started off this section of the topic by asking the learners questions about all the work that had 

been done. This was done so that the learners could reflect back on the presentations done for 

the entire topic. I asked them what would happen if there was no food in the world and one 

learner answered we will die. I asked what we can do to make sure that we have food all the 

time and another learner answered we can plant. Then I asked them if we planted and what we 

planted. The learners replied, yes we planted carrot seeds. Thereafter I asked them if the seeds 

grew and the learners said yes the seeds grew into small plants. The learners knew this because 
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they were asked to monitor when the seeds were germinating. It took three weeks for the seeds 

to germinate as it was still very cold for germination.  

Nicola: Now how did you feel the day that you have planted the seeds?  

Learners: Nice. Nicola: Is it. Did you feel good about it?  

Learners: Yes.  

Nicola: Will you do it again. 

Learners: Yes. 

However, during that December holidays the young carrot plants died. The seeds did not get 

water during the holidays as the teacher responsible for the garden depended on the seasonal 

rains to water the plants and the expected seasonal rains did not come. This left the learners 

very disappointed as they really looked forward to harvesting the crops and eating the carrots. 

I asked the learners to complete two worksheets on the work they had done on this topic (Plate 

5: Photographs 14 and 15). I explained one by one how the learners should answer the 

questions. The information as presented above is relevant to the basic competency that was 

taken from the Environmental Studies Curriculum, namely: Explain what healthy food is that is 

eaten regularly, and healthy eating habits. 

 

Analysis of learners’ work is presented below: 

 

 Qualitative analysis of worksheets 

 

 Planned lesson competency 

Analysis of whether the stated competency was met revealed that the worksheets were designed 

according to the required basic competency, which was to maintain a healthy/unhealthy diet and 

which foods are healthy and which foods are unhealthy for our bodies (LSWT4). 

 

 Whether the questions in the worksheets were in line with the content of the lesson 

The questions in the worksheets were in line with the content of the lesson as Worksheet 1 

concentrated on healthy and unhealthy foods and the questions in Worksheet 2 concentrated on 

what we can do to provide food for ourselves. This related to the competency on how to plant 

seeds and care for and monitor the growth of the planted seeds (LSWT4). 
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 What learners found easy to answer 

In the first worksheet the learners found Question 6 the easiest to answer. This question was: 

Carrots can give you weak eyesight/good eyesight. The learners had to circle the correct one of 

the two answers that were provided (the underlined parts in the sentence). Only one learner 

could not answer this question correctly. In the second worksheet the learners found Question 1 

the easiest to answer. This question was: To plant seeds you first have to ___ (answer: dig) a 

hole. The learners had to choose from five words to complete this sentence correctly, which 

was in this case the word ‘dig’. Only two learners could not answer this question correctly 

(LSWT4). 

 

 What the learners found most difficult to answer 

In the first worksheet the learners found Question 1 the most difficult to answer. This question 

was: We need to maintain a healthy/unhealthy diet. In this worksheet five learners could not 

answer this question correctly while the rest of the learners answered it correctly. In the second 

worksheet the learners found Question 6 the most difficult to answer. This question was: What 

do we need to do in order to always have food? In this worksheet 17 learners could not answer 

this question correctly (LSWT4). At the time that work was done the learners had only been in 

school four months and were still learning to read and write the language. 

 Whether the learners were able to apply the content knowledge that was required during 

the lesson according to their context 

The answer to this question was: Plant seeds. This information they practised during the lesson 

when they planted the carrot seeds (LSWT4). 

 

 Quantitative analysis of worksheets 

The outcomes of the worksheets were measured according to the results the learners obtained. 

Of the 40 learners 37 completed this worksheet (Appendix F: Summative assessment: 

Worksheet 1) (Three learners were absent). In Worksheet 1 two of the learners scored between 

50% and 80%, whereas 34 of the learners scored more than 80% and one learner got under 

50%. The outcome of the results of Worksheet 1 can be found in Appendix F: Summary of 

Grade 1 – Assessment results Worksheet 1.  



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	70	

 

Of the 40 learners, 39 learners took part in the second worksheet (one learner was absent) 

(Appendix F: Summative assessment: Worksheet 2). In this worksheet two learners scored less 

than 50% and 12 learners scored between 50% and 80%, whereas 25 learners scored more than 

80%. The outcome of the results of Worksheet 2 can be found in Appendix F: Summary of 

Grade 1 – Assessment results Worksheet 2. 
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GRADE 1: PLATES 1 - 5 

PLATE 1 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
Photograph 1: Poster of food that was used in the lesson of healthy and unhealthy food 
types. 
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PLATE 2 

 

 
 
 
 
Photograph 2: Poster of food that was          Photograph 3: Picture of learners’ work.                        
used to teach learners how bread is made.   The learners had to colour only the food                          
                                                                       that they like to eat.  
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Photograph 4: Questionnaire done by learners         
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PLATE 3 

 
 
Photograph 5: Graph of what     Photograph 6: Poster of        Photograph 7: Rhyme  
learners eat daily.                       healthy food types.                 of ‘Healthy food’. 

 

 

 

Photograph 8: Rhyme of ‘My teeth’.                      Photograph 9: Worksheet done by learners 
                                                                                on healthy and unhealthy food types. 
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Potographh 10: The Agriculture teacher      Photograph 11: The Agriculture 
demonstrating how deep the holes should    teacher demonstrating how far apart the 

             be to plant the carrot seeds.                          holes should be to plant the carrot seeds. 
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PLATE 4 

 
 
Photograph 12: One learner who was eager enough to come plant the carrot seeds. 
 

                                                                                                                                                               .                                        

 

 

 

 

 

 

 

 

 

Photograph 13: The Agriculture teacher assisting learners with planting the carrot 
seeds.
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PLATE 5 

 

Photograph 14: Worksheet done by learners on healthy and unhealthy food types. 

 

 

 Photograph 15: Worksheet done by learners on how to plant seeds. 
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4.3.2 Implementation of the active learning framework: Grade 2 (Teacher 1) 

Context of case 

This lesson was presented to the Grade 2 learners. The age of these learners was between 7 and 

9 years, and the majority of the class was 8 years old. This class group consisted of 40 learners. 

The Grade 2 teacher is a qualified Lower Primary teacher who received her qualification 

through the Windhoek College of Education, currently called the University of Namibia, 

Khomasdal Campus. 

The presentation that follows was extracted from mini-case story 2 (MCS2). 

Syllabus links 

The information presented below was extracted from the teacher’s lesson plan with reference to 

the Environmental Studies Curriculum for Grade 2 (See Appendix: L). 

Theme: The Natural Environment 

Topic: Environmental Care 

Sub-topic: Water – The most important resource 

 

The objectives presented in the lesson plan as stated below were selected from the 

Environmental Studies Curriculum: 

 Understand the importance of conserving water as part of the ecocycle 
       Learners should know why water must be used sparingly, what happens if it is 

not, and where water can be stored in the home 
 
These objectives were used for formative assessment of the activities that were used during the 

presentation of this topic. 

The basic competency as stated in the Environmental Studies Curriculum is as follows: 

      Explain how and why water can be saved and stored 

The basic competency was used to determine whether the learners have mastered the 

knowledge, skills and attitudes of how and why water can be saved and stored. 

Area of focus 

The main focus of this lesson was to teach the learners why and how to save water. 
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Introduction of topic 

The topic was taught over four periods of forty minutes each. 

The teacher introduced the lesson by telling the learners a story to stimulate their prior 

knowledge of the topic. The title was ‘Dorothy raindrop’ (Plate 6: Photograph 17). She asked 

the learners questions about the story which they answered as follows: 

Teacher: Now this story is about Dorothy. Now who can tell me who this Dorothy is? Learner: 

She is a rain drop.  

Teacher: Okay so Dorothy is a rain drop and how did Dorothy feel when she was in the sky?  

Learner: She was very scared to fall down. 

Teacher: Yes, she was very scared to fall down because she didn’t know what will happen to 

her when she falls down, isn’t it?  

Learners: Yes.  

Teacher: Now how did she feel when she met her friends down there?  

Learner: She felt nice and happy.  

Learner 2: And she said it wasn’t so bad.  

Teacher: Yes, she felt so happy because she met all her friends down there. She didn’t splash 

into pieces the way she thought. Isn’t it? 

Learners: Yeah! 

The teacher asked the learners where rain comes from and the learners presented the following 

ideas: From heaven and from clouds in the sky. In explaining the process of rain formation, 

they explained that the clouds first gather together and then give us rain. They get together and 

then the sky becomes grey. Then the rain comes. The teacher asked them where we get water 

from. A learner replied from the river and the teacher asked where the river gets the water from. 

One learner replied from the clouds and the teacher added “from the rain, the water in the river 

comes from the rain”.   
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Body of lessons 

 Information sharing and seeking 

The teacher first asked the learners questions before she shared the information of the topic 

with the learners. The questions were based on why water is important and how to use water 

sparingly without wasting it. These questions addressed the first and second objective of this 

lesson. The objectives were: Understand the importance of conserving water as part of the 

ecocycle. Learners should know why water must be used sparingly, what happens if it is not, 

and where water can be stored in the home. 

The teacher asked the learners why water is important and the learners answered that water is 

life and water is health, we drink it, plants will die if they do not get water and the animals will 

die. The teacher added that water is important for plants and for the … and the learners replied 

animals and people. The teacher asked what people use water for, and the learners replied, for 

washing, cooking, bathing, drinking, washing cars, washing clothes, washing your hands and 

washing your face. The teacher asked what will happen if there is no water. One learner 

answered that you will die. The teacher asked what we get from animals and the learners 

answered meat, milk and cheese. She asked what we get from trees and the learners answered 

fruit and vegetables. So if plants and animals do not have water they will die and we will not 

have food. One learner also explained that if we do not have trees around us we will not be able 

to breathe. The teacher further elaborated that we will not be able to breathe because the oxygen 

that we breathe comes from the trees.   

The teacher asked the learners how to save water and the learners suggested that we can close 

taps, not throw water at each other, keep it in the fridge, and when you brush your teeth not 

leave the tap open. 

Thereafter the teacher showed the learners a poster with pictures on how to save water (Plate 7: 

Photograph 18). The teacher asked the learners questions about the pictures on the poster on 

how to save water. The teacher and the learners discussed the pictures on the poster. The 

learners had to tell the teacher how the people in the pictures were using water in order to save 

it. 
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 Enquiry dimension 

The teacher then asked the learners to go and find five other ways at home on how to save 

water (besides those shared already) and the learners had to report back on it the following day 

(Plate 7: Photograph 19). In reporting back the learners wrote their ideas on a blank piece of 

paper. The teacher called one learner of each of the five groups to the front to present these to 

the class. A summary of the ideas from the report back is presented below. 

Learner: I catch rainwater and store it in a small tank. 

Teacher: Let’s look at the third sentence. She said I catch rainwater and store it in a small tank. 

Is it the best way on how to save water?  

Learners: Yes.  

Teacher: Yes, it is very good. Okay, when it rains you can put some buckets outside, just to get 

the rainwater and you can use the rainwater also. We can use the rainwater for everything. Is 

it?  

Learners: Yes.  

Teacher: We can use the rainwater for drinking and washing. It is very good way.  

Learner: My father fixes leaking toilets. Does the toilet waste water?  

Learners: Yes teacher.  

Teacher: Yes, if the toilet is leaking it wastes water. So it is better to fix the leaking toilets. Just 

to save water also. Very good! 

Learner: When you are drinking water from the tap you don’t throw it away.  

Teacher: Is it also a correct way on how to save water?  

Learners: Yes Ms. 

Teacher: When you drinking water you don’t throw it away but for unhygienic reasons it is only 

you who must use the water. You cannot let someone else drink from your cup. You can save it 

for yourself. So that you can drink later but don’t give it to someone else. Do you understand?  

Learners: Yes teacher. 
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Learner: Repair all the taps that leaks.  

Teacher: Very important one. If the taps are leaking we repair all the taps.  

Learner: You take a shower instead of a bath. 

Teacher: So the shower is saving water. So we have to take showers instead of a bath. A bath 

uses a lot of water.  

Learner: Water plants in the evening and not in the afternoon.  

Teacher: So you have to water plants in the evening not in the afternoon.  

Learner: Wash dirty dishes with hands and not with a dish washing machine.  

Teacher: Now if you wash your dishes, some of you are having machines that wash dishes. So it 

is better to wash dishes with your hands then putting them in your machine. In the washing 

machine, you understand? So it saves water. 

Learner: Throw water in a drain to recycle.  

Teacher: Throw the water in a drain to recycle. So you must always throw the water in a drain 

to recycle. Where do we get the water from in Windhoek?  

Learner: From the dam.  

Teacher: We get it from the dam. Yes, we get water from the dam but in Windhoek, here where 

do we get the water from? 

Learners: The River and the stream.  

Teacher: Listen in Windhoek we recycle water also. You know that all the water that you use, 

all the water that you wash with, you throw the water in the drains. They recycle the water for 

us, they make the water clean and they send the water to us again. You understand.  

Learners: Yes teacher.  

Teacher: So it is very important to put water in the drain, just for the water to be recycled, then 

throwing it on the ground. Very good! 
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The information as stated above addresses the second objective that was taken from the 

Environmental Studies Curriculum, namely: Learners should be able to know why water must 

be used sparingly, what happens if it is not, and where water can be stored in the home. 

 Finding solutions 

The teacher started this part of the lesson by asking the learners questions on what can be done 

to save water or to use water more sparingly. The solution that the learners came up with was to 

put up signs that show how water should be saved. 

 Taking action 

The teacher started this part of the lesson by telling the learners that they were going to make 

some signs on how to save water like they suggested as a solution on how to save water. The 

pictures that the teacher got for the learners were a combination of the teacher’s ways (these 

pictures were the pictures she used at the beginning of the lesson) and the learners’ ways (the 

teacher looked for pictures of what the learners presented from the enquiry they had to make at 

home). The teacher gave each learner a picture on how water should be used sparingly. Each 

picture had a message that explained how the water in the picture is used sparingly (Plate 7: 

Photograph 20). She asked the learners to read it. Thereafter she asked the learners to paste the 

pictures on cardboard and also to colour the pictures. When the posters were completed, she 

asked the learners to put it up in the girls’ and the boys’ toilets at the school (Plate 7: 

Photographs 21 & Plate 8: Photograph 22). This was done to remind learners to use water 

sparingly and to make sure that water is not wasted. However, these posters did not last long as 

they fell from the walls in the toilets and were never put up again. 

Conclusion 

 Reflection on whole lesson 

In the last lesson of this topic the teacher first did revision about all the work done and then she 

did a reflection on the whole lesson which played out as follows. 

Teacher Now, we have put up posters in your bathroom or in your toilet. What happened? What 

did we learn from it? What did you do? How did you experience it? Did the people do what the 

posters were saying or what did you do? Did you just keep on wasting?  

Learners: No teacher.  
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Teacher: Did you look at the poster and followed the instructions and follow what the poster 

was telling you or what did you do?  

Learners: Yes teacher.  

Teacher: Are you still leaving the taps open there in your toilets. 

Learners: No.  

Teacher: Are they still closed now. 

Learners: Yes.  

Teacher:  Do you close the tap while washing your hands. 

Learners: Yes teacher.  

Teacher: Okay very good.  

Learner: There must be a sign so that you cannot waste water.  

After the revision process the teacher gave the learners a worksheet to complete (Plate 8: 

Photograph 23). This information as presented above and below addresses the basic 

competency that was taken from the Environmental Studies Curriculum, namely: Explain how 

and why water can be saved and stored. 

Analysis of learners’ work is presented below: 

 Qualitative analysis of worksheets 

 

 Planned lesson competency 

The worksheet concentrated on how water can be saved, but not on the second part of the 

required competency, which was why water should be saved. In this particular lesson the 

teacher focused on why water should be saved but did not include it as part of the summative 

assessment activity (LSWT2). 

 

 Whether the questions in the worksheets were in line with the content of the lesson 
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What was looked at was whether the questions were in line with the content of the lesson. The 

worksheet achieved this. The questions in the worksheet concentrated on how water should be 

saved and the learners were also asked to look if the people in the pictures were saving or 

wasting water (LSWT2). 

 

 What learners found easy to answer 

What was looked at was what the learners found the easiest to answer. The questions that the 

learners found the easiest to answer were Questions 3 and 4. For Question 3, only one learner 

could not fill in a word from a choice of five in the following “______ the tap while you wash 

your hands”. This might have been because the learner did not read the words carefully enough 

or maybe did not read the question carefully enough or maybe did not know the answer or 

could not read or did not know English very well. Question 4 was: Use a ____ instead of a 

hosepipe to wash the car. This question the learners also had to complete by filling in one word 

from a choice of five words. Only one learner could not answer this question correctly 

(LSWT2). The reason why this learner could not answer this question correctly might have 

been for the same reasons as stated for Question 3 above. 

 

 What learners found most difficult to answer  

What was looked at was what the learners found the most difficult to answer. The question that 

the learners found the most difficult to answer was Question 8. Twelve learners could not give a 

correct answer. Question 8 was: Are the children trying to save water? Write what the children 

should be doing. This question required more structured answers which the learners had to 

answer in the form of a sentence. The reason why these learners could not answer this question 

correctly might have been that they could not express themselves clearly enough in writing the 

answer, or they did not grasp the content of the lesson very well. 

 

 Whether the learners were able to apply the content knowledge that was required during 

the lesson to their context 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	84	

 

In this worksheet the teacher asked the learners how water should be saved, using examples and 

pictures that directly relate to their own context (LSWT2). 

 

 Quantitative analysis of worksheet 

The outcomes of the worksheet done with the Grade 2 learners were measured according to the 

results the learners obtained (LSWT2). Only 39 of the learners took part in the completion of 

this worksheet. One learner was absent on the day that the learners completed the worksheet. In 

this worksheet one learner scored less than 50% and 15 learners scored between 50% and 80%, 

whereas 23 learners scored more than 80%. The outcome of the results of the worksheet can be 

found in Table 4.3, Appendix F summary of Grade 2 – assessment results. 
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GRADE 2: PLATES 6 – 9 

 
PLATE 6 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
    Photograph 16: The story ‘Dorothy Raindrop’.  
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PLATE 7 

 

Photograph 17: Poster of water                   Photograph 18: Learner’s work of  
saving ways.                                                  how water is saved at home. 
 

 

 

 

 

 

 

Photograph 19: Learners colouring the pictures on the posters on how to save water. It 
said ‘Turn of the tap’ and ‘Re-use your dirty water to water plants or trees’. 

 

Photograph 20: Water saving poster that was put up in the boys’ toilet.                                           
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PLATE 8 

 

 

 

 

 

 

 

 

Photograph 21: Water saving poster that was put up in the girls’ toilets. 

 
Photograph 22: Worksheet done by learners on water saving ways. 
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4.3.3 Implementation of the active learning framework: Grade 3 (Teacher 2) 

Context of case 

The Grade 3 learners who took part in the lesson were 8-10 years old and the majority of the 

group turned nine during the school year. The teacher who presented these lessons is a qualified 

Lower Primary teacher (Grades 1-4) who obtained her qualification from the Windhoek College 

of Education, currently called University of Namibia, Khomasdal Campus. 

The presentation that follows was extracted from mini-case story 3 (MCS3). 

Syllabus links 

The information as presented below came from the teacher’s lesson plan with reference to the 

Environmental Studies Curriculum for Grade 3 (See Appendix: L). 

Theme: The Social Environment                                                                                         

Topic: Infrastructure and Communication                                                                                                           

Sub-topic: Traffic Safety  

The stated objective for this lesson is presented below: 

      Learners will be able to understand that traffic safety depends on correct behaviour 

and following safety codes on the road 

This objective was used for formative assessment for the activities that were used during the 

presentation of this topic. 

The stated basic competency for this lesson that came from the Environmental Studies 

Curriculum was as follows: 

      Explain road safety and traffic rules for cyclists 

The basic competency was used to determine whether the learners have mastered the 

knowledge, skills and attitudes by explaining road safety and traffic rules for cyclists. 
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Area of focus 

The focus area of this particular topic was safety on the road. The reason the teacher chose this 

topic was that the school experiences problems in the parking area outside the school. Parents 

or drivers just park wherever they want to and this influences the flow of traffic in the parking 

area outside the school. 

Introduction of topic 

The topic was taught over four periods of forty minutes each. 

The teacher started the lesson by asking the learners to recite a rhyme in order to stimulate their 

prior knowledge of the topic. Thereafter she asked them questions about the rhyme which they 

answered as follows:  

Teacher: You were saying that when you go with your little bicycle that you bought at the shop 

and you see the big red light you have to stop. Do you see the big red light?  

Learners: Yes teacher.  

Teacher: When you are riding your bicycle?  

Learners: Yes!  

Teacher: Where?  

Learners: At the traffic lights. 

Teacher: So you call that red light that you see, is a what?  

Learner: Traffic light.  

Teacher: So where is this thing? Is it in your street, on your road or where is it?  

Learner: On the road. 

Body of lessons 

 Information sharing and seeking 

The teacher started this part of the lesson by showing the learners pictures (Plate 9: Photograph 

24). She asked them questions about the different traffic signs as follows: 
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The first question that the teacher asked was why they thought the traffic signs were on the road 

and one learner replied to keep us safe on the road. She then asked how it will keep them safe 

on the road and the one learner answered it helps the people that are driving along the road. The 

teacher furthermore said that learners can also cause accidents if they do not obey the traffic 

signs on the road. She also stated that these traffic signs are on the road to keep people safe on 

the road and to avoid accidents. She asked the learners to read the topic for the day which was 

written on the chalkboard. The topic was ‘Safety, accidents on the road’.  

She then asked the learners who uses the road. The learners replied car drivers, passengers, 

pedestrians and cyclists. The teacher wrote these words on the chalkboard for the learners to 

read. 

The teacher then showed the learners different road signs and she asked them what the road 

signs are used for. She told them that there are three different categories: Information signs, 

warning signs and regulatory signs (Plate 9: Photograph 24). The learners had to say if the signs 

that the teacher displayed on the chalkboard were information signs, warning signs or 

regulatory signs.  

The teacher went on asking more questions about the traffic signs.  

Teacher: You say they help us not to cause accidents on the road. Isn’t it? Who is this sign 

warning? You said it is a warning sign. Who is the sign warning? Is it warning you?  

Learner: Pedestrians.  

Teacher: It is warning the pedestrians. It is telling you the person who is walking, be careful. 

Don’t walk there because there are children crossing, is that so?  

Learner: The car drivers.  

Teacher: It is warning the car drivers. So they can do what?  

Learner: Slow down.  

Teacher: Slow down because if they drive very fast, what will happen then?  

Learner: They can cause an accident.  

Teacher: They can cause an accident by doing what?  

Learners: Bumping the children.  
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Teacher: They will run over the kids. They might bump the kids that are crossing the street. So 

it is very important. It is warning the car drivers as well as the?  

Learners: Cyclists!  

The teacher asked a lot of questions around the traffic signs in addition to the questions listed 

above. What the signs mean and who they are warning and why. 

The teacher told the learners that she wanted them to act like road users, where some learners 

would be car drivers, some would be pedestrians, some would be passengers and some would 

be road signs (Plate 9: Photograph 25-27). It played out as follows in the lesson: 

Teacher: Okay, there are road signs on the road. You are the driver, the car driver. Listen here. 

You all are going to use the road coming from here so that we can see the road signs. He is the 

car driver, he is driving that side. And you are the pedestrians. Okay pedestrians, this is the 

sign and it is the same sign that is here. Okay he is driving, you will also be driving. The 

pedestrians, pedestrians you want to cross the road. You want to show me how you can use the 

zebra crossing the correct way. The car is coming there and you must look at the distance. The 

distance of the car and then you use the road. The car, you want, don’t be fast. Don’t be fast 

they need to cross the road. The car has to move slowly, make sure that you are crossing the 

road. You want to cross. You have to cross, cross the road. You look at the car and you cross. 

Okay, the car is coming. Pedestrians the car is coming. Now others want to cross. You wanted 

to cross the car is here. What do you do? The car is here. What are you going to do? The car is 

close to the zebra crossing. Who can give me the answer? 

Learner: Teacher we have to stop for the car to pass.  

Teacher: They have to wait on the side or the pavement so that the car can.  

Learners: Cross. 

Teacher: Pass, and then they are going to cross.  

The reason why the learners stopped in order for the car to pass was because the car was 

already at the zebra crossing before they were there. 

Teacher: Another car, wait okay wait. The other car must, there is a stop here. All of you follow 

this car. There is a stop come car you have to drive. Then look at what the car driver is doing. 

He came at the stop. Okay, start, good. He looked, he looked where, and he looked where first? 

Learners: Right, left.  
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Teacher: And then. 

Learners: Right again.  

The information as presented above speaks to the objective that was taken from the 

Environmental Studies Curriculum which was: Learners will be able to understand that traffic 

safety depends on correct behaviour and following safety codes on the road. 

 Enquiry and reporting back 

After the role play the teacher gave the learners homework (Plate 10: Photograph 28). The 

learners were asked to go and observe how the pedestrians and car drivers use the road and 

report back the following day. They had to observe after school and in the morning when 

coming to school the following day. 

The next day the teacher asked the learners to report back on the observation that they made the 

previous day and early in the morning on their way to school. The observation they had to do 

was to look how people and car drivers use the road and how the car drivers use the parking 

area in front of the school. The learners’ report back was as follows: 

Learner: Teacher, the children of our school. When the car is driving they are going to walk in 

front of the cars. 

Teacher: They were walking in front of the cars, was that correct or not?  

Learners: No! 

Teacher: What else did you see?  

One learner: Two kids yesterday, when we were driving in the car, they just ran through.  

Teacher: Ran through.  

Learner: Yes teacher and while the kids were just walking there. 

Teacher: They were almost bumped?  

Learner: Yes teacher.  

Teacher: You see, was that the correct way of a pedestrian to use the road?  

Learners: No. 

Teacher: And what else did you see?  
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Learner 1: The other car did just come very fast and a lot of cars were just stopping there and 

they just quickly stopped before people got hurt.  

Teacher: That is a very dangerous thing to do. You see when there is a zebra crossing there is a 

sign okay. The cars are crossing or are driving through and you just run in front of them to 

cross. The rules that we learnt yesterday you have to follow them.  

Learner 2: Yesterday after school my uncle did park where there is no road lines saying you can 

park there. He has to go back then I told him don’t park there tomorrow. 

Teacher: You see the person parked there next to the pavement where there are no lines saying 

that you can park there and it is a good thing that he learnt this thing yesterday and all the 

other days. Maybe as he use the road he knew it is very wrong for someone to park where there 

is not a parking sign. Very good that you told your uncle! What did the person say?  

Learner: He said okay I will not do it again.  

Teacher: Good it means that it is working what we are learning from the class is working. We 

have to put it into practice. 

Learner: Yesterday there was a boy riding his bicycle in front of the car then he looked at the 

back he fell down the bicycle while there was a car coming.  

Teacher: You see. When you riding a bicycle you must be careful, that is why the bicycle needs 

to have mirrors on both sides. So that you can see from the back, you cannot turn your whole 

head and your neck to the back. 

Teacher: I was also observing. What I have seen was the cars were too many and they were 

moving too slow and many car drivers they got tired of waiting too long in the road that they 

were driving in. They wanted to go you see they wanted to go maybe they are picking up their 

kids here at our school. The other kids there at MH Greef you see. They were running late. 

What I saw also is that many parents did not park in the correct parking at the parking. 

 

 Finding Solutions 

The lesson continued with the following discussion: 

Teacher: We have been talking about this in the parent information meeting. Every time we 

have a meeting we tell your parents that you have to park in the correct parking space. Do not 
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park in the wrong area. We have been telling them that do not rush when you are driving at the 

school street because the learners might run through or might try to cross and you might bump 

them. We have this problem. What do you think we should do? We cannot solve the problem. 

Who do you think we should contact so that he can solve this problem for us? Who is 

responsible for the road and all these things?  

Learner: The traffic officer.  

Teacher: Now how are we going to talk to the traffic officer?  

Learner: We can contact him.  

Teacher: How can we contact the traffic officer?  

Learner: Send a letter from the class.  

Teacher: Send a letter. I think that is a good idea. We can send a letter to the traffic officer with 

all the problems that you were just saying here. Isn’t it?  

Learners: Yes, teacher.  

Teacher: I think it is a good solution. 

Teacher: Do you have any other ideas?  

Learner: Here in front of the school a traffic officer can come at the school.  

Teacher: It is good, which means the traffic officer will solve our problem as from now on. Is it 

good for us to obey the road signs?  

Learners: Yes teacher.  

Teacher: What will it solve?  

Learner: It will keep us safe.  

Teacher: It will keep us safe and it will not?  

The learners replied: No accidents. 
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 Action taking 

The solution that the learners collaboratively decided on was to write a letter to the traffic 

department in order to help the school with the problem in the parking area, namely that car 

drivers who park wherever they want to and this hinders the flow of traffic (Plate 11: 

Photograph 29). In this part of the lesson the teacher asked the learners what they wanted to 

write in the letter that they wanted to send to the traffic department. 

The learners stated that the following should be written in the letter: 

People should not drive when they are drunk. They must put up more traffic lights. He should 

tell the parents not to park in front of the gate but in the parking area. The traffic officer must 

give them a fine.  

 

Conclusion 

 Reflection on whole lesson 

The teacher started this part of the lesson by asking the learners questions about all the work 

done.  

Teacher: Now since we wrote the letter to the traffic, the traffic didn’t respond yet to our letter. 

Isn’t it!  

Learners: Yes, teacher.  

Teacher: We are still waiting for him to come and sort out the problem at our parking, since 

that time when we talked about it you can see a change? Or is it still going the same?  

Learners: Still going the same. 

Teacher: Okay, about yourself. How are you crossing the road? You are not the one to drive. 

How are you crossing the road are you really following the road signs or you just crossing the 

road and how?  

Learner: Teacher, following the road signs.  

Teacher: Uh-huh! What are you doing at the zebra crossing? What is it that you are doing when 

you come there and you want to cross? How are you crossing there? 

Learner: Teacher if you see that one car is still there in the car park and while it is coming to 

drive you cross the road.  
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Teacher: Is that what you are doing?  

Learners: Yes teacher. 

Teacher: And for you! I warned you that your parents are dropping you off in the middle of the 

road rather than driving into the parking area. Some of your parents were dropping you off in 

the road. What are you doing about it or what did you do about it? Are you still being dropped 

there or what happened then after our last discussion of this topic.  

Learner: I told my mother not to drop me there at the road because our teacher said it is not 

safe.  

Teacher: When she comes at the parking area where does she park?  

Learner: In the parking area. 

Teacher: In the parking space or does she park anywhere?  

Learner: In the parking space. 

Another learner: My father dropped me off at the gate.  

Teacher: In front of the gate and what did you do about it because that is the wrong parking 

area. What did you do?  

Learner: Nothing teacher. 

Teacher: Anyone else!  

Learner: The taxi wanted to drop me at the zebra crossing and then I said who gave you the 

permission to drop me here go to the school.  

Teacher: You told the taxi driver that?  

Learner: Yes.  

Teacher: That is very good because it is for your safety isn’t it? And also for the safety of the 

other road users, isn’t it? 

Teacher: Hopefully when the traffic officer will respond to our letter I hope he will come and 

sort out this mess; the traffic difficulties that we have at our parking area and also at the road 

next to the parking area. 

After this discussion the teacher gave the learners a worksheet to complete and explained it to 

them (Plate 12: Photograph 30). The worksheet was about the identification of different traffic 
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signs, explaining what each means and asking what they would do if they were traffic officers. 

The information as presented above and below addresses the basic competency that was taken 

from the Environmental Studies Curriculum, namely: Explain road safety and traffic rules for 

cyclists. 

Analysis of learners’ work is presented below: 

 Qualitative analysis of worksheets 

 

 Planned lesson competency 

What was looked at was what the basic competency of the lesson was to determine if the 

worksheet was designed according to the stated basic competency. This was achieved because 

the questions in the worksheet required the learners to identify traffic signs and traffic safety in 

general (LSWT3). 

 

 Whether the questions in the worksheets were in line with the content of the lesson 

What was looked at was whether the questions were in line with the content of the lesson, and 

this was also achieved. The questions the worksheet concentrated on were to identify different 

traffic signs, how traffic officers ought to ensure traffic safety and what the learners would do if 

they were traffic officers (LSWT3). 

 

 What learners found easy to answer 

In this worksheet the learners found Question 1 the easiest to answer. Eight learners could not 

answer this question correctly (LSWT3). Question 1 was: Identify the signs and say what they 

tell road users. This question required the learners to answer the question only with one word or 

a short sentence. The reason why these learners could not answer this question correctly might 

have been that they did not remember the content of the lesson very well. 

 

 What learners found most difficult to answer 

In this worksheet the learners found Question 3 the most difficult to answer. Fifteen learners 

could not answer this question correctly (LSWT3). The question was: What would you do if 
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you were a traffic officer and someone drives too fast or someone parks at the place that should 

not be parked on or in the driveway or in front of the gate? This question required more 

structured answers where the learners had to answer in full sentences. The reason why these 

learners could not answer this question correctly might have been that they could not express 

themselves very well in writing down the answers or they did not remember the content of the 

lesson very well. 

 

 Whether the learners were able to apply the content knowledge that was required during 

the lesson according to their context 

In this worksheet the teacher asked the learners to apply the content knowledge in their context 

because they were asked how they practise the traffic rules outside on their way home. They 

explained to the teacher how they did it (LSWT3). 

 

 Quantitative analysis of worksheet 

The outcomes of the worksheet were measured according to the results the learners obtained. 

Only 38 of the class group took part in this process. In this worksheet 11 learners scored less 

than 50% and 23 learners scored between 50% and 80%, whereas four learners scored more 

than 80%. The outcomes of the results of the worksheet can be found in Table 4.4 Appendix F 

summary of Grade 3 – assessment results. 
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GRADE 3: PLATES 9 – 12 
 
PLATE 9  

 

Photograph 23: Pictures of traffic signs.        

 

 

 

 

 

 

 

 

 

 

Photograph 24: Picture of a Zebra crossing. 
 

 
Photograph 25: Picture of a learner   Photograph 26: Picture of a learner                        
being a stop sign.                              being a pedestrian crossing sign. 
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PLATE 10 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
Photograph 27: Questions given to learners for the enquiry they had to do for 
homework. 
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PLATE 11 

 

Photograph 28: Letter that was written to the traffic department. 
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PLATE 12 

 

            Photograph 29: Worksheet done by learners on traffic safety 
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4.3.4 Implementation of the active learning framework: Grade 4 (Teacher 3) 

Context of case 

The Grade 4 learners who took part in the lessons were between 9 and 12 years old and the 

majority of the group turned ten during the school year. 

The teacher who presented these lessons to this class group is not qualified as a Lower Primary 

teacher (Grades 1-4) but is qualified as an Upper Primary teacher (Grades 5-7). The teacher 

achieved this qualification at the University of Namibia, Khomasdal Campus. 

The presentation that follows was extracted from mini-case story 4 (MCS4).  

Syllabus links 

The information presented below came directly from the Environmental Studies Curriculum for 

Grade 4 (See Appendix: L). 

Theme: The Natural Environment                                                                                          

Topic: Environmental Care                                                                                                         

Sub-topic: A healthy environment – Waste Management 

No lesson plan was received from this teacher so I could not draw any objectives from it as I 

did with the other three topics that were presented to the Grades 1-3 learners. Instead the best fit 

objective for this particular topic was drawn from the Environmental Studies Curriculum which 

is as follows: 

 Develop understanding that a healthy environment is important for our basic  

needs, and develop a sense of care for the environment 

This objective was also used for formative assessment of the activities that were used during the 

presentation of this topic. 

The basic competencies as stated in the Environmental Studies Curriculum are as follows: 

 Distinguish between environmental factors affecting health negatively and positively 
 Describe ways in which they can contribute to environmental care 

These basic competencies were used to determine whether the learners have mastered 

knowledge, skills and attitudes to consider the effects waste has on human life and to describe 

ways in which they can contribute to environmental care. 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	104	

 

Area of focus 

The focus area of this particular lesson was waste management with the emphasis on how to re-

use organic substances in order to manage waste and to do something for the environment. 

 

Introduction of topic 

The topic was taught over five periods of forty minutes each. 

The teacher introduced the lesson by asking a learner to read from the textbook to the rest of the 

class.  

Learner: People live together in groups. All the people living together in one place make up a 

community. Communities can be in villages. People need many things to live. Getting these 

things can cause problems for the environment and for people’s health.  

The teacher asked the learners to look at two pictures in the textbook and state what was 

happening in them. They identified the pictures as follows: Plants, water, food, meat, houses, 

cans in the water, clean environment for fresh air. 

Body of lessons 

 Information sharing and seeking 

The teacher asked the learners questions about the two pictures. The discussion went as 

follows: 

Teacher: If you look at the pictures. These are all the things that people need to live. So here 

are certain things that will cause health problems to the human life. What are the things that 

you can see that can cause problems?  

Learners: waste of electricity, waste of water, waste of food, air pollution, they are washing the 

clothes in the water and are playing in the water and the animals also need to drink water from 

there.  

Teacher: Now people if you look at the first picture what things do you see lying around there?  

Learners: Cans are lying around, plastics, dirt, tree trunks, glass that is floating in the water. 
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Teacher: Who can tell me what we call these things?  There is one word for all these things. 

Cans lying around, glass floating in the water, all those dirt there what do we call it? 

Learners: Garbage, dirty environment, unwanted things, rubbish, waste.  

Teacher: Waste! So all these things they are waste. 

The teacher asked the learners to discuss in their groups what the definition of waste is. The 

learners discussed it and reported back as follows: 

Group 1 - The definition for waste is when you are not using it. You are throwing it away and 

when you don’t need them anymore.  

Group 2 – Waste is like when you use something over the limit. Like when you brush your teeth 

you should only use water. You can use water but you shouldn’t use over the limit.  

Group 3 – When you wash off your hands and you forgot to close the taps it means, you are 

wasting water.  

Group 4 – The definition of waste is when you throw away something that is needed.  

Group 5 – Waste is papers that are in the house.  

Teacher: People when we talk about waste as in the things you saw in the picture. Like cans, 

plastics, glass in the water; give me a definition for this type of waste. Concerning things like 

this not when you waste something. Now when you waste something like when you use 

something that you don’t need in excessive; I want another definition. If something is not useful 

to you. What will it be to you?  

Learner: It will be dirt. It will be rubbish.  

Teacher: What is the opposite of useful?  

Learner: Useless.  

Teacher: So waste is useless materials, substances or parts that are left after you used 

something. 

Teacher: So now these things that are lying around, what do you think people can do to stop 

wasting?  

Learner: The people can also recycle all those stuff.  

Teacher: So what does recycle means?  
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Learner: Recycle means to make something new.  

Teacher: To make something new again.  

Teacher: Write today’s date and you quickly copy the definition of waste.  

The definition of waste that the learners had to copy was as follows: Waste is the useless 

material, substances or plants that are left after you have used something (Plate 13: Photograph 

31). 

The teacher then gave the learners homework (Plate 13: Photograph 32). The learners had to 

answer the following questions at home: What is the difference between hazardous waste and 

municipal solid waste? Describe what is meant by the three R’s: Reduce, re-use and recycle. 

What are the benefits of the three R’s? She explained all the questions before they went home. 

The teacher wanted the learners to find the information for themselves rather than just giving it 

to them.  

The following day the teacher and the learners discussed the answers about the homework that 

was given to them the previous day, namely to give the definition of hazardous waste and 

municipal solid waste. After discussing the answers that the learners got for these questions, the 

teacher gave them her own definition, which they had to copy from the chalk board (Plate 13: 

Photograph 33). The definitions of these two questions given by the teacher were as follows: 

Hazardous waste is waste that poses substantial or potential threats to public health or the 

environment. The characteristics of hazardous waste are ignitability (i.e. flammable), reactivity, 

corrosivity, toxicity (these words were not explained to the learners for understanding). 

Examples of hazardous waste are exhaust fumes from the cars and factories or coal power 

stations.  Municipal solid waste is commonly known as trash/garbage and it consists of 

everyday items that are discarded by the public. Examples of municipal solid waste are 

dumping sites and household rubbish bins. 

The teacher then asked the learners to give examples of hazardous waste and municipal solid 

waste, but the learners were not able to answer the question. The teacher then gave the question 

to them as extra homework. The learners were asked to get this information at home with the 

help of their parents. 
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The following day the teacher did not ask the learners for feedback on this task. She started the 

next lesson by asking the learners how people can deal with waste. The teacher and the learners 

discussed this question to which the learners replied that waste can be recycled and re-used. She 

then asked the learners apart from recycling and re-using, what else can be done with waste. 

The learners could not come up with another way of dealing with it. In the discussion of how 

people can deal with waste the teacher did not quite explain to the learners what re-use, recycle 

and reduce mean, or why waste materials are re-used, recycled and reduced. However, she did 

give them the correct explanation by giving them a hand-out that they had to paste in their 

workbooks (Plate 14: Photograph 34). The information as presented above and below addresses 

the objective that was taken from the Environmental Learning Curriculum Guidelines for 

Educators, namely: Encourage a sense of personal and social responsibility and a desire to 

work cooperatively with others on an environmental concern. 

 Enquiry and reporting back 

The teacher discussed a worksheet with the learners which they had to complete at home. The 

questions on the worksheet were as follow: What effect does waste have on human life? What 

are the environmental effects? What waste management issues are involved? What can you do 

to protect your local environment?  

The following day the teacher and the learners discussed the answers of the homework that was 

given the previous day. (Plate 15: Photograph 35). The teacher asked learners to read the first 

question. 

Teacher: The first question was?  

Learners: What effects waste has on human life?  

Teacher asked the first learner to answer.  

Learner: It causes disease when they drink water from rivers which have waste and which 

makes them sick.  

Learner: It can cause infection and disease.  

Teacher: How?  

Learner 1: Humans get sick because of the polluted air.  
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Learner 2: It cause diseases such as lung diseases caused by air pollution, water pollution can 

cause abnormality to pregnant women.  

Teacher: Number two! What are the environmental effects? So meaning what effects does it 

have on the environment?  

Learner 1: The waste can kill the plants and leave the environment without any plants. We can 

also burn the waste but the smoke is also very bad for the environment.  

Learner 2: It causes harm to the natural animals and plants.  

Learner 3: The pollution, example air pollution, water pollution and waste pollution and global 

warming, it can pollute the environment.  

Teacher: It can pollute the environment. So number three. What waste management issues are 

involved?  

Learner: All waste must be handled carefully and burnt.  

Teacher: If you burn the waste what will happen?  

Learner: Smoke will come out.  

Teacher: And what will happen?  

Learner: The smoke will pollute the air.  

Another learner said: Waste removal such as the municipality and community gatherings can 

encourage each other to assist and keeping the environment clean. 

In this discussion with the learners the teacher did not explain to the learners what waste 

management is and how waste is managed at landfill sites or what the purpose of a landfill site 

is. This information was also not available in the textbook that was used for the lesson 

presentations of this particular topic. 

 

 Finding solutions 

The teacher told the learners that there are different ways for people to deal with waste. She 

asked them to give some examples. The learners replied as follows: 
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Learner 1: By keeping the environment clean. 

Teacher: How?  

Learner: They can pick up the papers that, all the things that are lying on the ground.  

Teacher: So how will they do that?  

Learner 2: You must inform the people of the danger of littering. So they can put the waste in.  

Teacher: So how will you inform them, by doing what? Quickly in your groups discuss only one 

way how you will inform people.  

The learners gave feedback.  

Group 1: We decided that the best way that we can stop waste is that we can make a poster and 

then we can just put the posters around at areas where people can see it. 

Group 2: We discussed about putting signs up everywhere and writing on the boards no 

dumping.  

Group 3: We discussed that we can also send the news by, for example when we call the radio 

station we can tell or for example you can even go, you can even, you can even go to the news 

papers. 

Group 4: You can even give information by sending an email. Teacher: Sending an email and 

writing what? Learner: A letter.  

Group 5: We can even talk on the news about those things and you can even make copy papers 

and put them on the walls at some areas.  

Group 6: We can inform them by putting posters around their houses or even at the rubbish 

bins you can put posters there.  

Teacher: Those are only different ways on how you can inform people, to stop wasting.  

Teacher: What other ways are there to reduce or to stop waste?  

Learner: Put up posters, making people aware of the dangers of dirt and educational 

programmes. 
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The information as presented above addresses the objective that was taken from the 

Environmental Studies Curriculum, namely: Develop an understanding that a healthy 

environment is important for our basic needs, and develop a sense of care for the environment. 

The teacher did not respond in detail to the answers of this question. This might have been 

because she had a pre-determined action in mind which she wanted to teach the learners, but the 

learners could not quite get to this specific solution of waste management.  

This might be why she asked the learners the following question. The discussion went as 

follows: 

Teacher: Quickly discuss in your groups what do you think is a compost heap? The teacher 

asked the learners to give feedback.  

Group 1: We think that a compost heap has to do with things with waste.  

Teacher: Group 1 said it has something to do with waste. Now listen to what this learner is 

reading. Then you tell me what exactly it is?  

Learner: A mixture made up of useful scraps or of food and other materials that can be left to 

rot and then it helps plants to grow.  

Teacher: So what is it exactly?  

Learner 1: It might be soil.  

Learner 2: Compost.  

Teacher: We said it has something to do with waste and then she said it is a mixture of some 

things. So now you have your two key words, so give me a clearer explanation.  

Learner 3: It is an untidy pile.  

Teacher: Of what?  

Learner: Untidy pile of waste.  

Teacher: Not untidy. It will look untidy but it should be arranged. So it is a mixture of different 

types of waste. So tomorrow you bring any type of waste that you can find at home. So everyone 

will come with a plastic. Is it clear?  
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Learners: Yes Ms! 

 Taking action 

The following day the teacher asked a learner to explain what a compost heap is.  

Learner: A compost heap is a deep hole that people can throw rubbish in.  

Teacher: Any type of rubbish or specific type of rubbish?  

Learner 1: We just like throw anything that is rotten, any materials, we can just throw there, 

and then we can just throw every day. Then it will become big, almost like a triangle shape but 

not, it will become like a cone.  

Learner 2: I think a compost heap is they put garbage in groups, separate groups.  

Teacher: Separate groups, so what do you think, which groups will we use now?  

Learner: We use like rotten food, papers and like bottles that are broken. 

After the teacher asked the learners what a compost heap is the Agriculture teacher took over to 

demonstrate to them how they should dig a hole for a compost heap (Plate 15: Photograph 36). 

After the Agriculture teacher demonstrated how the learners should make the hole, the class 

teacher took over again.  

Teacher: So who can tell me what organic substances are?  

Learner: I think it is rotten food.  

Another learner: I think it is the food that we eat and then we throw it away. 

Teacher: That is the food that we going to use. So if you have organic substances, just stand on 

this side.  

The teacher asked the learners to put the layers on step by step. She asked one learner to put 

leaves at the bottom. Then she asked the learners to bring their food waste and put it on. She 

then asked them to cover it with soil. They repeated this until the compost heap was completed. 

The teacher then told the learners that this is how a compost heap is made.  

After the compost heap was completed the teacher asked the learners questions.  
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Teacher: What do you think we should do now? 

Learner: Throw water.  

She asked one learner to water the compost heap.  

Teacher: What do you think will happen to all the things that we have put there?  

Learner: They will grow.  

Teacher: Will they grow?  

Learner: They will get rotten and they will become fertiliser.  

Teacher: They will become rotten and they will become fertiliser. So that is how we make a 

compost heap and that is why people also make a compost heap for fertilisers. When we get to 

class you will get an activity which you will need to complete at home.  

The activity the learners had to do at home was to explain how a compost heap is made and also 

to make a drawing of the compost heap (Plate 15: Photograph 37). 

Conclusion 

 

 Reflection on the whole lesson 

 

In the next lesson the teacher revised the whole content done on the topic with the learners. She 

started the lesson by asking the learners questions.  

Teacher: So we discussed different ways that people can deal with waste. What were those 

ways?  

Learner: Reusing cans and tins.  

Teacher: Reusing.  

Another learner said: You can recycle.  

The next learner said: Even reducing.  

Teacher: So it is reduce, reuse and recycle. There was one other way that we also dealt with 

waste.  
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One learner said: Compost.  

Teacher: What is the proper name?  

Learner: Compost heap.  

Teacher: We also did a compost heap. 

The teacher then asked the learners to share what they had written in their books on how to 

make a compost heap. Different learners were asked to read the activity that they had to do for 

homework from their workbooks. It played out as follows in the lesson. 

Learner 1: You first dig a hole then we took the stones out of the hole then we put the leaves in 

the hole then we put soil then we put the organic substances and then put soil and level it and 

then after water. 

Learner 2: Dig a hole, put leaves, add organic substances three times, put soil on the organic 

substances three times and add water. 

Learner 3: First you dig a hole than put in leaves then put organic substances and put sand then 

you put organic substances put sand put organic substances put sand than put water.  

Teacher: Is hers correct?  

Learners: No teacher.  

Teacher: What is wrong with hers?  

Learner: She didn’t put the leaves again. 

Teacher: Now who can tell me, since you all named organic substances? Who can tell me what 

organic substances are?  

Learner: They are rotten food. They are like potato, like old carrots and potatoes stuff.  

Teacher: Old carrot stuff, what is that supposed to mean?  

Learner: Organic substances are like, maybe there were potatoes and cabbage in the fridge too 

long or somewhere too long and then it started to get rotten and then we call it organic 

substances when we put it together.  
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Teacher: I’ll give you two minutes to look in your dictionaries quickly. If one person has a 

dictionary in the class it is enough.  

The teacher told the learners to give feedback.  

Learner: Produced by or from living things for example organic matter are leaves, wood, grass, 

bones and manure.  

Teacher: Why are they organic?  

Learner: Produced without chemicals, fertilisers or pesticides. 

Without elaborating the teacher continued with the next activity which was to group the 

following into organic and non-organic substances (Styrofoam, newspaper, peaches, plastic 

bag, orange peel, crayon, leaves, tree branch, television, twigs). These substances were written 

on the chalk board. The learners were asked to draw two columns in their books. In the first 

column they wrote down the organic substances from the list and in the second column the non-

organic substances. 

Analysis of learners work is presented below. 

During the analysis process the worksheets that were completed by the learners were analysed 

only qualitatively. From the informal worksheets that were done by the learners, the teacher 

only gave me ten learners’ books. This made a quantitative analysis difficult because out of a 

class of 40, ten books are a very small number to get a clear idea of how well the whole class 

group understood the topic and how many of the learners could apply the content correctly of 

what was taught to them. This was done to determine how well the learners mastered the 

content of the series of lessons on the topic of waste management. The teacher did three 

worksheets with the learners. Two worksheets were done during the lesson and the third one 

was done after the lesson. Worksheet 1 – What is the difference between hazardous waste and 

municipal solid waste? Describe what is meant by the three R’s: Reduce, re-use and recycle. 

What are the benefits of the three R’s? Worksheet 2 – What effect does waste have on human 

life? What are the environmental effects? What waste management issues are involved? What 

can you do to protect your local environment? Worksheet 3 – Group organic and non-organic 

substances correctly. 
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No formal assessment was done with this class group. The teacher did some informal 

assessment activities during the lesson. This work was not marked and I could not clearly see 

what the outcome of the different informal worksheets was. 

  

 Qualitative analysis of worksheets 

 

 Planned lesson competency 

What was looked at was what the basic competency of the lesson was to determine if the 

worksheets were designed according to the stated basic competencies. This was achieved 

because the questions in all the worksheets were about environmental factors affecting health 

negatively and positively and how the learners can contribute to environmental care (LFWT4). 

 

 Whether the questions in the worksheets were in line with the content of the lesson 

What was looked at was whether the questions were in line with the content of the lesson and 

this was also achieved. The questions the teacher asked were based on environmental factors, 

both negative and positive, and how the learners can contribute to environmental care 

(LFWT4). 

 What learners found easy to answer 

What was looked at was what the learners found easy to answer. What the learners found the 

easiest to answer in all the worksheets was to explain how to make a compost heap and also to 

draw what they had explained in writing (LFWT4). 

 What the learners found most difficult to answer 

What was looked at was what the learners found the most difficult to answer. The learners 

found the first and second worksheets the most difficult to answer. The learners had to acquire 

this information themselves from their parents (LFWT4). The learners mostly struggled with 

the explanation of: What is the difference between hazardous waste and municipal solid waste? 

One learner’s answer to this question was: Hazardous waste is very dangerous and municipal 

waste is very good to keep your house clean. The reason why the learners struggled with the 
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answering of this question might have been that the teacher did not direct them as to where to 

find this information or give the information to them. 

 Whether the learners were able to apply the content knowledge that was required during 

the lesson according to their context 

What I saw was that the learners related learning to their own situation by making a compost 

heap with waste they had brought from home. They had to collect information from their local 

environment to obtain an understanding about the concern which was about environmental care 

based on waste management which was addressed by the question (Worksheet 2): What can we 

do to protect our local environment? (LFWT4).   
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GRADE 4: PLATES 13-15 

PLATE 13 

 

 Photograph 30: Learners work. Information copied from chalk board. 

 

 

             Photograph 31: Learner’s work explaining the difference between different wastes. 

 

Photograph 32: Learners work. Information copied from chalk board about hazardous 

waste. 
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PLATE 14 
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                                                                                                    Photograph 33: Hand out that                          
                                                                                                    was given on waste management. 
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PLATE 15 

 

 

 

 

 

 

 

Photograph 34: Worksheet done by            Photograph 35: Teacher and learner                                 
learners on the effects of waste.                  digging a hole for the compost heap. 

 

 Photograph 36: Learners description and drawing of a compost heap. 
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4.4 TEACHERS’ REFLECTIONS ON THE LESSONS PLANNED AND 

 PRESENTED ACCORDING TO THE ACTIVE LEARNING  

 FRAMEWORK 

The data for this section were generated in the second focus-group discussion. The data were 

generated to establish teachers’ engagement with the active learning framework after lesson 

implementations planned and presented according to this framework. Two main points emerged 

from this focus-group discussion and are presented below.  

 

4.4.1 General views on the implementation of the active learning framework  

All four teachers reflected that the learners learnt something from the lessons. They also 

reflected that the lessons provided the learners with the opportunity to be active in the teaching 

and learning process (FG2T1, pp. 2-4; FG2T2, pp. 4-5; I2T3, p. 1; FG2AP, pp. 5-6). Teacher 1 

reflected that she did not feel confident when she presented her lessons according to the 

framework (FG21, pp. 2-4). Teacher 2, 3 and 4 reflected that it was a good lesson, a good idea 

to use for planning and presenting lessons and that it can work with more practice (FG2T2, pp. 

4-5; I2T3, p. 1; FG2AP, pp. 5-6). Three teachers also reflected that presenting lessons 

according to the active learning framework is time-consuming (FG2T1, pp. 2-4; FG2T2, pp. 4-

5; FG2AP, pp. 5-6). Elaborating on these points, the teachers’ views are presented below: 

Teacher 1 thought that the lesson went well as the learners came back with information from 

home about how they save water. However, the teacher felt that the lesson did not flow. 

However, she furthermore reported that even though she felt this way she thought that “learners 

learnt something from it. They understood and they really came up with suggestions on how to 

save water”. A positive outcome was that she did not think that learners would come with such 

a good solution, namely to put up water saving signs at every tap at school. She admitted that 

she had expected inappropriate answers. She also mentioned that the time was very limited 

(FG2T1, pp. 2-4). 

Teacher 2 said that it was a very good thing to get the learners actively involved in the lesson. 

The learners were really actively involved because they could “really seek for information and 

they could come and report back. I could see that they are really learning to take action 

because they were active. They took it as something of their own. It is just not school work but it 
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is an issue in life that I need to look at and what do I see and what can I do about it” (FG2T2, 

pp. 4-5). 

Teacher 3 stated that active learning is a good approach because it allows learners to be more 

active in class rather than being passive. She further noted that “when you are active you learn 

more than when you are passive” (I2T3, p. 1). 

“My personal experience was that the learners really enjoyed it and were very excited. Each 

and every learner wanted to report back on information they had gathered. Furthermore, I 

think active learning can work, if planned according to the active learning framework. We just 

need to get use to the idea and with practice it definitely will be a great approach to teaching 

and learning” (FG2AP, pp. 5-6).  

 
4.4.2 Challenges encountered during lesson planning and presentation 

All the teachers said that they had included and covered all the areas of the active learning 

framework (FG2T1, pp. 9-10; FG2T2 and FG2AP, pp. 18-19; I2T3, p. 2; FG2AP, p. 11). All 

the teachers stated that they experienced challenges during the planning and presenting of 

lessons. The challenges experienced are elaborated on below. 

Teacher 1 was uncertain on how to present the different dimensions in her lesson presentation 

(FG2T1, p. 6). Teacher 2 said that she had to think critically about the whole presentation in 

order to include all the dimensions of the framework and whether the learners will be able to 

take action on what she had planned for the topic (FG2T2, p. 18). Teacher 3 and 4 said that the 

difficult part was to find or create activities to mediate the lessons (I2T3, p. 1; FG2AP, p. 8). 

Teacher 1 said that she must just get used to the idea and with practice she will become 

competent with the use of the active learning framework (FG2T1, pp. 19, 13-15). Teacher 2 

said that she is comfortable with the use of the active learning framework, but a larger time 

frame is needed for the information process (I2T3, pp. 2, 3-4). Teacher 3 and 4 replied that they 

are comfortable with the use of the active learning framework and with practice they will 

overcome all difficulties (FG2T2, pp. 12, 20; FG2AP, pp. 12, 13). 
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4.3 CONCLUSION 

The chapter presented the data that were analysed according to the question and Goals 1 and 2 

of the study. After the first data generation process which was done by conducting individual 

interviews with the teachers, all the teachers involved in the study agreed to be part of the 

intervention process of this research project. 

The data generation process was quite challenging for all of us as we had some difficulties. 

Some of us did not know what activities/worksheets to use and what learning support materials 

would assist with the mediation of presenting the topics to the learners. Furthermore one 

teacher was not so sure whether she was implementing all the dimensions of the framework as 

discussed in the training workshop that was conducted before the presentation of the different 

topics. However, all the teachers managed to include all the dimensions of the active learning 

framework and various active learning processes emerged during the lesson presentations, 

which was the main aim of the data generation process. 

The data as presented in this chapter became the reference for the discussion in the upcoming 

chapter. In the next chapter the data will be discussed in relation to the education quality 

indicators as mentioned before. 
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CHAPTER 5 

The education quality indicators and the use of the 

active learning framework 

5.1 INTRODUCTION 

This chapter discusses the key findings of the research process. In this chapter data representing 

the active learning processes that emerged from the use of the active learning framework (Goal 

2: to describe and explore active learning processes emerging from a teacher professional 

development intervention introducing teachers to an active learning framework) are 

revisited in order to address Goal 3. The main aim of this chapter is to discuss Goal 3 of this 

study which is to investigate how emergent active learning processes relate to education 

quality in the Environmental Studies Curriculum. The chapter concludes with a discussion of 

whether the active learning framework has the potential to improve the education quality of the 

teaching and learning process in the Environmental Studies Curriculum with the use of Nikel 

and Lowe’s (2010) education quality indicators as reference. 

 

5.2 THE RELATIONSHIP BETWEEN EMERGENT ACTIVE LEARNING 

PROCESSES AND EDUCATION QUALITY INDICATORS 

In this section the active learning processes that emerged from the research intervention are 

discussed in relation to Nikel and Lowe’s (2010) education quality indicators to address the 

third goal of the study, namely to investigate how emergent active learning processes relate 

to education quality in the Environmental Studies Curriculum. 

 

5.2.1 Effectiveness 

All the teachers planned their lessons beforehand. Objectives and basic competencies were 

stated as the starting point for the lessons of the different topics that were presented for this 

study (Section 4.3). The objectives and basic competencies became the reference regarding 

meeting what is stipulated in the Namibian Environmental Studies Curriculum, and in addition 

the objectives as stipulated in the Environmental Learning Curriculum Guidelines for 
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Educators in order to consolidate the environmental perspectives of the lessons. This was done 

in order to explore Nikel and Lowe’s highlighting of “effectiveness as the extent to which 

stated (educational) aims are met” (2010, p. 595, Section 2.7.1).  

 

For the presentations of the Grade 1 environmental learning topic (Section 4.3.1) the objective 

of “Understand better how livelihoods are dependent on the environment” was met during the 

activity that was based on understanding humans’ dependence on plants and animals for life. 

The next objective was to “Collect, classify, analyse and interpret data”. This objective was met 

by asking learners to collect information based on what they eat daily by completing a 

questionnaire at home with the help of their parents. The teacher and learners classified this 

information in table form that was then presented in the form of a graph done by the teacher and 

they analysed and interpreted the data so that learners could realise how much food is 

consumed by humans daily. The following objective which was to “Understand what food and 

eating habits are necessary for their growth and health” was met by showing learners a poster 

and asking them questions about why we need to eat different food types, what food types are 

good for our bodies and what food types are not. The objective which was to “Encourage a 

sense of personal and social responsibility and a desire to work cooperatively with others on an 

environmental issue” was met by asking the learners what we can do to always have food and 

one learner replied that we can plant food. The last objective which was to “Organise, plan, 

implement and monitor an environmental project” was met during the “‘action taking” part of 

the lesson, where learners were taught how to plant carrot seeds and also to monitor the growth 

of the seeds (Section 4.3.1). The basic competency for the presentation of the topic to “Explain 

what healthy food is which should be eaten regularly, and healthy eating habits” was met by 

giving the learners two worksheets to complete at the end of entire presentation. However, not 

all the learners were able to achieve this basic competency, as some of the learners could not 

answer some of the questions correctly (Section 4.3.2). This shows that the basic competency 

for this topic was not fully achieved. 

During the presentations of the Grade 2 topic (Section 4.3.2) the objective of “Understand the 

importance of conserving water as part of the ecocycle” was met by asking learners questions 

on why water is important and how to use water sparingly without wasting it. The next 

objective which was that “Learners should know why water must be used sparingly, what will 

happen if it is not, and where water can be stored in the home” was met by asking the learners 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	125	

 

to find ways at home on how water can be saved and to report back on their water-saving ways 

in class (Section 4.3.2). The basic competency for the presentation of this topic was “Explain 

how and why water can be saved and stored”, which was done by giving the learners a 

worksheet to complete. For this worksheet the teacher only concentrated on how water can be 

saved and not why, which was also part of the basic competency, and thus shows that the basic 

competency for this topic was not fully achieved (Section 4.3.2).  

During the presentation of the Grade 3 topic (Section 4.3.3) the objective that “Learners will be 

able to understand that traffic safety depends on correct behaviour and following safety codes 

on the road” was met by discussing different road signs with the learners and then the learners 

were asked to role play how to use the road correctly by acting as road signs, pedestrians and 

car drivers, and also by observing how car drivers and pedestrians use the road in front of the 

school and reporting back on this observation in class (Section 4.3.3). The basic competency for 

the presentation of this topic was to “Explain road safety and traffic rules for cyclists”. This was 

done by giving the learners a worksheet to complete in class. Although the basic competency 

was mostly based on road safety and traffic rules for cyclists, the teacher focused on traffic 

rules in general because of the traffic issue they experience outside the school in the mornings 

and afternoons and not really on traffic rules for cyclists. This shows that the basic competency 

for this topic was not fully achieved. 

During the presentation of the Grade 4 topic (Section 4.3.4) the objective to “Develop 

understanding that a healthy environment is important for our basic needs, and develop a sense 

of care for the environment” was met by asking the learners what ways there are to reduce or to 

stop waste and the learners answered that we can put up posters to make people aware of the 

dangers of dirt, and provide educational programmes. The next objective was to “Encourage a 

sense of personal and social responsibility and a desire to work cooperatively with others on an 

environmental concern”. This was met by asking the learners how we can deal with waste and 

the learners answered that waste can be recycled or re-used. This information was also given to 

the learners in the form of a hand-out which clearly indicated what recycle, re-use and reduce 

mean. The objective of “To organise, plan, implement and monitor an environmental project” 

was met by teaching the learners in the form of a demonstration of how a compost heap is made 

(Section 4.3.5). The basic competencies for the presentation of this topic were “Distinguish 

between environmental factors affecting health negatively and positively and describe ways in 

which they can contribute to environmental care”. These basic competencies were met by 
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giving the learners worksheets during the presentations for the topic that was presented to this 

class group (Section 4.3.4). The lesson plans can also be considered from the extended view of 

effectiveness presented by Nikel and Lowe who argue that “a concern with initial conditions, 

the learners’ socio-economic backgrounds and their initial achievements – leads to a ‘value-

added’ interpretation of effectiveness that [suggests], we measure the progress from a given 

starting point” (2010, p. 595, Section 2.7.1). A review of engagement with prior knowledge 

emphasises this concern. 

 

The four teachers started their lessons by using the learners’ prior knowledge. They first asked 

the learners questions on the specific area of focus before moving to the unknown subject 

content (Section 4.3.1, 4.3.2, 4.3.3 and 4.3.4). The subject content for the Grade 1 learners was 

that they knew that we need food to survive or to stay alive, but what they did not know was 

that we get healthy and unhealthy food. The unknown subject content was taught to the learners 

by showing them a poster with different kinds of healthy food and the reasons why our bodies 

need these foods, and also that we can plant seeds in order to always have food (Section 4.3.1). 

The Grade 2 learners knew that we need water to survive and that we need to save it in order to 

have water all the time, but they did not know all the water-saving ways and shared the water-

saving ways that they use at home with the rest of the class group. They also came up with the 

idea to make water-saving posters in order to save water at school (Section 4.3.2). The Grade 3 

learners knew that there are traffic safety rules that need to be followed, but did not know all 

the traffic signs and why we need to obey them, or that we can seek help with our traffic 

problems from the traffic department (Section 4.3.3). The Grade 4 learners knew that waste is a 

problem for our health, but did not know that there are different ways how waste can be 

recycled, re-used and reduced. The unknown subject content that was taught to them was to 

learn how to build a compost heap in order to recycle waste (Section 4.3.4).  

 

The stimulation of background knowledge occurred in the information dimension of the active 

learning framework with the use of group work activities and plenary discussions. As 

accentuated by Johnson, Johnson and Smith (1991), the use of cooperative learning requires the 

instructional use of small groups in order for students to work together to maximise their own 

and each other’s learning (Section 2.5). The teacher facilitated these group work activities by 

giving the learners questions to answer and these questions stimulated discussion (dialogue) 

(Wals, 2007, Section 2.5.3) in order to socially construct the meaning of the environmental 
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problem/issue/risk/concern that they were focusing on. The Grade 1, 2 and 3 class groups had 

plenary discussions, whereas the Grade 4 class group made use of smaller groups (Section 

4.3.1-4.3.4).   

A further measure of effectiveness will be drawn from the analysis of formative as well as 

summative assessment activities (Section 4.3) in order to determine to which extent the 

effectiveness of stated (educational) aims were met (Nikel & Lowe, 2010, Section 2.7.1). 

The formative assessment activities that were done with the learners were enquiry encounters 

(Section 4.3) in the environment in order to involve learners actively with the systematic 

collection of data for the purpose of understanding environmental issues (Tudor & Ferguson, 

2007, Section 2.5.2). These investigations were designed to answer an investigative question/s 

through the collection of evidence and the communication of results which added to the 

knowledge of identifying environmental trends and issues (Tudor & Ferguson, 2007, Section 

2.5.2). Furthermore it helped learners to become system thinkers, learning skills of enquiry and 

understanding that knowledge does not only happen in the classroom (Tudor & Ferguson, 

2007). For example, the Grade 1 learners obtained skills on how to answer a questionnaire and 

also to think about what they eat daily. The Grade 2 learners obtained skills of data collection, 

namely to find out how water is saved at home with the help of their parents. The Grade 3 

learners practised observation skills, where they were asked to observe how car drivers and 

pedestrians use the road outside the school with the help of their parents. The Grade 4 learners 

obtained investigative skills by completing a worksheet on the effects of waste on human life 

and the natural environment, which they had to complete at home with the help of their parents. 

The information as stated above represents learning of knowledge which was socially 

constructed (Wals, 2007, Section 2.5) with the help of their parents or more knowledgeable 

peers (Vygotsky, 1978, Section 2.5). Knowledge of learning was passed from family members 

to learners and from learners to learners (Lave & Wenger, 1991). 

The summative assessment activities were based on short and long questions (Section 4.3). 

Examples of these can be found in Section 4.3.1, Plate 5: Photographs 15 and 16; Section 4.3.2, 

Plate 9: Photograph 23; and Section 4.3.3, Plate 13: Photograph 30. Overall the learners did 

very well in these summative assessment activities and most of them achieved a pass mark 

(Appendix E: Grades 1-3 assessment results). Although there was no reference against which 

to measure the results the teachers were quite impressed with how the learners performed 

during these active learning lesson presentations (Section 4.4.4). 
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A further measure of effectiveness that was explored in three of the cases in terms of 

unexpected/un-predetermined outcomes that were of significance, was that the teacher did not 

know beforehand what solutions the learners would come up with. In this regard the teacher 

gave the learners the opportunity to come up with a solution that all the learners agreed upon. 

This notion can be regarded as an unexpected/un-predetermined outcome which we may fail to 

see, let alone measure (Nikel & Lowe, 2010, Section 2.7.1). However, for the Grade 4 class 

group the teacher had a pre-determined outcome in mind, which was to teach the learners how 

to make a compost heap where they had to construct the compost heap themselves with the 

guidance of the teacher. They also had to draw the processes of developing a compost heap in 

their exercise books. Most of the learners could do this perfectly well, while others struggled 

with the correct placement of the different layers (Section 4.3.4). The teacher discussed this 

activity with the learners afterwards in order to clear the confusion some of them had in this 

regard (Section 4.3.4). 

 

5.2.2 Efficiency 

Nikel and Lowe refer to one element of efficiency as the “ratio of outputs to inputs that 

economic considerations such as the maximising of resource use enters the interpretation of the 

quality of education” (2010, p. 596, Section 2.7). In this study the amount of time, effort, 

financial and other resources became the reference of how efficiently these lessons were 

presented by the teachers and received by the learners. 

The topics that were taught to the Grade 1-4 learners had several activities which were 

mediated with the use of different resources (learning support materials). These learning 

support materials were efficiently used to guide learners to understand the new learning content 

and to guide them to solutions for the issues that they were focusing on (Sections 4.3.1, 4.3.2, 

4.3.3 and 4.3.4). 

During the teaching and learning processes organised for Grades 1 and 2 not all the learners 

were able to give their feedback from enquiries about issues. This means that time became a 

constraint in the activities. This influences the quality of education and environmental 

education in particular as all learners ought to get a chance to give their input in the teaching 

and learning processes. For example, in one of my Grade 1 lessons the report back of the 

enquiry took up a lot of time and I came up with another activity that was less time-consuming 
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in order to enable everyone to share the information of the enquiry done about the issue 

(Section 4.3.1). This was also the case with the Grade 2 teacher who had to read the information 

that the learners brought from their local context herself as some learners read very slowly and 

others struggled to read some of the words on their papers (Section 4.3.2). Furthermore, not all 

the learners got a chance to share the information that they had to collect at home, which was 

how they save water at home, with the rest of the class (Section 4.3.2). This means that the 

effort of all the learners who could not present their information was affected by the time 

constraint. However, the teacher asked the learners while the others were presenting their 

information, if there were learners who had different water-saving ways to share with the rest of 

the class. All the learners replied that their water-saving ways had already been given by the 

other learners. This illustrates that even though there are time challenges, teachers are able to 

come up with creative ways of working within them. 

In these active teaching and learning processes the learners made enquiries in their local area. 

These enquiries involved the learners’ families, as they collected this information by starting at 

their homes. The Grade 1 learners needed their family’s help to complete the questionnaire they 

had to fill in at home (Section 4.3.1), the Grade 2 learners needed their family members’ input 

as to how water is saved at home (Section 4.3.2), the Grade 3 learners needed their family’s 

help to make observations about how car drivers and pedestrians use the parking area in front of 

the school (Section 4.3.3) and the Grade 4 learners who had to collect waste materials at home 

also needed their family’s assistance as to what they could take to school as waste (Section 

4.3.4). All the abovementioned is referred to by Nikel and Lowe as “the relation to the 

participation of individuals in education, both pupils ([and] their families) and teachers” (2010, 

p. 596, Section 2.7). This relates to efficiency as stated above that in all these cases the family 

(parents) became a valuable source of information to give the learners more input into the 

content of the topic or the issues that were investigated.  

Taking cogniscance of Nikel and Lowe’s extended view of efficiency, another factor that 

played an important role in the efficiency of the active teaching and learning processes was 

whether the content of the teaching and learning processes would be worthwhile to learners, 

parents and teachers. According to the Grade 3 teacher the learners found the teaching and 

learning process worthwhile as they took it as something of their own, as if they were 

personally assigned to get this information as a daily life experience, as a necessity of life. To 
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be active was not like school work for them, but it was an issue in life that they needed to look 

at, what they saw around them and what they could do about it.  

 

5.2.3 Equity 

In this study heed was taken of gender stereotyping and gender equity with the planning and 

presenting of lessons according to the active learning framework. All the learners were treated 

equally during all the processes in the sense that they were all included in the processes of 

information seeking, enquiry encounters in a local area, reporting ideas and action taking 

(Section 4.3). No exception was made regarding learners’ gender or ethnicity (Nikel and Lowe, 

2010, Section 2.7), and no gender stereotyping (Namibia. MBEC, 2005a) was evident, nor were 

they treated differently on the basis of wealth, disability, race or HIV/Aids status (Ankomah, 

Koomson, Bosu & Oduro, 2005, Section 2.7). 

In all the grades all the questions were posed to the whole class and any of the learners could 

answer them. All the learners were also asked to do the enquiries at home or to find information 

at home with the help of their parents/family. Reporting back sessions were done either 

individually or as a plenary discussion in which all learners could participate. In the solution-

finding sessions all learners could participate as the teacher asked the whole class to think about 

a solution to the issue that they were working on. In the specific grade groups no one was 

excluded from these conversations. All the learners were also part of the action-taking sessions 

in all four the class groups. 

This study provided opportunities for learners to socially interact with each other, their families 

and the community, through shared group characteristics irrespective of their gender, ethnicity, 

HIV/Aids status and situations of emergency and economical, political and social equalities 

(Nikel & Lowe, 2010, Section 2.7.3). The learners who took part in the study were included in 

the lessons through information seeking and enquiry. However, not all learners got a fair chance 

at first of reporting on the enquiries that they had to do outside of the classroom context 

because of the limited time they had, as discussed earlier, but they still participated by listening 

to their peers’ presentations.  

In this study Nikel and Lowe’s extended interpretation of equity in education was also 

considered. That is education as a potential source of social transformation, and with a concern 
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for social justice, in order to address economic, political and social inequalities (Nikel & Lowe, 

2010, Section, 2.7.3).  

Social and economic inequalities were highlighted in the Grade 1 classroom when it became 

apparent that most of the learners did not maintain a balanced diet. That is because many of 

them did not indicate that they eat fruit and vegetables which actually protect the body from 

becoming sick. Even though it was not possible to address the underlying root cause of this 

problem, namely the impoverished conditions in which many of the learners live, the lesson 

was able to raise the possibility of self-sufficiency in food production by introducing the 

learners to the activity of planting their own carrots to supplement their diet.  

The content of the topic “Water: the most important resource”, taught the learners that water is 

a precious natural resource and in order to have water all the time we should sustain it, 

irrespective of whether we can afford it or not. They also learnt that the less water they use, the 

less money they would have to pay for water usage and that water is also sustained in this way. 

The learners were taught different ways of how to save water and not to waste it unnecessarily. 

All the learners were involved in the project of how to come up with ways of how to save water 

in order to teach it to the rest of the school. These ideas were put up in the girls’ and boys’ 

toilets in the form of posters as mentioned earlier.   

The content of topic “Traffic safety: safety on the road”, taught the learners different traffic 

safety rules in order to be safe on the road all the time and the issue of their rights to safety 

were raised. The learners were directly involved in trying to get their parents and the traffic 

department to help solve the traffic problems they experience outside the school. However, the 

complexity of this problem was highlighted when it emerged in classroom discussions that 

learners’ attempts to inform their parents of the rules did not bring the expected reaction. This 

possibly indicates a difficulty that young children have because they lack the power to confront 

people directly responsible for issues that affect them (the learners).  

In the topic “Environmental care: a healthy environment – waste management”, the content 

taught the learners more about the effects of waste on human life and the natural environment. 

During these active teaching and learning processes the learners were taught how to make a 

compost heap in order to manage waste. This activity also made them competent enough to 

produce their own compost to fertilise soil instead of buying compost, and showed them that 

they were actually also reducing waste by recycling it for the production of compost (fertiliser). 
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5.2.4 Responsiveness 

In these active teaching and learning processes the teachers either shared the information with 

the learners by using different activities together with different learning support materials to 

mediate the content of the lesson in order to get learners to actively learn during the lessons 

(Section 4.3.1; 4.3.2; 4.3.3 and 4.3.4) or they asked the learners to find the information in their 

local context (Section 4.3.1, 4.3.2, 4.3.3 and 4.3.4) in order to respond to the issue. The 

information processes allowed the learners to engage with the issue that was focused on in the 

lesson, which encouraged them to enquire about it in their local context (Section 4.3.1, 4.3.2, 

4.3.3 and 4.3.4).  

This process focused on individual diversity and difference in learning environments, learning 

abilities and styles (Nikel & Lowe, 2010, Section 7.2). In this process the learner as an 

individual person was put together with different other learners to focus on one issue, which 

means the learners experienced the issue differently as they live in different environments. The 

Grade l learners, for instance, all had different eating habits. Not one learner’s eating habit was 

the same as that of any other learner. One thing that stood out was that most learners did not eat 

vegetables, which is an important food type to eat as it protects the body from becoming sick 

(Section 4.3.1). The Grade 2 learners’ water-saving ways differed from individual to individual. 

For example, some learners’ parents prefer washing clothes with their hands in order to save 

water, while others still prefer using a washing machine and then try to save in other areas such 

as washing the car by using a bucket instead of a hosepipe (Section 4.3.2). The Grade 3 learners 

each had a different story to tell from what they observed outside the school regarding how car 

drivers and pedestrians use the road (Section 4.3.3). The Grade 4 learners gave different ways 

of how waste can be dealt with. However, the teacher had a pre-determined action in mind, 

namely to teach the learners how a compost heap is made in response to waste management 

issues (Section 4.3.4). 

Involving learners in the issues (Section 4.3) allowed them to connect with their own prior 

experiences and backgrounds which, in turn, motivated them to address the issue and thus made 

them key actors in response to the issue, increasing their sense of purpose (Wals, 2007, Section 

2.7). This gave the learners the opportunity to respond to environmental changes that might 

affect individual ability and willingness to engage in responding to environmental issues (Nikel 

& Lowe, 2010, Section 2.7.4).   
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5.2.5 Relevance 

The environmental issues that were focused on came directly from the learners’ own life 

worlds, which enabled them to make meaning of the environmental issue that was focused on in 

the lessons (Section 4.3.1, 4.3.2, 4.3.3 and 4.3.4).  

One of the focus points of the Environmental Studies Curriculum is to contextualise curriculum 

content (Namibia. MBEC, 2005a; Hogan, 2008, Section 1.4). By doing this the life worlds of 

the learners are seen as valuable and parents will also be able to see what learners are learning 

and if it is applicable to what they need as important life skills. In this study the teachers 

concentrated on issues that came directly from the Environmental Studies Curriculum. The 

learners were asked to enquire about a specific issue in their life under the following headings 

from the curriculum:  Nutrition for Grade 1 with the focus on healthy and unhealthy food 

(Section 4.3.1), water for Grade 2 with the focus on saving water (Section 4.3.2), traffic safety 

for Grade 3 in order to be safe on the road (Section 4.3.3) and waste management for Grade 4 

with the focus on waste management issues (Section 4.3.4) (Wals & Van der Leij, 1997, 

Section 2.7).  

In addition, what the learners learnt from these topics is actually an important part of life skills. 

For example, everybody should know which foods are healthy and which are unhealthy for our 

bodies; everybody should also know how to save water as water is a valuable natural resource 

which people and the natural environment (animals and plants) are dependent on for survival; 

everybody should know that traffic signs are important for safety on the road and should 

therefore know and understand what they mean in order to adhere to them; and waste 

management is an important issue which all people ought to learn about as waste that is not 

managed has a negative effect on people’s health and the natural environment (Section 4.3.4).  

This is highlighted in Section 2.7 by Nikel and Lowe (2010) where they state that “relevance of 

an education system/educational experience is the extent to which it addresses user needs, but 

the identification of needs is a complex and often contradictory process; needs may be 

expressed at various levels: individually, family, community, national and global” (2010, p. 

597, Section 2.7.5). During these active teaching and learning processes needs were expressed 

at the level of the individual, the family and the community. In the teaching and learning 

processes relevance as stipulated above played out as follows: The Grade 1 learners looked at 

poor health as an issue of the topic and enquired about it by completing a questionnaire at home 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	134	

 

with the help of their parents on how much food they consume and if what they eat is healthy or 

unhealthy. In this process the learners learnt more about how they can maintain a healthy diet in 

order to ensure a healthy body. Together with this they also looked at what food types they need 

to eat in order to maintain a healthy body and where we get these foods from. They also learnt 

that in order to stay alive we need food all the time, and therefore came to the realisation that 

we need to plant food, which was the solution they came up with and also practised by planting 

carrot seeds (Section 4.3.1). 

The Grade 2 learners looked at the importance of water saving as an issue. The learners 

enquired about water-saving practices at home and came up with a solution as to how water 

could be saved at school. This was to put up water-saving signs in the girls’ and boys’ toilets at 

school in order to teach the rest of the learners how to save water as a natural resource (Section 

4.3.1). 

The Grade 3 learners looked at traffic safety as an issue. The learners observed how car drivers 

and pedestrians use the road in the parking area in front of the school. After the observation the 

learners reported back that many car drivers and pedestrians did not use the road safely and 

according to the traffic rules and regulations. They came up with a solution to this problem, 

namely to write a letter to the traffic department requesting them to solve the problem (Section 

4.3.3). 

The Grade 4 learners looked at waste management as an issue. They enquired in their local 

context in order to obtain an understanding of the negative effects of waste on people and the 

natural environment. They had to bring waste from home to school where they had to sort it 

into non-organic and organic substances in order to make a compost heap (Section 4.3.4). 

In these teaching and learning processes (Grades 1-4) the individual (learner) and the family 

were seen as important, as the learners had to enquire about the issue at home in order to get the 

information. In this process of teaching and learning curriculum content was contextualised by 

asking the learners to link the subject content to their own context in order for content 

knowledge to become relevant to them (Namibia. MBEC, 2005a; Hogan, 2008, Section 1.4). 

Experience of an issue might vary from local area to local area or it might be experienced in the 

same way. As Nikel and Lowe state:  “… the needs expressed at different levels, and different 

groups within each level – rural or urban communities, socio-economic classes, and so on – and 

the outcomes of decisions about priorities will reflect contextually specific cultural and political 
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struggles” (2010, p. 597, Section 2.7). In this research study all learners experienced the issues 

that were focused on more or less in the same way (Section 4.3.1, 4.3.2, 4.3.3 and 4.3.4). 

However, in the case of the topic of traffic safety tension arose according to user needs, as some 

of the parents did not listen to learners asking them to follow the traffic safety rules and the 

traffic department did not respond to their request to assist them with the traffic problem in the 

parking area in front of the school. The parents might have felt that they did not need to listen to 

a child telling them how to drive on the road or follow traffic safety rules (Section 4.3.3). 

 

5.2.6 Sustainability 

Sustainability played out in the action-taking process of the presentations, namely that it was to 

do something for the environment (Fien, 1993). The actions that were taken for the environment 

were based on direct and indirect environmental actions for the environment (Jensen & 

Schnack, 2006, Section 2.6). The Grade 1, 2 and 4 learners’ actions were based on direct 

environmental actions as it was done to directly contribute to solving an identified 

environmental problem, while the Grade 3 learners’ action was based on an indirect 

environmental action which intended to influence others to do something to contribute to 

solving the environmental problem. All of these processes had some elements of transformative 

learning, which Nikel and Lowe (2010) describe as focusing on “behaviour change and 

acceptance of responsibility on which one must act, or participation by all stakeholders and 

parties in processes of goal-setting, decision-making and evaluation” (2010, 599, Section 2.7). 

The Grade 1 learners learnt that in order to have food all the time we can plant seeds. They 

realised that food consumption by humans is very high because we have to eat to survive (or 

stay alive, for that matter). They decided to plant carrot seeds in order to sustain food products, 

as was mentioned previously (Section 4.3.1). However, for the presentation of this topic no 

crops were harvested as was planned by the learners and the teacher. The reason for this was 

that the crops died as they did not receive water for a whole month (Section 4.3.1). This 

negligence further highlighted the fact that plants need water in order to grow and live. 

The Grade 2 learners decided to put up water-saving signs in order to save water, as mentioned 

earlier. However, this did not last long as the signs fell from the walls and were never put up 

again (Section 4.3.2). This suggests that sustainability for the presentation of this topic did not 

last long. 
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The Grade 3 learners wrote a letter to the traffic department in response to the traffic problem 

they experience in the parking area in front of the school, as previously mentioned. However, 

no follow-up was done when the traffic department did not respond to their letter (Section 

4.3.3). This suggests that sustainability for the presentation of this topic did not play out as 

planned. 

The Grade 4 learners compiled a compost heap as a response to waste management in order to 

reduce waste. However, the compost heap never matured as was planned by this class group 

(Section 4.3.4). This suggests that sustainability did not last for the presentation of this topic as 

was desired by this class group.  

 

5.2.7 Reflexivity 

All the learners became aware of the issue caused by the existence of human action and the 

conditions within which it takes place (Nikel & Lowe, 2010, Section 2.7), which was taught to 

them through the information-seeking and sharing dimension (Section 4.3). The learners’ 

reflexivity was enhanced by enquiries that were done by them to get more information on the 

issue that they were focusing on to create awareness about the environmental issue in their 

context and to report back on what they had acquired (become aware of) (Section 4.3). These 

enquiries and reporting back processes allowed learners to engage with the situation of the 

issues and thus they came up with solutions on how to address them. In these active teaching 

and learning processes as highlighted by Nikel and Lowe (2010, Section 2.7) learners are 

orientated to reflect on and to understand human activity and context as a feedback loop. For 

example, the teachers asked the learners several questions to determine how well the lessons 

played out and whether they achieved what they aimed for in the presentations of the topics, 

which was to do something for the environment (Fien, 1993) from which they could also 

benefit. As stated by Wals, “social learning requires reflection and reflexivity throughout the 

entire process, if only to improve the quality of the process itself and to monitor change and 

progress throughout” (2007, p. 41, Section 2.7). 

The Grade 1s decided to plant carrot seeds, which forms part of healthy foods and which is 

good for eyesight (Section 4.3.1). The learners felt good about the presentation of this topic and 

reported that everything went well. The Grade 2s put up water-saving signs in the boys’ and 

girls’ toilets in order to teach the other learners how to save water (Section 4.3.2). The Grade 3s 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	137	

 

wrote a letter to the traffic department in order to solve the traffic problem they experience in 

the parking area in front of the school (Section 4.3.3). The Grade 4s made a compost heap of 

organic substances in order to reduce waste (Section 4.3.4).  

 

5.3 CONCLUSION 

This chapter has used Nikel and Lowe’s (2010) fabric model of education quality to examine 

the emergent active learning processes in the four case studies detailed in Chapter 4. The 

contradictions and tensions regarding educational quality in the context of this case study are 

summarised below. 

In exploring the dimension of effectiveness, this chapter established that the stated educational 

objectives (aims) were met through the active teaching and learning processes. The teachers did 

several activities in order to bring understanding to the content knowledge of the environmental 

issue that they focused on. These educational objectives (aims) were measured with formative 

and summative assessment activities. The outcomes of these activities were effective in the 

sense that the learners did very well in them as most of the learners achieved a pass mark. A 

further consideration with respect to effectiveness is to consider the value of unexpected 

outcomes in the learning process. To varying degrees the different activities lent themselves to 

allowing the learners to select and implement their own solutions to the problems identified. In 

these cases the teacher needed to be responsive to their ideas and suggestions. 

 

In exploring the educational quality dimension of efficiency, this chapter presented lessons with 

a variety of different resources (learning support materials) which guided the learners in 

understanding the new learning content in order to come up with solutions to the issues they 

were focusing on. Another efficiency consideration, namely time, became a constraint in the 

activities, although teachers were able to come up with creative ways of working better within 

time constraints. A third aspect of efficiency was making use of parents who also became a 

source of information, for example concerning the environmental issues in their living 

environment. This chapter also highlighted an extended view of efficiency by highlighting 

evidence from the data which indicated that learners found the activities they were engaged in 

“worthwhile”. 
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In exploring the education quality dimension of equity, this chapter showed that equity from the 

point of view of gender, race and class was not an issue of concern in the classroom. Regarding 

a further aspect of equity – social justice and transformation, the emerging active learning 

processes raised aspects of social injustice (food insecurity and lack of safety in the schools), 

however in other cases, the dominant discourse tended to focus on learners’ responsibilities 

rather than their rights (in the case of waste and water use) and thus did not cover issues of 

social justice. A further tension that was raised in this chapter was the complex power 

relationships between young learners and their parents in dealing with issues of social justice 

beyond the power of the learners (for example their need for parents to obey traffic rules to 

ensure the safety of the learners in the school).  

 

In considering responsiveness this chapter illustrated that the involvement of learners in 

addressing environmental issues allowed them to connect with their own prior experiences and 

backgrounds which, in turn, motivated them to address the issues and thus made them key 

actors in response to the issue, increasing their sense of purpose. The learners addressed the 

environmental issues by planting carrot seeds (Grade 1s), making water saving posters (Grade 

2s), writing a letter to the traffic department (Grade 3s) and by building a compost heap (Grade 

4s). This gave them a chance to respond to the environmental changes that might affect 

individual ability and willingness to engage in responding to environmental issues. 

 

Considering relevance as another dimension of educational quality, this chapter illustrated that 

emergent active learning processes included environmental issues that were focused on the 

learners’ own life worlds, which enabled them to make meaning of the environmental issue. In 

addition, learners learnt important life skills from these topics. These include knowing which 

foods are healthy and which foods are unhealthy for our bodies, how to save water, the 

importance of traffic signs for everybody’s safety, and how to manage waste. During these 

active teaching and learning processes curriculum content was contextualised by asking the 

learners to link the subject content to their own context in order for content knowledge to 

become relevant to them. 

In reflecting on the sustainability dimension of education quality, this chapter presents 

examples of both direct and indirect environmental actions. All these active teaching and 

learning processes had some elements of transformative learning, which Nikel and Lowe (2010) 

describe as focusing on “behaviour change and acceptance of responsibility on which one must 
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act, or participation by all stakeholders and parties in processes of goal-setting, decision-making 

and evaluation” (2010, 599, Section 2.7). 

 

The sustainability of the activities was questionable as the Grade 1 learners were not able to 

harvest any crops because the crops died when they did not receive any water during the 

December holidays, the Grade 2 learners’ water saving signs fell off the walls and were never 

put up again, the Grade 3 learners’ letter to the traffic department was not responded to and the 

Grade 4 learners compiled a compost heap as a response to their issue but the compost heap 

never matured as was planned. 

 

The final dimension of education quality considered in this chapter was that of reflexivity. The 

chapter illustrated evidence that all the learners had become aware of the issue caused by the 

existence of human action and the conditions within which it takes place (Nikel & Lowe, 2010, 

Section 2.7). The learners were also orientated to reflect on and to understand human activity 

and context as a feedback loop. For instance, the teachers asked the learners several questions 

to determine how well the lessons played out and whether they had achieved what they aimed 

for in the presentations of the topics, which was to do something for the environment (Fien, 

1993) from which they could also benefit. As stated by Wals, “social learning requires 

reflection and reflexivity throughout the entire process, if only to improve the quality of the 

process itself and to monitor change and progress throughout” (2007, p. 41, Section 2.7). 
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CHAPTER 6 

Summary of findings, limitations, reflections and 

recommendations of the study 

6.1 Summary of findings 

The key findings of this study relate to the third goal of the study which was to investigate how 

emergent active learning processes relate to education quality in the Environmental 

Studies Curriculum. This section describes the active learning processes emerging from the use 

of O’Donoghue’s (2001) active learning framework in relation to education quality as 

elaborated by Nikel and Lowe’s (2010). Emergent active learning processes are discussed 

below under each dimension of Nikel and Lowe’s (2010) extended view of education quality as 

elaborated in Section 2.7. 

 

 Effectiveness 

 

In considering the effectiveness of the active learning processes, this study included 

consideration of the stimulation of background knowledge (Nikel & Lowe, 2010). This 

occurred in all cases by using group work activities and plenary discussions as accentuated 

by Johnson, Johnson and Smith (1991). With the use of small groups students worked 

together to maximise their own and each other’s learning. In the cases in this study group 

work activities were facilitated by the teachers by giving the learners questions to answer 

which stimulated discussion (dialogue) (Wals, 2007, Section 2.5.3) in order to support the 

construction of meaning of the environmental problem/issue/risk/concern that they focused 

on.  

 

A further measure of effectiveness was drawn from the analysis of formative as well as 

summative assessment activities that emerged from enquiries done by learners. These 

enquiries were done to involve learners actively in the systematic collection of data for the 

purpose of understanding environmental issues (Tudor & Ferguson, 2007, Section 2.5.2). 

In addition, it helped learners to become system thinkers, learning skills of enquiry and 
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understanding that knowledge does not only happen in the classroom (ibid, 2007). For 

example, the learners obtained skills on how to answer a questionnaire, obtained skills of 

data collection by enquiring how water is saved at home, practised observation skills by 

observing how car drivers and pedestrians use the road and obtained investigative skills by 

completing a worksheet on the effects of waste on human life and the natural environment. 

The learners also performed well in the summative activities they had to complete, 

although there were a small number who could not answer most of these questions 

correctly.  

 

Furthermore, unexpected/un-predetermined outcomes as an extended view of a measure of 

effectiveness (Nikel & Lowe, 2010) were also explored. In this regard the teachers of the 

Grade 1-3 class groups gave the learners the opportunity to come up with solutions 

themselves and these solutions were put into practice by the learners, thus demonstrating 

the potential of such active learning processes to accommodate and foster unexpected 

directions and outcomes. However, this was not the case for the Grade 4 class group as the 

teacher had a pre-determined action in mind that she wanted to teach the learners but was 

put into practice by the learners themselves with the teacher’s guidance.   

 

 Efficiency 

 

The research illustrated that activities during lessons were efficiently mediated with the use 

of different resources (learning support materials) which were used to guide learners in 

understanding the unknown subject content. However, not all learners were able to give 

feedback on the enquiries that they had done at home. Even though time was a constraint, 

the teachers came up with creative ways in order to enable all learners to report back on the 

enquiries done by them. 

 

This chapter also highlighted an extended view of efficiency by showing evidence from the 

data which indicated that learners found the activities they were engaged in “worthwhile”. 

This was evident, for example, in the teacher’s belief that her lesson had been a success due 

to the exploration of “life’s realities”, in other words, through exploring life’s realities, 

learners appeared to find the learning activities to be “worthwhile”. 
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 Equity 

 

In consideration of equity the study revealed that all the learners were able to participate 

during the presentations of the topics. All questions were asked to whole class groups and 

any of the learners could answer them. All learners were also included in the teaching and 

learning processes as all learners had to do enquiries at home. All learners took part in the 

plenary discussions and group work discussions; not one learner was excluded. 

 

Furthermore, active teaching and learning processes promoted the extended view of equity 

which is highlighted by Nikel and Lowe (2010) as a potential source of social 

transformation and with a concern for social justice, and that education would be 

considered equitable to the extent that it mobilises the potential of education to address 

economic, political and social inequalities. Across the four lessons issues of social justice 

were touched on with respect to food security, the effect of pollution on people’s health and 

threats to children’s safety with respect to traffic in the school. Due to the complexity of 

the root causes of these issues responses tended to focus on mitigation factors (such as 

planting one’s own food) or personal responsibility (such as saving water, recycling and 

reducing). The lesson on traffic safety highlighted unequal power relationships in terms of 

young learners’ capacity to influence their parents to obey traffic laws in the interests of the 

safety of learners at school. 

 

 Responsiveness 

 

In reflecting on responsiveness in the emergent active teaching and learning processes, the 

study focused on responsiveness to individual diversity and difference in learning 

environments, learning abilities and styles (Nikel & Lowe, 2010, Section 2.7). In these 

active teaching and learning processes the learner as an individual person was put together 

with different other learners to focus on one issue, which means the learners experienced 

the issue differently as they live in different environments. Involving learners in the issues 

allowed them to connect with their own prior experiences and backgrounds which, in turn, 

motivated them to address the issue and thus made them key actors in response to the issue, 

increasing their sense of purpose (Wals, 2007, Section 2.7). By linking to their own 

contexts, the learners’ individual ability and willingness to engage in responding to 
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environmental issues was stimulated (Nikel & Lowe, 2010, Section 2.7.4). This was 

evident from learners’ active engagement in decision-making to plant their own food, put 

up signs about water waste and to write to the traffic department regarding safety at school. 

 

 Relevance 

 

The study revealed evidence of the relevance of the emergent active learning processes as 

the content that was taught to the learners came directly from their own life worlds, thus 

enabling them to make meaning of the environmental foci in the lessons. During lessons 

needs were expressed at the level of the individual, the family and the community. The 

Grade 1 learners looked at poor health as an issue and enquired about it by completing a 

questionnaire at home with the help of their parents on how much food they consume daily 

and if what they eat, is healthy or unhealthy. The Grade 2 learners looked at the importance 

of water saving as an issue and enquired about water saving practices at home. They came 

up with a solution as to how water could be saved at school. The Grade 3 learners looked at 

traffic safety as an issue and observed how car drivers and pedestrians use the parking area 

in front of the school. The Grade 4 learners looked at waste management as an issue and 

enquired about the negative effects of waste on human life and the natural environment in 

their own context. They collected waste from home in order to address the issue by 

building a compost heap. 

 

 Sustainability 

 

Sustainability was another dimension of education qulity explored in this study. The Grade 

1, 2 and 4 learners’ actions were based on direct environmental actions aimed at directly 

solving identified environmental problems, while the Grade 3 learners’ action was based on 

an indirect environmental action which intended to influence others to do something to 

contribute to solving the environmental problem. All these processes had some elements of 

transformative learning, which Nikel and Lowe (2010) describe as focusing on “behaviour 

change and acceptance on which one must act, or participation by all stakeholders and 

parties in processes of goal-setting, decision-making and evaluation” (2010, p. 599, Section 

2.7). Although the actions were put into practice, the actions that were focused on were not 
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sustained due to several reasons as stated in Section 5.2.7. However, with more careful 

planning these stumbling blocks can be overcome.  

 

 Reflexivity 

 

The final education quality dimension considered in this study was reflexivity and 

learners’awareness of the environmental issue caused by the existence of human action and 

the conditions within which it takes place (Nikel & Lowe, 2010, Section 2.7). In these 

active teaching and learning processes as highlighted by Nikel and Lowe, (2010) (Section 

2.7) learners were oriented to reflect on and to understand human activity and context as a 

feedback loop. The teachers asked the learners questions to determine how well the lessons 

had played out and whether they achieved what they aimed for in their environmental 

actions, which was to do something for the environment (Fien, 1993) from which they 

could also benefit. As stated by Wals, “social learning requires reflection and reflexivity 

throughout the entire process, if only to improve the quality of the process itself and to 

monitor change and progress throughout”. 

For this study it became evident that the use of the active learning framework (O’Donoghue, 

2001) for lesson planning and presenting showed potential for eliciting quality education 

according to Nikel and Lowe’s (2010) education quality indicators. Reflecting back on Nikel 

and Lowe’s view of the different dimensions of model as creating a “‘fabric’ that is at its 

strongest when ‘stretched’ or maintained in tension” (2010, p. 594, Section 2.7), it is possible to 

see how activities aiming for efficiency in terms of “being worthwhile” to the learners, enabled 

creative and relevant learning processes to emerge from exploring environmental issues, and 

activities that are responsive to individual diversity and difference can increase efficiency in 

terms of education being more efficient and ensuring that a learner progresses from his own 

starting point and prior knowledge at the start of the learning process. Additionally, activities 

highlighting reflexivity might enable stronger sustainability in future environmental actions.  

Also, sometimes an even tension appeared hard to maintain. For example, active learning 

activities with a concern for relevance to community needs might create challenges that are too 

complex or deep for learners to make sustainable interventions or compromise the efficiency 

of the learning because of the time constraints in conducting real-life enquiries. Otherwise 

activities aimed at effectiveness in terms of supporting the emergence of unintended outcomes 
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might actually create expectations beyond the capacity of young learners, thus compromising 

the efficiency of the learning process.  

Influenced by considerations of equity, further lessons could emphasise rights as much as 

responsibilities (in order to address an extended vision of equity in education). Other potential 

methods for strengthening quality could be finding ways of ensuring the sustainability of direct 

environmental actions and ways of dealing with power relationships that arise in the case of 

indirect actions.  

 

6.2 Limitations of the study and reflections on the research process 

This section reflects on the limitations of the research process as a whole. Teaching more 

environmental topics during the intervention process would have given the teachers who were 

involved in the study more practice with the use of the active learning framework as at least one 

teacher did not really feel confident with the use of the active learning framework. 

Data generation could also have been improved by capturing observations through video 

recordings. Video recordings would have been more helpful with the writing of the mini-case 

stories, rather than the notes taken from observations and the accompanying photographs. 

Another element that would also have been helpful to the teachers would have been to extend 

the intervention to include a workshop on different active learning teaching methods. This 

would have been helpful to the teachers with the planning and presentation of lessons. All the 

teachers also found it challenging to develop suitable learning support materials and worksheets 

for the topics that we taught. Nevertheless, all the teachers involved in this study found this 

intervention process purposeful, learningful and insightful. Although none of us had used the 

active learning framework as tool for teaching and learning before in our teaching professions, 

this study showed that the intervention using this framework was a success in the end.     
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6.3 Recommendations emerging from the study  

Recommendation (1): The active learning framework can be used as a tool for lesson planning 

and presentation. It is valuable for environmental learning lessons in the sense that it is easy to 

follow. The teachers who took part in this study stated that it is a good tool for lesson planning 

and presentation. It guides the teachers exactly on what needs to be done when, from the 

identification of the issue until the action-taking process to address/respond to the issue.  

Recommendation (2): In the reporting dimension of the active learning framework time was 

an efficiency constraint in terms of education quality. However, the teachers came up with 

creative ways on how to include all learners in reporting back on the information that they had 

enquired about at home. Thus a recommendation from this study is to further explore more 

efficient ways of conducting local enquiries in active learning processes. 

Recommendation (3): In the action dimension the actions that were put into practice did not 

last long. This was because no one monitored the actions. From this, we learned that in future 

we should monitor the actions in order to strengthen the sustainability dimension of education 

quality in active learning processes.Thus it is recommended that reflexivity should be a very 

important education quality aspect to be taken into consideration at all times during the teaching 

and learning process.   

Recommendation (4): The following education quality indicators of Nikel and Lowe (2010) 

can be used for monitoring and evaluating the active teaching and learning processes. These 

education quality indicators were slightly adapted according to the Namibian curriculum 

context to bring about a clear understanding. They are stipulated below:  

 Effectiveness  

 Were all the objectives reached as prescribed by the curriculum and how was this 

achieved? 

 Were the outcomes negative or positive? If negative, how did you   

overcome it if it was possible to overcome it? 

 What other valuable information, knowledge and skills emerged during the teaching 

and learning processes that were not stated beforehand in the objectives and basic 

competencies? 
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 Efficiency  

 Was the lesson content knowledge of any value to the learners? 

 Did resources and individuals that were used add value to the content knowledge? 

How did it/they add value? 

 Was the amount of time, effort, financial or other resources invested by these 

individuals worthwhile to them? 

 Were the activities considered to be worthwhile to the learners and their 

parents/communities? 

 

 Equity  

 Were all the learners respected and treated equally and fairly? 

 Were gender inequalities, disability, race and ethnicity, location and poverty among 

students addressed? 

 Were economic, political and social inequalities addressed during the teaching and 

learning process? 

 

 Responsiveness  

 Did the lesson allow all the learners to individually respond to the lesson?  

 Did the lesson focus on individual diversity and difference in learning environments, 

learning abilities and styles, but also on responding to environmental changes that 

might affect individual learning ability and willingness to engage? 

 Did the lesson acknowledge aspects of personal growth and the social nature of this 

process with a concern for the learner “becoming himself” through the teaching and 

learning processes? For example, were the learners able to orientate and explore the 

issues as key actors as a concern or key challenge to address the issue in a way that 

connects with their own prior experiences and background, thereby increasing their 

motivation and sense of purpose? 

 

 Relevance  

 Was the content of the lesson relevant to the learners’ own context to the extent to 

which it addressed user needs?   
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 Was the identification of needs addressed according to various levels: individually, 

family, community, nationally and globally, based on rural and urban communities 

and socio-economic classes, which will reflect contextually specific cultural and 

political struggles? 

 

 Reflexivity  

 Was there evidence of representing the increased awareness of the existence of a 

feedback loop embracing human action and the conditions within which it takes 

place?  

 Was reflexivity captured as a concern that is shared with all in engaging with an 

uncertain future which requires reflection and reflexivity throughout the entire social 

learning process, in order to improve the quality of the process itself and to monitor 

change and progress throughout? 

 

 Sustainability  

 Was sustainability promoted and achieved in the lesson? 

 Did sustainability represent a concern over the contribution of education for 

individuals, communities and nations by taking up responsibility for global 

environmental changes and the uncertainty over the well-being of future generations? 

 Was the educational approach transmissive or transformative?  

 Was sustainability considered as the scope of educational impact and responsibility in 

terms of temporal scale (beyond one generation) and geographical scale (recognising 

the limitations of natural resources of nature as well as aiming to integrate decision 

making, linking the local with the global)?  

 

Recommendation (6): As some of the basic competencies in this study were not totally 

achieved during the use of the active learning framework, I recommend learner support 

teaching in order to increase efficiency in bringing about understanding of the content 

knowledge that was not mastered. Learner support teaching that is referred to here is when the 

learners are given extra lessons after school in order to assist them with understanding content 

knowledge that they did not understand during the actual lesson presentations. 
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6.4 Further research 

An area for further research would be to introduce this framework to student teachers at the 

University of Namibia to use as a tool for planning environmental topics and implementing it at 

different schools in order to obtain a broader understanding of the use thereof. 

 

6.5 Concluding comments 

Nikel and Lowe’s educational quality indicators were effective in reviewing the active learning 

framework as a tool for lesson planning. This different perspective on the active learning 

framework illustrated the potential of this framework for addressing environmental issues at 

Primary School level (Foundation Phase).  

Nikel and Lowe’s educational quality indicators also broadened my knowledge on what quality 

education entails, highlighting the many areas that need to be taken into consideration when 

planning and presenting content knowledge to learners. For instance, reflexivity during and at 

the end of the presentation of a topic is very important in order to sustain the actions taken for 

the environment. In this regard the actions that were taken were not sustained because no 

follow-ups were done in order to sustain the actions that were taken (Section 5.3.6).  

Finally, working on this thesis was really exciting and worth my while as I learned a lot, not 

only about educational quality as a concern, but also about the field of environmental education 

as a whole, the curriculum as a guide to teaching and learning, the use of differently situated 

learning aspects and the interaction with my colleagues on this project. Furthermore, the active 

learning framework as a guide to environmental teaching and learning has become an important 

tool for me in planning and presenting environmental topics and the education quality 

indicators have become a regular reference in my everyday teaching. 

 

 

 

 

 
 
 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	150	

 

REFERENCES  

Anderson, J. R., Reder, L. M., & Simon, H. A. (1996). Situated Learning and Education. 
Educational Researcher, 25(4), 5-11. 

Anderson, V. (2009). Research methods in human research management. (2nded). London: 
Chartered Institute of Personnel and Development. 

Ankomah, Y. A., Koomson, J. A., Bosu, R. S., & Oduro, G. K. T., (2005). A review of the 
concept of quality in education: Perspectives from Ghana. EdQual Research Programme 
Consortium for implementing Education Quality in the Low income Countries. Ghana: 
University of Cape Coast. 

Barret, M. J. (2006). Education for the environment: Action competence, becoming and story. 
Environmental Education Research, 13(2), 209-223. 

Bassey, M. (1995). Creating education through research: A global perspective of educational 
research for the 21st century. Newark: Kirklington Moor Press. BERA (British Educational 
Research Association). Ethical guidelines. Retrieved February, 2006 from 
http://www.bera.ac.uk/guidelines/html 

Beck, U. (1991). Risk Society: Toward a New Modernity. Sage: London. 

Bell, J. (1993). Doing your research project: A guide for first-time researchers in education 
and Social Science. (2nded.). Buckingham: Open University Press.  

Berk, L. E., & Winsler, A. (1995). Scaffolding children’s learning: Vygotsky and early 
childhood education. Washington, DC: National Association for the Education of Young 
Children. 

Berkes, F., Folke, C., & Colding, J. (2003). Navigating social-ecological systems: Building 
resilience for complexity and change. Cambridge: Cambridge University Press. 

Best, J. W., & Kahn, J. V. (2006). Research in Education. (10thed.). United States of America: 
Pearson Education Inc. 

Bonwell, C. C., & Eison, J. A. (1991). Active learning: Creating excitement in the classroom. 
Washington University: Washington DC. 

Brown, J. S., Collins, A., & Duguid, P. (1989). Situated Cognition and the Culture of Learning. 
Educational Researcher, 15(1), 32-42. 

Buarque, C., Spolar, V. A. M., & Zhang, T. (2006). Introduction: Education and poverty 
reduction. Review of Education, 52, 219-29. 

Castle, E. B. (1956). Principles of education for teachers in Africa. Oxford: Oxford University 
Press. 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	151	

 

Chatzifotiou, A. (2005). National policy, local awareness: implementing environmental 
education in the primary schools of northern Greece. Environmental education research, 
11(5), 503-523. 

Cohen, L. Manion, M., & Morrison, K. (2010). Research Methods in Education. (6thed.). New 
York: Routledge. 

Costley, C., & Gibbs, P. (2006). Researching others: care as an ethic for practitioner 
researchers. Studies in Higher Education, 31(1), 89-98. 

Dadder, A., Baltodano, M., & Torries, D. (2003). The critical pedagogy reader. New York: 
Routledge Farmer. 

Danemark, B., Ekstrom, M., Jakobssen, L., & Karlsson, J. (2002). Explaining society. Critical 
realism in the social sciences. London: Routledge.Environmental Education and Information 
Services Unit.  

Daniels, H. (2004). Vygotsky and pedagogy. London: Routledge/Falmer.  

Dillenbourg, P. (1999). What do you mean by collaborative learning?. InP. Dillenbourg (Ed) 
Collaborative-learning: Cognitive and Computational Approaches (pp. 1-19). Oxford: 
Elsevier. 

Eaves, C. (2006). Improving pedagogical approaches in environmental education that 
promotes action competence. Wellington: Crown. 

Fakir, S. 2002. Poverty and environment linkages in the context of the World Summit on 
Sustainable Development. In The long walk to sustainability: A southern African 
perspective, ed. E. Reynolds et al. Johannesburg: HIS South Africa. 

Fien, J. (1993). Education for the environment: Critical curriculum theorising and 
environmental education. Geelong, Victoria: Deakin University Press. 

Filmer, D., Hasan, A., & Pritchett, L. (2006). A millennium learning goal: Measuring real 
progress in education. Working Paper No. 97, Centre for Global Development. 
http://www.cgdev.org/content/publications/detail/9815 

Fisher, R. (1990). Teaching children to think. London: Stanley Thornes. 

Hattingh, J. (2004). Speaking of sustainable development and values. A response to Alistair 
Chadwick’s Viewpoint: Responding to destructive interpersonal interactions: A way forward 
for school-based environmental educators. Southern African Journal of Environmental 
Education, 21, 157-165. 

Hogan, R. (2008). Contextualization of formal education for improved relevance. A case of the 
Rufiji wetlands. Tanzania. Southern African Journal of Environmental Education, 25, 44-58. 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	152	

 

Horn, R. (2009). Researching and writing dissertations: A complete guide for business and 
management students. London: Chartered Institute of Personnel and Development. 

Jensen, B. B., & Schnack, K. (2006, July-September). The action competence approach in 
environmental education. Environmental Education Research, 12(3-4), 471-486. 

Johnson, D. W., Johnson, R. T., & Smith, K. A. (1991). Cooperative Learning: Increasing 

College faculty instructional productivity. Washington, D. C.: George Washington 

University Press. 

Lather, P. (1986). Research as praxis.Harvard Education Review, 56(3), 257-279. 

Lave, J., & Wenger, E., (1991). Situated learning: Legitimate peripheral participation. 
Cambridge, England: Cambridge University Press. 

Leach, L., & Moon, B. (2008). The power of pedagogy. London: Sage. 

Leedy, P. D., & Ormrod, J. E. (2010). Practical Research. Planning and design. (9thed.). 
Pearson Education: Upper Saddle River, New Jersey. 

Lotz-Sisitka, H. (2008). Environmental education and educational quality and relevance: 

Opening the debate. Southern African Journal of Environmental Education, 25, 5-12. 

Lotz-Sisitka, H. & Lupele, J. (2012, in press). Learning today for tomorrow: Education for 

dustainable development learning processes in Sub-Saharan Africa. Howick: SADC REEP. 

Lotz-Sisitka, H., & Raven, G. (2001). Active learning in OBE: Environmental learning in South 

African schools. Pretoria: Research report of the National Environmental Education Project. 

Department of Education. 

Loubser, C. P. (Ed.). (2005). Environmental Education: Some South African perspectives. 

Pretoria: Van Schaik Publishers. 

Lupele, J. & Lotz-Sisitka, H. B., (2012). Learning today for tomorrow: Sustainable 
development learning processes in Sub-Saharan Africa. Howick: SADC REEP. 

Maxwell, J. (1992). Qualitative research design: An interactive approach. London: Sage. 

Michaelowa, K. (2001). Primary education quality in Francophone Sub-Saharan Africa: 
Determinants of learning achievement and efficiency considerations. World Development, 
29, 1699-1716. 

Mogensen, F., & Schnack, K. (2010, February). The action competence approach and the ‘new’ 
discourse of education for sustainable development, competence and quality 
criteria.Environmental Education Research, 16(1), 59-74. 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	153	

 

Namibia. Ministry of Basic Education and Culture. (2005a). Curriculum for the Lower Primary 
Phase: Grades 1-4. Okahandja, NIED. 

Namibia. Ministry of Basic Education and Culture. (2005b). Environmental Learning in 
Namibia: Curriculum Guidelines for Educators. Okahandja, NIED. 

Namibia. Ministry of Education. (2010). The National Curriculum for Basic Education. 
Okahandja, NIED. 

Namibia. Ministry of Education and Culture. (1993). Towards Education for All: A 
development brief for educators, culture, and training. Gamsberg: Macmillan. 

NEEN. (1995). Draft National Environmental Education Policy. NEEN, Windhoek. 

NEEN. (1999). An Environmental Education Policy for Namibia. National EE Policy. 
Windhoek. 

Nikel, J. & Lowe, J., (2010). Talking of fabric: A multi-dimensional model of quality in 
education. Compare: A Journal of Comparative and International Education, 40(5), 589-
605. 

O’Donoghue, R. (1995). Environments and methods. Howick: Sharenet, SADC REEP. 

O’Donoghue, R. (2001). Environment and active learning in OBE.NEEP GET guidelines for 
facilitating and assessing active learning in OBE.Howick: Sharenet. 

O’Donoghue, R., & Russo, V. (2004). Emerging patterns of abstraction in environmental 
education: a review of materials, methods and professional development perspectives. 
Environmental Education Research, 10(3), 331-351. 

Prince, M. (2004). Does Active Learning Work?: A Review of the research. Journal of 
Engineering Education, 93(3), 223-231. 

Rickinson, M. (2006, July-September). Researching and understanding environmental learning: 

hopes for the next 10 years. Environmental Education Research, 12(3-4), 445-457. 

Rosenberg, E., O’Donoghue, R., & Olvitt, L. (2007). Educational methods and processes for 

responding to environmental and sustainability concerns. Howick: Share-Net. 

Rosenberg, E. (2008). Eco-Schools and the quality of education in South Africa: Realising the 

potential. Southern African Journal of Environmental Education, 25, 26-43. 

Schudel, I., Dambuza, T., Lotz-Sisitka, H., Magonare, T., O’Donoghue, R., & Solomon, A. 

(2000). Active learning through OBE: An interdepartmental support for the piloting of 

environmental learning Grades 4 and 5. Howick: National Environmental Education 

Programme/Share-Net.  



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	154	

 

SEEN. 2004. Extending SEEN until 2005. A concept paper for discussion. NIED, Okahandja. 

Shumba, O., Kasemba, R., Mukundu, C., & Muzenda, C. (2008). Environmental sustainability 
and quality education: Perspectives from a community living in a context of poverty. 
Southern African Journal of Environmental Education, 25, 81-97. 

Supporting environmental education in Namibia: Environmental Education in Namibia. (2001). 
Nied. 

Tudor, M., & Ferguson, L. (2007). Field Investigations: Using Outdoor Environments to Foster 

Student Learning of Scientific processes. North America: Pacific Education Institute. 

UNESCO. (2009). Bonn Declaration. Retrieved May 28, 2009, from http://www.esd-world-
conference-2009.org/fileadmin/download/ESD2009_Bonn Declaration080409.pdf 

United Nations Environment Programme. (2006). Education for sustainable development 
innovations – Programmes for universities in Africa. Share-net: Howick. 

Van Maanen, J. (1979). In Welman, Kruger, and Mitchell, Research methodology (3rd ed.). 
Oxford: University Press. 

Vinjevold, P., & Taylor, N. (1999). Research methods. In N. Taylor, and P. Vinjevold (Eds.). 
Getting learning right: Report of the President’s Education Initiative Research Project (pp. 
65-104). Braamfontein: Joint Education Trust. 

Vygotsky, L. S. (1978). Mind in society. Cambridge, MA: Harvard University Press. 

Walker, R. (1990). Doing research: A handbook for teachers. Great Britain: Methuan and Co. 
Ltd. 

Wals, A. E. J., & Van der Leij, T. (1997). Alternatives to National standards for Environmental 
Education: Process-Based Quality Assessment. Canadian Journal of Environmental 
Education, 2, 7-27. 

Wals, A. E. J. (2007). Learning in a changing world and changing in a learning world: 
Reflexivity fumbling towards sustainability. Southern African Journal of Environmental 
Education, 24, 35-43. 

Weisner, H. B., Kreider, H., Mayer, E., Hencke, R. and Vaughan, M. (2005) ‘Working it out: 
The chronicle of a mixed-method analysis’, in T. S. Weisner (ed.) Discovering Successful 
Pathways in Children’s Development: Mixed Methods in the Study of Childhood and Family 
Life. Chicago: University of Chicago Press. Pp. 47-64. 

Welman, C., Kruger, F., & Mitchell, B. (2005). Research methodology. (3rd ed.). Oxford: 
University Press. 

Yin, R. K. (2009). Case study research: Design and research. (4th ed.). London: Sage. 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	155	

 

 

 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	156	

 

APPENDICES 

Appendix A: Example of a coded transcribed interview 

Interview with teacher 1 

Interviewer 

The first question that I want to ask you is... Why do you think this subject is part of the 
curriculum? 

Interviewee 

Okay... Environmental Studies... so Environmental Studies I think... the reason why it is part of 
the curriculum... hum... all the subjects like... I think it’s the main... is it the main... so because 
all the subjects are integrated from Environmental Studies. Like English... normally we take a 
topic from Environmental Studies and we integrate this topic in all the subjects. (CI)  

For example if you are doing... hum... what topic now... like my body. When we take my body 
and then we take the topic my body from Environmental Studies and then we integrate the topic 
in all the subjects... like for example we integrate it in Mathematics, in English, in Afrikaans, in 
all the subjects. So that is the reason why it is part of the curriculum. 

Interviewer 

Can you maybe explain how you do the integration? 

Interviewee 

For example if the topic is my body... so now in English we will talk about my body and in 
Mathematics we will use the different body parts for counting. For example if you are talking 
about counting you will... okay... you will use your fingers or you will tell the learners lets 
count our fingers. You include the fingers the eyes... it’s what we are going to count with the 
learners... the different body parts. 

Interviewer 

Good! How do you think can the learners benefit from this subject? 

Interviewee 

Okay... from Environmental Studies the learners can benefit a lot because... it’s... the subject 
itself include the environment. They will learn about the different things that make up the 
environment. For example they will learn about their health... to keep themselves healthy and 
they will learn their body parts, they will learn about how to keep their environment clean and 
they will learn about how to take care of their environment. (LBS) 

Interviewer 

Is there a specific approach to teaching and learning that is prescribed by the curriculum that 
you follow? 
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Interviewee 

Yeah! The approach that I normally follow from the curriculum... now the new approach that is 
mostly used is the learner-centred approach... where you include the learners in the lesson. It is 
not like the teacher-centred approach that we normally used in the old days. We now use the 
new method of learner-centred education... where most steps of the lesson the learners are 
involve in the lesson. They will take part; they will go and do research. They will give their 
own understanding of the topic and you will find out answers from them. So this is the 
approach that we normally use now. (ATL) 

Interviewer 

Can you share any useful tips from training that you have received on how to implement this 
subject effectively? 

Interviewee 

I cannot remember of any training that I have received, besides from the training that we have 
received at the college. (TIS) 

Interviewer 

Can you maybe explain how you got the training at the college? 

Interviewee 

The training that we have received is just... we were just taught to understand that 
Environmental Studies is the main body of every theme/topic... so at the College they made 
sure that we understand how to integrate Environmental Studies in the rest of the subjects. What 
we must do and how we must do it effectively. So that is basically how we got trained on this 
subject. (TIS) 

Interviewer 

How do you introduce a topic when you start your lesson? 

Interviewee 

Okay... introducing a topic when we start our lessons differs... sometimes it depends on 
yourself... sometimes you will introduce the topic by including the topic in a song... maybe you 
are going to teach about my body then you will start with a song that mentions the different 
parts of the body or you can start your introduction with a rhyme which also includes what you 
are going to teach about. So it depends... it differs... or sometimes you just... you just... do a role 
play in the beginning of the lesson and from the role play you introduce the topic for the day. 
(LI) 

Interviewer 

What teaching methods and strategies do you use when you teach the content of the lesson to 
the learners? 
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Interviewee 

Hum... Okay... what I will do normally... I will mostly let the learners be more involved in the 
lesson. For example after the introduction I will put a poster on the board... first I will explain to 
them what I am going to do and then I will put a poster on the board and then the learners will 
put up the different things I... let me take a topic... for example the body. So I will explain to 
them first about the body.... the different body parts. Then I will put up a poster and then from 
the things that I have explained I will ask them to come and put up flashcards so that I can see if 
they understood what I have explained to them. First after the introduction I will do an in depth 
explanation of the body and the different body parts and after that I will let them be involve in 
the lesson. Either by putting up flashcards or either by flashing the flashcards and they should 
go and put up the flashcards on the board. (MS) 

Interviewer 

Do you ever ask them questions to involve them in the lesson? 

Interviewee 

Yeah! So that part it’s like first you introduce then you explains and then you... but normally 
the explanation are just you explain and then you also find out from them. It is not like you are 
the only one talking. You explain and then you find out from them also and then after that you 
test their understanding. You will put something on the board and they will have to come and 
do it practically themselves. (MS) 

Interviewer 

Do the teaching methods and strategies allow learners to be actively involved in the teaching 
and learning process? 

Interviewee 

Yeah! (MSLAI) 

Interviewer 

Can you explain in what way? 

Interviewee 

It’s just like the way that I have explain it because at the end I will let them come and paste the 
flashcards and come in front and... What else... yeah mostly by putting up flashcards. (MSLAI) 

Interviewer 

Do they ever have to write on the chalkboard? 
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Interviewee 

Yeah, sometimes they write on the chalkboard and later they will do the written work in their 
books. (MSLAI) 

Interviewer 

How do you conclude your lesson to ensure that the learners understood what you have taught 
them according to what is stipulated in the curriculum? 

Interviewee 

Okay... after finishing the topic or the lesson for the day I will normally give them a worksheet 
to do at their tables or in groups or something. It depends what I have planned for the day. 
Maybe it is individual work or sometimes they work in groups but I will end my lesson 
presentation with a worksheet. They have to write something to test their understanding. (LC) 

Interviewer 

Do you think that the learners will be able to apply the knowledge that they have learnt in their 
everyday lives and why do you say this? 

Interviewee 

Yeah... they normally do... they normally do apply what you have taught them in their everyday 
lives because mostly for the young ones they... what you teach them are what they will 
remember for life. So mostly they will really try to practice what you have taught them in their 
daily lives. Mostly but there are also the ignorant ones but most of them do practice what you 
teach them. (LAKE) 

Interviewer 

Can you give an example of such a practice of knowledge? 

Interviewee 

Okay! Hum... example... for example if you teach them about water... you will teach them not 
to waste water. They have to close the tap and you will see that if you teach the lesson... it 
depends... if you teach the lesson about water... about saving water... you will even notice... you 
yourself will even notice that now all the taps are close they don’t leave taps dripping. If you go 
into the toilet you will see that the taps are not dripping anymore. I see... you will see that half 
of them will know but you will also find the ignorant once but most of them will know that the 
tap is dripping they need to go and close it for the others who are ignorant. (LAKE) 

Interviewer 

Do you think that the knowledge learnt in the lesson will help the learners understand 
sustainability? 
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Interviewee 

Yeah, they will understand. (KLUS) 

Interviewer 

Can you give an example of such an understanding of sustainability? 

Interviewee 

Like sustainability is like... they will understand to keep something (KLUS)... it’s like...  

Interviewer 

Can you maybe give an example of such a topic or lesson that you know when you present it to 
the learners it will help them to understand sustainability? 

Interviewee 

Most of the topics really teach them to sustain themselves... for example... water and keeping 
themselves clean and all those things. (KLUS) 

Interviewer 

So you think it will help them understand sustainability? 

Interviewee 

Yeah, it will! (KLUS) 

Interviewer 

How do the learners react towards the lesson as a whole? 

Interviewee 

They enjoy the lesson... they enjoy the lesson. They give their... they give like... how can I say 
it... they enjoy the lesson and are positively involve in the lesson. If you give them something to 
go and do at home, they really go and do what you have taught them or what you have told 
them to do or if you tell go and find out something they will bring back the feedback that you 
have ask. (LRTL) So they are positively involved in every way. 

Interviewer 

So they enjoy the subject? 

Interviewee 

Yeah they enjoy the subject very much. 

 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	161	

 

Interviewer 

Do you enjoy teaching the subject? 

Interviewee 

Yeah I enjoy teaching the subject... it’s just now the problem with the time. (DEP) 

Interviewer 

What difficulties do you encounter when you teach the subject? 

Interviewee 

I don’t encounter any difficulties. (DEP)  

Interviewer 

Why do you think you experience these difficulties? So you don’t experience any difficulties as 
stated before so this question is actually irrelevant. (DE) 

Interviewer 

What do you think can be done to overcome these difficulties that you experience during the 
lesson implementation process?  

Interviewee 

As I said before I don’t experience any difficulties in this subject. It is a subject that the learners 
really enjoy very much. It is a subject like... you know the things... it’s like the things that you 
do every day. It’s part of your daily life... so for you to present it is also very easy, it is not so 
difficult and for the learners they enjoy the subject because it is almost... they almost have 
knowledge about the most topics because it is also part of their everyday lives. (DE) 

Interviewer 

So would you say if they know almost everything or they know the topics that you teach them 
are there than new things that they learn? 

Interviewee 

Yeah, there are new things that they learn because... it’s like... for example if you take a... a 
topic like my body. If a child know that these are fingers but you don’t get stuck on fingers you 
go deeper into the different things of the body. You go deep inside where they can also not see. 
So you will teach them things that... some of them will know but then there are also those who 
don’t know at the end. 

Interviewer 

Can you maybe give an example of something that they don’t know about their bodies? 
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Interviewee 

Hum... things that they don’t know... for example in grade 2 we normally teach about the 
outside parts of the body we don’t go into the skeleton and the bones inside but then there come 
things like the pupil that they didn’t even know that there is a pupil in your eyes and what is the 
function of a pupil. Yeah... and then the different functions... you add more you don’t stick to 
only one thing. You don’t teach like only the body parts you add more.... like for instance the 
senses. 

Interviewer 

Thank you Teacher 1! We have come to the end of this interview and I really appreciate your 
willingness and cooperation for being a participant in this research study. I really enjoyed 
having this conversation with you. 
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Appendix B: Coded transcript of Focus Group Discussion 1 

Transcript of Focus Group Discussion 1  

Interviewer – Active Participant 

I am giving you back the transcripts of the interview and I want you to read through it first and 

check if I have typed out what you have said in the interview and if it is correctly done and if 

you agree with the information. Then afterwards I have typed out all the answers together under 

one question and then we can have a discussion about it and I also want to give my input 

because I couldn’t interview myself but I also want to say how I feel about the questions. So 

you can just read through it and if you agree... just say okay fine... and then you can sign on it 

with a pencil. 

Interviewer – Active Participant 

I forgot to say... if you want to add something you can just write it down with the pencil and if 

you also don’t agree just indicate on the paper where you don’t agree... don’t agree with this. 

Interviewee – Teacher 2 

This is the way I answered... if I try to add now... it’s like I am trying to copy from what I have 

read from the other answers. So I will just leave it like that. 

Interviewer – Active Participant 

Okay, can we continue? Are you done? Okay let’s look at the... analysed transcribed interviews. 

So what I have done here. I took the questions and I took out the information that I think was 

relevant to the questions according to what you have answered. So I want you also to say if you 

agree with this. I know you will be able to identify where you have answered. Where your 

answer are...  

Interviewer – Active Participant 

Interviewer read the questions and analysed answers. So why do you think this subject is part of 

the curriculum? So the first one is... An environmental study is the main carrier subject and all 

subjects should be integrated from Environmental Studies. The topic should be taken from 

Environmental Studies and should be integrated into the rest of the subjects. Yes, I agree with 

that it is stated in the curriculum that. Environmental Studies is part of the curriculum because 

we have it in class as a subject and it is present on our timetable throughout the year and the 

learners are assessed on this subject as well. This is also true. Environmental studies give them 
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a broader picture of a healthy lifestyle and to obtain more knowledge about what is going on 

around them. Which is also true and for me... what Environmental Studies does for me is... it 

gives them a picture of what is going on around them in their environment and how they can 

help themselves with these natural resources that they have and what they should do with it and 

how they should work with it. That is what it gives to me. (CI) But what is lacking from my 

point of view is they say Environmental studies should be based on education for sustainable 

development. That is now the umbrella that is above education or environmental education but 

when they talk about education for sustainable development. They say that learners should be 

taught in a way that they should act for the environment meaning that they should do something 

for the environment. Not only learning facts... and then go out and look for it in the 

environment... so this is what the facts are saying... so it is there... I understand it... I have been 

made aware... but we are not doing something for the environment. We are not taking action 

about the issues/risks/concerns that we see that are taking place around us.  

So hum... the next point. How do you think can the learners benefit from this subject? Learners 

can benefit a lot from  Environmental Studies because the subject includes the environment and 

therefore will learn about the different themes that make up the environment, for example how 

to keep them, how to keep the environment clean and how to take care of the environment. Yes! 

From my observation the learners benefit a lot from this subject because it is more about the 

environment, where they live, what they go through and what they see every day. Even though 

they see and live with all these things around them they are not learning much about it at home 

but in class we teach them, explore with them and explain in more detail why they see these 

things around them at home. I also agree with that. It can broaden their knowledge because their 

general knowledge is sometimes limited. Then there are also those learners who will go and 

find out more than what they do in class. That is also true. If you are interested in something, 

you will always go beyond what you have been told because you are so interested you want to 

go see for yourself if it is true. Okay, from my point of view... I will only say that they can 

benefit. How can they benefit? Through getting information and being made aware. (LBS) As I 

have said before what is lacking from my point of view is action.... to take action.... okay... 

Is there a specific approach to teaching and learning that is prescribed by the curriculum that 

you should follow? The approach that I normally use from the curriculum is the new approach 

that is the learner-centred approach.... whereby you should include the learners in the lesson. It 

is not like the teacher-centred approach that we normally used in the old days. We now use 

method of learner-centred education whereby in most steps of the lesson the learners are 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	165	

 

involved the learners will take part by doing research. They will give their own understanding 

of the topic and you will find out answers from them. Yes! There is a prescribed method that 

one has to follow in the curriculum. We mostly have to do research on the topics that are in the 

curriculum. The learners have to go and find out about the topic and we as teachers have to 

explain to them what the topic is about so that they will be able to relate the information of the 

topic to how they live at home. Yes, that is what learner-centred education wants us to do. Even 

though she didn’t spell out what the approach is... it is about that... going out, doing something, 

being involved. There is no prescribed approach that we need to follow as long as we can 

transfer the knowledge to the learners. It is also true because in the curriculum it is stated... that 

we are advise to use a learner-centred approach but there different ways on dealing with the 

learner-centred approach. Sometimes you will have to transfer knowledge. Sometimes you will 

do group work and let them discover the knowledge or in pairs or will send them out to seek for 

information... come back with the information and sometimes you will just lecture them 

because there are facts that they really don’t know about. You just need to do the lecture 

method. Where you are now the expert and they are now the receivers of the knowledge.... 

(ATL) so... I also agree with that.  

Can you share any useful tips from training that you have received on how to implement this 

subject effectively? I cannot remember of any training that I have received besides from the 

training that we have received at the College. At the College we were trained to understand that 

Environmental Studies is the main carrier subject and therefore we were taught how to integrate 

Environmental Studies into the rest of the subjects. Okay! I didn’t receive much... I have taught 

myself that to be successful in this subject, I have to do research as I have mentioned before. 

For example if I give the learners a topic I also go and do research myself. I do research through 

my surroundings whereby I ask questions. I interview people about the different things that I 

see although I don’t know much about it and by doing that I learn more from them. I didn’t 

really receive any training on this subject because I am not qualified in the Lower Primary 

Phase grades 1-4 but instead I did my qualification in the Upper Primary Phase grades 5-7. So 

my conclusion here is that even though we got training on this subject. We were not actually 

trained on how to implement this subject effectively and from my point of view I didn’t get the 

content knowledge that I need to teach this subject and also a method that you can use on how 

to implement this subject. (TIS) I don’t know... sometimes you just sitting here lecturing to 

them, telling them the story, asking them questions and then you give them a worksheet. They 

answer the questions to test whether they have captured the knowledge and then later on you 
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will let them write a test, you will record the marks and the marks will look good but what in 

the end did you actually.... what in the end did you actually do for the environment... or you and 

the learners together. Again it is just about facts and transferring the information and being 

made aware. 

How do you introduce a topic when you introduce a topic? My introduction of the topic varies 

according to the different topics. Sometimes I start my lesson with a rhyme sometimes a song 

or sometimes I will introduce the topic by doing a role play. Most of the time I start my lesson 

by asking questions specifically about the topic, to get an idea about the learners understanding 

of the topic, to get an idea whether I should start with the known of the topic or the unknown of 

the topic. I first ask questions about the topic, which they have to go find out at home. The 

questions will be to go and find out what the topic is about to see what their understanding is 

about the topic. Yeah, this is also how I introduce my topic most of the time. It’s just to ask 

questions, see what the level of their knowledge are about the topic... hum... and then I will also 

just start lecturing them the content (LI) and so on.  

What teaching methods and strategies do you use when you teach the content of the lesson to 

the learners? I will mostly let the learners be more involved in the lesson. After the introduction 

I will explain the topic to the learners and then let them put up flashcards to test their 

understanding of the topic. During the explanation process I usually ask them questions as well 

as to make part of the lesson. I mostly use pictures or concrete materials when teaching the 

content of the lesson to the learners. For example when teaching the lesson of the flag as a topic 

I use a picture of the flag or the flag itself to demonstrate how it should be put up and from 

there I explain what each colour represents. I usually let them discuss the topic in group or in 

pairs but I mostly use group work. After the discussion in their groups or pairs they have to get 

feedback on what they had to discuss and from their feedback I construct my own notes to give 

to them. This is done to ensure that they get all the content knowledge. So I first find out what 

they know from their discussions and then I add from what they don’t know according to the 

topic. Yeah, this is also basically what I do... hum... I can’t actually let them work in groups. 

Just here and there some topics... but for grade one it just like you should take the lead all the 

time. The only way how I can ask them to work in groups is when they have to draw 

something. (MS) They put their minds together about the many things they need to draw. For 

example... say I want them now to draw... or ... to distinguish between healthy and unhealthy 

foods. Then maybe I can let them come together in groups and so okay... this side draw the 
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healthy foods and on the other side draw the unhealthy foods. This is the only way that I can 

really get them involve. 

Interviewee – Teacher 2 

Because this subject is so interesting... if you give them to do in group work also... they will 

just mess up... everyone will want to take over. 

Interviewee – Teacher 1 

But mostly... like... hum... I think group work must mostly come... if you want to do group 

work it must like be the end... where they have the knowledge... where they only now need to 

apply... you have done everything... the content and everything is now applied... we just now let 

them enjoy themselves at the end. 

Interviewee – Teacher 3 

But it can also be used in the beginning because then you can see what knowledge they have 

about the topic so you can conclude in proper way... if they don’t have the necessary 

information. 

Interviewer – Active Participant 

Do the teaching methods and strategies allow learners to be actively involved in the teaching 

and learning process? Yes, it does because at the end of the lesson I will let them come and put 

flashcards on the board and sometimes they also have to write on the chalkboard and do written 

work in their writing books as well. Yes, it does a lot because they participate more with the 

knowledge that they have although they don’t know more in detail about the content of 

Environmental Studies they have the knowledge. It is just that they don’t have the details of the 

content. Yes, because they have to discuss and sometimes I let them decide who can be the 

group leader and sometimes I also decide who should be the group leader so that everyone can 

be active. Sometimes not all are actively involved in the group work process but if I let them 

work in pairs then only they will give their input as well. Now what I have learnt about the 

active involvement, especially with the learner-centred approach... we want the learners to be 

busy...  and let them do things but are they really learning something from what they are doing? 

(MSLAI) You are asking them... for instance... how do I say it now... to construct a house for 

instance... for... like... your topic was about a house... now in the end you ask them in the end 

construct me a house... with box or draw me a house... but what actually... through that 
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application what did they learn... they were involve but were they learning something 

meaningful... by constructing that house.. Or you ask them draw me a picture of healthy and 

unhealthy foods. Now they draw the pictures but what did they learn about healthy and 

unhealthy foods... okay... these are the healthy foods and these are the unhealthy foods.... but 

what did they learn about it. 

Interviewee – Teacher 1 

Okay, what about... like for example if you are teaching healthy and unhealthy foods... and first 

you do the introduction... like there is the presentation part where you will have to present and 

then you explain to them why it is important to eat healthy food and why it is not good to eat 

unhealthy food. So there they have learnt... isn’t it... and at the end where they have to draw the 

pictures... with the drawing they will know... what teacher said is like... hum... food unhealthy 

because it does this and this and this... and these once its healthy because it does this and this to 

my body. I think they will understand. 

 
Interviewer – Active Participant 
 
Yeah, they will understand but what I am actually coming to is that... they do it in the 

classroom they are involved... they understand what you have presented... they do this and they 

do that... the healthy and the unhealthy but will they be able to go and apply it at home. Will 

they go out and say mother... I’m not supposed to eat this food because of this and this and this. 

I am only supposed to eat this food. So it’s like the knowledge is staying there in the classroom 

it is not getting out like it should... and this is the main concern about environmental education. 

That the knowledge is staying in class, it is not going out. 

Interviewee – Teacher 2 

It is not being applied in real life. 

Interviewee – Teacher 1 

Yeah, but what I have noticed you will find those ignorant once... that really... for them.... they 

don’t make that... what you teach...  they don’t take and make their own like the principal said... 

they just learn it and for learning and they don’t care anymore... but then you find that one child 

that really make it their own... for example the child will say to the mother... no mother I am not 

suppose to eat fat because fat is fat... but then the mother will say no just eat it there is nothing 

else at home to eat... so just eat it... but she will know it and she will remember... when she is 
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growing teacher said fat is not good and she will remember... but my majority they just keep it 

here (in school)... and this is only for the teacher. 

Interviewer – Active Participant 

This is now the problem with parent involvement. How can we get the parents involved in this 

subject? 

Interviewee – Teacher 2 

How can we get them involved? Maybe we should teach the community as well. So it means 

Environmental Studies must be taught at the community level as well. We have to hold 

meetings like how the social workers... hum no... The ministry of health is doing... when they 

are making awareness of different diseases.  

Interviewee – Teacher 1 

It is true... and what I have noticed is that parents don’t... you know... just say what your 

teacher... teacher say, teacher say everyday... no do this... they don’t take it seriously when the 

child say teacher said this and that. This is my house I will decide. 

Interviewee – Teacher 2 

We should do it the way the ministry of health is doing their campaigns. You know booklets... 

hum... copy booklets... send it out to the community... maybe make them aware at the school 

you can collect this and that. 

Interviewer – Active Participant 

Maybe workshops... 

Interviewee – Teacher 2 

Maybe workshops like hum... 

Interviewer – Active Participant 

Like in parent meetings... or maybe you can teach a topic and you can involve them by giving 

questions... like... saying it’s now a project for your child that the child will get marks for so 

they will have to give their participation. Okay! How do you conclude your lesson to ensure 

that the learners understood what you have taught them according to what is stipulated in the 

curriculum? After finishing the topic or the lesson of the day I will normally give them a 

worksheet to do at their tables or they will have to work in groups. Most of the time I will 
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always ask them questions at the end of the lesson. After that I will give them a task to 

complete at home and bring back the answers to me. I prefer to ask them questions in class than 

giving them a task to do at home because in class I know that the answers are their own. Rather 

than the task that is given to do at home because the answers might be coming from their 

parents. So for me to send a task home is to get knowledge from them and to ask questions in 

class is to test their understanding of the content taught to them. I just ask them a few questions, 

specifically those once who don’t pay attention in class to make sure whether they understand 

the subject content. Thereafter I will give them a worksheet or a written activity to complete. 

This is more or less what I do. Just give them a worksheet or just give them questions. I can 

hardly actually give them questions that they can complete on their own. I must work through it 

with them so that they can understand what they are supposed to do by guiding them through 

the questions. (LC) 

Do you think that the learners will be able to apply the knowledge that they have learnt in their 

everyday lives and why do you say this? Yes, they normally do apply the knowledge what you 

have taught them in their everyday lives because mostly for the young once they will remember 

what you have taught them for live. So mostly they will really try to practice what you have 

taught them in their daily lives but there are also the ignorant once that don’t practice what you 

have taught them. For example, if you teach them about water you will teach them not to waste 

water. After I have taught the topic I notice that there is no more dripping water or running taps. 

If you go into the toilet you will notice that no taps are dripping anymore. You will also find the 

ignorant once but most of them will know that the tap is dripping they need to go and close it 

for the others that are ignorant. I believe they will be able to apply it because I have seen 

applications taking place especially on hygienic matter. When we teach them about how to keep 

them clean we see the results personally that they have now moved from how they have 

behaved before the topic and after the topic. Yes, I have seen that because in the first topic 

which was about the five senses. They really applied it in their English theme. They really 

integrated the subject content learnt in Environmental Studies into their English lessons. When I 

did the topic about HIV and AIDS I asked them to role play how they will treat a person who is 

infected with HIV/AIDS and some of them avoided the person who played the role of the 

infected person and then there were also those who really tried to care for the person. So I think 

that they will be able to apply the knowledge what they have learnt in their everyday lives. 

Yeah, I also think so because sometimes they do sometimes they don’t. It depends on how 

familiar they are with what you are teaching them. If it is something that they are not familiar 
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with and they are not practicing it. (LAKE) like maybe sometimes at home. Then the things 

about washing your hands before you eat. Now you teach them here at school... if they see 

someone do it at home they will also follow in their footsteps because they have also learnt 

about it at school. They will know I must do it but at home they were never taught to do it. 

They just see this person always go and wash his/her hands... but I don’t care... maybe they just 

wash their hands to smell nice. I will just go and eat my food without washing my hands. What 

I want to say is Environmental Studies teach them to apply the knowledge in their everyday 

lives even though some of the knowledge gets lost along the way. They sometimes do apply 

what we teach them but it is now for them but what about now for the environment. What are 

we doing for the environment? We are getting all these natural resources from the environment 

to make our lives a fulfilled because without it we can’t survive. We can’t survive. This is now 

where education for sustainable development comes in and it should be done across the 

curriculum. Looking at different issues... When you see a topic... you see... but this is an issue... 

it is an environmental issue in my community. So I must address it... and I must use my 

learners... so I must also make them aware so that they can take action for a better community 

to live in. 

How do the learners react to the lesson as a whole? They enjoy the lesson and are positively 

involve in the lesson. If you give them something to go and do at home they really go and do 

what you have taught them or what you have told them to do or if you tell them to and find out 

something they will bring back the feedback what you have asked them. The learners enjoy the 

lesson very much because it is something in relation to what they live with. They are very much 

involved and they participate a lot. Sometimes they seem to be really interested for example 

when I taught them about the topic living and non-living organisms to them. At first they were 

not interested but then the next day when some of the learners came back with the answers 

which they had to go and find out. The others also became interested because it was about 

characteristics of living organisms and they really enjoyed it. 

Interviewee – Teacher 1 

I was in trouble with Tuundjakuje with that one... and are was wondering what is non-living... it 

was out of my mind... non-living and living... I asked what did the teacher say... and she replied 

non-living... then I realised oh.... it is things that are not alive. 
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Interviewee - Teacher 3 

I had to explain that to them the whole period for to grasp the understanding. 

Interviewer – Active Participant 

What difficulties do you encounter when you present the lesson? I don’t really encounter any 

difficulties apart from the limited time that we have. I encounter discipline problems because all 

the learners want to participate at the same time because they feel they will be left out or they 

will go with the answer or the contribution that they wanted to say because the time is limited 

and everybody just want to say something and sometimes it a bit of discipline not in place. This 

actually happens because of the limited time that we have for this subject. Sometimes I really 

don’t know what teaching aids (learning support materials) to use to make the content more 

clearly to the learners. Now why I have put there learning support materials in brackets is the 

way that we address now the things that we use in environmental education. Yeah, for me it is 

also the time... and also lacks of subject content... for me also... a lack of methods because I am 

working with small learners... I tend to just move into the method of rote learning all the time 

because it is small learners and you can’t work with them like in smaller groups especially in 

the beginning of the year when you must still guide them with every single thing. (DEP) 

Interviewee – Teacher 3 

But I have noticed the internet has very nice information and pictures, especially the pictures... 

but now it looks like it... they are on a lower level to use for the grade four’s.  

Interviewee – Teacher 1 

So for us there is something... 

Interviewee – Teacher 3 

Very nice 
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Interviewer – Active Participant 

What do you think can be done to overcome these difficulties? As I said before, I don’t actually 

experience any difficulties so I don’t have any answer to this question. Mostly with the 

discipline problem that I have mentioned, I feel that it will be difficult because the subjects are 

already stipulated on the timetable and with the time I feel that Environmental Studies should 

have more open time in the afternoon, whereby the teachers and the learners go and out and do 

research have time to talk about the things altogether with enough given time before coming to 

the class.  

Interviewee – Teacher 1 

Yes, that would be nice. 

Interviewer – Active Participant 

And then you can also see what it is wrong and you can make them aware and you can back and 

discuss and see what you can do to make it better, to solve it, to get solutions. 

Interviewee – Teacher 1 

Because with this Environmental Studies you don’t even have time... it’s like they are coming 

from the other class late and then you just have to run through the topic. You don’t even have 

time to go out and do research. Just for them to go and look at the insects or something. We 

don’t do that, we don’t have that time. 

Interviewer – Active Participant 

Yes, the time is not there and also... what also happens with me is that I steal... I steal the time 

of Environmental Studies for my languages and then there is only twenty minutes left and for 

me it’s just to do a quick, quick something. (DE) 

Interviewee – Teacher 2 

Yeah, for me Environmental Studies... like for me... like last... I think the whole of January 

towards the end of February I didn’t teach any Environmental Studies. I just teach Math and 

English and no Environmental Studies and Religious and Moral Education. I don’t teach this 

subject that much really.  

 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	174	

 

Interviewer – Active Participant 

What I do... is that I integrate the Arts with Religious Education and Environmental Studies and 

then I will just give them a mark... or sometimes I use the songs and the rhymes also as an Arts 

mark and also as an oral mark. Wherever I can I will just try to integrate. 

Interviewee – Teacher 1 

Because for me sometimes I will just introduce the topic and teach a little bit and the next day 

maybe when they come from the Afrikaans class they will do written work and you know 

coming from the Afrikaans class some of them are in the toilet. 

Interviewer – Active Participant 

Otherwise you must go and fetch them yourself to avoid that. 

Interviewee – Teacher 2 

Yeah, it’s true. 

Interviewer – Active Participant 

Okay! I should just plan in advance to avoid getting stuck and if I could get training on this 

subject it would definitely also be helpful. What I wanted to say now is do you agree on how I 

analysed the information coming from the rough data or is there something that you want to 

change. 

Interviewees – Teacher 1, 2 and 3 

No, it is nicely and properly said than the rough data. 

Interviewee – Teacher 2 

I am very sorry but I didn’t know we are going to stay this long. I need to go and fetch my 

daughter she is waiting for me. 

Interviewer – Active Participant 

Can we stay another day if it is okay with all of you? So all of us will then come tomorrow and 

do the reading of the rest of the information tonight and discuss it tomorrow. 

All agreed! The end.... 
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Appendix C: Coded transcript of Focus Group Discussion 2 

Focus group discussion 2 

Interviewer – Active Participant 

Good morning colleagues! 

Interviewees 

Good morning... 

Interviewer – Active Participant 

Hum this morning’s focus group discussion will be hum about reflecting back on the lesson that 
we have planned and presented. Using the active learning framework.... now the first question 
that I want to ask you is what is your personal feeling of presenting lessons according to the 
active learning framework and why? And you should be really honest... this is now trying out... 
not wanting to promote the active learning... but if it is working for you then say so if it is not 
than say so... or if there’s areas that you are not feeling comfortable with it than say so... just be 
honest.... laugh... Teacher 3 

Interviewee – Teacher 1 

Okay, let me see... okay for me... let me start with the whole lesson before I go to active 
learning... I don’t know really... 

Interviewer – Active Participant 

You don’t have to go through the whole steps... just in one sentence say how you are feel about 
it. 

Interviewee – Teacher 1 

Like in one sentence 

Interviewer – Active Participant 

Hmm 

Interviewee – Teacher 1 

Okay, for me the lesson... I think the lesson went well some how... looking at the learners... 
how they came back with the feedback... and they try to report what... they have tried what they 
have found at home... about the way how to save water... now with very good explanations of... 
of very good ways or reasons... but... first the presentation... hum... I don’t know... (VALP) 

Interviewer – Active Participant 

Hmm 
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Interviewee – Teacher 1 

I say... okay the learners... the learners learnt... they find out... the way went to find out the 
information was very good... it was very good... but for me the lesson presentation itself it... I 
don’t know... it was not working for me. I didn’t feel the lesson... (VALP) 

Interviewer – Active Participant 

Why not? 

Interviewee – Teacher 1 

I don’t know... 

Interviewer – Active Participant 

You don’t know 

Interviewee – Teacher 1 

Hmm, I just didn’t feel it... it was just like something that I was presenting not something... 
there is sometimes you know that you find lessons that you really feel... you present from out of 
heart... you really feel like it is flowing in your system... that one was not flowing. (VALP) 

Interviewer – Active Participant 

Oh! 

Interviewee – Teacher 1 

Yeah, I don’t know... 

Interviewer – Active Participant 

You say... was it the topic or was it the way that you planned the lesson... 

Interviewee – Teacher 1 

Maybe the way that I have planned the lesson... I don’t know... but at the end I think the 
learners learnt something from it... they understood and they really come up with suggestions 
on how to save water. (VALP) 

Interviewer – Active Participant 

Okay 

Interviewee – Teacher 3 

I would say... Hum, it is not always a nice thing because sometimes learners don’t take 
whatever is being discussed seriously or the way that they should consider it... because 
sometimes you will find people joking or learners around about serious things... so that can also 
be a problem when you ask them to come up with their own or being active lesson. 
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Interviewer – Active Participant 

To give their... own ideas... 

Interviewee – Teacher 3 

Yeah, to give their... own ideas... 

Interviewee – Teacher 2 

I would say... from my side... from the teacher’s point of view... hum... it was a good... a good 
lesson of involving active learning in... Learners could really go seek for information... and they 
could come and report back... I could see that they are really learning to take action... because 
we... they were active in this learning... they took it as something of their own... they were 
actively involved... to know more about the lesson... it was like... they were personally 
assigned... to get this information as... hum... what word should I use... as a daily life 
experience... as a necessity life... something... because of putting them to be active... the way 
they understood it... was like it is... it is not an assignment... it is just not a school work... but it 
is an issue in life that I need to look at and hum... what do I see and what can I do about it? That 
was my point of view... though... hum... there was too much active in it that it created a bit of 
chaos because everyone experience what they went to seek for and they really wanted to give 
that feedback... the report back... like I said earlier in the first interview... that time consuming 
in this environmental learning is a bit limited. (VALP) 

Interviewee – Teacher 1 

Yeah, the time was also very limited and just to come to one thing... one thing that I also... the 
good thing that I have also experienced with my learners... just for the grade 2’s to come with 
the...  with hum... with the solution... and say that we have to put notice... I didn’t expect that 
from them... I thought maybe they will go around the bush and give other answers... but they 
really come to a point that they have realised that we have to put notice at every tap (VALP) or 
something like that. I was... I was so... 

Interviewer – Active Participant 

So would you say that the lesson allow them to think critically? 

Interviewees – Teacher 1 & 2 

Yeah, critically 

Interviewee – Teacher 2  

It’s... it’s a reality for them... yeah it’s a reality... not just something that they are studying and 
forget about it (VALP).... hum... 
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Interviewer – Active Participant 

Not just theory that is given to them but they experienced it in real life and from this they might 
remember it for future use... they are applying what they have learnt in their own lives. From 
my point of view... yeah... the learners really enjoyed it... they were very much excited... 
everybody wanted to give back or reported what they went to seek... that also caused discipline 
problems... laugh... and very much frustration and they couldn’t understand but why can’t I also 
give mine...(VALP) 

Interviewees 

Yes 

Interviewer – Active Participant 

Because in my lesson I asked them to report back individually... and because of the time 
everybody couldn’t hum... get a chance and I actually had to add one more period to my topic’s 
presentation and what I did then I kind of hum... developed a table...like a... table yes... where I 
now put down the words because I had... they had to... to go and find out with the parents 
help... what are they having for breakfast every day, lunch, sapper, snack times, what are they 
eating... (VALP) okay... okay we will wait for you... (Unexpected interruption: one of the 
colleagues were called to the office) okay and that seemed that they... that they... that 
everybody was now satisfied... I don’t know from Teacher 3’s view that was now observing the 
lessons... if they were satisfied... the way that I have handled that reporting back activity... 

Interviewee – Teacher 3 

Yeah, I think they were satisfied, accept for the few that were now unhappy that they could not 
present their stuff individually... 

Interviewer – Active Participant  

Yeah, and what I did was that I actually told them that we’re going to present... those that didn’t 
present... I will give them a chance to present theirs orally in English... and then I use it as an 
oral topic... yeah mark... and the other thing that was... apart from the time and the... like 
everybody was now like just eager to cooperate (VALP)... hum... was the fact that hum... I 
actually wanted to give another lesson... to take them out to do the planting of the carrot seeds... 
that we’ve discussed now... that is the action that we’re going to take... to plant carrots to do 
something for the environment... which they can later also use... because one of the issues was 
that hum... in grade one the nurses detected that there are many learners with poor eye sight... 
so now for.... eating carrots will help them to... to help with their eye sight... but also for me... 
okay... I think it can work... if you can just go... get use to the idea... get through more and more 
topics through this hum... feeling it will probably happen through practice... so hum... yeah that 
is now from my side my personal feeling... I think it can work... just hum... getting more 
acquainted with it... practicing it more... and the learners are really enjoying it... so I think from 
my point of view it can work. (VALP) 
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Now what difficulties did you encounter when you planned your lessons? When you planned 
your lessons according to this framework and why? It is now only the planning not the 
presentations. 

Interviewee – Teacher 3 

I think the difficulty... hum... was with what teaching aids (learning support materials) to use... I 
am not very eager to use teaching aids... I like to use my learners... but then... even when I 
planned... let’s say for example in the first lesson I wanted to use... hum a poster... but then... 
when the time came to present the lesson I just decided I will not use a poster... I just gave my 
learners hand outs... so I think the teaching AIDS is a problem. 

Interviewee – Teacher 1 

Okay for me it was just... I didn’t... it was difficult for me to... I wanted to put a poster... hum... 
about the... about on how to safe water... I got pictures so that we can discuss... now first I 
wanted them... I didn’t know what to do now... must I just let them go and find out... hum on 
how to save water for themselves or must I discuss with them and then let them go and find 
out... so for me it was a little bit... I didn’t know how to put my things in order... whether I must 
put the poster the poster and discuss or leave the poster and let them go and do the research for 
themselves. That is now why I just decided I will just put a few things and then maybe I will 
just ask them to go and get more but different from mine (DELP).... yeah... so 

Interviewer – Active Participant 

Yeah, what I have observed... I could see that you were not feeling comfortable of the way that 
you have sequenced the thing it was as if... you were not sure if there’s a flow... because when 
you present your lessons you want it flow and I could observe from her that she was not feeling 
very comfortable... and I think yeah, it was the sequencing of the activities that you prepared for 
the lesson but in the end I think it went well... I think it went well... 

Interviewee – Teacher 1 

Yeah, just... 

Interviewer – Active Participant  

I think if you were just feeling surer of yourself it would have been like in a very good lesson 
because learners can also sense when the teacher is not there. 

Interviewee – Teacher 1 

Yeah 

Interviewee – Teacher 3 

But the problem is also sometimes you plan a lesson... 
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Interviewer – Active Participant 

But this is now the first round of... your first experience with the active learning framework so 
there will be uncertainties and there will be uncomfortable feelings... am I... because you want 
to do the right thing... because you know you are being observed...  

Interviewee – Teacher 1 

Now you are being observed and you have to work according to the steps... it’s not like now the 
way you teach your class normally... huh... now you have to go according to the steps and now 
you are unsure did I put the step or is the step in my lesson or not... now it’s like... even, even... 
by the way I was now writing the lesson I didn’t know... did I put everything which is wanted 
in the lesson or not (DELP)... that is why... 

Interviewer – Active Participant 

Yeah, I could sense that you were feeling very unsure... but this framework you can start 
anywhere but your main... starting point will be your focus... the issue/ the risk/ the concern... 
but what we did was... we first... gave the learners the background knowledge and see what they 
know about the issue... Like I first gave them background on food and then from there I now 
worked towards identifying the issue... yeah and I also sense that with all of you... so we first 
started with the knowledge and then we went in to see what is issue in that or the risk or the 
concern.... and from there we asked them to go and do enquiries and then they came to report 
back and then they took the action. They came up with solutions... so and it doesn’t have to be 
like this... you can actually also start off with the action... and from there you can now see what 
do we still have to find out about the action that we have taken and then you do report back... or 
you can... then afterwards see what are we still... what do we still need... to make this action 
work... so you can actually start anywhere with these three... okay reporting back will always be 
when you are done with all of them... so... yeah... 

The difficulties that I have encountered when I planned my lesson... oh... I head many 
difficulties. Hum, on what activities to use to... mediate the lesson... to help the learners to get 
to the point where I will now raise the issue to them.... but in the end I think I managed. 
(DELP) I am not sure... let me ask the observer. Laugh! Because she observed me.... yeah 

Interviewee – Teacher 3 

Manage to do what 

Interviewer – Active Participant 

To hum... lead them to the issue... through the activities that I used. 

Interviewee – Teacher 3 

Yeah 
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Interviewer – Active Participant 

The activities or the worksheets are usually called the mediation tools. 

Interviewee – Teacher 1 

What was the topic? 

Interviewer – Active Participant 

Nutrition 

Interviewee – Teacher 1 

Nutrition... oh... 

Interviewer – Active Participant 

Healthy and unhealthy foods and then the issue was now... unhealthy foods... hum... gives you 
rotten teeth... like sweets... which was also detected from the nurses who examined them and 
then also weak eyesight... so... hmm 

Interviewee – Teacher 3 

Yeah 

Interviewer – Active Participant 

Okay! Have you covered all the areas of the active learning framework during your lesson 
presentations or not and why?  

Interviewee – Teacher 1 
 
Okay, mine I think I covered so far because hum... hum... they went to seek for information... 
they went to seek the information for themselves and they reported back their ideas of what 
they have found out and then they even... and then they even... although we didn’t take the 
action physically they came up with an action that we were suppose to take... which is now 
putting up notices... and reminding the people to save water or reminding the people to close 
the taps or something like that... although we didn’t do it physically yet so they came up with an 
action and enquiries they also went to find out... to enquire about... on how to save water 
(IALP)... I think the action... I think all four of them they are in.... 

Interviewer – Active Participant 

Were in the lesson 

Interviewee – Teacher 1 

Hmmm, they were all four present (IALP) 

Interviewee – Teacher 3 

Okay, hum... 
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Interviewee – Teacher 1 

You know they just... they just... they just came in without me even noticing.... you know I 
didn’t focus on the five lessons... on the five steps... I don’t know... those five steps that just 
came by it self... when I planned my lessons (IALP) 

Interviewer – Active Participant 

I could see you were really feeling very uncomfortable... am I doing the right thing or not... 

Interviewee – Teacher 1 

I didn’t focus.... when you said... you know when you said... when I came here and you said the 
five steps... I don’t think if you.... you take... if take all the five steps... then I thought it is true 
hey... and then I went to look at the five steps again... I was supposed to follow steps... hum... 
but any way they were there... laugh! 

Interviewee – Teacher 3 

Okay, I think I have covered enquiry, information and reporting but since there was not any... 
hum... how can I say... interaction with the actual environment I am not sure... about action 
taking... because they went to seek for information... they’ve asked questions which can be... 
enquiry and then they also reported back... 

Interviewer – Active Participant 

And they took action because in their lesson I remember that they have role played the ways of 
hum... not being racists... racist towards one another... so they came up with that solution how to... 
to act towards one another without being racist... I also explained the lesson to my supervisor and 
she said actually they took action because they were role playing... hum... showing how we should 
live amongst one another without being racist... they only thing is they didn’t take action for the 
environment... so active learning was taking place but... there wasn’t actually action taken for the 
environment... which is what environmental learning is actually all about... hum...  

From my side I think I also covered all the areas (IALP)... and as I said before... there is indirect 
and there is direct action... the indirect is when you hum... like in ask someone else to take the 
action..like for instance Teacher B in her lesson... she now asked the learners to come up with 
what action can they take and they came up with writing a letter to the traffic department asking 
their help... hum... regulating the traffic here in the mornings and the afternoons... hum... yet 
they... didn’t write the letter yet... but is what action... the action that they going to take... the... 
Teacher 1... her learners decided they going to put up notices, signs that like at the taps... hum... 
like close the taps...  

Yeah and for me it was now... I am going to... in the lesson I said we were going to ask... Mr... 
Write a letter to Mr... I also now probe them until they got to the point where they said they can 
write a letter... so I helped them there a bit... and telling them we can asked Mr N through a letter 
if he can plant carrots in his garden and also they can write a letter to the parents... to ask them to 
put in healthy foods for them... for break 
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Interviewee – Teacher 3 

For break 

Interviewer – Active Participant 

For break and what was the other thing... oh yes... yeah that was the things... but then I also 
thought of if we going now to give the letter to Mr N, to also ask him in the letter if he could 
invite us once they’re going to plant the carrots so that they can see how it is being done so that 
they can also see how so they can also learn though that... and yeah... that is what I thought... 
that is the next lesson that I wanted to do... but then thought I didn’t do... and it was also exam 
time... we couldn’t use the agriculture learners... so I am thinking of next trimester... maybe 
just one lesson... planning to ask Mr N for that... Yeah! 

What can you do to overcome this/these difficulties or problems?  

Interviewee – Teacher 3 

I think just practice 

Interviewer – Active Participant 

Yeah, that also comes just... you took the words out of my mouth... just through practice... I 
thinking back when you were first introduced to the mathematics method... but now it’s like... 
its two years and now it’s like... you can do it closed eyes.... and were moaning about it but now 
we are reaping the... how do... they say it... 

Interviewee – Teacher 1 

Ooh, yeah... but now we can do it closed eyes in your sleep... practice makes perfect... (WOD) 

Interviewer – Active Participant 

Makes perfect.... yeah for me it’s also just practice... (WOD) 

Interviewee – Teacher 1 

 And I think that is also a good... but it’s very good when you look at the four... the four... 
hum... steps that you have to take... they are all very... important in your lesson... because the 
learners really have to do all those four steps in order for them to get the lesson... even through 
them.... 

Interviewer – Active Participant 

And also to be able to apply what they have learnt and to see that the theory that they are 
learning is actually applicable to how they live at home it is not something that is being kept in 
the classroom and I must just write a test about this... and what I also thought of is... you can 
actually use the... hum... the activities that they are doing as assessment with the test results that 
you are.... that you have to record... just to see how much of the knowledge are they really using 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	184	

 

in their everyday lives... or you can maybe ask in your test... ask hum critical thinking questions 
where they have to tell what they have experienced and how they are using it at home apart 
from only testing the knowledge of the content. 

Interviewee – Teacher 3 

The content 

Interviewer – Active Participant 

Okay! Do you feel competent enough to present lessons according to this framework as a guide 
to present your lessons in the future or not? Hum and why? Okay, I think I feel competent but 
as we said now with the... previous question practice... I feel competent... I think I have it now 
under my knee... the four steps... it is now just practice and also hum... to be able to hum... how 
do you say... hum... the time... to be able to... hum... to be able to judge how much time am I 
going to use on the different activities... so sometimes you think it will take like in five minutes 
then it ends up taking like in twenty five minutes... that is also something that I need to work 
on... so that I don’t like in waste time... of the learners... and I think also... what I can also do is 
to hum... to keep them engaged in the lesson because sometimes when... I don’t know... 
sometimes when... like when the one was presenting the others were not like in interested... 
maybe it was because it was the first time and they weren’t use to this kind of or way of 
teaching and they will also now with practice get use to it... now you need to listen... now you 
can quickly discuss with my friend... and they were very excited because they sitting here with 
their papers... they were just trying to look at each others... telling each other... no... I wrote this 
here... instead of listening to the person that was presenting... so I also think maybe with time... 
I think definitely they will also get use to this and that they will also get a turn and that 
everybody will eventually hear what the other one wrote or broad back of what they have 
enquired... (CAL) yeah! 

Interviewee – Teacher 3 

I also think with more time and practice I will be competent enough. 

Interviewee – Teacher 1 

Hum!  Hum...for yeah... I also think I just need more practice.... more practice to be 
competent... I need to practice more... but I think this is a very good method... I will use it for 
my lesson presentations... (CAL) 

Interviewer – Active Participant 

So you will use it in the future for your lesson presentations. 

Interviewee – Teacher 1 

In the future... yeah, yeah! 
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Interviewee – Teacher 3 

Yeah! 

Interviewee – Teacher 1 

I just need to practice more in order to... to be part of me... to make it... 

Interviewer – Active Participant 

Do you feel that hum... would you like to give another topic... present another topic in this way? 

Interviewee – Teacher 1 

No... 

Interviewer – Active Participant 

Laugh! Okay, to be observed... 

Interviewee – Teacher 1 

No, I will do it for my class now. 

Interviewer – Active Participant 

For your class but whenever need some help? 

Interviewee – Teacher 1 

I will come to you... 

Interviewer – Active Participant 

You will ask... 

Interviewee – Teacher 1 

Yeah, I will ask all of you because now all of us know how to do it. 

Interviewees 

Yeah! 

Interviewer – Active Participant 

Yeah, we have come to the end of the... to this session... if anyone of you still wants to say 
something... 
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Interviewee – Teacher 1 

I think for me... the problem that I had... coming back again... it was... the way we normally 
present Environmental Studies and now we have to do it like properly... you know it was also 
part... playing a little part of me there... because the way we do it is.... we do it because of the 
time... we just explain to the learners... just to explain the topic and just to discuss the topic a 
little bit and then it is over now you have to do it according to the steps and you have to do it 
officially and professionally and everything... laugh... it was... laugh 

Interviewer – Active Participant 

Which was... which is actually the way that we should do it... 

Interviewee – Teacher 1 

Yeah, it is the way that we should do it but because of the time and everything we don’t do it 
that way. 

Interviewer – Active Participant 

But I think the main thing here is that we are not taking the subject seriously... 

Interviewee – Teacher 1 

Subject seriously... yeah and now you have to do it seriously... 

Interviewer – Active Participant 

And now all of a sudden someone comes here with something that you can use... it kind of 
intimidating... you feel no I usually use this... something else... now why should I now waste it 
again with something... but in the end it is also a good way... and you see that it is working... 

Interviewee – Teacher 1 

Yeah, because I think that is really something worthwhile... 

Interviewer – Active Participant 

Yeah, that is just now... yeah that is the word that I was... couldn’t get... just how to manage the 
time... because I was now seeing this Environmental Studies time I can’t steal anymore... so 
now when I give my Mathematics lessons and when I give English lessons and when I give my 
Afrikaans lessons hum... for homework... I now like in... leave like five minutes of the period 
open... so I plan... I try and manage my time so that there is five minutes open of the lesson so 
that they can start recording their homework without stealing the Environmental Studies time. 

Interviewee – Teacher 1  

For me I am really stealing that... for me Environmental Studies... it’s only I can teach in ten 
minutes... when they come from Ms B then it is already past... past twelve and then they have to 
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write down the homework... they have to look for pencils and their homework books after that 
it is maybe like in ten past... no twenty past... you have to teach Environmental Studies so what 
I normally do... I just explain and then... explain... IIII... introduce the topic... tomorrow we will 
discuss a little bit... we are waiting for the test and we will write the test the next day.... laugh... 

Interviewer – Active Participant 

So it is all about time management... 

Interviewee – Teacher 1 

Yeah, so... so because of that it just started to go out of my... my system... I didn’t care about 
Environmental Studies anymore... it was not so important for me anymore...  

Interviewer – Active Participant 

Because of the demand of the other subjects 

Interviewee – Teacher 1 

Hmm, it was not so important for me anymore... what I mostly focus on is only Mathematics 
and English.... but I think it is very good... we have to take our Environmental Studies very 
seriously... learners learn a lot from this subject... 

Interviewer – Active Participant 

The one thing that I want to ask you now is that... while we wait till Teacher 2 is coming back 
because so everybody can just hear what her views are about the questions.... So Teacher 2 
while you were out we went on with questions 2, 3, 4 and 5 and just now to get your... also your 
view on... how you experienced the active learning framework on the rest of the questions. 
What difficulties have you encountered when you planned your lessons according to this 
framework and why? Planned! 

Interviewee – Teacher 2 

Hmmm, when I planned my lesson... 

Interviewer – Active Participant 

Wait, wait 

Interviewee – Teacher 2 

It was a little bit of a hum... not usual because I had to consider the whole setup of the 
framework which hum normally when we prepare it is more or less the same thing but here I 
have to consider of including all the four... four hum active learning so to say whereby I have 
to... realise which one will be an issue and hum which action will I be expecting from the kids... 
all those things hum it was not much a new thing though there are only a few things that I have 
to look at or consider in my lessons just like have mentioned hum it also hum enquired critical 
thinking... for me to reason... of if I am going to present a lesson like this will they be able to 
take action from that (DELP)... yes... 
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Interviewer – Active Participant 

Hmmm! Have you covered all the areas of the active learning framework during your lesson 
presentations or not and why? 

Interviewee – Teacher 2 

I wouldn’t say yes or not because I need somebody to tell me that (IALP)... hum but I don’t 
think... 

Interviewer – Active Participant 

From the way that you see... if you look at now sharing information was there a part in the 
lesson where they shared information? (IALP) 

Interviewee – Teacher 2 

Yes! (IALP) 

Interviewer – Active Participant 

Then enquiry of course they did because they you gave them the homework to go out into the 
road to see what is happening there according to what taught them what is wrong and right and 
then they came back, they reported back and they also took action because they said they going 
to send a letter to the traffic department asking them to come and regulate the traffic here in the 
mornings and the afternoons to see everything is going smooth here in front of the school the 
parking so I think it is all of them... you have covered it. (IALP) 

Interviewee - Teacher 2 

Yeah, hmm (IALP) 

Interviewer – Active Participant 

What can you do to overcome this/these difficulties.... no, where am I... 

Interviewee – Teacher 2 

It is number 3 now.... 

Interviewer – Active Participant 

What can you do to overcome this/these difficulties or problems?  

Interviewee – Teacher 2 

Hum even the problem of hum the problem of number two I must just get used to the idea of 
hum active learning hum I think I must just get use of the idea that when I prepare I must 
include all these four setups.... (WOD) 
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Interviewer – Active Participant 

So would you say with practice hum practice... more practicing this would help you to… 

Interviewee – Teacher 2 

Yeah, more practice and with more lessons of the same that include these four steps... yeah if I 
prepare every lesson in this way I would get use of the idea and it will easier.. 

Interviewer – Active Participant 

Do you feel competent enough to present lessons according to this framework as a guide to 
present your lessons in the future or not and why? 

Interviewee – Teacher 2 

I do, I do feel competent because in doing so it will be... it will be more learner-centred 
education, which means I won’t be doing much talking... the whole class the learners and 
myself will be involved in the lesson... because it give us the opportunity to explore... to 
enquire what we are looking for... yes I think I will be competent to present this kind of a 
lesson... (CAL) 

Interviewer – Active Participant 

Would you feel comfortable in presenting another topic like this to be observed? It can be any 
other topic... 

Interviewee – Teacher 2 

Yeah,  

Interviewer – Active Participant 

To be observed or will you still think about it... 

Interviewee – Teacher 2 

Yeah,  

Interviewer – Active Participant 

Will you think about it or is it a yes you can come? 

Interviewee – Teacher 2 

Laugh! I will think about... 

Interviewee – Teacher 1 

That is also what I have said... I just want to rest... laugh 
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Interviewer – Active Participant 

But you will continue using this framework as a way to present your lessons but you just don’t 
want to be observed. 

Interviewee – Teacher 2 

Yes, I will, I will really... 

Interviewer – Active Participant 

You will come for help if you are stuck? 

Interviewee – Teacher 2  

I will come, I will definitely, I will come because I have seen how the learners enjoyed the 
lesson... with this framework... 

Interviewee – Teacher 1 

Enjoyed!  

Interviewer – Active Participant 

Okay, so then Teacher 3 I think it is only the two of us... next trimester... 

Interviewee – Teacher 3 

Yeah! 

Interviewer – Active Participant 

And I think  

Interviewee – Teacher 1 

And you even learn from them... when they go and enquire you were learning... 

Interviewee – Teacher 2 

Can you imagine you were learning from them you will learn the information from them... 

Interviewee – Teacher 3 

Sometimes they even ask you questions that you also don’t know the answers 

Interviewer – Active Participant 

The main thing that I saw is really the lack of knowledge content. That is the main difficulty 
with me. The lack of knowledge content because for nutrition I had to now go and enquire 
myself. I had to do research on what foods are healthy what foods are unhealthy hum for what 
are these food types what is it used for... what hum how does the body use this and I also learnt 
a lot through that but I think the main thing... if, if... if hum when I received my training if went 
into depth about the knowledge content of all the topics of Environmental Studies then I would 
also felt competent in just presenting my lessons according to this framework because I am 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	191	

 

competent in what know and I have a good background knowledge on everything that I am 
suppose to teach but now I am just feeling like and empty vessel. 

Interviewee – Teacher 2 

Hmmm that is the duty of the teacher to go through every topic and go... 

Interviewee –Teacher 1 

Into depth and to find out and like us what we normally do we just take a topic but we don’t go 
and do research, more research about the topic. 

Interviewer – Active Participant 

Do you think it will work if you also compile a theme books like for Afrikaans, Mathematics 
and English... 

Interviewee – Teacher 2 

Yeah, I think so... 

Interviewee – Teacher 1 

To get all the information of about the topic... we can even.... 

Interviewee – Teacher 2 

Hmm it will be much easier, it is true 

Interviewer – Active Participant 

So you think it can be something that we can look at for in the future 

Interviewee – Teacher 3 

Yeah! 

Interviewer – Active Participant 

Taking it to the principal 

Interviewees 

Hmmm 

Interviewer – Active Participant 

I think than we will also feel more competent in presenting our lessons... 

Interviewee – Teacher 3 

Like for people like me who never had Environmental Studies... yeah it will be good. 

Interviewer – Active Participant 

Okay, thank you so much everybody it was good doing this with you and I hope that the writing 
up will also go that well... laugh... because this is the most difficult part of everything, making 
sense of what... the data that you have generated. 
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Interviewees 

It’s true 

Interviewer – Active Participant 

OkayEnd... 
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Appendix D: Coded transcript of Individual Interview 2 – Teacher 3 

Interview 2 - With Teacher 3 

Interviewer 

Okay, good afternoon Ms Smith. 

Interviewee 

Good afternoon 

Interviewer 

We’re just going to have a short interview session about your own reflection about the active 
learning framework. So the first question I want to ask you is what is your personal feeling of 
presenting lessons according to the active learning framework and why? 

Interviewee 

Hum... I would say it is a good idea or a good approach... because it allows learners to be more 
active in class rather than being passive. And when you are active you learn more than when 
you are passive. (VALP) 

Interviewer 

Okay... What difficulties have you encountered when you planned your lessons and why? This 
is now the planning... when you worked out your lesson. 

Interviewer 

The most difficult part was... hum... finding an activity or creating an activity for my learners 
because sometimes learners know things which they are not suppose to and then you think 
learners know things which they don’t know. So... sometimes there is a lot of planning when it 
comes to the activity to give your learners. (DELP) 

Interviewer 

So what you actually saying are maybe you planned an activity of what the learners already 
know instead of planning something that they don’t know which they actually need. 

Interviewee 

Yeah 

Interviewer 

Hum... have you covered all the areas of the active learning framework during your lesson 
presentations or not and why. 

Interviewee 

Yes I have covered all the areas. (IALP) 
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Interviewer 

What can you do to overcome these difficulties... problems that I have asked about in question 
2? 

Interviewee 

I think hum... is to have a bigger or a larger time frame for the information seeking part so that 
you know exactly what your learners know in order for you to plan your activity. (WOD) 

Interviewer 

Okay... do you feel competent enough to present lessons according to this framework as a guide 
to present your lessons in the future or not and why? 

Interviewee 

Yes I think I feel competent... because it is rather easy working with what you get from the 
learners instead of starting from the start and doing things that the learners already know... so I 
think I am competent enough. (CAL) 

Interviewer 

You will be able to do your own... you will be to do active learning on your own... 

Interviewee 

Yes 

Interviewer 

Planning and presenting lessons according to this framework... 

Interviewee 

Yes 

Interviewer 

Yes... I also think that you are competent... the way that I have observed you... yeah... and 
actually went well... 

Interviewee 

Yeah 

Interviewer 

 From the start till the end 

Interviewee 

And even since the first time... I just continued using this approach... (CAL) 

Interviewer 

Yeah... you think it is working 
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Interviewee 

It is working (CAL) 

Interviewer 

It is good... 

Interviewee 

Yeah 

Interviewer 

Okay... thank you very much for your time Ms Smith. We have come to the end of this hum 
reflection interview. 

Interviewee 

It is a pleasure...  

End... 

 

 

 

 

 

 

 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	196	

 

Appendix E: Assessment results Grades 1-3 
Grade 1 – Assessment results worksheet 1 

Marks Number of learners who achieved this mark 

0-1 (17%) 1 learner achieved this mark. 

2 (33%) None of the learners achieved this mark. 

3 (50%) None of the learners achieved this mark. 

4 (66%) 2 learners achieved this mark. 

5 (83%) 9 learners achieved this mark. 

6 (100%) 25 learners achieved this mark. 

Grade 1 – Assessment results worksheet 2 

Marks Number of learners who achieved this mark. 

0-1 (17%) 1 learner obtained this mark. 

2 (33%) 1 learner obtained this mark.  

3 (50%) 6 learners obtained this mark. 

4 (66%) 6 learners obtained this mark. 

5 (83%) 12 learners obtained this mark. 

6 (100%) 13 learners obtained this mark. 

Grade 2 – Assessment results 

Marks Number of learners who achieved this mark 

0-1 (10%) None of the learners achieved this mark. 

2 (20%) None of the learners achieved this mark. 

3 (30%) 1 learner achieved this mark. 

4 (40%) None of the learners achieved this mark. 

5 (50%) 6 of the learners achieved this mark. 

6 (60%) 1 learner achieved this mark. 

7 (70%) 8 of the learners achieved this mark. 

8 (80%) 9 of the learners achieved this mark. 

9 (90%) 2 learners achieved this mark. 

10 (100%) 12 learners achieved this mark. 
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Grade 3 – Assessment results 

Marks Number of learners who achieved this mark. 

0-1 (5%) None of the learners achieved this mark. 

2 (10%) 1 learner achieved this mark. 

3 (15%) 2 learners achieved this mark. 

4 (20%) 1 learner achieved this mark. 

5 (25%) 2 learners achieved this mark. 

6 (30%) 3 learners achieved this mark. 

7 (35%) 1 learner achieved this mark. 

8 (40%) None of the learners achieved this mark. 

9 (45%) 1 learner achieved this mark. 

10 (50%) 4 learners achieved this mark. 

11 (55%) 3 learners achieved this mark. 

12 (60%) 4 learners achieved this mark. 

13 (65%) 4 learners achieved this mark. 

14 (70%) 4 learners achieved this mark. 

15 (75%) 4 learners achieved this mark. 

16 (80%) 2 learners achieved this mark. 

17 (85%) 1 learner achieved this mark. 

18 (90%) None of the learners achieved this mark. 

19 (95%) None of the learners achieved this mark. 

20 (100%) 1 learner achieved this mark. 
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Appendix F: Analytical memo 1 

ANALYTICAL MEMO 1 (Inductive analysis) 
This analytical memo was done to draw on information speaking to the second goal of the 
research question. Themes and sub-themes were created according to what emerged from the 
data. 

CATEGORY 1: Environmental Studies Curriculum 
Sub-
categories 

Comment Source 

Importance of 
Curriculum ES 

Environmental Studies is the main carrier subject 
and all subjects should be integrated from 
Environmental Studies. A topic should be taken 
form Environmental Studies and should be 
integrate into the rest of the subjects. 

IT1 (p. 1) 

 It is part of the curriculum because we have it in 
class as a subject. It is present on our timetable 
throughout the year and learners are assessed in 
this subject as well.  

IT2 (p. 1) 

 It gives them a broader picture of a healthy 
lifestyle and to obtain more knowledge about 
what is going on around them, 

IT3 (p. 1)  

 What Environmental Studies does for me is, it 
gives them a picture of what is going on around 
them in their environment and how they can help 
themselves with these natural resources that they 
have and what they should do with it. That is what 
it gives to me. 

FG1AP (p. 
2) 

Learners 
benefit from 
this subject 

The learners can benefit a lot from Environmental 
Studies because the subject includes the 
environment and therefore will learn about the 
different things that make up the environment. For 
example how to keep them clean, how to keep 
them environment clean and how to take care of 
the environment. 

IT1 (p. 2) 

 From my observation the learners benefit a lot 
from this subject because it is more about the 
environment, where they live, what they go 
through and what they see every day. Even though 
they see and live with all these things around them 
they are not learning much about it at home but in 
class we teach them, explore with them and 
explain in more detail why they see these things 
around them at home. 

IT2 (p. 1) 
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 It can broaden their general knowledge because 
their knowledge is sometimes limited. Then there 
are also those learners who will go and find out 
more than what they do in class. 

IT3 (p. 3) 

 From my point of view, I will only say that they 
can benefit. Through getting information and 
being made aware. 

FG1AP (p. 
3) 

Approach to 
teaching and 
learning 

The approach that I normally use from the 
curriculum is the new approach that is the 
learner-centred approach whereby you should 
include the learners in the lesson. It is not like the 
teacher-centred approach that we normally used 
in the old days. We now use the method of 
learner-centred education, whereby in most steps 
of the lesson the learners are involved. The 
learners will take part by doing research. They 
will give their own understanding of the topic 
and you will find out answers from them. 

IT1 (p. 2) 

 There is a prescribed method that one has to 
follow in the curriculum. We mostly have to do 
research on the topics that are in the curriculum. 
The learners have to go and find out about a topic 
and we as teachers have to explain to them what 
the topic is about so that they will be able to 
relate the information of the topic to how they 
live at home. 

IT2 (p. 1-2) 

 There is no prescribed approach that we need to 
follow as long as we can transfer the knowledge 
to the learners. 

IT3 (p. 3) 

 In the curriculum is stated that we are advised to 
use a learner-centred approach but there are 
different ways on dealing with the learner-centred 
approach. Sometimes you will have to transfer 
knowledge. Sometimes you will do group work 
and let them discover the knowledge or in pairs 
or you will send them out to seek for information, 
come back with the information and sometimes 
you will just lecture them because there are facts 
that they really don’t know about. You just need 
to do the lecture method. Where you are now the 
expert and they are now the receivers of the 
knowledge. 

FG1AP (p. 
3) 
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Training 
received  to 
implement this 
subject 

I cannot remember of any training that I have 
received, besides from the training that we have 
received at the college. At college we were 
trained to understand that Environmental Studies 
is the main carrier subject and therefore we were 
taught how to integrate Environmental Studies 
into the rest of the subjects. 

IT1 (p. 2-3) 

 I didn’t receive much! I have learnt myself that to 
be successful in this subject I have to do research 
as I have mentioned before. For example, if I 
give the learners a topic I also go and do research 
myself. I do research through my surroundings, 
whereby I ask questions. I also interview people 
about the specific things that I see, although I 
don’t know much about it and by doing that I 
learn more from them. 

IT2 (p. 2) 

 I didn’t really receive any training on this subject 
because I am not qualified in the Lower Primary 
Phase (Grades 1-4) but am qualified in the Upper 
Primary Phase (Grades 5-7)  

IT3 (p. 3) 

 Even though we got training on this subject. We 
were not actually trained on how to implement 
this subject effectively. From my point of view I 
didn’t get the content knowledge that I need to 
teach this subject and also a method that you can 
use on how to implement this subject. 

FG1AP (p. 
4) 

 

CATEGORY 2: Lesson presentations/Methods & Strategies 

Sub-
Categories 

Comments Source 

Introduction of 
lesson 

My introduction of the topics varies according to the 
different topics. Sometimes I start my lesson with a 
rhyme, sometimes a song sometimes I will introduce 
the topic by doing a role play. 

IT1 (p. 3) 

 Most of the time I start my lesson by asking 
questions. Specifically about the topic to get an idea 
about the learners understanding of the topic to get 
an idea whether I should start with the known or the 
unknown of the topic. 

IT2 (p. 3) 
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 I first ask questions about the topic which they have 
to go find out at home. The questions will be to go 
and find out what the topic is about to see what their 
understanding is about the topic. 

IT3 (p. 3) 

 It’s just to ask questions, see what the level of their 
knowledge are about the topic and then I will also 
just start lecturing them the content. 

FG1AP 
(p. 4) 

Methods and 
strategies used 
to present the 
content of the 
lesson 

I will mostly let the learners be more involved in the 
lesson. After the introduction I will explain the topic 
to the learners and then let them put up flashcards to 
test their understanding of the topic. During the 
explanation process I usually ask them questions as 
well as to make them part of the lesson. 

IT1 (p. 3-
4) 

 I mostly use pictures or concrete materials when 
teaching the content of the lesson to the learners. For 
example when teaching the National Flag as a topic I 
use the picture of the flag itself to demonstrate how it 
should be put up and from there I explain what each 
colour represents. 

IT2 (p. 3) 
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 I usually let them discuss the topic in groups or in 
pairs but I mostly use group work. After the 
discussions in their groups or pairs they have to give 
feedback on what they had to discuss and from their 
feedback I construct my own notes to give to them. 
This is done to ensure that they get all the content 
knowledge. So I first find out what they know from 
their discussions and then I add to what they don’t 
know according to the topic. 

IT3 (p. 4) 

 I can’t actually let them work in groups. Just here 
and there some topics. For Grade 1 it is just like you 
should take the lead all the time. The only way how I 
can ask them to work in groups is when they have to 
draw something. 

FG1AP 
(p. 5) 

Does methods 
and strategies 
allow learners 
active 
involvement 

Yes, it does because at the end of the lesson I will let 
them come and put up flashcards on the board and 
sometimes they also have to write on the chalkboard 
and do the written work later in their writing books 
as well. 

IT1 (p. 4-
5) 

 Yes, it does a lot because they participate more with 
the knowledge that they have. Although they don’t 
know more in detail about the content of 
Environmental Studies they have the knowledge, it is 
just that they don’t have the details of the content. 

IT2 (p. 4) 

 Yes, because they have to discuss and sometimes I 
let them decide who can be the group leader but 
sometimes I also decide who can be the group leader 
so that everyone can be active. Sometimes not all are 
actively involved in the group work process but if I 
let them work in pairs then only they will give their 
input as well. 

IT3 (p. 5) 

 Now what I have learnt about active involvement, 
especially with the learner-centred approach we want 
the learners to be busy and let them do something but 
are they really learning something from what they 
are doing? 

FG1AP 
(p. 6) 

Conclusion of After finishing the topic or the lesson of the day I IT1 (p. 5) 
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lesson 
presentations 

will normally give them a worksheet to do at their 
tables or they have to work in groups. 

 Most of the time I will always ask questions at the 
end of the lesson. After that I will give them a task to 
complete at home and bring back the answers to me. 
I prefer asking them questions in class then giving 
them a task to do at home because in class I know 
that the answers are their own rather than the task 
that is done at home where answers might be coming 
from the parents. So for me to send a task home is to 
get knowledge from them and to ask questions in 
class is to test their understanding of the content 
taught to them. 

IT2 (p. 4) 

 I just ask them a few questions. Specifically those 
who don’t pay attention in class. To make sure 
whether they understand the subject content. There 
after I will give them a written activity or a 
worksheet to complete. 

IT3 (p. 5) 

 I just give them a worksheet or just give them 
questions. I can hardly actually give them questions 
that they can complete on their own. I must work 
through it with them so that they can understand 
what they are supposed to do by guiding them 
through the questions. 

FG1AP 
(p. 9) 
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CATEGORY 3: Knowledge  
Sub-
Categories 

Comments Source

Learners 
application of 
knowledge in 
everyday life 

Yes, they normally do apply the knowledge what you 
have taught them in their everyday lives because 
mostly for the young ones they will remember what 
you have taught them for life. So mostly they will 
really try to practice what you have taught them in 
their daily lives but there are also the ignorant ones 
that don’t practice what you have taught them. For 
example if you teach them about water you will teach 
them not to waste water. After I have taught the topic 
I notice that there are no more dripping or running 
taps. If you go into the toilet you will see that no taps 
are dripping anymore. You will also find the ignorant 
ones but most of them will know that the tap is 
dripping they need to go and close it for the others 
who are ignorant.  

IT1 

(p. 5-6) 

 I believe they will be able to apply it because I have 
seen some applications taking place especially on the 
hygienic matter. When we teach them about how to 
keep them clean, we see the results personally that 
they have now moved from how they have behaved 
before the topic and after the topic. 

IT2 

(p. 5) 

 Yes, I have seen that because in the first topic which 
was about ‘the five senses’ they really applied it in 
their English theme. They really integrated the 
subject content learnt in Environmental Studies into 
the English lessons. When I did the topic about HIV-
AIDS I ask them to role play how they will treat a 
person who is infected with HIV-AIDS and some of 
them avoided the person who played the role of the 
infected person and then there were also those who 
avoided the person who played the role of the 
infected person and then there were also those who 
really tried to care for the person. So I think that they 
will be able to apply the knowledge what they have 
learnt in their everyday lives. 

IT3 

(p. 6-7) 

 Yes, I also think so because sometimes they do 
sometimes they don’t. It depends on how familiar 
they are with what you are teaching them. If it is 
something that they are not familiar with and they are 
not practicing it. 

FG1AP  

(p. 10) 
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Does the 
knowledge 
acquired help 
learners 
understanding of 
sustainability 

Yes, they will understand it because most of the 
topics really teach them how to sustain. For example 
to sustain water and to keep them clean and so on. 

IT1 

 (p. 6) 

 It will help them a lot because we teach them the 
importance of what we have in the environment and 
why we should sustain it. The use of the future, the 
use of tomorrow. It is not that we use something for 
today and get finish with it but to keep it for the next 
use as well and the next generation 

IT2 

(p. 5) 

 I think only some learners will be able to because 
there are those who really struggle but they try their 
best every day. 

IT3 

(p. 8) 

 No response FG1AP 

Learners reaction 
towards the 
lesson 

They enjoy the lesson and are positively involve in 
the lesson. If you give them something to go and do 
at home, they really go and do what you have taught 
them or what you have told them to do or if you tell 
them go and find out something they will bring back 
the feedback what you have ask them. 

IT1 

 (p. 7) 

 The learners enjoy the lesson very much because it is 
something in relation to what they live with. They 
are very much involved and they participate a lot. 

IT2 

(p. 5) 

 Sometimes the learners seem to be really interested. 
For example when I taught the topic living and non-
living organisms to them. At first they were not 
interested but then the next day when some of the 
learners came back with the answers which they had 
to go and find out the others also became interested 
because it was about the characteristics of living 
organisms and they really enjoyed it. 

IT3 

(p. 7-8) 

 No response! FG1AP 
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CATEGORY 4: Difficulties 

Sub-
Category 

Comments Source 

Difficulties 
encountered 
during 
presentations 

I don’t actually experience any difficulties apart from 
the limited time that we have. 

IT1 

(p. 7-8) 

 I encounter discipline problems because every 
learner wants to participate at the same time because 
they feel they will be left out or they will go home 
with the answer or the contribution that they wanted 
to say because the time is limited and everyone just 
want to say something and sometimes it is a bit of 
discipline not in place. This actually happens 
because of the limited time that we have for this 
subject. 

IT2 

(p. 5-6) 

 Sometimes I really don’t know what teaching aids 
(learning support materials) to use to make the 
content more clearly to the learners. 

IT3 (p. 9) 

 For me it is also the time and also a lack of subject 
content. For also a lack of methods because I am 
working with small learners and I tend to just move 
into the method of rote learning all the time because 
it is small learners and you can’t work with them like 
in smaller groups. Especially in the beginning of the 
year when you must still guide them with every 
single thing. 

FG1AP 

(p. 12) 

Why these 
difficulties are 
experienced 

I don’t actually experience any difficulties IT1 (p. 8) 

 I think it is because the subject is so enjoyable and 
the learners tend to think it is something that they 
know and they want to take over the whole situation. 
They even want to stand up and teach the others. 

IT2 (p. 7) 
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 Maybe it is because I didn’t receive any training 
because I didn’t specialise in Lower Primary. When I 
got here they just told me that I should also teach 
Environmental Studies. 

IT3 (p. 9) 

 The time is not there and what also happens with me 
is that I steal the time of Environmental Studies for 
my Languages and then there is  only twenty minutes 
left and for me it’s just to do a quick, quick 
something. 

FG1AP 

(p. 13) 

How these 
difficulties can 
be overcome 

As I said before I don’t actually experience any 
difficulties so I don’t have any answer to this 
question. 

IT1 (p. 8) 

 Mostly with the discipline problem that I have 
mentioned, I feel that it will be difficult because the 
subjects are already stipulated on the timetable and 
with the time I feel that Environmental Studies 
should have more open time in the afternoon. 
Whereby the teachers and the learners go out and do 
research. Have time to talk about things altogether 
with enough given time before coming to the class. 

IT2 (p. 7) 

 I should just plan in advance to avoid getting stuck 
and if I would get training on the subject it would 
definitely also be helpful. 

IT3 (p. 10) 

 No response FG1AP 
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Appendix G: Example of a mini case story 

MINI CASE STORY (Grade 1) 

GRADE 1  

1. Context  

The lesson played off in an urban school situated in Windhoek Namibia. The learners that took 

part in the lessons are about 6-8 years whereby the majority of the group turns 7 during the 

school year. The group is multi-cultural whereby the language of teaching and learning is 

English Medium of Instruction. Although the Medium of Instruction is English, English to most 

of these learners is a second or sometimes third language. 

The lessons were based on active learning processes with the use of an active learning 

framework to plan and present lessons. 

2. Focus area of issue/risk/concern/problem  

The focus area of this particular lesson was about the topic Nutrition. Here the teacher wanted 

to teach the learners how much food is consumed by humans and the importance of healthy 

food. Furthermore what food types are necessary for a healthy body with the main aim on how 

to keep our eyes and teeth healthy? Weak eye-sight and rotten teeth was picked up by the 

nurses in the beginning of the year during their yearly health examination done on grade 1 

learners. The teacher decided to teach the learners the importance of eating healthy food in 

order to keep our eyes and teeth healthy and what food types should be eaten and what can be 

done to sustain this. (FA) 

3. Lesson objectives and introduction of lesson 

 Understand better how livelihoods are dependent on the environment 

 Collect, classify, analyse and interpret data 

 Organise, plan, implement and monitor an environmental project 

 Encourage a sense of personal and social responsibility and a desire to work 

  co-operatively with others on an environmental issue. (lp1) 

The teacher introduced the lesson by asking learners questions to stimulate their background 

knowledge. What do you do when you are hungry (LOT1.1, p.1)?One learner answered eats 

(LOT1.1, p.1). (BK) The teacher replied we eat (LOT1.1, p. 1).She asked another question. 
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What do we do when we are thirsty (LOT1.1, p. 1)? All learners answered we drink (LOT1.1, 

p.1). (BK)The teacher replied we drink and asked; now what do we eat? (LOT1.1, P.1)The 

learners replied food (LOT1.1, p.1).Then she asked them; now what food do you like? All 

learners gave one or other food type. Learner 1 said, eggs; learner 2 said, rice; learner 3 said, 

spaghetti; learner 4 said, macaroni, learner 5, salad; learner 6, rice. The teacher then said we 

already said rice; don’t say something that was already said by someone. Learner 7, pudding; 

learner 8, corn flakes; learner 9, ice-cream; learner 10, custard; learner 11 said chocolate 

(LOT1.1, pp. 2-4). (BK) 

Thereafter the teacher said; okay now that’s enough and asked the question; now what do you 

like to drink when you are thirsty? Learner 1, cool drink; learner 2, oros; learner 3, tea; learner 

4, juice; learner 5, yoghurt; learners, coke .(BK)The teacher said okay coke, thank you, that is 

enough. Another learner shouted water (LOT1.1, pp. 4-7). (BK)The teacher then asked the 

learners to put down their hands. She told them, so we drink different things. Now where do we 

get these drinks and food from (LOT1.1, p.7)? The learners gave different answers and 

eventually one learner answered we sell, we must sell from the plants (LOT1.1, p.9). The 

teacher said from the plants. Yes, what we get from plants. The learners gave different answers 

such as bread, vegetables, apples, carrots, oranges, pears and bananas (LOT1.1, p. 9-10). The 

teacher said so we get fruit. What else do we get from plants? Don’t give me another fruit name 

again, other things (LOT1.1, p.10). One learner answered vegetables. (BK) The teacher said 

vegetables, okay. Vegetables and fruit we get from plants. What else? The learners named 

different fruit and vegetable names again such as; grapes, cabbage, carrots (LOT1.1, p. 10-11). 

The teacher asked them; what other food do we get from plants apart from fruit and vegetables 

(LOT1.1, p.13)? The learners still gave fruit and vegetable names such as; mango and carrots 

(LOT1.1, p.14). Then the teacher said; that is a vegetable, you are not listening. Okay listen, 

let’s help him to understand. If there is no fruit and there are no vegetables, what else can you 

eat? What other food can you eat?  

What do you have in the mornings? What do you eat in the mornings (LOT1.1, p.14)? One 

learner answered bread and tea (LOT1.1, p.14). The teacher said; bread and tea, so that is 

another food type (LOT1.1, p.14). So teacher is asking for other food like bread and tea 

(LOT1.1, p.15). One learner answered porridge. Another learner said biscuits (LOT1.1, p. 15). 

(BK) 
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The teacher said; okay now apart from bread and corn flakes; what else can we eat? What do 

you have for supper? (BK) One learner answered cake. The teacher said; okay we are not 

having cake for supper. What do we eat in the evenings? What is your mother preparing for 

you? One learner said wheat bix. The teacher said; Wheat bix! Don’t you think you must eat that 

in the mornings? What do you eat at night? One learner said food. Then the teacher said; Yeah 

we all know we eat food but what do we eat? What food type? Now only the learners began to 

understand because the learner said rice. The teacher said rice. With what do we eat the rice? A 

learner answered soup. The teacher said yes, what else? A learner answered meat. Then the 

teacher asked them; what different meat types do we get? The learners answered chicken, dry 

sausage and fish (LOT1.1, pp. 16-18). (BK) 

4. Information sharing and seeking 

The teacher started this process by showing learners a poster with different food types. She said 

to themnow I want to show you different food types that we get. I want you to name the different 

pictures. The food pictures that you will see here on the chart (LOT1.1, p.18). (ISS) 

She did this to see if they know the different 

food types names. She pointed to the first 

picture and said now this here (LOT1.1, 

p.18) One learner answered meat. The 

teacher said it is meat. I am going to write 

down all the different foods. Okay and this? 

The teacher pointed to all the different 

pictures and the learners could identify it. 

The learners answered cheese, bananas, 

juice, milk, oranges, tomatoes, porridge, pine apple, pumpkin, water melon, carrots, apple, 

beans, cookies, biscuits, chips, cool drink, peanuts, pop-corn, sweets, cake, chocolate and ice-

cream. After all the food names were named the teacher said now let’s read all the names, come 

all of us (LOT1.1, pp. 19-29). The teacher read the food names to the learners and they had to 

repeat it after her. (ISS) 

The teacher asked them now all the food we get from what? Who can still remember (LOT1.1, 

p. 34)?One learner answered trees. The teacher said plants. Yes, trees. (ISS) One learner 

shouted garden. The teacher said yes, the trees and plants are in the garden. Then she asked 

them where do we get the meat from? The learners shouted shop. The teacher said yes, but 
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before it goes to the shop, where? One learner interrupted and shouted from the animals 

(LOT1.1, p. 35). (ISS)The teacher said so we get from plants and. Then the learners answered 

animals. She then said so all the food we get from plants and animals, (ISS) let’s say it again. 

The learners together with teacher said plants and animals. Then she asked them now what if 

there are no plants and animals? What will happen? (ISS)One learner answered zero. Another 

learner answered you will feel hungry. The teacher replied you will feel hungry and then what? 

(ISS) One learner shouted and then the plants will grow. Then the teacher asked her when you 

feel hungry will the plants grow? She said no. The teacher said no, you are not thinking. Okay, 

when you feel hungry and then? One learner answered we must put seeds in the ground for the 

food to grow. The teacher said yes, she said we must put seeds in the ground for the food to 

grow. Yes, and that is right but how will we help the plants to grow? What will we use? All 

learners shouted water. (ISS)The teacher said we will use water and if there is no water? One 

learner answered rain. The teacher said we will get the water from the rain (LOT1.1, pp. 36-

38). 

The teacher said to the learners okay now I want to teach you a rhyme about food. (ISS)The 

teacher asked them about? The learners replied food (LOT1.1, p. 38). The teacher told them 

that the rhyme is about how we get the food just like you have told me. So everybody must just 

pay attention here (LOT1.1, p. 39). (ISS)The teacher first read the rhyme that was displayed on 

the poster to the learners.                                                

 

The teacher read and the learners repeated after her. Thereafter the teacher explained some 

words to the learners in the rhyme. She said now grain is a type of plant that we get. They work 

it so that it can become fine so that we can make bread with it. So it first comes from the seed, 

than it becomes a plant that is called grain. Then they like crush it. They make it fine so that 

they can make bread out of it. So it is a long process, you see. So let’s say it quickly. First the 

seed, and then the grain; thank you, thank you for sun and rain; first the flour, and then the 
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bread; thank you, thank you that we are fed; thank you, thank you for all the care; help us all to 

share and share. (ISS)Then the teacher said so tomorrow we will learn it again when we 

continue with the lesson. So now at our places, teacher will give you a sheet like this with all 

these pictures on and you must colour only the food that you like. So if you don’t like meat will 

you colour it (LOT1.1, pp. 40-44)? The learners answered no. The teacher asked them again if 

you like pumpkin will you colour it? The learners answered yes. Then she asked and if you don’t 

like it will you colour it? The learners answered no (LOT1.1, p. 45). Then she said okay and 

later after we know all the names of the pictures of all the different food types we are going to 

write it in (LOT1.1, p. 46). (ISS) 

 

The teacher gave another instruction to the learners and then the last thing is you remember the 

paper I gave you on Thursday the homework. The learners replied yes. The teacher said so now 

tomorrow we’re going to look at that paper. So you must be sure that you are prepared. That 

your parents completed all the answers and that you are ready to come and present it. You must 

be able to read to us the answers to the questions (LOT1.1, p. 48). (ISS) 

5. Enquiry and reporting back   

The teacher first revised the previous day’s work before starting with the feedback of the 

enquiries the learners had to do at home. The enquiry was based on a questionnaire. 

Questionnaire  

Dear parents 

I would like you to help your child to complete this questionnaire as an aid to teach them 

about the topic ‘nutrition’. The information written in this questionnaire should be based 

on the truth and nothing but the truth. You should help your child to fill in the answers 

and also to present the information in class. This will count as an assessment mark for 
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data collected and presented. To be presented Wednesday 11th of April. This will be the 

only date for presentations if the data is not collected and presented on this date your 

child will fail this assessment. 

Thanks for your co-operation! 

Ms Jacobs (grade 1B class teacher) 

Name of child:___________________________________________ 

Questions Answers  

1. What do you eat for 
breakfast? 

  

2. What do you eat for 
lunch? 

  

3. What do you eat for 
dinner? 

  

4. What food types do you 
like the most? 

  

5. What food types do you 
like the least? 

  

6. What fruit types do you 
like the most? 

  

7. What vegetable types do 
you like the most? 

  

8. What sweet things and 
snacks do your child like the 
most? 

Eg. Sweets, ice-cream, 
cookies, cake, chips, 
chocolates, etc. 

  

9. How often does your child 
eat this? Eg. Every day, once 
a week, once a month, etc. 

  

10. Are you allergic for any 
food types? If so, what it is? 
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The learners had to complete this questionnaire with the help of their parents. The teacher gave 

the learners enough time to complete this so that the learners and parents could have enough 

time to complete it and for the learners to rehearse in order to present it in class. The teacher 

started off by saying I also give you already Thursday this paper, so that your parents could 

have time to complete it with you and also to practice it with you and yesterday it was also 

homework again to make sure that you know what you going to present. (EN)One learner 

shouted teacher can I be first?  The teacher said no you wait. Before we present our questions 

and the answers or only the answers I want to do this rhyme with you and it goes like this. 

Healthy food The teacher read the rhyme to the learners and they had to repeat it after her. (EN) 

 

The rhyme goes like this. Food, food, healthy food; Fruit so sweet, good to eat; Food, food, 

healthy food; Milk and bread and cheese; We know what is good for us; No junk food to mess 

us up (LOT1.2, pp. 4-7). (EN) 

The teacher asked questions about the rhyme. Now in the rhyme they are talking about healthy 

food. What do they say in the rhyme what are healthy food? One learner answered cheese. 

Another said apple (LOT1.2, p. 7). The learners named several healthy food types. The teacher 
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asked them did they talk about apple in the rhyme. Some learners said no and some said yes. 

Then the teacher said no, they talked about fruit but they don’t say apple they only say fruit. 

They say bread, milk, cheese. Okay on which side of the poster are those foods? One learner 

said the bread is there (showing to the side of the poster where the bread is) (LOT1.2, p. 10). 

The teacher said on this side. So it is on the healthy side. And who can tell me the foods that are 

junk food that they talk about in the rhyme; junk food to mess us up, so they say that the junk 

food is messing us up. So what will the junk food be? The learners gave many different names 

of junk food such as; cool drink, cake, chocolate, ice-cream, sweets, chips and pop-corn 

(LOT1.2, pp. 11-12). Then the teacher asked them now another word for junk food, if food is 

not healthy, it is how? One learner answered bad. The teacher decided to help them with this 

and said it is called unhealthy (LOT1.2, p. 13). The learners had to read this word several times 

by looking on the poster. They also had to read the word healthy on the poster several times. 

The teacher went on by saying okay before we talk about what healthy and unhealthy food do to 

our bodies we can start with our presentations. Each one will come and stand here. This will 

take a little bit long maybe till tomorrow. (REP)The teacher called one learner to the front to 

present his questionnaire to the rest of the class. The teacher decided to ask the questions to the 

learner and he had to answer what he wrote in the questionnaire. The teacher did this with more 

or less 10 learners whereby some of the learners could do it perfectly well and others couldn’t 

present what was in the questionnaire.  This was the end of the period (LOT1.2, pp. 15-42). 

(REP) 

She then decided to collect the information in another way. She wrote the questions of the 

questionnaire on the chalkboard in table form with all the different food types that might be 

eaten under it. She explained it to the learners in the following way so yesterday we stopped at 

the presentations.  

It is going to take too long for each one to present individually and we need to complete this 

work because of the time that is limited. So I will also give the others a chance to present this 

individually. So this we can do this in the English period for oral those who didn’t presented 

individually. But for today to get the information I made a table on the board where we can just 

put up our hand if we had bread for breakfast or wheat bix and then I count how many we are 

that are eating bread and I write the number down. So I can put it in a graph form and 

tomorrow we continue to see what the outcome is or to see how much food we are consuming. 
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(EN) But before we go on to that let’s say the rhyme quickly that we have learnt yesterday. The 

learners repeated the rhyme ‘healthy food’ after the teacher (LOT1.3, p. 1). 

Thereafter the teacher did revision by asking questions about healthy food and unhealthy food. 

She started off by saying okay, so now yesterday we saw what healthy food and what is 

unhealthy food. So now what we want to determine by this is to see how much healthy food we 

are eating and how much unhealthy food we are eating. So in the rhyme what type of food do 

they mention here? One learner answered bread. Then the teacher said but what is it? Is it 

healthy food or are they mentioning healthy food or unhealthy food? Learners answered healthy 

food. Then she asked them now what will be unhealthy food? Learners gave several unhealthy 

food names such as cake, cool drink, chocolate, pop-corn and ice-cream (LOT1.3 p. 5-7). 

Then she asked the learners now we can look at number one on our papers. Everybody, quickly, 

okay now who wrote bread for breakfast? Okay let’s quickly see. If you didn’t write bread, 

don’t put your hand up (LOT1.3, p. 7). She counted the hands that were up and wrote down the 

number that was counted. This was done until everybody’s information on the paper was 

collected by writing it on the chalk board in the table. The teacher then said to them okay now 

for tomorrow I will come and show you the graph with all the different food types that we are 

eating. What we eat more than the other. And I am going to show you if we are eating the 

healthy food that we should or not and what we can do about it (LOT1.3, p. 27). (REP) 

6. Finding Solutions  

The teacher first did revision of the previous work done. She asked them questions about what 

they did in the previous lessons. She asked them who can remember what we did yesterday. 

One learner answered food. Then she asked them what about food? Another learner answered 

fruit and vegetables (LOT1.4, p. 1). She then said yeah, but what about the fruit, the different 

food types that we get. One learner answered healthy food. Then she said healthy food and. One 

learner said unhealthy food. The teacher then said healthy food, okay. What else did we do? 

What did we look at of all the different food types? What did I ask you to do? One learner 

answered colour the food that we like (LOT1.4, p. 2). The teacher said the foods that you like 

you had to colour it first. That was the first day and then the second day, and then what did we 

do then? Who can remember? One learner shouted the food us to get to the plants. The teacher 

said the food that we get from the plants. Okay but what did we do yesterday. We looked also at 

what? Where we get food from? Its plants and what else? One learner answered and the 
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chicken. Another learner answered animals (LOT1.4, p. 3). The teacher then asked but what did 

we do yesterday on the board? One learner said teacher did ask us what food we like. The 

teacher said what food we like, yes, and what else? One learner answered how many times we 

ask to, to eat? Another learner said how many times we eat it. After the revising the work with 

the learners the teacher asked them to say the rhyme with her again (LOT1.4, p. 4). 

The teacher then went on and said okay now what I also told you yesterday. We collect, we 

calculated how many of us are eating the different foods and I went to put it up on a graph. So 

you can just turn like this so you can face the board (LOT1.4, p. 8). So I put up all the different 

foods that we named in the, what we having for breakfast, lunch and for supper (LOT1.4, p. 9). 

She then named all the food types that are on the graph that they had on the board the previous 

day. She also explained how she grouped the different food types; so the different food, foods 

that we eat is bread, wheat bix, corn flakes, porridge, cereal, that we drink; tea and coffee, 

water, juice and milk. I have put together macaroni and spaghetti. I have put together eggs, 

rice, meat, chicken and fish. I have put together sauce and soup. I have put together and snacks 

I have put together and vegetables and fruit I have put together.  

Then I have made some numbers there to indicate how many of us are having this food 
(LOT1.4, p. 9). 

 

The teacher and the learners looked at the graph to see how much the different food types are 

consumed by them. Some of the foods are consumed much more than the others. They 
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discussed this as they were looking at the graph (LOT1.4, pp. 9-12). Then the teacher put up 

another poster. 

 

She said to the learners okay now let’s see why we need to eat different types of food and what 

food are good for our bodies and what food are not (LOT1.4, p. 12). Learners looked at the 

poster and shouted wow. The teacher then said yeah, so here are the different foods. Why do we 

need healthy food? Who can tell me? One learner answered to grow.The teacher said to grow, 

yes, you need healthy food to grow from a baby to a big child like you are now. Why do we also 

need to eat healthy food? One learner answered to stay alive (LOT1.4, p. 13). The teacher said 

yes, to stay alive but what else? One learner answered to be healthy. The teacher said to be 

healthy yes, what else? One learner answered to be strong. The teacher said to be strong, why 

do we need to be strong? To help our bodies fight what? One learner answered bad guys. The 

teacher said no. To help our bodies fight what (LOT1.4, p. 14)? One learner answered it is 

helping our bodies. Then the teacher asked for what, for not getting what, for not getting sick. 

Learners replied sick. Then the teacher said so we need to eat this protection food, which is 

what? The learners answered fruit and vegetables (LOT1.4, pp. 15-16). (FS) 

The teacher went on by saying fruit and vegetables and we saw that only fourteen of us are 

having that so it means that halve of the class are not eating protection food that is why we 

always having running noses and coughing and wearing what? Glasses, (FS) okay, and then 

we also have the bread and the porridge that all of us are eating very nicely and that is to give 
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us energy and it seems to me you are having too much of the energy foods that is why you can’t 

sit still in class and not enough of this. The teacher pointed to the picture of fruit and 

vegetables. The teacher then said to them so now I want to teach you a rhyme again but before I 

tell you about the rhyme. Do you remember about the nurses that were here? The learners 

replied yes. She went on saying now the nurses came and examined our whole bodies, the ears, 

the eyes, the noses, the throats and necks and everything. What they have found in grade 1 is 

many of you are having weak eye sight, you can’t see properly (LOT1.4, p. 16). One learner 

shouted I can see. The teacher went on and we know there are still many that need to be tested 

but now already it is Tony, it is Simaneka, it is Immanuel, and it is Gideon. I know that David 

must still go. Velemina must also go. Another learner shouted and Miina. The teacher said so 

there are many and that is because of what? One learner answered cause of sickness.  

The teacher said no, because of what, because you are not doing what. One learner said 

because of sitting in front of the tv(LOT1.4, p. 17). The teacher said yes, but what are we doing 

now, because you are not eating what foods? The learners replied healthy foods. The teacher 

replied healthy foods (LOT1.4, p. 18). 

The teacher went on saying okay so we need to eat healthy food for our eyes not to get weak 

and then we also said many of us are having rotten teeth. Why are you getting rotten teeth, 

eating too many sweets? One learner answered yeah. She then said okay now let’s see what we 

can do through this rhyme to help us protect our teeth and our eyes and then you must listen 

and tell me what do they say.What is protecting our eyes and what is protecting our teeth 

(LOT1.4, p. 18). The teacher started the rhyme and the learners had to repeat. The rhyme went 

like this. (FS) 
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My teeth like apples; they go crunch, crunch, crunch; My teeth like bread, they go munch, 

munch, munch; my eyes like carrots, they go crunch, crunch, crunch; my muscles  like cheese; 

they go munch, munch, munch (LOT1.4, pp. 18-20). After they finished saying the rhyme the 

teacher asked the learners questions. The teacher asked now what does the rhyme tell us, what 

must we eat for our teeth to be protected? The learners shouted apples and bread. Then she 

asked them and for our eyes? The learners answered carrots. The teacher said carrots, yes, so 

we must eat, what must we eat for our teeth? Learners answered apples. The teacher asked 

apples and what? The learners answered bread. Then she asked them what must we eat for our 

eyes. The learners answered carrots. Then she asked them to say the rhyme again of ‘my teeth’ 

(LOT1.4, pp. 21-22). (FS) 

Thereafter the teacher said to them okay before you go back to your places she asked them what 

can we do, we have seen that we are using a lot of different food types, isn’t it. The learners 

replied yes. The teacher further went on and said to stay healthy, to grow, to have energy and to 

protect our bodies from falling ill. What can we do to make sure that we always have these 

foods, what can we do? (FS)The learners answered to buy. The teacher said no, what if the 

shops don’t have, what if there is no food left in the world, what can we do? Where will we get 

food from? One learner said plants. The teacher said we must plant what? One learner said 

vegetables. The teacher said vegetables and. One learner said carrots. Then the teacher said 

vegetables and, carrots are vegetables. Another learner said fruit (LOT1.4, pp. 25-27). (FS) 

The teacher said so what can we do? What can we do here at school to always have fruit and 

vegetables? Are there any vegetables here at school, do you see a vegetable garden. The 

learners replied no. Then the teacher said there is a vegetable garden, behind the grade 2’s. So 

we said we can plant and we said there is a garden there at the back of the grade two’s so who 

knows what Mr Nyeliso planted there? Who knows what he planted there? Who saw? (FS) 

One learner said I saw and went on and said seeds. Then the teacher asked the learners what 

seeds? One learner said carrot seeds. Then the teacher asked did he plant carrots there? The 

learners answered no. The teacher then asked what Xavier? The learner answered mealies. The 

teacher then said is it only mealies? I wonder. The learners replied yes. Then the teacher said 

only mealies that you see there? One learner said I see mealies. Then teacher said many 

different things? The learners said no, only mealies (LOT1.4, pp. 27-29). (FS)   
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The teacher went on and said okay I wanted to go and look break what he is planting there and 

then if there is no carrots planted and if there is no apples planted, but I am not sure about 

apples, but then I want you for your homework to bring us seeds of carrots and seeds of apples 

and then what can we do with it. The learners answered plant it. Then the teacher asked will we 

plant it ourselves? Some learners said yes and some said no. Then the teacher said who can we 

ask here at school to help us? Who can we ask? One learner said Petrus. Then the teacher said 

Petrus or what other teacher is having that garden? Mr who? I just said the name now.  

Mr Nyeliso, must we ask Mr Nyeliso to plant it for us? The learners said yes. Then the teacher 

said and if it is growing now and if it is ready to eat, when can we eat it? One learner said when 

the school opens. The teacher said yeah, but during the day, which time can we eat it? One 

learner said Sunday. Then the teacher said no, when you are here at school, what time of the 

day can we eat? The learners answered break time (LOT1.4, pp. 30-32). 

The teacher went on and said what if there are no carrots in the garden? What happens then? 

Who can we go and ask to give us carrots? Who can we ask? Who is giving us food every day? 

One learner answered my mother. Then the teacher said yeah, your parents. The learners replied 

yeah. The teacher said our parents and are we going to bring sweets? The learners replied no. 

The teacher asked: now what are you going to bring? Tell me? The learners answered carrots, 

apples, bananas and bread. Then the teacher asked them okay what should we put on the 

bread? One learner answered butter. The teacher then said butter and? The learners answered 

jam, cheese and tomatoes.  Then the teacher asked jam, is jam good for our teeth. The learners 

replied no. Then she asked them why it’s not good for our teeth? One learner said because it is 

unhealthy. The teacher said because how does it taste? One learner said sweet. The teacher said 

sweet and sweet things make our teeth? Learners answered rotten. The teacher then said rotten 

(LOT1.4, pp. 35-39). 

She further went on and asked them how can we tell the parents of what we just decided here? I 

said what can we do to make sure that the parents put that in for us every day, the healthy food. 

One learner said to ask. The teacher said to ask, how can we ask them? How are we going to 

remind them? One learner said you must say pretty please. The teacher said no, through what? 

Are we going to phone them or what am I going to do? How am I going to give them the 

message? One learner said, phone them. Another said no. The teacher said I can’t phone all the 

parents. I don’t have that money. One learner said go and ask. The teacher said I can’t go and 

ask all the parents. I don’t have the time also. What can we also do? The learners replied ask. 
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Then the teacher said how do we always give the message to the parents? By giving you what? 

The learners answered a letter. The teacher said a letter.  

So we can write a letter with all the things that you stated here. The learners replied yes. The 

teacher went on and said now what if you bring sweets. I see that you have sweets in your 

containers. What must we do if I find you with sweets in your containers or chips? One learner 

said teacher will take it and throw it away. Then the teacher said I must take it and keep it till 

after school. The learners replied yes. The teacher asked do you agree with that. The learners 

replied yes. Then the teacher said so that you cannot be so restless after break because you 

didn’t eat the sweets and the chips and all the unhealthy food (LOT1.4, pp. 39-44). 

The teacher went on and said okay now you can go back to place. Listen first, there is a sheet 

like that in your books which you can colour but we leave that one for later. I want you to look 

at the other one, the smaller one okay, okay look here this one. So I want you to look at which 

pictures are right, are the healthy way, are the healthy things to eat for your teeth and your 

eyes and you only colour the one’s that is good for our eyes and that is good for our teeth. The 

one’s that are not good for our teeth and our eyes you will not colour. So you will look now 

carefully. Are sweets good for my health (LOT1.4, pp. 44-45)? The learners replied no. She 

went on explaining the activity to the learners so that they understand what to do and will be 

able to do it. The last instruction after colouring was that she said and then you join them. Like 

say this one is right and you join them also and you colour the two pictures (LOT1.4. p. 47) 

(FS) 
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She went on saying one other thing here that I have seen on the graph, nobody is drinking 

water and water is so important for our bodies. Nobody indicated water, so you also going to 

tell in the letter that we going to write to the parents, no more bringing cool drink to school if it 

is not water, or juice or milk or real juice. You must bring water. Everybody will bring water. 

We are going to write them a letter and we going to send it out to the parents (LOT1.4, pp. 50-

51). 

7. Action taking 

The teacher started this process by first asking the learners a few questions about the solutions 

that was decided upon in the previous period. She started off by saying so you remember the 

lesson that we did about how to help us making our eye sight better? The learners answered yes 

teacher. She went on and said and then we decided we’re going to eat, what must we do? What 

did we decide what must we do? One learner answered to eat carrots. (LOT1.5, p. 1)Then the 

teacher said to eat carrots and then what did we decide then? What did we decide then? What 

will we do? What are we going to do? One learner answered plant. (ACT) 

Then the teacher said plant and who is going to plant the seeds? Who did we say? Ourselves! 

The learners replied no. Then the teacher said who did we say? Who are we going to ask? Our 

parents! The learners said no. Then the teacher said now who are we going to ask a teacher or 

Petrus or Moses? One learner said no. She then said how did we say? The learners replied 

Petrus. Then the teacher said Petrus, I don’t think so. So who did we say, who are we going to 

ask here at the school? One learner answered the principal. Then the teacher replied no, how 

can the principal go into the garden and plant seeds? One learner said it is a man. The teacher 

then said it is a man. Now this man is it someone here working at school. Some learners said no 

and then some said yes. Then she asked them what is the person doing here at school? What is 

he here at school? One learner said he plants. Then the teacher said he plants yes, he is working 

in the garden. One learner said Mr Kahambundu. Then the teacher said no not Mr 

Kahambundu. What is Mr Kahambundu here at school? What is he? One learner said a teacher. 

The teacher said a teacher. So we are going to ask a teacher and you forgot the teacher’s 

surname.  

So he is waiting there for us at the garden. We are going to move now so he can show us how to 

plant the carrot seeds. We are not going to do it ourselves. He is just going to show us. So at 

home or at the farm we can also plant our own carrot seeds (LOT1.5, pp. 1-6). 
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At the garden the agriculture teacher took over the lesson. He started off by asking the learners 

now this vegetable. One learner answered tomato. He went on saying it is a tomato vegetable. 

Okay and apart from the tomato vegetable, and this one? One learner answered carrots. He 

said no it is not carrots, okay, that is an onion. The learners replied onions. He went on saying 

okay so today I am going to teach you or demonstrate to you how to plant a carrot vegetable. 

Do you know a carrot all of you? The learners replied yes teacher. Then he asked them what 

the colour of a carrot is? The learners replied orange. He then went on and said orange yes, so 

a carrot you can plant either this time of the year that is winter time or in summer time, do you 

understand? The learners replied yes, He went on explaining because what will happen is if the 

soil is good the seeds they will germinate after seven days. Seven days it means after one week. 

If it is very cold, then it will take a bit longer to come out from the soil. That will take up to 

fourteen days, it is two weeks and then the seeds will germinate. Then a new young plant will 

start growing up but then if it is very cold the little leaves of the carrot will start falling off 

because it is very cold. Do you understand? The learners replied yes (LOT1.5, pp. 6-9). 

He went on saying that is why you see like now I didn’t start planting anything because you 

remember this last two weeks it was very cold. Otherwise our seeds it will die. So today we are 

going to plant the carrot seeds so let me show you the ones that never saw how a carrot looks 

like. 

 

Can you see? The learners replied yes. He went on saying so inside this plastic is the seeds. So 

for a carrot to grow it must be measured in centimetres, in which units? The learners replied 

centimetres. He said centimetres that are one or two centimetres. So one or two centimetres is 

from the edge, from the tip of your finger, all of you do like this. The learners were sticking up 
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their fingers. He went on saying yes; you see where your finger is ending. The learners replied 

yes. He then said yeah, at the end there, and then you see the first line. From the tip of your 

finger that is what you call two centimetres. Then what you do, and then you place your finger 

in the soil up to that line. Can you see? The learners said yes. Then he said then from there you 

take one or two seeds of the carrot then you put it in that hole to cover it. Then from here to 

here there should be a distance of almost thirty centimetres. The size of a ruler, you know the 

size of a ruler. The learners replied yes (LOT1.5, pp. 9-11). 

He went asking anyone who can come and put a finger in a hole and make a hole in the soil. 

Yes come. The learner pointed his finger in the soil. He said yes there. The learner struggled to 

make the hole; he replied it is too hard.Then the teacher said it is too hard. Yes, because the soil 

is not wet. We are going to water it. The demonstrated how to make the hole with his finger. He 

went on saying there you go. It must not be that deep. If it is deep the soli; I mean the seeds 

cannot come out, cannot germinate. Do you understand? That is why it should be two 

centimetres from the tip up to the first line. Then you take one or two seeds then you put, then 

you cover again. So it must be a straight line from here it must be a straight line. Just because I 

didn’t come with a rope, you use a rope, you know a rope? The learners replied yes. He went on 

saying you use a rope. One must be held here then you go up to there. So it must be straight. 

Then we must sow the seeds in a straight line up to there. (LOT1.5, pp. 11-13) He continued 

saying so what we will do on Monday after break. You will come back to the garden. I will give 

you the digging fork. The one that you hold with your hands and you loosen up the soil, do you 

understand, so that the soil must be soft, do you understand? The learners replied yes. The 

teacher went on saying then you will see your seeds to start coming up from the soil. That is 

what we call germination, is it clear. The learners replied yes (LOT1.5, pp. 15-16). (ACT) 

The next day the teacher took the learners out into the garden again to demonstrate to them how 
to sow the carrot seeds.                                         
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He started off saying you remember you were here Friday and I demonstrated to you how you 

can sow the or how you can plant the carrot vegetable. So today we will start planting the seeds 

so that we can see how it is done. Then after 7 days or one week then those seeds that you will 

be planting today they will start coming out. When they come out from the soil it is when you 

call germination. Do you understand? It is called what? The learners replied germination 

(LOT1.6, p. 1). 

He further went on saying yes they germinate. Now when you are planting the seeds of any 

vegetable plant you must plant them in a row. In a straight line, you understand. So I promised 

to come with a what, a rope. There it is and I promised to come with the seeds. It is here can 

you see. And I came with a ruler; you remember I talked about measuring the distance from 

one hole to another hole apart from each other so you use a ruler. So it must be centimetres 

apart from each other. Okay now I will start without wasting time (LOT1.6, p. 1). All the 

learners were paying attention and listened to the teacher very well. He went on saying so here 

we are going to use the rake as our line. The teacher made a line in the ground with the rake 

which was laid down. He continued saying you see what I am doing. The learners replied yes. 

He continued with the demonstration saying sorry, sorry, sorry, then you turn it so that you can 
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create another line this side in this area. Okay now I will ask these two boys there to make a 

deep line with the pick you see that tool that is there. The learners replied yes. He continued 

saying it is called a pick. Now I have already made a line where they can see. Where they can 

make a deeper line; so one of them will be holding the pick then the other one will be pulling. 

Do you understand, okay, start from there. Make a deeper line up to here. Follow the line itself. 

Yes, start from there. From the beginning, okay, hold for him. Make a straight line, follow the 

line, okay, and now give me the ruler. Okay check carefully what I am doing here. You can see 

a ruler is starting from zero up to 30 centimetres and that is the distance that you can use from 

one hole where you going to place the seeds of the carrots, to another hole. We will start here 

at the beginning. So it will be like this. You remember I told you that it should be two 

centimetres. The first line of your finger, you put it here than you know the line is starting from 

here. Can you see? The learners replied yes. 

He went on saying put the hole here. From here up to here it is thirty centimetres. Then you 

start again from the second hole, you see. Okay, now bring the packet of the seeds. Okay 

thanks, so you see I didn’t take out the ruler because otherwise if I take it out I won’t see where 

I put the holes. Then I will be confused. Then you open nicely, and then you take some seeds. 

You see they are too tiny small seeds. So don’t put all of them. You can take few, even two or 

three. Then you put in the first hole. Check, then you what? The replied close. He went on 

saying then you cover, yes. Cover the hole, the first hole. This is the second one. You see where 

the ruler is starting? The learners replied yes. Then the teacher said then you put few seeds, 

then you cover it, then you close it. Then I know the third hole is here, then you take, you put in 

the hole, then you cover it. Then you know where you are going to start again. So the ruler is 

here. Then place it again from the last hole, so that you can create another hole, somewhere 

here. Can you see, than you put some seeds, is it difficult for you? Some learners said yes and 

some said no. The teacher said it is easy. One learner replied yeah (LOT1.6, pp. 1-4). 

The teacher went on saying is it okay; it’s this one for you. Okay now I want one learner, a girl 

or a boy, to come and make a hole for us there where the ruler is ending. So that you must sow 

the seeds, yes.One learner went to demonstrate and he could get it right. (ACT) 
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This made the rest of the learners all eager to also demonstrate how to sow the seeds. While the 

learner was demonstrating he was assisting them saying yes, you, yes demonstrate. Check now 

to your friend. Okay there you are then I will give you the seeds. One learner said now put in. 

The agriculture teacher went on saying open the, okay; there you are, put, look where you make 

the hole. They must not fall out, okay, okay it is enough. Then close the hole, close it, close it. 

Okay! One learner said it is so easy. The teacher went on saying then I want someone who will 

come and measure from there and create another hole there. One from that side, yes you come 

(LOT1.6, pp. 4-5). The learner demonstrated how to sow the seeds and the teacher once again 

assisted him. He did this until all the holes that were made and got seeds in it (LOT1.6, pp.6-8). 

Then he went on asking them will you plant seeds with your family (LOT1.6, p. 8). The learners 

replied yes. The teacher then said okay then I am glad. One learner called the teacher telling 
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him teacher, teacher, me and my grandmother we plant carrots. Then the teacher saidcarrots, 

the same one that we were planting today, that is nice, you see, he is already having an 

experience on how to plant vegetables, that is good. We learn from each other. You must have 

your own experience at home yeah. When you come here you have got an idea, how you can do 

it (LOT1.6, pp. 8-9). (ACT) 

8. Reflection on whole lesson 

The teacher started this part of the lesson by asking the learners key questions on all the work 

that has been done for this topic. She started off by asking do you remember this rhyme. The 

learners said yes. Then she asked who can read the word at the top. One learner answered food. 

Then the teacher said the rhyme is about food. Can we say the rhyme all of us together. The 

learners said the rhyme: First the seed and then the grain; thank you, thank you for sun and 

rain. First the flour and then the bread; thank you, thank you that we are fed; thank you, thank 

you for all the care; help us all to share and share. The teacher continued saying so this rhyme 

is all about. The learners replied food. The teacher asked what food they mention in the rhyme. 

One learner answered bread (LOT1.7, pp. 1-3). The teacher then asked them what they tell you 

about the bread. One learner answered the bread is healthy. Another learner said flour. Then 

the teacher asked now where do we get the flour from? One learner said flour from the tree. The 

teacher asked again where we get the flour from.One learner said from the trees. Another 

learner said from the ground. The teacher said from the ground. Just like that from the ground. 

What must we first do before it becomes a grain? One learner said you have to water. One 

learner answered bread. Then the teacher asked how can you put the bread in and then bread 

will come out again. Is it how we do it. The learners replied no. Then the teacher asked now 

what must you put in the ground? The learners replied seeds. The teacher said seeds. They say 

first the seed and then the grain. So first the seed and then the grain comes out from the grain 

they make. One learner answered flour. The teacher said flour. From the flour they make. One 

learner said bread (LOT1.7, pp. 5-8). 

The teacher went on telling the learners here is another one. Who can read this one? Almost all 

the learners read healthy food. Then the teacher said okay all of us. The learners read healthy 

food. Then she asked them let’s read. The learners read: Food, food, healthy food. Fruit so 

sweet good to eat; Food, food healthy food, milk and bread and cheese; we know what is good 

for us, no junk food to mess us up; Food, food healthy food, fresh food from the farm. The 
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teacher said in this rhyme what do they say. What is the rhyme all about? One learner answered 

healthy food. The teacher asked what food they mention in the rhyme. 

The learners answered bread, cheese, milk. The teacher said okay and those are all what type of 

foods. What did they say in the rhyme? One learner answered healthy food. She said let’s look 

at the last rhyme. The learners read: My teeth, my teeth like apples, they go crunch, munch, 

crunch. My teeth like bread, they go munch, munch, munch. My eyes like carrots, they go 

crunch, crunch, crunch. My muscles like cheese. The teacher said they go. The learners replied 

munch, munch, munch. The teacher asked what do they say, what is this rhyme all about? One 

learner said my teeth like apples. The teacher said my teeth. The rhyme is about my teeth and 

what other body parts is the rhyme also about. One learner said apples. The teacher said no, 

what other body parts are the rhyme also about. You said teeth and what else. One learner said 

eye. The teacher then asked now what do we need to eat Kyle for our teeth to be good and 

healthy. The learner said bread. The teacher said bread and what else. Another learner said 

apples. The teacher said bread and apples and for the eyes. The learners replied carrots. The 

teacher said for the eyes carrots and for the muscles. The learners replied cheese. The teacher 

said cheese and for the muscles cheese (LOT1.7, pp. 8-14). 

She went on saying listen now last time when we did the lesson. We decided what type of food 

we must eat in order for our bodies to be healthy. The learners replied healthy foods. The 

teacher continued asking what did we decided what are we going to do in order to make sure 

that we are eating healthy foods? What did we say? What must we do? One learner said to 

promise. The teacher said to promise but how will teacher know that you are eating healthy 

foods. Where will I see that you are eating healthy foods, during what time of the day? One 

learner answered break time. The teacher said so we promised that we are going to bring what 

types of food to school. One learner said healthy food. The teacher said healthy food. Who is 

going to check that you are bringing healthy food? Demarscho! The learner answered teacher. 

The teacher said teacher and at home, who is going to check that you eat your healthy food. The 

learners answered mommy. The teacher said mother and how are you going to tell the parents 

that you must eat healthy foods. What did we say are we going to give them? One learner said a 

letter. The teacher said we are going to give a letter to the parents and we are going to show the 

parents what you must eat in order for you to stay healthy. Okay and then we said we are 

eating so many foods every day. Isn’t it? The learners said yes teacher (LOT1.7, pp. 14-18). 
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Then the teacher said and where do we get all these food from? The learners replied farms. The 

teacher said farms but where from the farms. One learner said from the seeds. The teacher said 

from the seeds but if you plant the seeds what is coming out. Where are we getting it from?The 

trees and the.The learners said plants. The teacher said plants and what are also giving us 

food? What else? One learner said animals. The teacher said the animals. We said the plants 

and the animals are giving us food. What will happen if those die out? There are no plants, 

there are no animals. What will happen? One learner said we will die. The teacher asked what 

we will not have. Another learner answered we will not have food. Then the teacher asked so 

what must we do in order to make sure that we always have food. One learner answered we 

must plant. The teacher said plant and did we plant. The learners replied yes. The teacher asked 

and what did we decided to plant. The learners answered carrots. The teacher said carrots and 

did you go and have a look during break like I said. You must go look if it came out, if it started 

to grow? The learners replied yes. The teacher asked did it germinated already. The learners 

said yes. The teacher asked did it germinated already. The learners said yes. The teacher said so 

we just have to wait until it’s grown big. So we can eat nice, nice carrots and tastes how tasty it 

is (LOT1.7, pp. 18-21). 

The teacher went on saying there was an activity in the book that I said you must colour and we 

didn’t write in the names of those pictures because that time we didn’t know how to write them 

yet but now we know. So what you going to do is, you going to go back to your places. I will 

hand out the books and then we are going to write each name on the board and you must 

choose the correct one and you must write it on the line. You must do it very quick. Then there 

is another activity I am going to give you and another one. There are three. Okay the word 

bread. Find the word bread and write it next to the correct picture (LOT1.7, p. 21). This was 

done with all the pictures on the worksheets until all the names of the pictures were written in 

(LOT1.7, pp. 21-32). The teacher continued saying so the next activity that you are going to do 

tomorrow, it is just an activity that you just need to do, another activity that we going to do, a 

worksheet, that we didn’t get time for today, we are going to do it quickly tomorrow (LOT1.7, 

p. 32). 

The next day the teacher started off by asking the learners some questions about the topic just to 

refresh the learners’ minds again. She started off by asking; who can remember what we need to 

live. Demarscho. The learner answered a house. The teacher said to stay alive, what do we 

need? One learner answered food. The teacher said we need food and we said what type of food 

should we eat? One learner answered unhealthy food. The teacher said should we eat unhealthy 
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food. The rest of the learners replied no. The teacher then asked; what type of food should we 

eat. One learner said healthy food. The teacher said we should eat healthy food and who can 

still remember what should we eat for our eyes and our, what should we eat for our eyes, for 

the eyes to be healthy. One learner said carrots. The teacher said carrots and for the teeth. We 

don’t shout. What should we eat for the teeth? Miina! The learner answered apple. The teacher 

said apple. The teacher said apples and what else? Immanuel! The learner answered meat. The 

teacher said no, think about the rhyme that we did. Apples and. One learner said bread. The 

teacher said apples and bread and for the muscles. Mampi! The learner answered cheese. The 

teacher said cheese (LOT1.7, pp. 32-35). 

The teacher went on saying and then we said we eat a lot of food every day. We saw it on the 

graph. Isn’t it! The learners said yes. The teacher then said so what will happen if there is no 

food in the world anymore. (REF)Vezemba! The learner said we will die. (REF)The teacher 

said he said you will die. Now what can we do in order to make sure that we always have food. 

(REF) Jason! The learner said pray. The teacher said pray and then the food will just come. 

What can we do except for praying? Punaete! The learner said plant. The teacher said he is 

saying we can plant and did we plant. The learners said yes. The teacher asked; what did we 

plant? The learners said carrots. The teacher said so we decided we are going to plant carrots 

and did the carrots came out. The learners replied yes. The teacher asked did they grow. The 

learners replied yes. (REF)She then asked is it bigger now. The learners said no. The teacher 

asked again is it bigger. One learner said no, it is still a little bit small. Another learner said it is 

still small. One other learner said it is just the leaves that are coming out. The teacher said so 

we can plant to make sure that we have food all the time. So we as people can do something 

about it (LOT1.7, pp. 35-38). (REF) 

The teacher continued asking now how did you feel the day that you have planted the seeds? 

The learners replied nice. The teacher said is it. Did you feel good about it? The learners said 

yes. The teacher asked them will you do it again. The learners said yes (LOT1.7, pp. 38-39). 

The teacher went on asking now what do you think what could we have done differently. Is 

there anything you would have changed? The learners replied no. The teacher asked them why 

not? One learner said cause. The teacher said Sarti! The learner didn’t reply. The teacher went 

on saying okay, let me ask you so. Did anything go wrong at the planting? The learners replied 

no. The teacher said no, everything went, everything went. The learners replied right. The 

teacher said everything went well (LOT1.7, pp. 39-40). (REF) 
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She continued saying today I want to see if you can still remember all the things that we have 

learnt. So I have two papers with questions on it and you must complete it. We are going to do 

it together. I’ll give you the paper. You write your name on it and then I will take it back again. 

Okay so the worksheet is about the topic nutrition, healthy and unhealthy food. Now at number 

one, we need to maintain a healthy or unhealthy diet. You must choose between healthy and 

unhealthy food. If you choose healthy make a circle around it. If you choose unhealthy than you 

make a circle around it. You must choose only one of them, healthy or unhealthy (LOT1.7, p. 

40). (ASS) 

The teacher did all the questions with the learners in this way until the end of the worksheet 

(LOT1.7, p. 41). 

9. Assessment – Worksheets 

The outcomes of the worksheets done were measured according to results the learners obtained. 

Only 37 of the class group took part in this process. The other 3 learners were absent the day 

that the learners completed the worksheet.  
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The outcome of the results of worksheet 1 can be found in Appendix E: 

 

The outcome of the results of worksheet 2 can be found in Appendix E. 
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Appendix H: Analytical memo 2 

ANALYTICAL MEMO 2 

CATEGORY 1: Reflections on lessons  

This analytical memo was done to get the information of how the teachers’ have experienced 
the active learning framework as a guide to plan and present lessons. This information also 
speaks to second goal of the research question. 

Sub-Categories Comment Source
Views on active 
learning 
presentations 

I think the lesson went well somehow. Looking at 
the learners. How they came back with the feedback 
and they try to report what they have tried what they 
have found at home about the way how to save 
water. With very good explanations of very good 
ways or reasons but first the presentation, I don’t 
know. For me the lesson presentation itself, I don’t 
know, it was not working for me. I just didn’t feel 
it. It was like something that I was presenting not 
something there is something you know that you 
find lessons that you really feel. You present from 
out of your heart. You really feel like it is flowing 
in your system. That one was not flowing. Maybe 
the way that I have planned the lesson. I don’t know 
but at the end I think the learners learnt something 
from it. They understood and they really came up 
with suggestions on how to save water. The time 
was also very limited. The good thing that I have 
also experienced with my learners just for the grade 
2’s to come with the solution and say that we have 
to put notice. I didn’t expect that from them. I 
thought maybe they will go around the bush and 
give other answers but they really come to a point 
that they have realised that we have to put notice at 
every tap. 

FG2T1  
(p. 2-4) 

 I would say from my side, from the teacher’s point 
of view, it was a good lesson of involving active 
learning in. Learners could really go seek for 
information and they could come and report back. I 
could see that they are really learning to take action 
because we, they were active in this learning. They 
took it as something of their own. They were 
actively involved to know more about the lesson. It 
was like they were personally assigned to get this 
information as a daily life experience, as a necessity 
of life. Something, because of putting them to be 
active, the way they understood it, was like it is not 

FG2T2  
(p. 4-5) 
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an assignment. It is just not a school work but it is 
an issue in life that I need to look at and what do I 
see and what can I do about it. That was my point of 
view, there was too much active in it that it created 
a bit of chaos because everyone experience what 
they went to seek for and they really wanted to give 
that feedback. The report back. Like I said earlier in 
the first interview that time consuming in this 
environmental learning is a bit limited. It is a reality 
for them. It’s a reality not just something that they 
are studying and forget about it. 

 I would say it is a good idea or a good approach, 
cause it allows learners to be more active in class 
rather than being passive. And when you are active 
you learn more than when your are passive. 

I2T3  
(p. 1) 

 From my point of view the learners really enjoyed 
it. They were very much excited. Everybody wanted 
to give back or reported what they have to seek. 
That also caused discipline problems and very much 
frustration and they couldn’t understand but why 
can’t I also give mine because in my lesson I have 
asked them to report back individually and because 
of the time everybody couldn’t get a chance and I 
actually had to add one more period to my topic’s 
presentation and what I did then I kind of developed 
a table. Where I now put down the words because 
they had to go and find out with the parents help, 
what they having for breakfast every day, lunch, 
sapper, snack times what they are eating. And that 
seemed that everybody was now satisfied. And what 
I did was that I actually told them that we’re going 
to present, those that didn’t present, I will give them 
a chance to present theirs orally in English and then 
I use it as an oral mark. The other thing that was, 
apart from the time and the, like everybody was 
now like eager to cooperate. I think it can work, if 
you can just get use to the idea. Get through more 
and more topics. It will probably happen through 
practice. That is now from my side, my personal 
feeling. I think it can work, getting more acquainted 
with it, practicing it more and the learners are really 
enjoying it. So I think from my point of view it can 
work. 

FG2AP  
(p. 5-6) 

Difficulties 
encountered during 
lesson planning 

For me it was just, it was difficult for me to, I 
wanted to put a poster on how to safe water. I got 
pictures so that we can discuss. First I wanted them, 
I didn’t know what to do now, must I just let them 
go and find out on how to save water for them or 
must I discuss with them and then let them go and 

FG2T1  
(p. 6) 
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find out. So for me it was a little bit, I didn’t know 
how to put my things in order, whether  I must put 
the poster and discuss or leave the poster and let 
them go and do the research for themselves. That is 
now why I just decided I will just put a few things 
and then maybe I will just ask them to go get more 
but different from mine. It’s not like now the way 
you teach your class normally. Now you have to go 
according to the steps and now you are unsure did I 
put the step or is the step in my lesson or not. 

 It was a little bit of not usual because I had to 
consider the whole setup of the framework which 
normally when we prepare it is more or less the 
same thing but here I have to consider of including 
all the four active learning so to say. Whereby I 
have to realise which one will be an issue and which 
action will I be expecting from the kids. All those 
things, it was not much a new thing though there are 
only a few things that I have to look at or consider 
in my lessons just like I have mentioned. It also 
required critical thinking, for me to reason. If I am 
going to present a lesson like this will they, be able 
to take action form that. 

FG2T2 
 (p. 18) 

 The most difficult part was finding an activity or 
creating an activity for my learners because 
sometimes learners know things which they are not 
suppose to and then you think learners know things 
which they don’t know. So sometimes there is a lot 
of planning when it comes to the activity to give 
your learners. 

I2T3 
 (p. 1) 

 The difficulties that I have encountered when I 
planned my lesson, I had many difficulties. On what 
activities to use to mediate the lesson to help the 
learners to get to the point where I will now raise 
the issue to them but in the end I think I managed. 

FG2AP 
 (p. 8) 

Including all areas 
of the active 
learning framework 
in lesson 
presentations 

Mine I think I have covered so far because they 
went to seek the information for themselves and 
they reported back their ideas of what they have 
found out and then they even, although we didn’t 
take the action physically they came up with an 
action that we were suppose to take, which is now 
putting up notices and reminding the people to save 
water or reminding the people to close the taps or 
something like that. Although we didn’t do it 
physically yet so they came up with an action and 
enquiries they also went to find out, to enquire 
about on how to save water. They were all present. 
You know they just came without me even noticing. 
You know I didn’t focus on the five steps, those five 

FG2T1  
(p. 9-10)
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steps they just came by itself when I planned my 
lessons. 

 I wouldn’t say yes because I need somebody to tell 
me that. The interviewer replied: from the way that 
I see it, if you look at now sharing information was 
there a part in the lesson where they shared 
information? The interviewee replied: yes. The 
interviewer said: then enquiry of course they did 
because they gave them the homework to go out 
into the road to see what is happening there 
according to what you taught them, what is wrong 
and right and then they came back. They reported 
back and they also took action because they said 
they going to send a letter to the traffic department 
asking them to come and regulate the traffic here in 
the mornings and the afternoons to see that 
everything is going smooth here in front of school, 
the parking, so I think it is all of them. You have 
covered it. The interviewee replied: yeah.  

FG2T2  
(p. 18-
19) 
 
FG2AP  
(p. 18-
19) 

 Yes, I have covered all the areas. I2T3 (p. 
2) 

 From my side I also think I have covered all the 
areas. 

FG2AP 
 (p. 11) 

Ways to overcome 
difficulties or 
problems 
encountered 

Practice makes perfect. FG2T1 
 (p. 12) 

 I think, is to have a bigger or a larger time frame for 
the information seeking part so that you know 
exactly what your learners know in order for you to 
plan your activity 

I2T3 
 (p. 2) 

 I must just get use to the idea of active learning. I 
think I must just get use to the idea that when I 
prepare I must include all these setups. 

FG2T2  
(p. 19) 

 Just through practice. FG2AP  
(p. 12) 

Competent in active 
learning 

I also think I just need more practice to be 
competent. I need to practice more but I think this is 
a very good method. I will use it for my lesson 
presentations. I think for me, the problem that I had 
it was the way we normally present Environmental 
Studies and now we have to do it like properly. You 
know it was also playing a little part of me there 
because the way we do it is; we do it because of the 
time. We just explain to the learners, just to explain 
the topic and just to discuss the topic a little bit and 
then it is over now. You have to do it according to 
the steps and you have to do it officially and 
professionally and everything. It is the way that we 

FG2T1  
(p. 13, 
15) 
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should do it but because of the time and everything 
we don’t do it that way. 

 I do, I do feel competent because in doing so it will 
be more learner-centred education, which means I 
won’t be doing much talking. The whole class, the 
learners and I will be involved in the lesson because 
it gives us the opportunity to explore, to enquire 
what we are looking for. Yes I think I will be 
competent to present this kind of a lesson. 

FG2T2  
(p. 20)  

 Yes I think, I feel competent because it is rather 
easy working with what you get from the learners 
instead of starting from the start and doing things 
that the learners already know. So I think I am 
competent enough. And even since the first time, I 
just continued using this approach. It is working 

I2T3  
(p. 3-4) 

 I think I feel competent but as we said now with the 
previous question, practice. I feel competent. I think 
I have it now under my knee. It is now just practice 
and also to be able to judge how much time am I 
going to use on the different activities. So 
sometimes you think it will take like five minutes 
then it ends up taking like in twenty five minutes. 
That is also something that I need to work on so that 
I don’t like in waste time of the learners and I think 
also, what I can also do is to keep them engaged in 
the lesson because sometimes when, like when the 
one was presenting the others were not like in 
interested. Maybe it was because it was there first 
time and they weren’t use to this kind of way of 
teaching and they will also now with practice get 
use to it. Now you need to listen, now you can 
quickly discuss with your friend. They were very 
excited because they sitting here with their papers. 
They were just trying to look at each others, telling 
each other, no I wrote this here instead of listening 
to the person that was presenting. So I think maybe 
with time, I think definitely they will also get use to 
this and that they will also get a turn and that 
everybody will eventually hear what the other one 
wrote or broad back of what they have enquired.  

FG2AP  
(p. 13) 
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Appendix I: Analytical memo 3 

ANALYTICAL MEMO 3  

This analytical memo was done to determine the relationship between the active learning 
framework and educational quality. The quality indicators of Nikel& Lowe (2010) were used in 
this process. 

Theme 1: Effectiveness  

SUB-THEME COMMENT SOURCE 
What were the 
objectives of the 
lesson? 
 
 
 

Understand better how livelihoods are 
dependent on the environment. 
Collect, classify, analyse and interpret data. 
Organise, plan, implement and monitor an 
environmental project. 
Encourage a sense of personal and social 
responsibility and a desire to work co-
operatively with others on an environmental 
issue. 
 
By the end of grade 2, the learners can 
explain how and why water can be saved 
and stored. 
By the end of the lesson learners should be 
able to know why water must be used 
sparingly what happen if it is not, where 
water can be stored in the environment. 
Learners will be able to understand that 
traffic safety depends on correct behaviour 
and following safety codes on the road. 
 
No lesson plan was received for this grade’s 
lessons of the topic. Although there were no 
objectives I looked at the topic and how the 
lessons played off to see what the teacher 
wanted to teach them. The focus area of this 
particular lesson was about waste 
management. The teacher wanted to teach 
the learners that waste can be managed in 
different ways. The main focus of this topic 
was to teach to learners how to reuse organic 
substances in order to manage waste and to 
do something for the environment. 

MCS1  
(pp. 1-2) 
 
 
 
 
 
 
 
 
 
MCS2  
(p. 1) 
 
 
 
 
 
 
 
MCS3  
(p. 1) 
 
 
 
 
MCS4  
(p. 1) 
 

How was the 
objectives met? 
 

Asking the learners questions about the topic 
to stimulate their background knowledge. 
She used pictures to mediate this part of the 
topic. 

MCS1  
(pp. 2-6) 
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Using rhymes to mediate the content 
knowledge of the lesson. 
 
Giving the learners written activities to 
determine their understanding of the topic. 
 
Asking the learners to do an inquiry. 
 
They reported back on what they have 
found. 
 
The learners had to come up with solutions 
to address the issue. 
 
Taking action by planting carrot seeds. 
 
The teacher also asked the learners to reflect 
back on the lesson. 
 
Assessing their knowledge of the content 
taught by giving them a worksheet to 
complete. 
 

The teacher used story to start the lesson and 
asked questions about it. 
 

Asking more questions to determine what 
they know already and what not 
 

Pictures were used to mediate the content of 
the lesson. 
 

Asking learners to do an inquiry about how 
water can be saved. 
 
They reported back on what they have 
found. 
 
The learners had to come up with solutions 
on how to address the issue. 
 
Taking action by making and putting up 
signs on using water sparingly. 
 
The teacher also asked the learners to reflect 
back on the lesson. 
 
Assessing their knowledge of the content 
taught by giving them a worksheet to 
complete. 

MCS1  
(p. 4, 6, 10) 
 
 
MCS1  
(pp. 5, 13)  
 
 
MCS1 
 (p. 5) 
 
MCS1 (p. 6-
8) 
 
MCS1  
(pp. 8-14) 
 
MCS1  
(pp. 14-18) 
 
MCS1  
(p. 22) 
 
 
MCS1  
(p. 23-24) 
 
 
 
 
MCS2  
(p. 2-3) 
 
 
MCS2 
 (p. 3-5) 
 
 
MCS2  
(p. 5-8) 
 
 
MCS2  
(p. 7-8) 
 
 
MCS2 
 (p. 8-14) 
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The teacher did a rhyme with the learners 
and asked questions about it to stimulate 
their background knowledge. 
 
Traffic sign pictures were used and 
questions were asked to mediate the content 
of the lesson. 
 
The learners had to do a role play on how to 
use the road correctly. 
 
The learners did an inquiry in their 
community on how the road is being used by 
car drivers and pedestrians. 
 

They reported back on what they have 
observed. 
 
The learners had to come up with solutions 
on how to address the issue. 
 
Taking action by writing a letter to the 
traffic department. 
 
The teacher also asked the learners to reflect 
back on the lesson. 
 
Assessing their knowledge of the content 
taught by giving them a worksheet to 
complete. 
 
 
Reading a short piece from the textbook and 
looking at pictures of waste in the textbook 
and asking questions about it. 
 
Giving the learners questions to discuss in 
their groups and give feedback afterwards. 
 
Asking general questions about the topic. 
 
Asking the learners to do an inquiry about 
the main points of the lesson. This was done 
by giving them questions which they had to 
find the answers for at home. 
 
The learners had to report back on the 
inquiry what they did. 
 

MCS2  
(p. 14-15) 
 
 
MCS2 
 (p. 15-16) 
 
 
MCS2  
(p. 17) 
 
 
MCS2 
 (p. 18-19)  
 
 
MCS3  
(p. 1-2) 
 
MCS3  
(p. 2-5, 7-8) 
 
MCS3  
(p. 5-6) 
 
MCS3  
(p. 6) 
 
MCS3 
 (p. 8-10) 
 
MCS3 
 (p. 10-11) 
 
MCS3 (p.11-
13) 
 
MCS3  
(p. 16-18) 
 
MCS3  
(p. 18-19) 
 
MCS4  
(p. 1-3) 
 
MCS4 
 (p. 3) 
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The learners had to come up with solutions 
to address the issue. 
 
Taking action by teaching the learners how 
to make a compost heap. 
 
A reflection on the whole topic was also 
done. 

MCS4  
(p. 3-4) 
 
MCS4 
 (p. 4) 
 
MCS4 
 (p. 4-8) 
 
MCS4 
 (p.8-11) 
 
MCS4  
(p. 11-13) 
 
MCS4 
 (p. 13-15) 

Did the objectives 
add value to the 
individuals existing 
knowledge? 

Yes, because they now know what food 
types are healthy for their bodies and what 
food types are not and that we should plant 
seeds in order to always have food. 
 
Yes, because they now know the different 
ways on saving water and how to use water 
sparingly. 
 
Yes, they now know how to use the road the 
correct way and why it should be used 
correctly. 
 
Yes, because they now know the dangers of 
waste and how waste can be managed by 
reusing, recycling and reducing it. 

MCS1 
 (pp. 9-14) 
 
 
 
 
 
MCS2  
(p. 5-15) 
 
 
 
MCS3 
 (p.2-10) 
 
 
MCS4 
 (p. 2-13) 
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Theme 2: Efficiency 

SUB-THEME COMMENT SOURCE 

What resources 
were used during 
the lesson 
presentations? 

Pictures of different food types. 

Rhymes 

A questionnaire to collect information in 
their living environment. 

A graph displaying all the different food 
types on it was used. 

Different tools were used on how to plant 
carrot seeds. 

__________________________________ 

The teacher used a story to stimulate the 
learners’ background knowledge. 

Pictures were used to mediate the content 
knowledge of the lesson. 

Posters with pictures on how to save water. 

___________________________________ 

Pictures were used to mediate the content of 
the lesson. 

A handmade road for learners to role play 
how to use the road 

The learners had to complete a worksheet 
about the content of the lesson to see how 
much knowledge they obtained of the 
content that was done with them. 

A written piece and pictures in the textbook. 

Worksheets were done by the learner right 
through the presentation of the topic. 

Waste materials and tools to make a hole in 
the ground. 

MCS1  
(p. 3) 
MCS1 
 (p. 4, 6, 10) 
MCS1  
(p. 5) 
 
MCS1  
(p. 9) 
 
MCS1 
 (pp. 15-18) 
 
 
MCS2 (p. 2) 
MCS2 (p. 5) 
MCS2  
( p. 15) 
 
MCS3  
(p. 2-6) 
 
MCS3  
(p. 5) 
 
MCS3  
(p. 18) 
 
MCS4  
(p. 2-4) 
 
MCS4 
 (p. 4) 
MCS4  
(p. 12-13) 

How was the The teacher asked the learners questions MCS1 
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resources used? about the pictures of the different food types 
on the poster. 

The teacher and learners discussed the 
content of the graph which displayed how 
much food they are consuming daily. 

Teaching the learners the rhymes and asking 
them questions about the content of the 
rhyme. 

Demonstrating with the tools how to plant 
carrot seeds. 

___________________________________ 

The teacher asked the learners questions 
about the story and discussed the importance 
of water. 

Different pictures on how to save water was 
discussed. 

Posters (signs) were made on how to save 
water. 

___________________________________ 

The teacher asked the learners questions 
about the rhyme. 

Questions were asked about the pictures of 
traffic lights to see what learners know and 
what they don’t know yet. 

The teacher used the handmade road for 
learners to demonstrate how to use the road 
the correct way. 

 

The teacher asked the learners questions 
about the written piece and pictures in the 
textbook. 

The learners had to complete questions 
which they had to inquire at home. 

 (p. 3-5) 
 
 
MCS1 (p. 9) 
 
MCS1 
(p. 4, 6, 10) 
MCS1  
(pp. 15-18) 
 
 
MCS2  
(p. 2-3) 
 
MCS2  
(p. 5-8) 
MCS2 (p. 
15) 
 
MCS3  
(p. 1-2) 
 
 
MCS3 
 (p. 2-5) 
 
MCS3 
 (p. 5-6) 
 
 
MCS4 
 (p. 2-4) 
 
MCS4 
 (p. 4-8) 
 
MCS4  
(p. 11-13) 
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The waste materials and tools were used to 
demonstrate how a compost heap is made. 

Were the resources 
appropriate for the 
topic of the lesson? 

Yes, because all the resources that was used 
was in relation with the objectives of the 
lesson. 

MCS1  
(pp. 3, 4, 5, 
6, 9, 10, 15-
18) 
MCS2 (p. 2, 
5, 15) 
MCS3 (p. 2, 
3, 4, 5, 6) 
MCS4 (p. 2-
4, 4-8, 11-
13) 

Did the resources 
used allow for 
learners’ active 
participation? 

Yes, because the learners were very 
enthusiastic to participate. They were so 
eager that it almost became chaotic in the 
classroom because all of them wanted to 
participate at the same time. Almost 
becoming angry if they already had a chance 
and couldn’t get a second chance. Didn’t 
want to give each other a chance to 
participate. 

Yes, the learners were very eager to answer 
the questions and discuss the pictures on 
how to save water. They enjoyed making the 
signs on how to save water. A very neat job 
was also done by them. 

Yes, because they could answer the 
questions and they could draw and explain 
how a compost heap is made. 

MCS1 (p. 
18) 
MCS3 (p. 5-
6) 
 
 
 
 
MCS2 (p. 2, 
5, 15) 
 
 
MCS4 (p. 
14-15) 

Did the resources 
help the learners to 
understand what is 
being taught to 
them? 

Yes, because almost all the learners could 
answer the questions and those who did not 
know, learnt from the others who answered 
the questions. Just one learner scored 1 out 
of 6 in the formal worksheet they had to 
complete. 

Yes, because almost all the learners could 
answer the questions and those who did not 
know, learnt from the others who answered 
the questions. Only one learner scored 3 out 

MCS1 (p. 
23-24) 
 
 
 
 
MCS2 (p. 
18-19) 
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of 10 in the formal worksheet they had to 
complete. The rest all scored more than 
50%.  

Yes, because almost all the learners could 
answer the questions and those who did not 
know, learnt from the others who answered 
the questions. More than half of the learners 
scored 50% and more in the formal 
assessment worksheet that they did. 

Yes, because almost all the learners could 
answer the questions and those who did not 
know, learnt from the others who answered 
the questions. 

 
 
MCS3 (p. 
18-19) 
 
 
 
 
MCS4 (p. 2-
15) 

Did the resources 
help the learners to 
acquire new skills? 

Yes, how to maintain a balanced diet and 
how to plant carrot seeds. How to keep their 
teeth and eyes healthy. 

Yes, because they understood why water is 
important and that it should not be wasted 
but used sparingly. 

 

Yes, because they understood why traffic 
signs should be obeyed and it should be 
used. 

Yes, because they now understand why 
waste should be managed and how it could 
be managed. 

MCS1 (3, 4, 
5, 6, 9, 10, 
15-18) 
 
 
MCS2 (p. 3-
8) 
 
 
MCS3 (p. 2-
6) 
MCS4 (p. 2-
15) 

Did the resources 
help the learners to 
value the content 
knowledge that they 
have learnt? 

Yes, because they understood why healthy 
food should be eaten and how we can give 
back to the natural environment on which 
we are dependant for survival. 

Yes, they understood why water should be 
saved and how they can save water. 

Yes, because they understood why and how 
traffic rules should be used for their own 
safety and those of others. 

Yes, because they understood what effects 

MCS1 (p. 6-
9) 
 
 
 
MCS2 (p. 3-
15) 
 
 
MCS3 (p. 2-
9) 
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waste can have on the human life and other 
living organisms. 

 
MCS4 (p. 2-
8) 

Did the resources 
help the learners to 
apply what they 
have learnt in their 
everyday lives? 

Yes, because they don’t bring unhealthy 
food such as sweets etc. to school anymore. 
They also planted the carrot seeds 
themselves. 

Yes, because no more dripping taps are 
found in the toilet. 

Yes, because they told the teacher what is 
happening in the roads and how they are 
using the road after learning about the traffic 
rules? 

Yes, because they now know what effects 
waste have on human life and other 
organisms and how we can deal with it. 

MCS1 (p. 
18) 
 
 
 
MCS2 ( p. 
17) 
 
MCS3 (p. 
16-17) 
 
 
 
MCS4 (p. 2-
8) 

 

Theme 3: Equity 

SUB-THEME COMMENTS SOURCE 

Were all the learners 
included in the 
lesson through 
active learner 
participation? 

Yes, by answering questions orally. 
Reciting the rhymes, completing 
written activities, completing a 
questionnaire, planting carrot seeds and 
doing formal worksheet at the end of 
the teaching and learning process. 

Yes, because they answered questions 
orally. Did an inquiry and also did a 
formal worksheet at the end of the 
teaching and learning process. 

Yes, because they answered questions 
orally. Reciting a rhyme. Doing an 
observation in the environment about 
how the road is used. Writing a letter to 
the traffic department and completing a 
formal worksheet about the teaching 
and learning process. 

MCS1 (pp. 2-24) 

 

 

 

 

MCS2 (p. 2-18) 

 

 

MCS3 (p. 2-19) 
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Yes, because they answered questions 
orally. Completing worksheets and 
collaboratively making a compost heap

 

 

MCS4 (p. 2-15) 

Were all learners 
treated fairly in the 
lesson in terms of 
the content 
knowledge taught to 
them in the lessons? 

Yes, because all of them were included 
in all the activities of the lesson. 
Through intent listening and 
participation. 

 

MCS1 (pp. 2-24) 

MCS2 (p. 2-18) 

MCS3 (p. 2-19) 

MCS4 (p. 2-15) 

Were all learners 
treated with respect? 

Yes MCS1 (pp. 2-24) 

MCS2 (p. 2-18) 

MCS3 (p. 2-19) 

MCS4 (p. 2-15) 

 

Theme 4: Responsiveness 

SUB-THEME COMMENTS SOURCE 

Were all learners 
given a chance to 
raise their opinion 
in the lesson? 

Yes, because the teacher always posed 
the questions to the class group as a 
whole. 

 

MCS1 (pp. 2-24) 

MCS2 (p. 2-18) 

MCS3 (p. 2-19) 

MCS4 (p. 2-15) 

How did the 
learners respond to 
the content being 
taught to them? 

The learners were very excited and all 
of them wanted to give their 
contribution at the same time. They 
enjoyed the lessons. 

MCS1 (p. 2-24) 

MCS2 (p. 2-18) 

MCS3 (p. 2-19) 

MCS4 (p. 2-15) 

Did the teacher 
respond to 
individual needs, 
such as individual 
diversity, 
difference in 

No 

 

Yes 

 

MCS1 (pp. 2-24) 

 

MCS2 (p. 2-18) 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	250	

 

learning 
environments, 
learning abilities 
and styles? 

No  

MCS3 (p. 2-19) 

MCS4 (p. 2-15) 

Did the lesson 
allow the learners 
to be themselves 
during the lesson 
through learning 
interactions? 

Yes, they looked at ease and 
interacted well with their peers. 

MCS1 (pp. 2-24) 

MCS2 (p. 2-18) 

MCS3 (p. 2-19) 

MCS4 (p. 2-15) 

 

Theme 5: Relevance 

SUB-THEME COMMENTS SOURCE 

Was the content 
and objectives 
based on 
achievement to 
meet the needs of 
learners, 
community and the 
nations? 

Yes, because to maintain a healthy 
diet means that your body will be 
healthy which we all need to learn, 
work and play. 

Yes, because they told the teacher that 
they are saving water now. That the 
signs are helping them to remember 
how to save water. 

Yes, because they told the teacher that 
they are using the road correctly. 

Yes, because they could tell the 
teacher how waste can be managed 
after the topic was taught to them. 

MCS1 (pp. 2-24) 

 

 

 

MCS2 (p. 2-18) 

 

MCS3 (p. 16-17) 

 

MCS4 (p. 13-15) 

Was the 
issue/risk/concern 
based on the 
learners’ immediate 
life worlds? 

Yes, because in life we need to 
maintain a balanced diet in order to 
stay healthy. 

Yes, because everybody all over the 
world need to save water. 

Yes, because they should know how 
to use the road correctly for their own 
safety and those of others. 

MCS1 (pp. 2-24) 

 

MCS2 (p. 2-18) 

 

MCS3 (p. 2-19) 
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Yes, because waste management is an 
issue around the globe. 

MCS4 (p. 2-15) 

How much of the 
learners existing 
knowledge was 
used to bring 
understanding 
towards the 
unknown content? 

Right through the lesson the teacher 
first asked the learners what they 
know about the different parts of the 
lesson before giving the information 
to them. 

MCS1 (pp. 2-24) 

MCS2 (p. 2-18) 

MCS3 (p. 2-19) 

MCS4 (p. 2-18) 

 

Will the learners be 
able to apply this 
new knowledge in 
their own life 
worlds, nationally 
and globally? 

Yes, because a balanced diet is 
something that all human beings need 
to maintain. 

Yes, they will be able to save water as 
they now know how important water 
is to all living things and that we need 
to use it sparingly. 

Yes, they will be able to use the road 
correctly as they now know how 
important the road signs are to all road 
users. That to obey it is for our own 
and others safety. 

Yes, because they could explain to the 
teacher the different ways on how 
waste can be managed. 

MCS1 

 

MCS2 (p. 2-18) 

 

 

MCS3 (p. 2-19) 

 

 

 

MCS4 (p. 13-15) 
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Theme 6: Reflexivity 

SUB-THEME COMMENTS SOURCE 

Did the learners 
understand the 
importance of the 
issue/risk/concern? 

Yes, they now know that to eat 
unhealthy food can make them sick. 

Yes, because they now know that 
water is life. Without it we cannot live.

Yes, they now know that if they don’t 
obey the traffic rules they might get 
bumped by a car and this can cause 
serious injuries even death. 

Yes, the now know that waste is 
dangerous and cause harm to the 
environment and that it needs to be 
managed in order to keep the 
environment clean and healthy 

MCS1 (p. 10) 

 

MCS2 (p. 3-5) 

 

MCS3 (p. 2-19) 

 

 

MCS4 (p. 2-15) 

What solution did 
they come up with 
to address the 
issue/risk/concern? 

They decided to plant carrot seeds 
which they can eat in order to improve 
their eye sight.  

They decided to make signs that show 
how to save water. 

They decided to write a letter to the 
traffic department. 

They made a compost heap. 

MCS1 (p. 11, 13) 

 

MCS2 (p. 14) 

 

MCS3 (p. 11) 

MCS4 (p. 12-13) 

Did all the learners 
give their input in 
this process of the 
lesson? 

Yes, some of them just observed while 
others did the planting work and some 
others watered the planted seeds. 

Yes, each learner had to make a sign. 

Yes, some gave suggestions while the 
others were listening to their 
suggestions. 

Yes, because some were observing, 
while the others put the layers on the 
compost heap and some were 
answering the questions that the 

MCS1 (pp. 15-18)

 

MCS2 (p. 15) 

 

MCS3 (p. 10-11) 

MCS4 (p. 12-13) 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	253	

 

teacher posed to them. 

Did this change 
their perspective 
about the 
issue/risk/concern? 

Yes, they came up with solutions to the 
issue. 

 

MCS1 (pp. 11, 13)

MCS2 (p. 14) 

MCS3 (p. 11) 

MCS4 (p. 8-11) 

How did they react 
to the 
issue/risk/concern in 
totality? 

They wanted to do something to 
change the fact that what if there is no 
food left to buy in the shops.  

They wanted to do something to 
change the fact that they are wasting 
water and want to save it. 

 

They wanted to do something to keep 
them safe while on the road and also to 
ensure that the traffic is being 
regulated for their safety. 

They wanted to do something to keep 
the environment clean and also to 
reuse the waste that could be reused. 

MCS1 (p. 11, 13) 

 

MCS2 (p. 14) 

 

MCS3 (p. 10-11) 

 

MCS4 (p. 8-15) 

Could they come up 
with the solutions? 

Yes, they could. They decided to ask 
the parents to pack them healthy food 
for break time and to plant carrot 
seeds. 

Yes, they could because they came up 
with the solution to put up signs. 

Yes, they could because they told the 
teacher what to write in the letter that 
was to be posted to the traffic 
department. 

Yes, they could because they told the 
teacher that the waste should be 
recycled, reused and reduced. 

MCS1 (p. 11, 13) 

 

 

 

MCS2 (p. 14) 

 

MCS3 (p. 10-11) 

 

MCS4 (p. 8-15) 

Will/could the 
solution bring about 

Yes, because they can eat the carrots 
themselves or they can sell it to buy 

MCS1 
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realistic change in 
the environment? 

something else that they can use in 
class. 

Yes, water can be saved and used 
sparingly. 

Yes, the traffic flow will improve if the 
traffic officer will come and regulate it 
in the mornings and afternoons. 

Yes, it can because a clean 
environment is of benefit to all living 
organisms 

 

 

MCS2 

 

MCS3  

 

MCS4 

 

 

Theme 7: Sustainability 

SUB-THEME COMMENTS SOURCE 

What action was 
taken for the 
environment to 
bring about change? 

The learners decided to plant seeds to 
do something for the environment 
from which they are living from every 
day to survive. 

The learners decided to make signs on 
how to save water and use it sparingly. 

The learners decided to write a letter to 
the traffic department. 

The learners made a compost heap to 
reduce organic waste materials. 

MCS1 (pp. 11, 13)

 

MCS2 (p. 14) 

 
MCS3 (p. 11) 

MCS4 (p. 11-13) 

Was it a 
direct/indirect 
action?  

This was a direct action because the 
learners planted the seeds themselves. 
Indirect because they asked in a letter 
that the parents should pack them 
healthy food. 

It was a direct action because the 
learners made the posters themselves. 

It was an indirect action because the 
issue was taken forward to the traffic 
department by sending a letter to them.

MCS1 (p. 11, 13)  

 

 

MCS2 (p.15) 

MCS3 (p. 11) 
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It was a direct action because the 
learners made the compost heap 
themselves with the guidance of the 
teacher. 

 

MCS4 (p. 11-13) 

Did the action taken 
come from the 
learners themselves 
or did the teacher 
ask them to take this 
action? 

The action came from the learners 
themselves. 

The action was introduced by the 
teacher but the learners did it 
themselves with the guidance of the 
teacher. 

MCS1 (p. 11, 13) 

MCS2 (p. 14-15) 

MCS3 (p. 11) 

MCS4 (p. 11-13) 

Was the action 
discussed that was 
taken for the 
environment at the 
end of the lesson 
and was there any 
alternative 
suggestions made? 

Yes, it was discussed and everybody 
was satisfied about the action that they 
took and no alternative suggestions 
were made. 

MCS1 (pp. 22) 

 

MCS2 (p. 17) 

MCS3 (p. 16-17) 

MCS4 (p. 13-15) 

What went well and 
what was done for it 
to be successful? 

The planting of the carrot seeds went 
well. The learners first observed the 
demonstration on how to plant carrot 
seeds and thereafter they did it 
themselves with the guidance of the 
agriculture teacher. 

The making and putting up of the signs 
went well. All learners worked 
together as a team and the teacher was 
also assisting them where help was 
needed. 

The action that was taken didn’t go 
that well because the no traffic officer 
appeared at the school to come and 
regulate the traffic. What went well is 
that the learners are now following the 
traffic rules and even telling their 
drivers to drive safely. 

The action that was taken went well. 
The learners made the compost heap 

MCS1 (p. 11) 

 

 

 

MCS2 (p. 15) 

 

 

MCS3 (p. 16-17) 

 

 

MCS4 (p. 11-13) 
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perfectly with the guidance of the 
teacher. 

Can the action that 
was taken be 
applied in the 
community, 
nationally and 
globally? 

Yes, planting seeds can be done all 
over the world. 
Yes, putting up signs to save water can 
be done all over the world. 
Yes, traffic safety is important all over 
the world. 
Yes, making compost heaps can be 
done all over the world. 

MCS1 

MCS2 

MCS3 

MCS4  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



The	Case	of	an	Intervention	in	the	Namibian	Environmental	Studies	Curriculum	

 

Nicola	Jacobs	‐	February	2015	 Page	257	

 

Appendix J: Letter of permission to the principal 

Dear principal 

Hereby I would like to inform you about the research project I want to conduct here at our 
school for my Masters in Education (Environmental Education) research project at Rhodes 
University. The research project is about an investigation about the relationship between the use 
of an active learning framework and educational quality in the Namibian Environmental Studies 
Curriculum. In the data generation process of the research project I need to conduct interviews, 
have workshops and focus group discussions, do classroom observations and analyse 
documents. 

The interviews I need to conduct will be with the English stream teachers of grades two to four. 
I also need to conduct focus group discussions with these teachers to discuss the interviews 
conducted with them. By conducting a workshop I will also introduce the active learning 
framework to them as a method of teaching and learning that might improve the educational 
quality of Environmental Studies. Furthermore, I will also observe their lesson presentations 
which we will plan in the focus group discussions according to the active learning framework. 
Lastly, I would like to analyse their lesson preparations to familiarise myself with the 
preparation of the presentations and also to analyse some of the learners work done at the end 
of each lesson presentation to get a sense on how well the learners have accumulated lesson 
content. 

The reason why I want to conduct this research study is to give me as an educator and the rest 
of the Lower Primary teachers at the school a method to teaching and learning that might 
promote the educational quality in Environmental Studies. 

All information conducted in the research project will be seen as highly confidential and will be 
treated as such and will be used for the purpose of this research project only. Hereby I want to 
ask you as the principal of the school to grant me permission to go ahead with the above 
mentioned. All information that will be generated for this study is to improve the educational 
quality of Environmental Studies with the aim to improve the learners’ quality of life through 
the use of an active learning framework as an intervention tool to address environmental issues, 
risks, concerns in Environmental Studies to achieve sustainability. Furthermore, to ensure the 
validity I will do member checking with the teachers of all data collected. You as the principal 
of the school and all participants will also receive a copy of the final thesis after the completion 
of the research project. 

You co-operation will be highly appreciated. 

Yours sincerely 

Ms N. Jacobs 

Principal: Ms X Xxxxxx 
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Appendix K: Consent letter to teachers 

Dear Ms Xxxxxx 

Hereby I would like to inform you about the research project I want to conduct here at school in 
your grade 4 B class. The research is for my Masters in Education (Environmental Education) 
research project at Rhodes University. The research project is about an investigation between 
the use of an active learning framework and educational quality in the Namibian Environmental 
Studies Curriculum. 

The information that I would like to obtain from you is to conduct an interview with you about 
Environmental Studies. I would also like to have a focus group discussion with you and the rest 
of the English mainstream teachers to discuss the information of the interviews conducted with 
you. Furthermore in this process I will also introduce the active learning framework to you as 
an intervention tool as an approach to teaching and learning to establish if it might promote the 
educational quality of Environmental Studies. I would also want to observe 2-3 lesson 
presentations in your class to see if the active learing framework might promote the educational 
quality of Environmental Studies. I would also like to analyse your lesson preparation before 
the presentations to familiarise myself with the content of the lesson. Lastly I would also like to 
analyse some of the learners work to see how much of the content presented to them they have 
accumulated. All the information that will be gathered for this research project will be kept 
highly confidential and will be used for this research project only. 

Hereby I want to know if you would grant me permission to conduct the above mentioned. All 
the information that will be conducted is to give the Lower Primary teachers at our school a 
method to teaching and learning that might promote the educational quality of Environmental 
Studies at our school and to develop sustainability practices at our school to learn how to use 
our natural resources wisely and to learn how to address environmental issues/risks/concerns in 
our communities. 

Your co-operation will be highly appreciated. 

 

Yours sincerely 

Ms N. Jacobs  

Grade 4 B class teacher Ms X Xxxxxx 
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Appendix L: Environmental Studies Curriculum (2005) 
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