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ABSTRACT 

This portfolio of work represents three research projects on issues related to 
teacher education. The research was undertaken at Dr. W.B. Rubusana College 
of education over a period of 2 years. 

The first project is a situational analysis that attempts to determine whether the 
college is capable of meeting the challenges placed on it by the evolving South 
African Educational System. The key finding is that the college is not ready to 
embark on the changes required by the Ministry of Education chiefly because its 
educators and learners are seemingly not ready to embrace change. 

The second project is a case study that attempts to determine whether a group of 
12 Senior Primary students at the college are able to interpret photographs of 
the local environment and as such provide evidence of their ability to be 
environmental educators through the medium of geography. The findings 
indicate that they are only able to read the photographs at a very superficial 
level. Their poor communication skills and their disadvantaged backgrounds 
seem to prevent them from achieving the level of thinking required for them to 
be effective environmental educators. 

The third project describes, analyses and evaluates a fieldwork study done with a 
class of Senior Primary students at the college. While the students did not 
achieve the necessary progression from 'look and see' to 'enqniry based' 
fieldwork the project was valuable in that it was an educative experience for 
both teacher and learner and provides evidence of the value of action research 
and reflective teaching. 
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INTRODUCTION 

This report offers a situational analysis of Dr W.B. Rubusana College of Education. The college 

is located in Mdantsane, a township and satellite city of East London in the Eastern Province of 

South Africa. It was established in 1976 under the auspices of the then Department of Education 

and Training (DET) to train black students as primary and secondary teachers. Today, despite the 

end to racially segregated education departments, the college remains very much a township 

institution, having undergone little change in its racial composition or its educational philosophy. 

I have been a lectw·er at the college since 1991, teaching geography method and content to senior 

primary and secondary pre-service teachers. T have become thoroughly involved in the affairs of 

the college and its Mdantsane environment, serving on the college senate and as a SADTU site 

representative for the lecturing staff. I have also spent up to 7 weeks of each year visiting our 

students during their periods of teaching practice at various schools in the vicinity. My 

involvement has made me aware of the problems facing both the college and the larger 

environment of which it is part. Education in this region has, it appears, still to escape the legacy 

of the recent past, when black education was at the heart of the political struggle (Morrow, 

1996). Despite the enormous changes that have taken place in South Africa since 1994, conflict 

in educational institutions and poor attitudes towards education still prevail in the region. 

This is the context in which the college is facing the task of transforming itself in accordance 

with the post-1994 educational changes associated with Outcomes Based Education (OBE) and 

as proposed in Curriculum 2005. In this report I investigate the extent to which the college is 

ready for change, describing, analysing and evaluating it from historical, biophysical and human 

perspectives. r hope to identify those mctors that appear to support or impede the transformation 

process at the college. 

Because this study is concerned with understanding the complex and interrelated social realities 

which affect the college, I decided to work within the interpretive paradigm. As a member of 

staff I am a part of the college and therefore a part of the process of transformation. As such, I 

would find it difficult to distance myself from the study and could not hope to provide an 

objective, value-free account of the college. The interpretive paradigm recognises subjectivity 
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and values as essential elements of understanding (Schwandt, 1994). Nevertheless, in order to 

minimise subjectivity and investigator bias, r decided to triangulate data from multiple sources, 

including in situ observations, questionnaires, interviews and document analysis. 

The aims of the study 

The aim of this study is to investigate the extent to which Dr W.B. Rubusana College of 

Education is ready for the kind of transfonnation advocated by the Outcomes Based Educational 

model adopted in South Africa. In seeking to illwninate and understand the process of change, I 

focus on the following questions: 

• Is the college ready to change the theory that informs practice? 

• Do the college lecturers understand the 'new' theory underpinning OBE and Curriculum 

2005? 

• Has the college's history affected its ability to change? 

• Is the biophysical environment conducive to change? 

• Are lecturers and students prepared and willing to undergo a process of transformation that 

will challenge their current teaching strategies and their relationships with their learners and 

fellow educators? 

In an attempt to answer these questions and in the process gain a broad understanding of the 

college, I will describe, analyse and evaluate it in terms of its historical and current context, and 

its physical and human resources. 

The report is structured as follows: first, I explain and justify the methodology used and describe 

how data was collected. The findings of the study are then presented and analysed. This is 

followed by a conclusion and recommendations. 

RESEARCH PARADIGM / METHODOLOGY 

This is an empirical study in that it relies on the direct observation of a specific case in its natural 

setting. It is therefore a case study within the interpretive paradigm. A case study is a research 

project in which an individual unit (e.g. a class or a school, in this instance Dr W.B. Rubusana 
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College of Education) is obseIVed (Cohen & Manion, 1994; Yin, 1989). Understanding the 

individual unit rather than the larger environment is central to a case study (Stake, 1995). 

In this research I attempt to understand whether Dr W.B. Rubusana College of Education is 

ready to embark on the sort of change envisaged by OBE and Curriculum 2005. According to 

Cantrell (1993:87), "the complex nature of education - entangled in interrelationships, replete 

with social, political, and economic context, and laden with values - demands that an alternative 

paradigm [to positivism] drive educational research". It is claimed that the interpretive paradigm 

is one such alternative, its aim being to explore and develop understanding in its broadest sense 

and to interpret meaning within the social and cultural context of the natural setting (Cohen & 

Manion, 1994; Cantrell, 1993; Yin, 1989). Understanding the complex and interrelated social 

realities that mould the college requires a holistic approach, which again points to the 

interpretive paradigm as the most appropriate. Contrary to the objectivity of positivism, the 

interpretive paradigm seeks the subjective perceptions of individuals, for which the researcher 

has to "interact dialogically with the participants. Within this interrelationship, values cannot be 

sidestepped" (Cantrell, 1993:84). As a researcher who is at the same time a member of staff; I 

interacted with the lecturers and students at the college in an attempt to analyse their feelings, 

attitudes, perceptions and knowledge about the college and the process of change cUITently 

underway. The interpretive paradigm also recognises the personal involvement of the researcher 

(Cohen & Manion, 1994). As an educator at the college I acknowledge that I am part of the 

college environment and part of the process of change, and would therefore be hard-pressed to 

distance myself from the research and provide an objective, value-free account of the college. In 

order to limit the investigator bias which is a possible drawback of the interpretive paradigm' s 

valorisation of subjectivity, I have gathered data from different sources, including obseIVations, 

questionnaires and inteIViews. According to Cohen and Manion (1994), the use of two or more 

sources of data results in "triangulation", which helps to counter subjectivity and increase the 

credibility of the study. 

Data coDection 

I planned my research using a framework consisting of three stages suggested by Parlett & 

Hamilton (1976), namely: 

• ObseIVe 
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• Inquire further 

• Seek to explain. 

It is claimed that the three stages should overlap as well as interrelate and, more importantly, that 

each stage of the research should build on the previous stage (parlett & Hamilton, 1976). 

Working within this framework, data was collected as follows: 

• In situ observations were made; 

• Questionnaires were administered to a sample of staff and students at the college; 

• Interviews were conducted with various stakeholders; 

• Documents were read and analysed. 

Each method of data collection is discussed in more detail in the following section. 

Observation 

Stake (1995) maintains that observation is the key to an investigative study, and observation has 

undoubtedly played a highly important role in this study. My observation of the college was 

more intense and structured during the couple of months in which I conducted the research, but 

my views are an accumulation of impressions gathered during the eight years that 1 have been on 

the staff of the college. According to Parlett and Hamilton (1976), observation does not consist 

simply of recording day-to-day activity over the research period; it also includes perspectives 

gained from interpersonal and work-related relationships. A variety of interrelated factors have 

influenced my perceptions of the college, including conversations with my colleagues and 

students, participating in social and formal functions, being present in the staff room, attending 

meetings, dealing with issues, observing students during teaching practice, and my background 

as a non-Xhosa speaker in an environment dominated by Xhosa speaking people. I was aware 

that my personal involvement in the college's affairs could cloud my judgement and influence 

my research. I tried to overcome the danger of personal bias and subjectivity by triangulating 

data sources and by remaining critically self-reflective throughout the research process. 

Questionnaires 

Two questionnaires were administered - one to a sample oflecturers, the other to a sample of 

students (see Appendix 1). The purpose of the questionnaires was to obtain both quantitative 
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information (e.g. concerning age and experience) and qualitative infonnation (e.g. about attitudes 

and perceptions). 

The sample oflecturers was chosen according to the different learning areas and diploma courses 

offered at the college, and it included some lecturers who were part of the college management. I 

saw this as being a fair representation of the college staff. Eleven of the 15 lecturers to whom the 

questionnaire was given answered and returned it to me. 

Parlett and Hamilton (1976) maintain that one of the dangers of a questionnaire is that recipients 

might regard it as personally intrusive, and advise that from the outset the investigator needs to 

clarifY his role, be open about the aims of the study and ensure that there are no 

misunderstandings about who will see the results. I found that some lecturers were reluctant to 

complete the questionnaire or to express their true feelings, which may indicate that I did not 

adequately allay their fears about the nature and confidentiality of the research. It is the view of 

Cohen and Manion (1994) that one of the advantages of the questionnaire is that it is more 

reliable because it is anonymous and therefore encourages greater honesty. But this was not my 

experience, possibly because of my involvement in distributing and collecting the questionnaires. 

Had I encouraged greater anonymity I might have received more open and honest responses. 

Often the successful completion and return of the questionnaire depended on my relationship 

with the respondents. Generally speaking, lecturers with whom I was better acquainted 

successfully completed and returned the questionnaire, implying that they trusted me, while 

lecturers with whom I was not as well acquainted were seemingly unsure of my motives and 

reluctant to commit themselves. Furthennore, my questionnaire proved too long and this in itself 

seemed to daunt the lecturers. I should have designed a more concise questionnaire. 

The student sample was also selected according to the different learning areas and diploma 

courses offered at the college. Twenty-one students completed and returned the questionnaire, 

which again turned out to be far too long. While students were not unwilling to complete the 

questionnaire, they seemed to rush through it, trying to finish it as quickly as possible. As a 

result, the questions were often poorly answered. Some students struggled to understand the 

questions and express themselves in English. Newman (1997) suggests that extra care should be 

taken with questionnaires if the respondents are heterogeneous or corne from life situations 
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different from that of the researcher. Given that the students were non-mother tongue English 

speakers and that their backgrotmds were very different from mille, I should have given more 

attention to the design of the questionnaire and the way in which I framed the questions. 

Tabulated summaries of the findmgs oftlle two questionnaires are shown m Tables 2, 3, 4,5, 6 

and 7 . 

Interviews 

I conducted four mterviews, one with the first rector of the college in an attempt to gain 

hlstorical perspective, two with college lecturers and one with a group of 4 students. The 

interviews were conducted in order to extend and substantiate the findmgs of my observations 

and the questionnaires. According to Parlett and Hamilton (1976) interviews allow respondents 

to express their opmions and feelings more freely than in other comparable media. Parlett and 

Hamilton (1976) maintain that whlle brief structured interviews are convenient for obtaining 

biographical or factual information, more open-ended and discursive forms are suitable for less 

straightforward topics. Of the four interviews I conducted, the first was structured while the 

others were semi-structured to focussed (see Appendix 2). 

The first interview was conducted with the Reverend Matabese, the fIrst permanent rector of the 

college. I intended the interview to be chiefly a means offact gathering (official records at the 

college being scanty), although I did on occasion ask more open-ended questions in order to 

elicit opinion. Reverend Matabese proved to be a willmg participant with a wealth of 

information. His insights made the facts and their context come alive in a way that impersonal 

clerical records could never have done. 

The other three interviews were conducted with lecturers and students at the college. Although 

the interviews were intended to be structured, in that they were designed usmg a schedule 

(Cohen and Manion, 1994), they did not turn out as planned because of the open-ended nature of 

the questions asked. Cohen and Manion (1994) cite Keringer's description of open-ended 

questions as those that supply a frame of reference for the respondent's answers but put 

minimum restraint on the answers and their expression. The open-ended questions that I asked 

resulted in deviation from the planned schedule, and thus the interviews became semi-structured 
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rather than structured. They also exhibited features of what Cohen and Manion (1994: 289) call 

focussed interviews, a distinctive feature of which is "the prior analysis by the researcher of the 

situation in which subjects have been inv01ved". In this research my interview questions were 

formulated on the basis of the data r had collected from my observations and the questionnaires. 

The second and third interviews were conducted with lecturers at the college. According to 

Parlett and Hamilton (1976), interviewees are usually selected randomly or by theoretical 

sampling (which implies seekillg out informants who may have special insights). My choice of 

interviewees would approximate theoretical sampling as I chose one lecturer from the social 

sciences and one from the maths and science department. Owing to the problems experienced 

with the questionnaire and given that I was a novice researcher, I chose lecturers who were my 

friends. I thought that in all probability they would be willing respondents who trusted me, and 

who would therefore be more likely to express their ideas honestly and freely. 

I have subsequently realised that choosing people who were my friends may have exacerbated 

the danger of researcher bias and increased the risk of my getting caught up in the political 

intrigues of the college (parlett and Hamilton, 1976). However, Cohen and Manion (1994: 276) 

hold the view that an interview is a form of "social encounter" , and as such all interviews are 

prone to SUbjectivity and bias on the part of the interviewer. It is my considered view that the 

advantages of choosing people with whom I was well acquainted ultimately outweighed the 

disadvantages. I believe I obtained rich data as a result of my decision to interview colleagues 

who were also my close friends. 

The fourth interview was conducted with students at the college. Because of certain practical 

constraints, I decided to conduct a group interview with 4 students from the third-year Secondary 

Teachers Diploma class that J teach. I chose the sample according to their academic 

performance, assuming that students who performed better academically would have better 

insight into the changes taking place in education and the performance of the college in this 

respect. I asked each student whether they were willing to participate in the interview, as J 

wanted interviewees who were eager to participate and express their views; all of them indeed 

expressed their willingness. According to Hopkins (1993), group interviews are less intimidating 

for the interviewees, while Watts and Ebutt (as cited by Cohen and Manion, 1994) are of the 
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opinion that group interviews have the potential to develop into discussions and thus yield a wide 

range of responses. ] found that the students participated openly in the interview but did not 

really get involved in lengthy discussions, which may be due to the fact that they are all non­

mother tongue English speakers who struggled to express themselves in English. 

I obtained the interviewees' consent to audio-record the interviews, which were then transcribed. 

I found this a time-consuming but valuable exercise because it forced me to listen very carefully 

to what had been said during the interviews. The transcripts were analysed in order to identify 

trends. According to Cohen and Manion (1994), the coding and scoring of open-ended questions 

is problematic and I decided not to attempt it; instead, I read and re-read the transcripts a number 

of times in order to identify themes that confirmed, contradicted or expanded on the insights I 

had gained from observations and the questionnaires. 

Document analysis 

In order to gather information on the location of the college, I studied a set of orthophoto maps 

and a topographic map ofMdantsane. I also made my Secondary Teachers' Diploma IT class 

conduct a survey to establish where students lived in relation to the college (see Table 1). 

Records were limited, but I did find a list of primary and high schools in the Mdantsane district 

which gave me some indication of the extent ofthe college's student catchment potential. 

With hindsight I realise that my data gathering was somewhat haphazard. I did not analyse the 

data collected during each stage of the research immediately after it had been gathered. 1 thus 

lacked focus and direction with respect to establishing what needed to be explored in more detail 

in the following stage (Yin, 1989; Parlett & Hamilton, 1976). For instance, I did not analyse the 

results of the questionnaire in sufficient depth before proceeding with the interviews, which 

resulted in the interviews being too long and lacking in focus . Had I analysed the responses to 

the questionnaires thoroughly prior to conducting the interviews, I would have been able to focus 

on specific areas, thereby avoiding a lot of unnecessary questions and saving myself a lot of 

time. 

Data analysis also proved problematic in that my data gathering lacked structure and I 

accumulated vast amounts of data that were difficult to interpret and express in a meaningful 
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way. Parlett & Hamilton (1976: 95) warn us that one of the dangers of a questionnaire is the 

"mindless accumulation ofuninterpretable data." If I had heeded the advice of Newman (1997) 

and piloted a draft questionnaire to detect problems with the formulation and sequencing of 

questions as well as with the length of the questionnaire, I might have avoided some of these 

problems. 

THE FINDINGS OF THE STUDY 

Historical overview 

The interview conducted with Reverend Matabese revealed that Dr W.B. Rubusana College of 

Education started in 1976, when it was known as the Mdantsane Training College. It was 

originally located on the premises of Pagamile Lower Primary School in NO 1 (one of the 17 

units that Mdantsane is divided into). A Mr Coghill was appointed acting principal in January 

1976, and Reverend Matabese took over as permanent Rector ofthe college in September 1976. 

Rev. Matabese was responsible for naming the college after the prominent educationist and civil 

rights campaigner, Dr W.B. Rubusana. He was also responsible for the design of the current 

premises. He travelled the country, borrowing building plans from other institutions and fighting 

for a building that the people ofMdantsane could be proud of. The college eventually moved 

from PagamiIe to its current site in NO 3 in June 1979. 

Originally, the college only took students with a Junior Certificate and trained them to complete 

a Primary Teachers Certificate. According to Rev. Matabese, the college admitted students of a 

very low academic standard. Many of them had been out of school for 2 to 3 years, as they had 

not done well enough to be admitted to matric. This gave rise to the popular belief that a 

teacher's diploma was a lower qualification than a matriculation certificate. Rev. Matabese told 

me that the college was started with the aim of dealing with such students, who were poorly 

qualified with little prospects of employment. 

Today the college offers Junior Primary, Senior Primary and Junior Secondary teacher diploma 

courses. The entrance requirements have increased, with students now needing a matric 

certificate with a Higher Grade E or Standard Grade D symbol for those subjects they intend 
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majoring in at the college. 

According to Rev. Matabese, Dr W.B. Rubusana College started with 2 classes of students, 

numbering 70 in total. The college records show that student enrolment peaked in 1994 with 880 

students and 60 staff members. The large enrolment in 1994 was due to mass action on the part 

of prospective students, who forced college administrators to admit anyone who qualified 

academically. This indirectly supports Rev. Matabese's view that students were obliged to study 

at the college because there were no other options in the immediate environment. This and other 

factors such as financial constraints, poor matriculation results and subject combinations, and a 

lack of employment opportunities in the townShip, forced schoolleavers to use the college as a 

gateway to better prospects. 

At the time of this research (1998) there were 350 students and 56 members of staff. Numbers 

had dropped not because of a decli.ne in demand for entrance into the college but because of a 

concerted effort by educational authorities to limit student numbers at teacher colleges. 

Generally speaIdng, student teachers were produced en mass: entrance requirements were low, 

very few of them failed as they were given numerous opportunities to pass through the provision 

of carry-over examinations. All this has undoubtedly had a negative impact on the educational 

standards of the region and will prove an obstacle to genuine change. 

Rev. Matabese claimed that lecturers in his day were given a syllabus and told what to teach. The 

DET set the examinations and the examiners were all white, even though there were competent 

black teachers. The process of prescription and control was perpetuated up until 1996, when the 

DET was phased out. But according to my observations the effects continue to linger. Lecturers 

have not used the freedom granted them to design their own syllabi and set their own 

examinations, but are instead simply using the old DET syllabi and examinations - which in 

effect means that the education system remains unchanged. 

Theory informing practice at the college 

According to my observations, teaching and learning at the college is classroom based and 

teacher centred. Lecturers are transmitters of knowledge according to a fixed syllabus and 

students are generally passive receivers of this knowledge. In the classroom, lecturers mostly talk 
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and use the chalkboard to transmit information or refer to the textbook. On occasion they may 

give the students photocopied notes. Assessment techniques consist of tests, assignments and 

end-of-year examinations. Tests and examination questions mostly require students to memorise 

and regurgitate facts, while assignments are similar in that they tend to require students to 

transcribe facts from the textbook or a reference book. Generally speaking, teaching and 

assessment techniques do not require students to interpret irrformation, think or apply their 

knowledge. 

My observations are confirmed by the findings of the questionnaires, represented in Tables 6 and 

7, below. These findings reveal that most teaching is confined to the classroom. The chalkboard 

is commonly the only teaching medium used and assessment techniques are generally limited to 

tests and examinations. The interviews also served to confirm my observation that students are 

generally passive recipients of knowledge presented by the lecturers. 

According to Van Harmelen and Irwin (1995), this situation is common to many educational 

institutions in South Africa. This is not surprising, as education in the 20 th century has been 

dominated by the paradigm of Positivism, which owes its lengthy tenure to its ideological 

kinship with science. The tremendous success of science has meant that positivism has 

dominated educational philosophy and theory and is extremely resilient to change (Aspin, 1995). 

Fundamental to the ideology of positivism is a view of knowledge as something external and 

independent of human beings. Only knowledge capable of standing up to scientific scrutiny has 

been acceptable: scientific statements have been seen as truth statements, value-free and 

measurable (Aspin, 1995). This means that attitudes and values or any other inner states have 

been avoided as they could not be empirically observed or measured (Van Harmelen, 1995). 

This narrow view of knowledge - as consisting of unchanging facts which can be scientifically 

proved - has affected teaching practice. It has resulted in educators trying to extract the "right 

answer" from their learners (Cornbleth, 1987). Faith in the "truth" of this right answer has 

resulted in the transmission and memorization of facts becoming the most acceptable way of 

teaching and learning (Cornbleth, 1987). The teacher has become a mere transmitter of 

prescribed knowledge, the learner a mere receptacle; as Kincheloe and Steinberg (1993: 301) put 

it, "the role of the teacher is to take knowledge and insert it into the minds of the students." Van 
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Hannelen (1998a: 8) maintains that this view "leads to the situation where the teacher is the one 

'who knows' and the learner is the 'one who does not have knowledge,'" creating an unhealthy 

power relationship where the teacher is in control as helshe has the knowledge. This has resulted 

in autocratic classrooms where teachers are expected to control their students so that they can 

fulfil their roles as transmitters of information (Kainan, 1996). Furthermore, the evaluation 

system requires the learner to memorise isolated bits and pieces of information as the evaluation 

process emphasises the retention of knowledge. According to Kincheloe and Steinberg (1993), 

this means that the learner is evaluated on the lowest level of thinking, the ability to memorise. 

What is more, it was not enough that educators were told what to teach; they were also told how 

to teach. According to Van Harrnelen (1995), the behaviourists used Bloom's educational 

objectives model to formulate laws laying down how knowledge could best be acquired, thus 

indicating their possession of a recipe to make schooling scientifically observable and 

measurable. Van Hannelen (l998b) points out that followers of the objectives model, which 

included most educators in the western world, believed that learning and teaching could be 

organised according to a fixed schedule ofieaming experiences (a curriculum). In this way it was 

possible to predict and control learning outcomes. 

Laws governing educational practice and an unquestioning view of knowledge as value-free and 

absolute opened up the school curriculum and educational institutions as a medium for political 

control (Carr and Kemmis, 1986; Giroux, 1988). According to Morrow (1989) this has occurred 

in South Afiica, where positivism not only colonised our education but was domesticated to suit 

the ideology of the former ruling party. Under the guise of Christian National Education (CNE) 

and later Fundamental Pedagogics (FP), education in South Afiica was used to dominate, control 

and maintain the stratified and hierarchical status of South Afiican society (Schoeman, 1995). Dr 

W.B. Rubusana college was a good example of separation, prescription and control. According 

to Rev. Matabese (interview I) the physical structure of the college was good, but the facilities 

were poor in comparison to white colleges. The lecturers at the college were given a syllabus and 

told what to teach, the DET set the examinations and all the examiners were white, despite the 

fact that there were competent black teachers . 

Not only has this system produced unthinking educators and learners who are ill prepared for a 
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changing world that requires innovative and flexible people, but it has also contrived to educate 

people according to what was perceived to be their fixed station in life. Mark Henning, director 

of the Independent Schools Council, summed up our past when he wrote: "for a minority the 

examinations have been the climax of 12 years of substantial, acceptable schooling, but for the 

majority they epitomise an irrelevant system dominated by gross disparity of provision" 

(1998 :14). 

Furthennore, according to Morrow (1996), resistance to apartheid education has politicised 

education in South Africa in a particularly virulent way. Resistance to education became a way 

of life for people in the 1970s and 1980s and has had a very real effect on classroom practice. 

Poor attendance amongst teachers and pupils, the bucklng of any authority figure , violence and 

tyranny in many educational institutions, the prevalence of corruption and fraudulent practices in 

the schooling system, "pass one, pass all" slogans - these are some of the negative symptoms of 

resistance that are still with us, despite attempts to correct the imbalances of the past (Morrow 

1996). 

Goodson (1990) points out that the curriculum will reflect the history of the time and must 

therefore change with the times. CNE and FP reflected our apartheid history - an ideology of 

indoctrination and prescription designed by autocrats. Our country has moved towards 

democracy, so our curriculum should follow suit and become democratic . Outcomes-based 

education, purportedly underpinned by the paradigm of social constructivism, is our new 

educational ideology that, it is hoped, will shake off the shackles of positivism and try to rectifY 

the tyranny ofCNE and FP (Van Harmelen 1998c). The following are some of the envisaged 

changes according to the principles ofOBE (Van Harmelen, 1998c): 

• There will be a move away from the narrow objective view of knowledge as the ultimate 

truth - knowledge will be contested, provisional, and changing. 

• Conceptual understanding will replace factual recall , with concepts, skills, values and 

attitudes being seen as equally important. 

• Classrooms wi II alter radically as teachers and learners together engage in the construction of 

knowledge in a free and yet structured environment. The learner and the teacher will take 

equal responsibility for the learning process and its outcomes. 
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• The teacher will no longer be the main source offacts but rather a multifaceted facilitator of 

learning situations where the learner is an active participant. 

• A wide variety of teaching media and assessment strategies will (or should) be used. 

• It will be recognised that the classroom is not the only environment in which learning can or 

should take place. 

Despite a common belief that positivism is outdated (Giroux, 1988), and the undeniable fact that 

South Africa needs educational change to match its new-found freedom and prepare its people 

for the future, change is not something that occurs automatically. It will have to be embraced by 

all educators, which will mean a paradigm shift, a fundamental change in the way we think. 

In the next section I will look at whether the college has the physical resources to allow its 

educators and learners to embark on educational change according to OBE. 

Bio-physical dimensions 

From the orthophoto maps and topographic maps it appears that the college is well situated. 

Although its situation in NU 3 is not central, it is located in one of the most densely populated 

areas ofMdantsane. Table 1 (below) reveals that most students live close to the college: 252 out 

of302 students sampled were living in Mdantsane. 

Mdantsane 
Units I - I 2 3 4 5 6 7 8 9 10 II 12 13 14 15 16 17 Total 
17 
Number of 
students 30 25 20 11 13 17 5 32 27 10 18 7 17 4 3 II 2 252 
(N = 302) 

Table 1: Place a/reSidence (students). 

Evidence from the orthophoto maps and Table 1 reveal that most students do not have vast 

distances to cover, living as they do within a 3km-radius of the college. The maximum distance 

they had to travel was approximately 10 kilometres . The taxi industry is well developed in 

Mdantsane and the college is only 1 kilometre from the Highway commercial area, which is the 

major taxi rank for Mdantsane. The college is bordered by tarred roads on two sides and is 

therefore accessible to students from all parts of Mdantsane and further afield. There is also a 
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railway station approximately 1,6 kilometres away, which means that the college is accessible 

from East London, King Williams Town and Berlin. 

According to available records, Mdantsane has 25 high schools and 62 primary schools. This 

would seem to imply that the college has more than enough local candidates to draw on as well 

as substantial local employment opportunities for graduates. There is certainly an abundance of 

schools available for students to utilise for teaching practice. The college appears to be in an 

ideal position to playa positive role in the implementation of educational change. Current 

students could be trained to become agents of change in the surrounding schools, their progress 

assessed during their approximately 7 weeks per year of teaching practice and afterwards, when 

they become teachers in local schools. With its favourable location, the college could moreover 

become an in-service centre, offering resources, both physical and human, to the surrounding 

educational institutions. 

The analysis of the orthophoto maps as well as my observations revealed that the college is 

situated on a ridge, away from low lying-land or any natural hazards, such as rivers which are 

prone to flooding. The area is not subject to extremes of temperature as it is approximately 20 

km from the sea. The classrooms are aligned north to south, which moderates room 

temperatures, and all the buildings are well designed, with ceilings and asbestos roofing which 

afford a pleasant microclimate conducive to teaching and learning. 

The college has far better resources than most of the surrounding schools. The physical size of 

the buildings means that the college structure dominates the surrounding area. There are 21 

classrooms with 5 extra classrooms that were used as a pre-school. There is a hall with a stage, 2 

demonstration rooms, a media centre, needlework room, art room, home economics room, 

computer room, chalk board room, a staff room-cum-board room, and 12 offices for the 

management. The grounds are approximately 1000 m2 and contain a rugby field, 2 tennis courts, 

a basketball court and cricket nets. Other fucilities include computers, overhead projectors, 

televisions, video and film projectors, a limited library with 2 computers linked to the Internet, 

and three photocopying machines for staff use. There are two vehicles available for excursions, 

and in the past the college has provided funds for the hire of busses for educational and social 

events. In stark contrast, Isithembiso, a high school situated 500 metres from the college, like 
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most schools in Mdantsane has no electricity and a telephone that rarely works. There are three 

lines of classrooms there, containing desks, chairs and a chalkboard only: in comparison to the 

college, the school seems naked. Comparatively well resourced, Dr W.B. Rubusana College has 

the facilities to become a resource centre for the surrounding educational institutions. 

In the following section I describe the most important resource at the college, the lecturers and 

students who inhabit the environment described above. Are they able and ready to use the 

available resources to implement educational change? 

The human dimension 

Table 2 (below) shows that the college has a wealth of human resources in that the lecturers are 

well qualified and have vast amounts of teaching experience. 

Teaching experience 18 - 23 years of Degree and Obtained a Degree & 
& qualifications. teach ing teaching diploma prior diploma plus 

experience. diploma to degree. further qualification. 
Number ofleClUrers 

10 II 8 3 (N = II). 

Table 2: Human resources (lecturer). 

Table 3 (below) reveals that none of the lecturers studied to be educators because of a strong 

desire to follow this career (that is, when regarded as ' a calling'). 

Criteria Chose teaching: Job satisfaction - Is there a need for Prepared to change! 
. A calling' . Motivation. educational cbange? take responsibility . 

Number of 
lecturers who 
responded 0 8 10 8 
positively. 
(N = II ) . 

Table 3: AttItudes towards educatIon (Lecturer). 

Table 2 reveals that 8 out of 11 lecturers obtained a teaching diploma before obtaining a degree. 

This implies that they used the diploma to uplift themselves and quite possibly became educators 

because of it. In the second interview, the lecturer maintained that many educators had second 

jobs and that teaching was simply a pastime. While many lecturers at the college were busy 

studying further, they were doing so for economic gain rather than to further their education and 
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• Most students identified and described what they saw in the photographs. 

• Most students did not identify or describe relationships between the various elements of 

the environment shown in the photographs. 

• Most students did not describe the environment depicted by the photographs in terms of 

the interaction between social, political, economic and biophysical dimensions. 

• A student's ability to identifY and describe the environment even in moderate to rich 

detail does not necessarily imply the student has understood the environment holistically. 

• The students exhibited a greater understanding of urban environments than of rural or 

natural environments. 

• The students struggled to express themselves clearly, in acceptable English and using 

geographical language. 

Table 3: Summary o/findings o/the diagnostic activity 

INTERVIEWS 

Interviews were used as a data collecting technique in order to probe and enlarge upon the 

students' written responses to the diagnostic activity. Interviews are seen as enabling a greater 

depth of response and can be used to follow up and validate other methods, in this instance the 

diagnostic activity (Hopkins, 1993; Cohen & Manion, 1989). 

Although I planned to interview all ofthem, for reasons beyond my control I only interviewed 10 

of the 12 students. The interviews were divided into two stages: the first stage was semi­

structured and primarily concerned with "fact gathering". The second stage was unstructured 

and concerned with discussing the student's response to the diagnostic picture reading activity. 

In the first stage of the interview my aim was to probe the students' educational background. I 

wanted to see if their past learning experiences could help explain the findings that emerged 

from the diagnostic activity. I therefore asked them questions relating to their schooling, interests 

and whether they kept abreast of current events by reading the newspaper or watching television. 

The findings ofthe first stage of the interview are summarised in Table 4. 
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teaching competence. 

Similarly, Table 4 (below) reveals that 14 out of21 students did not have 'a calling' to become 

educators. 

Criteria Chose teaching - Satisfaction with See a need for Prepared to take 
' A calling'. college (motivated). educational change. responsibility. 

Number of student 
7 16 18 7 responses (N = 2 J). 

Table 4: AttItudes towards educatIOn (students). 

The student interview supports these findings (interview 4); one of the students described a 

Rubusana diploma as a stepping-stone to greener pastures. Both serve to confirm Rev. 

Matabese's view that most students embarked on teacher training for the wrong reasons. If these 

findings are accepted, then it would seem that the majority of lecturers at the college and future 

teachers in the region have not chosen teaching as a profession, but have rather allowed 

ci rcumstances to force them into this career. 

Table 3 reveals that 8 lecturers responded positively to questions concerning job motivation, 

while Table 4 indicates that 16 out of21 students viewed the college in a positive light. I find 

this strange, as both my interviews wi th lecturers and my observations indicated morale at the 

college to be low, with absenteeism, late-coming, poor standards of teaching and learning and 

divisions between lecturers, management and students being commonplace. This, together with 

the fact that both the lecturers and students interviewed impJied that the academic performance 

of the college had declined over the years, would seem to indicate that lecturers and students at 

the college are de-motivated. What is more, the situation has since been exacerbated by the 

pending closure of the college and the concomitant threat of redeployment. My observations 

indicate that many lecturers are uncertain about their future. This has demoralised them and 

affected their attitude and commitment towards teaching. 

Tables 3 and 4, as well as the findings from the interviews, suggest that nearly all tbe lecturers 

and students agreed that educational change is necessary. Lecturers also agreed that they needed 

to be retrained or upgraded. But according to my observations, very few lecturers actually attend 

workshops on OBE, and one of the lecturers interviewed admitted that while she lacked the 
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capacity to implement change, she did not consider herself responsible for empowering herself. 

This implies that lecturers see the need for change but are not prepared to initiate the process and 

are waiting to be told what to do. Similarly, Table 4 indicates that most students are not prepared 

to assume the responsibility for initiating educational changes. This is in line with my 

observation that students are passive recipients of knowledge and wait for lecturers to convey to 

them the 'relevant' information. 

Table 5 (below) reveals that the students sampled were older than one would have expected from 

full-time tertiary learners: 3 out of the 21 students surveyed were older than 35, while a further 4 

fell into the age group 30 to 35, and 10 fell into the age group 24 to 29. As one would expect, 

older students have greater responsibilities and commitments - Table 4 reveals that 14 students 

had a total of25 dependents. 

Criteria Age of students Students Total 

-24 24- 30- 35+ 
with number of 

29 35 
children children 

N umbers 
of 

4 10 4 3 14 25 ,tudents 
(N=2 1) 

Table 5: Personal data (studellt). 

Table I (above) reveals that 252 of the 302 students sampled live in one of the 17 units found in 

Mdantsane. Besides a small area in NU 13 and NU 17, most of the housing consists of 'sub­

economic' 4-roomed township homes. This suggests that most students experience economic 

hardship which compounds their personal responsibilities, factors that could impact negatively 

on their receptiveness and commitment to their studies. 

Table 6 and Table 7 (below) reveal the following: 9 out of II lecturers and 16 out of21 students 

had a fair understanding of the theory underpinning OBE. However, only 3 lecturers maintained 

that they were currently implementing OBE in their teaching practice, and only one was 

confident that hislher students would be able to implement OBE. A mere 4 students indicated 

they were confident enough to apply OBE principles in their teaching practice. 
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Knowledge Currently Use of alternate Use of alternate Perception of 

Criteria ofOBE implementing teaching teaching media students' readiness 
Theory OBE. environments (chalkboard) to implement OBE 

(classroom) 
Number 
of 

9 3 I 2 I 
lecturers. 
(N = 11) 

Table 6: OBE competency (lecturer). 

Criteria 
Competent Confidence to Student Experienced Experienced Experienced 
theoretical implement participation alternative alternative alternative forms 
knowledge (OBE). in teaching learning media of assessment. 
(OBE). and environments (chalkboard). 

Learning. (classroom). 
Number of students 
who responded 

12 4 18 3 6 I 
positively . 
(N = 21) 

Table 7: OBE competency (student). 

The students interviewed indicated that only 4 out of the 10 lecturers that taught them had tried 

to implement OBE strategies. The findings indicate that while most lecturers and students had a 

reasonable understanding of the theory underpinning OBE, the majority of lecturers are not 

putting the theory into practice and the majority of students lack the confidence to implement 

OBE in their teaching practice. 

Tables 6 and 7 also reveal that the use of multiple teaching environments, media and assessment 

strategies are the exception at the college. Only one lecturer used a teaching environment other 

than the classroom and only 2 lecturers used teaching media other than the chalkboard. A mere 

three students maintained they had been exposed to alternative teaching environments, while just 

6 indicated that their lecturers had used teaching media besides the chalkboard. Only one student 

indicated that alternative types of assessment were being used. Surprisingly, Table 7 reveals that 

most students (18) regarded their classroom experience as a participatory one. In contrast to this, 

the lecturers interviewed mainta.ined that their students were passive, a perspective endorsed by 

the student interview, which indicated that only a minority of students participated in class. This 

would seem to be indicative of a classroom environment dominated by a question-and-answer 

teaching strategy, where the majority ofleamers remained passive and only a few were actively 

19 



involved. The findings imply that the teaching and learning environment at the college is 

classroom based and teacher centred, with little variety in terms of media use or assessment 

strategies. 

The findings from the questionnaires and interviews support my observations, as follows: 

• educational resources are barely utilized, and most lessons appear to be chalk, talk and the 

textbook; 

• the mct that lecturers are well qualified does not appear to have had much impact on their 

teaching practice; in terms of innovative and alternate teaching strategies; 

• most students do not make use of the resources available at the college. 

My observations also indicate that the college's comparatively favourable biophysical situation 

does not necessarily lead to a problem-free and positive teaching and learning environment. For 

example: 

• students often leave the premises during tuition time and do not return; 

• heavy rain on the I ~ and 20<1 of March 1998 resulted in some classes having as many as 50% 

of the students absent; 

• taxi strikes and electricity cuts also affect attendance negatively; 

• students often hold mass meetings during tuition time, giving little warning of their intention 

to hold such meetings; 

• students generally do not participate in their lessons and do not take responsibility for their 

education. 

It appears, in sum, that the college has the physical and human resources necessary for change, 

but that this potential has not been realised. In the following section I will analyse and discuss 

the findings with respect to how they impact on the college 's ability to transform in accordance 

with the principles ofOBE. 

ANALYSIS AND DISCUSSION OF THE RESEARCH FINDINGS 
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The findings reveal a number of positive aspects in respect of the college's ability to transform. 

First, the college is comparatively well resourced and well situated, and therefore adequately 

equipped both to transfonn itself and to playa role in the transformation ofthe region. Secondly, 

the college's lecturers are well qualified and have vast amounts of teaching experience. This 

would appear to equip them to be potential agents and initiators of change in the surrounding 

area. Thirdly, lecturers and students agree that educational change is necessary, and most 

lecturers concede that they need to be retrained or upgraded in accordance with OBE and 

Curriculum 2005. Fourthly, lecturers and students have a fair understanding of the theory 

underpinning OBE, which implies that they are aware of the changes that need to be 

implemented. 

The above findings would suggest that the college has the potential for change and the potential 

to initiate educational reform in the greater Mdantsane region. But these findings by themselves 

are misleading: the college environment is enormously complex and beset with seemingly 

insurmountable problems that are preventing meaningful change from taking place. 

For example, despite the fact that the college has the resources to allow and even encourage 

departure from ' normal' teaching and learning practice, it appears that the lecturers and students 

do not make use of these resources. One must infer that the provision of resources and a 

congenial teaching and learning environment does not necessarily conduce to motivated and 

positive educators and learners. Furthermore, the fact that lecturers are well qualified, 

experienced and accept that change is necessary is apparently in itself not enough to initiate the 

process of change. 

It appears that the college, its learners and its educators, are shackled by the past. The world view 

of positivism, with its narrow conception of knowledge, its emphasis on facts and their 

transmission in a controlled environment, still dominates teaching and learning at the college. 

Lecturers are still transmitters of information and students still receptacles for that information. 

Despite our newfound freedom, teaching strategies at the college have not changed. Neither the 

freedom from DET prescription nor the freedom embodied in the change to OBE has been 

embraced. Freedom of course entails responsibility, and it seems as if lecturers are not ready to 

accept this responsibility. After years of been told what to teach, how to teach and when to teach 
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it, it is perhaps not surprising that lecturers appear to lack the initiative to implement the desired 

changes. According to Wilmot (1999: 3-4), "for the majority of teachers in South Africa who 

were 'trained' to simply implement the previous top-down curriculum in which they had no say, 

the removal of traditional support structures - syllabuses detailing the content to be covered each 

year and textbooks interpreting the syllabus for them - the envisaged changes are positively 

threatening." She maintains that it is no use just telling teachers to do it: what they need are 

experiential and participatory learning programmes. And indeed, it would appear that ~ecturers 

and students at the college have been told how to do it (hence their knowledge of the theory), but 

have not been exposed to practical learning programmes and are therefore unable to implement 

the theory. Furthermore, they are seemingly making no attempt to develop their own 

competencies by experimenting and trying to implement alternative teaching and learning 

strategies in their everyday teaching. Greater autonomy has not brought about educational 

change and, if anything, has resulted in a decline in educational standards. This does not augur 

well for the introduction of aBE, which requires innovative educators who are expected to use 

multiple teaching and learning environments, teaching strategies, media and assessment 

techniques in an attempt to find out what works in relation to their local circumstances 

(Flanagan, 1998). 

We remain caught in a historical pattern, with the effects of a discriminatory educational system 

still with us. Educators who were forced by circumstances to pursue teaching careers will not 

have the same commitment to the profession as those who actively chose the profession. Older 

students who already have a lot of personal responsibilities are less likely to embrace change as 

enthusiastically as younger students who are relatively free. The divisions within the institution 

and the way in which students 'deal with problems' are indicators that the volatile history 

associated with black education is still with us. Past experience has de-motivated lecturers and 

students, while the current threat of redeployment and closure of the college has caused morale 

to drop even further. In such circumstances, the implementation of aBE, which requires 

motivated and committed educators who are willing to make sacrifices and work together for the 

good of the system, seems somewhat unlikely. 

A disturbing aspect that emerged from the research is that, despite compelling evidence that 

lecturers and students are de-motivated, the majority of them indicated in the questionnaire that 
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they were satisfied with the situation at the college. This implies that absenteeism, late-coming 

and poor academic perfonnance is considered nonnal and acceptable. While lecturers may admit 

there is a need for refonn, they might well not truly want it. In the second interview the lecturer 

maintained that experienced teachers are not necessarily receptive to change as they are set in 

their ways. If they are comfortable and secure in their passive role as transmitters of externally 

prescribed knowledge, why should they embrace a system that will require them to take 

responsibility for developing their own syllabi and teaching strategies? 

CONCLUSIONS AND RECOMMENDATIONS 

From this research I have learnt how complex, interrelated and sensitive educational matters are, 

and how difficult it is to understand them holistically. As an educator within the institution under 

scrutiny I was able to gain insights that would not have been available to an outside investigator. 

But I also became 'guilty' of investigator bias as I was inevitably caught up in the politics of the 

institution, particularly in the upheavals of redeployment which affect me personally. These 

factors put me under constant pressure to collect data quickly and to some extent compromised 

the ethics of the research. Furthennore, as a novice researcher my data collecting methods were 

haphazard, I lacked direction and often only realised I had made mistakes once I was analysing 

the data and it was too late. The findings of this research are therefore to be regarded as tentative. 

But the core finding - that the college is not ready to embark on the changes envisaged by 

Curriculum 2005 and OBE - is surely to be trusted. I say this because there are indisputable 

signs that the most important element in this educational environment, the educators and 

learners, are not ready for change. They seem to have failed to shake off the effects of a separate 

and inferior education that has steered them, for want of better options, into a career in 

education, and then set pennanent I imits on their progress in that career. They have not managed 

to escape the negativity of the past, which remains apparent in their poor attitudes towards 

teaching and learning. They still seem entrenched in a system of dependency, in part an aspect of 

the legacy of positivism, and one which is proving very resilient to change. While educators at 

the college are aware of the required changes, profess to want them, and have been given the 

freedom to implement them, there appears to be little if any change being made in the overall 

teaching and learning environment at the college. 
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Although few would admit it, educators are no doubt afraid of change and will continue 

unwittingly to resist it. Or is the problem that OBE, like our previous educational system, has 

simply been imposed on us? As one interviewee remarked: "OBE was decided somewhere, 

somehow at the top echelons of the government. I don't know of any situation where people were 

consulted at grass roots level" (interview 2). This situation will surely encourage educators to sit 

back and wait for OBE to be implemented, to be told what to do. As was the case with our 

previous educational dispensation, we are faced with the prospect of disenfranchised educators, 

educators who will never gain the experience or competence to assume the roles of participants 

and planners as envisaged in the theory. 

If Dr W.B. Rubusana College of Education is going to realize its biophysical potential we will 

have to heed the advice of Wilmot (1999) and empower its educators through experiential and 

participatory learning programmes. As revealed above, educators are aware of the theory but are 

unable or unwilling to implement it. In order to escape from the shackles of the past, educators 

must be made aware of how the ideologies of positivism and its South Afiican progeny, CNE 

and FP, have manipulated and moulded their practice. Critical reflection on their past will allow 

educators to embark on a new educational journey as wiser and more able practitioners. 

However, as Prawat (1991) points out, epistemological empowerment by itself is not enough to 

liberate teachers: amongst other things, teachers also need to take control, gain autonomy and 

show commitment to their fellow educators. Holistic empowerment will possibly lead to the 

desired productivity and commitment to the workplace that is seemingly absent from the college 

and yet necessary for educational change to occur. This implies that it is not enough for the 

college to change in isolation: rather, the whole educational environment of which the college 

foans part will have to change if it is going to fulfil its role as a resource centre for educational 

change in the region. 

24 



REFERENCES 

Aspio, O. (1995). Logical empiricism, post empiricism and education. In P. Higgs (Ed.), 
Metatheories in philosophy of education (pp. 21-49). Johannesburg: Heinemann. 

CantreU, D.C. (1993). The interpretive perspective. In R. Mrazek (Ed.), Alternative paradigms 
in environmental education research (pp. 81-104). Lethbridge: NAAEE. 

Carr, W., & Kemmis, S. (1986). Becoming critical: education, knowledge and action research. 
London: Falmer Press. 

Clerical Records. (1998). Dr. W.B. Rubusana College of Education, Mdantsane. 

Cohen, L., & Manion, L. (1994). Research methods in education (4th ed.). London: Routledge. 

Cornbleth, C. (1987). The persistence of myth in teacher education and teaching. In T.S. 
Popkerwitz (Ed.), Critical studies in teacher education: Its folklore, theory and practice (pp. 
186-210). New York: FalmerPress. 

Flanagan, W. (Ed.). (1998). What is Outcomes Based Education? Junior Primary Studies. The 
PREP Education Series. Cape Town: luta. 

Giroux, H. (1988). Teachers as intellectuals: Towards a critical pedagogy of learning. Granby, 
Mass.: Bergin & Garvey. 

Goodson, I. (1990). Studying curriculum: Towards a social constructivist perspective. Journal of 
Curriculum Studies, 22 (4), 299-312. 

Henning, M. (1998, II January). Teach our children well from the start and it will pay off later. 
Sunday Times, p. 14. 

Hopkins, D. (1993). A teacher's guide to classroom research (2nd ed.). Buckingham: Open 
University Press. 

Kainan, A. (1996). Stories about power, the power of stories. Journal of Curriculum Studies. 
28(3),301 - 314. 

Kincheloe, J. & Steinberg, S. (1993). A tentative description of post-formal thinking: The 
critical confrontation with cognitive theory. Harvard Educational Review, 63(3),296-319. 

Morrow, W. (1996). The politics of difference in South African education. In S. Robertson 
(Ed .), In Pursuit of Equality: Kenton 1995 (pp. 54-67). Kenwyn: Juta & Co. 

Morrow, W. (1989). Chains of thought: Philosophical Essays in South African Education. 
Johannesburg: Southern Books. 

Newman, W. L. (1997). Social research methods: Qualitative and quantitative approaches (3rd 
ed.). Boston, Mass .: Allyn & Bacon. 

25 



Orthophoto Map Series. 1:10000. (1989). (3227 DC 19,20,24,25 & DD 16,21). Chief 
Director Surveys and Mapping: Mowbray: Cape Town. 

Parlet, M., & Hamilton, D. (1976). Evaluation as illumination. In D. Tawney (Ed.), 
Curriculum evaluation today: Trends and implications. A second collection of papers from 
members of the Schools Council project evaluators' group on aspects of their work (pp. 84-101). 
London: Macmillan. 

Prawat, R. (199 I). Conversations with self and settings: A fiamework for thinking about teacher 
empowerment. American Education Research Journal, 28(4), 725-757. 

Van Harmelen, U. (I 998c). Where have we come from and where are we going to? Part Two: 
Where are we going to? Lecture handouts. Rhodes University, Department of Education, 
Grahamstown. 

Van Harmelen, U. (I 998b ). Where have we come from and where are we going to? Part One: 
Where have we come from? Lecture handouts. Rhodes University, Department of Education, 
Grahamstown. 

Van Harmelen, U. (1998a). Introduction to education theory and practice. Linking theory and 
practice. Lecture handouts. Rhodes University, Department of Education Grahamstown. 

Van Harmelen, U. (1995). Behaviourism, empiricism and education. In P. Higgs (Ed.), 
Metatheories in philosophy of education (pp. 51-66). Johannesburg: Heinemann. 

Van Harmelen, U., & Irwin, P. (I 995). Challenging geography: A South African perspective. 
Geographical Education, 8(3),35-38. 

Wilmot, D. (1999). Making issues-based enquiry a reality in South African classrooms through 
co-operative fieldwork. Geographical Commission Conference. Geography and Environmental 
Education: International Perspectives, London, 11-13 April. 

Schoeman, P. (1995). The "Open Society" and education policy for Post Apartheid South 
Africa. In P. Higgs (Ed.), Metatheories in philosophy of education (97-120). Johannesburg: 
Heinemann. 

Stake, R.E. (1995). The art of case study research . Thousand Oaks: Sage. 

Schwandt, T.A. (1994). Constructivist, interpretivist approaches to human enquiry. In A. 
Virding (Ed.), Mqjor paradigms and perspectives (pp. 118-137). London: Sage Publications. 

Topographic Maps. (1994). (3227DD & DC). Chief Director Surveys and Mapping: Mowbray. 
CapeTown. 

Yin, R.K. (I989). Case study research: Design and methods (revised ed). Newbury Park: Sage. 

26 



APPENDIX 1 

QUESTIONNAIRES 
LECTURERS 

& 
STUDENTS 



The following questionnaire forms part of a research programme 
that I have to undertake concerning Dr. W. B. Rubusana College of 
Education . 
All information given in this questionnaire will remain 
confidential. 
Your name is not necessary. 
Please answer the question as accurately as possible. 
Try to use your innermost, most sincere feelings to answer the 
questions . 

la. Current position: Lecturer/senior lec/ head of Dpt. at 
Dr.W.B. Rubusana college of education 

lb. Please list all your educational qualifications and 
subjects you teach at Dr. W.B. Rubusana College. 

lc. How long have you been an educator? 

2. Why did you become an educator? 
(Make a Tick next to the most appropriate reason) . 

( ] Desire to be a teacher 
( ] Economic reasons -I could not afford to pursue other 

courses at University. 
( ] Desire for employment and to improve my situation in 

Life. 
( ] Prestige associated with the profession . 
( ] Results - my qualifications did not allow me to 

pursue other career choices. 
( ] Lack of alternate study options at that time. 
( ] other reasons ....... . . . . . ........... . . .... . ... .. . 

3. How do you rate your job at the moment? 

4. 

(Make a tick next to the most appropriate response) . 
stimulating () challenging ( ) fulfilling ( ) 
monotonous () problematic ( ) intimidating ( ) 

Has your 
over the 
Waxed ( 
Waned ( 

job motivation waxed or waned (positive/negative) 
years. 

) 
) 

5. How do you feel before you are about to present a lecture. 
(Make a tick next to the relevant response) 

( ] Excited. 
( ] Confident. 
( ] I wish it were over. 
( ] Indifferent . 
( ] Its my job/duty. 

6. How does the prospect of redeployment/retrenchment affect 
your attitude to teaching/lecturing . 
On a scale of 1 - 7 decide how it affects you . 
Make a circle around the appropriate position. 
No impact 1 2 3 4 5 6 7 Despondent. 



7. 
2. 

HOR do you feel about the imminent changes 
ie OBE and curriculum 2005 . 
(Tick the most relevant response) 
Excited () Curious () Interested 
Dis interested () A Raste of time ( ) 

to our education, 

( ) 
Frightened ( ) 

8. Do you think there is a need to change the old education 
system. Yes () No ( ) 
If yes, what changes do you think are most necessary? 

9. Do you think you need to change your teaching style? 
Yes () No ( ) 

10. Do you agree with the statement that the culture of 
teaching and learning has diminished over recent years? 

Yes ( ) No ( ) 
lOb. If your answer is yes, do you think that it is your duty 

to try to change this situation or is it out of your 
control? 
My duty () Out of my control ( ) 

11. Are you prepared to be retrained? 

12. 

13 . 

Yes () No () Not necessary ( ) 

Do your students 
your lessons? 
Normally ( ) 
Occas ionally ( ) 

Are your students 
always ( ) 
occas iona lly ( 

participate and show an interest in 

Sometimes ( ) 
Never ( ) 

punctual for 
normally ( 

) never ( 

your 
) 
) 

lessons? 

14 . Do you think Rubusana is producing quality teachers? 
Yes () No ( ) 

14b. If your answer is no, please give a reason why. 

(If your answer to Q14 was no) 
14c . Do you feel responsible for the poor quality of teacher 

produced? 
Yes () No ( ) partly respons ible ( ) 

15. Choose one of the terms to describe your relationship 
with your students 
Mutual respect ( ) Student respects lecturer only ( ) 
Little respect for each other ( ) 
Student and lecturer feel at ease with one another and 
there is an atmosphere of trust ( ) 

15b. Do you expect students to respect you because you are a 
lecturer. Yes () No ( ) 
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16. Do you think it is acceptable for students to challenge 

the lesson content presented by the lecturer. 
Yes () No ( ) 

16b . Do you encourage your students to challenge and argue 
with you during your lessons? 
( ] I don't give them the chance. 
[ ] Yes I encourage them but they never argue. 
[ ] My students often challenge my views and I 

encourage them. 

17. Would you like to be involved in curriculum/syllabus 
planning? 
[ ] Yes I would 
( ] No! leave it to the experts . 

18. Do you think that exams, tests and assignments which 
mostly require the recall of facts, are an adequate way 
of measuring the ability of our students? 
Yes ( ) No ( ) 

18b . If your answer is No, please briefly describe what 
alternate assessment methods you would use. 

19 . If you were given a choice between the following syllabi, 
which one would you choose? 
[] A detailed syllabus with specific teaching details 

such as content, time and methods. 
[ ] A flexible syllabus with freedom to make choices 

concerning content and style of teaching. 

20. Have you attended workshops on Outcome Based Education? 
Yes () No ( ) 

21. Are you ready to train teachers in the new methods? 
Yes () No ( ) 

22 . Some of your students will become teachers next year, are 
they able to implement the changes envisaged by OBE? 
Yes ( ) No ( ) 

22b. If the answer to the above question is No . Do you think 
it is your duty to train them? 
Yes ( ) No ( ) 

22c . If your answer to Q22b is No. Whose responsibility is it 
to train student teachers so they are familiar with the 
new methods? 

23. Is environmental education relevant to your teaching/ 
lecturing? Yes () No ( ) 
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24 . Do you think it is your duty as an educator to inculcate 

in your students attitudes and values that lead to 
sustainable living ? 
Yes () No ( ) 

25. What do you consider to be the meaning of knowledge? 
Rate the answers below from 1 - 3, where 1 is 
important, 2 is fairly important, 3 is not relevant . 
Learning of facts () 
Understanding ( ) 
Attitudes & values ( ) 
Acquiring skills () 

26 . Learning areas as opposed to separate subjects? 
Look at the diagram -
If you are a subject Lecturer, 
which learning area do you fall into? 

26b . How do you feel about the change to learning areas? Make 
a tick next to the most appropriate statement: 

[ ] The change is not necessary as subjects will be taught 
within the areas anyway . 

[ ] I feel threatened as I do not fit in or I will be 
replaced by a person who can teach all subject areas 
within the learning area. 

[ ] Learning areas will put an end to the 
compartmentalization of knowledge and the repetition 
of facts . 

27 . The classroom is the most common teaching environment. 
How often have you used an alternative teaching/learning 
environment in 1997 and 1998? 
Never [ ] often [ ] once or twice [ ] 

27b. Do you think it is important to used a variety of teaching 
environments? Yes ( ) No ( ) 

28. What is the most commonly used teaching media amongst the 
lecturers at Rubusana. Rate the media from 1 to 4 . 
1 = very often 2 = often 3 = seldom 4 = never . 
Please circle the appropriate position. 

a. cha lk board 1 2 3 4 
h . overhead projector 1 2 3 4 
c . video 1 2 3 4 
d . prepared transparencies. 1 2 3 4 
e. slide projector . 1 2 3 4 
f. computer 1 2 3 4 
g. newspaper/magazines 1 2 3 4 
h . library 1 2 3 4 
1. mode ls 1 2 3 4 
j. charts /pictures. 1 2 3 4 
k. talk and textbook. 1 2 3 4 
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29 . Do you practice what you preach, ie do you carry out your 

educational beliefs in the classroom? 
Always ( ) Never () Occasionally ( ) 

30. Evaluate the following educational statements and decide 
whether they are appropriate to your educational experience . 
Rate them between 1 and 4 
1 = very important 2 = fairly important . 
3 = not very important 4 = Unimportant. 

[ ] -We must have a scientific approach to our education 
values and attitudes should be avoided as they are not 
easily measurable. 

[ ] -critical thinking can only take place when a learner has 
reached a certain age/stage of development . 

[ ] -Scientific knowledge is the only worthwhile and true 
knowledge. 

[ ] -We must move from an emphasis on factual recall to 
conceptual understanding. 

[ ] -To know is to understand. 

[ ] -Concepts, skills, values and attitudes are an important part 
of teaching. 

[ ] -Understanding and skills cannot be acquired before the facts 
have been learnt, in other words memorization of facts is 
essential for teaching and learning. 

[ ] -The way learning occurs is as important as the content. 

[ ] -The main point of teaching is to teach facts and obtain the 
right answer from the pupil 

[ ] - The role of the teacher is to create the correct 
environment for teaching and learning to take place and to 
a lesser extent impart knowledge. 

[ ] - Environmental education is only important for the people 
teaching Geography 

[ ] - Education should be for sustainable living and 
not only for economic success. 

[ ] - The goal of educators is to work with the learner for 
the learner. 

[ ] - The ideal classroom situation has a strong teacher who 
leads the dialogue between himself and the pupils. 

[ ] - Knowledge is the memorization and recall of facts. 

[ ] - Assessment should be multidimensional and ongoing, not 
exam driven and isolated. 



Student questionnaire. 
These questions are not directed at any particular person. They 
require your most common(average) experience at Rubusana. 
This is not a test and it does not reflect on you in any way. 
I am simply trying to gauge student attitudes to their learning 
experience at Dr .W.B. Rubusana College of Education . 
All information in this questionnaire will remain confidential. 

1. Indicate which age group you fall into: make a tick 
next to the appropriate age group. 
younger than 19 () 19 to 23 () 24 to 29 ( ) 
30 - 35 ( ) over 35 ( ) 

2 . How many dependants do you have? . . . .. . . . .. ..... . 
3. List your major subjects .. .. ... . . . . . .. .... ... . .. . . 

4. Why did you decide to attend a teachers training college? 
Choose the most appropriate answer and make a tick next 
to your choice . 
[ ] Desire to become a teacher . 
[ ] No other study options in Mdantsane. 
[ ] Hope of finding a job and improving my situation . 
[ ] Results - did not qualify for university or technicon . 
[ ] Economic reasons - could not afford university fees! 

trave 1 expense !residence fees. 

5. Do you think you will find a job when you graduate? 
Yes () No ( ) 
If your answer is no, does this affect your motivation 
and desire to study while you are a student? 
Yes () No ( ) 

6. Do you think there is a need to change our education system? 
Yes () No ( ) 
If yes, why do you think so? 

7. Who do you think is chiefly responsible for your education 
and development as a teacher while you are studying at 
Dr. W. B. Rubusana. 
Make a Tick next to any of the answers yOU consider 
relevant. 
lecturers ( ) Bisho ( ) yourse 1£ ( ) parents ( ) 

8. What was the biggest problem you encountered during your 
teaching practice last year. 

9. When you start teaching, do you think it is your duty to try 
to rectify the problems mentioned in question 7? 

Yes ( ) No ( ) 
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Remember these question do not apply to any particular person. 
They apply to a group of people and your answers must be your 
most common experience, ie the average not the exception. 

10 . Classroom situation. 
How would you rate your classroom experience at Dr.W.B. 
Rubusana? 
Exciting () boring () informative ( ) 
A waste of time ( ). 

11 . Which of the following teaching methods do you most often 
experience as a student at Rubusana? 

[ ] Participatory (dialogue and debate between students 
& students lecturers and students) 

[ ] Teacher/lecturer dominated (lecturer talk & chalk) 

12. Which one will you aspire to when you become a teacher? 
Teache,r dominated ( ) 
Participatory () 

13 . Are you required to think in the classroom or are you simply 
provided with information. 
Think ( ) 
Fed information ( ) 

14. Do your lecturers try to teach you attitudes and values 
during their lessons or are lessons aimed at the 
memorization of facts. 
Attitudes and values () . Memorization of facts ( ). 

15 . If you challenge your lecturer during a lesson and disagree 
with the content or their viewpoint, how do they respond to 
you? 
Annoyance ( ) Aggression () Ignore You ( ) 
Positively, lecturer engages you in debate ( ) . 

16. How would you describe your relationship with your 
lecturers? 
Mutual respect ( ) subservience on part of student ( ) 
arrogance on part of lecturer ( ) Student arrogance ( ) 

16b. How do you see the issue of respect at Rubusana? 
[ ] Lecturers expect you to respect them because of 

their position. 
[ ] Lecturers earn respect because of their ability . 

17 . Do you feel the students relationship with lecturers 
an acceptable one ? Yes ( ) No ( ) 
If not. what is the problem? 

18. How will you relate to your students when you start 
teaching. 

is 
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19. What learning environments have you experienced. Read 

through the list of learning environments you may have 
experienced as a student at Rubusana college. For each 
learning environment you must decide how often they are 
used . 
Rate them from 1 - 4. 1 = very often. 2 = often. 

3 = seldom. 4 = never. 
Classroom ( ) Rubusana grounds ( ) library ( ) 
Museum ( ) University ( ) Field trip ( ) 
Laboratory ( ) Visiting lecturer ( ) 

20 . What teaching media are commonly used by your lecturers: 
Rate the media from 1 - 5. 1 = used very often. 

2 = often 3 = seldom 
4 = on one occasion 5 = never 

Chalk board ( ) Overhead projector ( ) Newspaper ( ) 
Magazines ( ) Prepared transparencies for OHP ( ) 
Video/television ( ) Slides ( ) Models ( ) 
Computer ( ) Prepared charts ( ) Maps ( ) 
Talk and textbook ( ) 

21 . Have you learnt how to use teaching media? 
Yes () No ( ) 

21b. If your answer is yes, list some of the teaching media 
that you feel you can use with confidence . 

22. Do you ever get personal attention from your lecturers 
during the classroom situation? 
Often () Se ldom () Never ( ) 

22b. If seldom or never, would you like to change this situation? 
Yes () No ( ) 

23. On average how many times do your lecturers assess you 
during the year (tests , assignments exams)? ....... . . . ..... . 

23b . Besides tests, exams and assignments, what other methods of 
assessment are used? .. . ... . . . ... .. . . .. . ....... . . . . . ... . 

23c. Would you agree with the statement that the recall of facts 
is the most common requirement during assessment (tests , 
exams)? Yes ( ) No ( ) 

24. Since you joined Dr.W.B. Rubusana college how would you 
describe the performance of the college over the years? 
Please tick the relevant option(s) . 
Progressed well ( ). 
Progress was minimal ( ). 
Remained the same ( ). 
Declined steadily ( ) 
Progress showed ups and downs ( ) 
Can't gauge whether there was progress or not ( ) 

24b. Please give some contributing factors for your response to 
question 24. 
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25. In general. how would you rate your lecturers in terms of 

the following criteria listed below : 
Rate them according to the following scale of 1 - 4. 
Good = 1 average = 2 poor = 3 terrible = 4 
Punctuality () Preparedness () Stimulating ( ) 
Versatile () Knowledgable () Organized ( ) 

26. Do you think your Rubusana education will prepare you to 
cope with the reality of teaching? 
Yes () No ( ) 

27 . At the end of your diploma . if you feel you are not 
ready to cope as a teacher who do you hold responsible: 
(Tick the most appropriate reason(s) ) . 
lecture () institution () yourself ( ) 
education department ( ) 
legacy of discriminatory educational practices ( ) 

28. Have your lecturers introduced you to the concept of 
OBE (Outcomes Based Education)? 
Yes () No ( ) 

28b . Have you attended any workshops? 
Yes () No ( ) 

29. Do you realise that you could be exPected to teach according 
to OBE when you join the teaching ranks. 
Yes( ) No ( ) 

30. Who do you think is responsible for your education and 
development according to outcome based education . 
Make a tick next to any of the options you consider 
relevant. 
Lecturer ( ) Education Department ( ) Myself ( ) 

31. Rate the following education related statements in terms of 
what you consider important in the teaching learning 
environment . Give it a score from 1 - 4 . 
1 = very important. 2 = fairly important. 
3 = slightly important 4 = of no importance to me. 

[ ] The ideal classroom situation has a strong teacher who 
commands the respect of the pupils and tests retention of 
facts with regular questioning. 

[ ] The way learning occurs is as important as the content . 
[ ] Understanding and skills cannot be acquired before the 

facts have been learnt. in other words memorization of 
facts is essential. 

[ ] The main point of teaching is to teach facts and obtain 
the right answer from the pupil. 

[ ] The role of the teacher is to create the correct 
environment for teaching and learning to take place and 
to a lesser extent to impart knowledge . 

[ ] We must move from an emphasis on factual recall to 
conceptual understanding. 

[ ] Active community involvement is vital for the smooth 
running of any school. 

[ ] Environmental education is only important for the people 
teaching/learning Geography. 
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INTERVIEW 1 

Interview with Reverent Matabese. 

Questions are in bold. 

I believe you ~ere the first Rector of Dr.W.E. Rubusana college 
of education. 

No I wasn 't, It was a Mr. Coghill who was asked to become acting 
principal in January 1976. 
I took over in September 1976 . 

I believe the original premises ~as in Nu 1. 

Yes it used to be Pagamile Lower primary school . 

Who decided on the name? 

I did. We had 3 names of prominent educators and we eventually 
decided on Dr . W.B . Rubusana the local man . 

Was it al~ays a teachers training College? 

No it started as Mdantsane training co llege - taki ng only Junior 
certificate . 
It only took on matric in the new building . 

Junior certificate ~as a STD 8 and they did PTC? 

Yes. 
SPTD, STD and JPTD came later at the new premises. 

New premises was my plan. Given the plan of Kulani a nearby 
school . We protested and they said find a plan . Travelled the 
country and looked for plans. Eventually plan was a mixture of 
plans they borrowed. 

When was the original college started and ~hen did they move to 
the ne~ premises? 

I wasn't there when they moved t o the new premises but it was in 
the middle of 1979 . 
Original school January 1976 . 

Ro~ large was the enro lment. 

Started with 2 classes - one girl class of 30 and boys 40. 
By March that year there were 6 classes - 5 girls 1 male 

Were there other tertiary institutions in Mdantsane. 

None 

Even in 1991 there ~ere no options for students? 
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There was Batcule - 1990 - technical JC and Matric not tertiary . 

A lot of student went to Rubusana because there were no other 
options? 

There were no other options, and our intake was based largely on 
considering these students. they came with a very low pass but 
we had a entry examination to see whether they could write 
English. 

A lot of them were people who had been our of school for 2 or 3 
years because they couldn't get into matric as they did not have 
the matric qualification. This is what made people think that 
a teachers course was a lower qualification than matric. 
We took very low standards but we were hoping to develop them 
along the teaching profession. At the end of 1976 we had 9 
classes but still only one male - showed how many girls wanted 
to become teachers . 

How do you think that only having one tertiary institution has 
impacted on the quality of the teachers that we have produced. 

Well I cant give you a standard answer, as apart from Rubusana 
there were other tertiary colleges - Zwelitsha , Lennox Sebe, 
St Mathews. 

Some of the early students came from Johannesburg. 

Would you say Rubusana was a typical homeland, DET institution? 

In terms of facilities Yes We had no epidiascopes, no 
blackboard room, no machines of any sort. Had to make our 
teaching aides. We mad our own blackboard room. 

But the physical premises are good? 

They are good - we had planned a boarding school but it never 
materialised . 

Nice looking building -

Yes, but we had to fight for our building -
Rubusana looks better than Lennox Sebe. 

Do you think the education was imposed - FP? 

We did not think in terms of what to do or what to teach . 
When we visited white training schools we did not look at what 
they were teaching but we looked at buildings because we did not 
want anything inferior - and rubusana is not much poorer than 
the white training colleges - much smaller and not as many 
facilities but the buildings were comparable . 
In so far as the syllabus was concerned we were just given what 
was been done at Saint Mathews - that is what you must use. 

I think it is similar until recently - syllabus given by DET. 
No freedom. 
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Yes. 

Lovedale, gone to pieces - Missionary schools were closed . 

Did you have discipline problems in those days. 

First problem was with teachers - not well qualified. We 
encourage them to improve their qualifications while they were 
there. Miss Nama was one of the first teachers NPH -native 
primary higher. 

Miss Nama is still here with 33 years service. 

Originally no discipline - students come late, go early and did 
not prepare properly . But following year we would go round in 
the Kombi and pick up errant students. Discipline improved . 

Do you think the culture of teaching and learning has declined 
in recent years. 

Yes, most definitely so - in our day we were stricter - students 
were scared to come late as we took regular register. We did not 
use canes but we suspended students for a week . We don't want 
people who don't want to learn. 

Do you think we need change today? 

Yes and No 
A lot of irrelevant stuff, inaccurate, history books biased 
against the black person. 
Strange system of languages - had to do 3 languages English , 
Afrikaans and the vernacular. If you failed English it doesn't 
matter if you got a C aggregate you failed. We were against 
that . 
People who set exam papers were all white, despite there being 
good black teachers . Some of the blacks eventually became 
moderators but not examiners, except with Xhosa. 
We need scrap certain subjects . 
The examination system should change - rigid one answer exams. 
Examinations have never been a true judgement of one's ability. 
They do not show ones progress . 
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INTERVIEW 2 

Questions are in bold . 

How would yoU describe the performance of the college since 
you started? 

Performance was good until about 2 to 3 years ago then student 
performance became a bit disappointing. We used to get 100% 
passes in our exams . but in the last .3 to 4 years things have 
changed. 

How long have you been teaching at Rubueana? 

10 years exactly. 

Are you blaming the students for the downturn in academic 
performance? 

Well. no not exactly . I would not blame the students more than 
I would blame the political situation in the country. This 
democracy brought out a lot of laxity amongst students and 
lecturers . 

Do you experience job satisfaction as a lecturer at the 
college? 

Not any more no. Not any more. 

For the same reasons? 

Yes. lack of student discipline and self motivation amongst the 
students. Students are not keen to learn. they like to take 
short cuts in everything they do. 

How does this 
performance? 
For instances 

lack of motivation on your part affect your job 
Are you motivated when you go to the classroom. 
do you prepare hard? 

Yes I do prepare hard. but I get disappointed when I come to 
class. I am well prepared but the students have no pre­
knowledge. They are showing interest, but they are not following 
up on the interest, they are not motivated . 

Have you tried to change your teaching style in order to 
motivate them? 

Definitely. I have . I have been trying the problem centred 
approach. but I get little response from the students. They are 
laz y to learn. 

When students leave Rubusana, and graduate, do think they 
will they move into a more positive environment in the 
schools? 
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I'm not sure. as I don't really know what is happening in the 
schools at the moment with this outcome based approach and 
curriculum 2005 . 

Do you think there is a chance that our students could become 
positive hard ~orking educators? 

Definitely so. I think so . 

Earlier you said students are negative and they are not hard 
working. When they become teachers are they not going to 
take these ideas ~ith them? 

Yes . maybe if they get a challenging environment in their 
schools. they might pick up. There is room for improvement . 

We teach students to become teachers. a lot of ~hom are 
teaching the current matric' s. Our matric results are poor. 
are we not to blame? 

No definitely not . We are not to blame. I blame the primary and 
secondary schoo ls. Std 6. 7. 8 the students are not getting 
enough foundation for Std 9 and 10. I don't think we at the 
college are too blame. When they get to the college they are 
infested with wrong knowledge or they did not get enough 
teaching. basics during their secondary school period. 

Do you agree that the culture of teaching and learning has 
all but disappeared in the majority of institutions? 

Well the other lecturers from other colleges also complain about 
the culture of learning amongst the students. 

Mark Henning. director of the Independent Schools Council 
summed up our past ~hen he ~rote "For a minority the 
examinations have been the climax of 12 years of 
substantial. acceptable schooling. but for the majority they 
epitomise an irrelevant system. dominated by gross disparity 
of prov is ion" . 

What do you think about that statement? The majority have 
been discriminated against and the minority have reaped the 
re~ards. 

Well of course according to the demographics of South Africa, 
there are many more Blacks. Coloureds and Indians than Whites, 
so I agree with the statement. There are exceptions. black 
schools that are doing very well. some that are doing better than 
the advantaged schools. 

The irrelevant system stems from CNE & FP. an ideology 
imposed on people, especially on black people against their 
will. Has this ideology of CNE & FP made a difference to 
you as a teacher. has it possibly discriminated against you? 
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Well. I would say we benefitted a lot from CNE. because we were 
not so much politicised. We wanted education at that time. We 
were not interested in the politics at that time. saying that 
education was imposed is not entirely true. we wanted to learn. 

During your schooling? 

Yes during my schooling, never cared about what was imposed on 
us, we wanted to learn whatever we were given . For an example 
some of our students were doing 4 languages. Latin. English . 
Afrikaans & Xhosa. They did well . They never complained. 

Were students not discriminated against, in that they could 
not do Maths and Science as there were no teachers? 

It depended on the individual schools in those years. I went to 
a school were there was no maths and science. so I had to go to 
a special school that offered maths and science only after 
passing Junior Certificate. There were very few teachers who 
could teach maths and science not necessarily that they were 
discriminated against. 

It has been said that the DET is very prescriptive. They 
give you a syllabus, a curriculum which yoU have to follow. 
For maths and science it is not as prescriptive. How do you 
feel about it? 

It is not easy to prescribe sections to be taught. because it 
depends on previous knowledge of other sections as some sections 
are interdependent. You can't run away from sections. as they 
are needed for another section. as they are interlinked. it is 
not like History. were you can leave out some sections. eg South 
African history. and teach only European history. You can hide 
things which you don ' t want them to know. 

Do you agree that the old education system has failed for 
the majority of the people? 

Well. I won ' t say during that time. I can only say now it has 
failed for the majority. We could make the best of the little 
education we were given and we were able to advance our 
education. 

You are talking about a minority. You are the minority. 
The majority of people in your tilDe did not make it to 
matric , to university or teachers training college. 

Do we need change? 

Yes . the old system failed. due to the laws prevailing at the 
time. To quote Verwoerd "why teach a Bantu child mathematics if 
he is just going to work in the mines?" Reflects that the old 
education system was favouring one kind . We definitely have to 
have a change. I think that the change that is on the go now is 
going in a positive direction. 
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This OBE. curriculum 2005 is obviously our change? 

Yes. 

Has it been imposed on us? Have you had any input into 
curriculum 2005? 

As far as I know , it was decided somewhere, somehow at the top 
echelons of the government . I don't know of any situation where 
people were consulted at grass roots leve 1. I am not against it . 

My problem is that the old system was imposed. now 
curriculum 2005 is also being imposed. This is a danger I 
think. People are not happy with being told what to do. 

Yes some people are reluctant to change. 
come to think about it, compared to the 
2005 is quite a good change. 

But in any case if you 
old system curriculum 

Do you know when it is due to be implemented? 

Well in some schools it has already been implemented . 
been go ing on and practised unawares, unconsc ious ly, 
called curriculum 2005. 

When is the formal date for us to start teaching OBE? 

It has 
but not 

Well they said it's going to start from Grade 1. Sub A. and then 
gradually be introduced into the higher standards. Grade 1 and 
Grade 6. 

Which year? 

They started it last year in grade 1. 

What do you understand by an outcome? We have outcomes 
based education. what does an outcome mean? 

Outcome means what the students gained at the end of the lesson, 
the application of what he has learnt. Outcome is the 
application of the theory which he has learnt. Can he use the 
knowledge he has gained practically? Is the knowledge he has 
gained functional? 

Do you think most people know what the objectives are and 
how to implement OBE. Thinking of teachers - educators at 
the moment in our environment. 

Not many people are clear about this outcomes . 

Whose duty is it to inform us and to prepare our students? 

It is the duty of those people who came to introduce this . 
Either they introduce it to the teachers and the teachers 
introduce it to the students. If the teachers know it 
themselves, it is the duty of the teachers to sow the seeds. 
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This change will involve you yourself changing the way you 
think about education and possibly relinquishing power. Power 
seems to be a big deal at Rubusana . Lecturers walk around 
thinking they are better than the students. With OBE are you 
prepared to accept a student as a fellow learner and relinquish 
your dominant role in the classroom. Are you prepared to accept 
democracy in the classroom? 

I am prepared to accept democracy in the classroom, but provided 
that democracy goes with responsibility from the students. If the 
students are go ing to be have anyWay because of democracy , it 
means they don't understand what democracy is . It must go with 
responsibili ty. it doesn't mean they can do things their own way. 
They must have responsibility and discipline with democracy . 

Teachers should be working with the learner for the learner. 
Do you teach in this manner? 

Not yet . 

Do you want to change? 

Not exactly . I give the learner the work. the learner must do 
the work and then I want to see the results . 

Do think you need to be retrained - need help in changing 
your outlook? 

Not necessarily. but in service training is very important in any 
case. Refreshment. updating and upgrading . 

You have taught for 20 years. can you teach an old dog new 
tricks? You are an old educator can one change their way of 
thinking? 

Yes you can change. but you must be very diplomatic about it . 
You must have a very special way of trying to introduce the 
person into the way you want him to think . 

You can but it depends on the way you approach it. the way you 
approach it must be very diplomatic. Explain the advantages and 
disadvantages. Compare different methods. 

Is the young teacher more receptive to change? 

Yes definitely. knows nothing he is blank! 

Knows nothing! blank! 

RelativelY. he wants to know something, he 
experience. he doesn't know much , so he will be 
know something because he doesn't know anything . 

doesn't have 
very happy to 

The young teacher haan't learnt all the bad old ways so he can 
be moulded. 

Yes that's right. 
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Many teachers and lecturers are totally absorbed with their mm 
lives - at Rubusana there are taxi owners. shop owners. people 
studying continuously for their own benefit. In other words 
teaching and lecturing is not their priority - do you agree with 
this statement? 

Definitely 

HOR does it influence their teaching? Are they putting their 
llie and soul into their teaching? 

No. because of the economic situation of the country people want 
to learn more for more paY,they want other jobs because of poor 
pay, there is no motivation in the salaries that they get so they 
try to supplement their living. 

Despite the history of discrimination. some teachers are 
comfortable in the old system, they use the pupils as scape 
goats. Failure blamed on the pupils. 

Will these people be willing to change? 

Those are the type of people who are resistant to change. 

Are they the majority? 

No it is just a few, it couldn't be the majority . 

Do you think effective change is possible li people are not 
willing to change? 

No! It's not easy because of passive resistance. difficult­
lead a horse to water but can ' t make him drink. Attitudes are 
involved in the whole thing . Depends who is trying to change the 
people. 

Do you think change Rill have to be imposed? 

No, it doesn't have to be imposed - people must be give the 
advantages of the new system as opposed to the old system. 

Then we must empDRer people. educate them, ideology of OBE. 

We must in service them . 

At the moment its 1998. OBE was already meant to start. but 
so many people know very little. they are not part of it. Row 
can we get them involved 

Because of ignorance, laz iness , coup led with re luctance to 
change - those are the main factors. 

How will we overcome this? 

Well I think the people , the new teachers, if they can see 
see where it is working, taken to these places and given 
practical demonstration then maybe they can change . 
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INTERVIEW 3 
Questions are in bold. 

Are you a lecturer at Dr W B Rubusana, how long have you been 
an educator and how long have you been at Rubusana? 

Yes, twentieth year of being a teacher and 6 years at Rubusana. 

How would you 
you started ? 
deteriorated? 

describe the performance of the college since 
For example have standards improved or 

Standards have deteriorated. Since 1996 things have gone down 
down . 

Why do you feel this way? 

I can attribute it to low morale of lecturers with the change in 
the department and low morale of teachers to get to classes, 
because there is no drive from the management of this college . 

Do you experience job satisfaction? 

No 

Major problems? 

You can do your work we 11, but there is no thank you, or the show 
that you have at least done well, nobody to give you the surety, 
so you can do the work and that is causing the low morale. 

Active community involvement is necessary for the smooth 
running of any school or college, do you agree? 

Yes I do. 

Does Rubusana have active community involvement? 

Not at all. 
doing here . 
forward for 

It is not involved. It doesn't know what we are 
Even the lecturers here have got programmes to put 

the community but the management is hindering that. 

Do lecturers. students and other stakeholder's work together. 
the community being the lecturers, students and stakeholder's, 
do they work together for the good of the college? 

No not at all. Its about individualisation. 
is holding its policies and principles 
correlation. 

Every stakeho lder 
so there is no 

Are your students motivated and enthusiastic about their 
studies? 

In a way. It depends on the lectures concerned. Most of them 
are quite enthusiastic. 
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How do you try to motivate your students, give some examples 
of how you try to encourage them. 

We are trying to make the courses as practical as possible . Most 
of the time we are lacking the capacity to do this , but otherwise 
we are trying to improve . 

Is it likely that Rubusana students will become good positive 
educators? 

I don ' t think so. They don't focus on 
empowerment of themselves. They are involved 
nothing to do with improvement or empowerment. 

development and 
in minor things, 

Are we to blame for the poor matric results in the Mdantsane 
area? We are, after all, producing the teachers who teach the 
matric's in Mdantsane. 

I cannot say that , cause not all high school 
this college . Some are from universities . 
level of education is to blame. 

teachers are from 
The who Ie higher 

Do you agree with the statement that the culture of teaching 
and learning has declined alarmingly in the majority of 
institutions? 

Yes, I agree . 

We have been described as teaching machines. All the old 
ideologies, curriculum, syllabus, eNE, FP, methodology has 
all been imposed on us. We have no say. We are given a 
syllabus , told what to teach, how long to spend on a 
section etc. 

Yes we are not given the opportunity to take the initiative to 
change the system of teaching. That is why most of our teaching 
is theory based and content based more than practica I and 
outcomes based, that doesn't develop our students . 

Since 1996, we have been given a bit of freedom since we have 
been aligned with Rhodes University. They allow us to set our own 
exams. Have you made any changes away from the DET syllabus? 

I have tried but the university doesn't give me that chance . It 
doesn ' t empower me o r my students . They are endorsing whatever 
I send, there is no fo 1101" up. 

The old system of education has failed for the majority of 
people. Do you agree with that? 

Yes . It is mainly theory a nd c ontent based There is no way for 
development from our side as educators and for our students? 
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Do you agree that we need change? \lihat change do you 
envisage? . 

Yes. We should be part of restructuring the syllabi . There is 
a need to exPose our students to in service training. They must 
not come with all the theory and content. They should have a 
little bit of practicality on their work. 

One of the obvious changes is OBE and curriculum 2005. 
is our change. change for the good of the people . Has 
been imposed on us? Are we implementing OBE? 

This 
it 

Even if it wasn't imposed on us, it would not make any 
difference , because we need to change. The problem is we haven ' t 
had capac i ty building and we haven't been empowered with the new 
system . We don't know it ourselves. It is still in its 
infancy, so there is no way we can implement it. 

liihat do you understand by an outcome? The whole thing is 
called OBE. 

Have insight, the ability to solve the problem , what you are able 
to interpret and analyze in a manner that wi ll have practical 
impact . 

Most of us at Rubusana don't know too much about OBE . \lihose 
duty is it to inform us and to prepare out students? 

I blame the university we are affiliated 
capacity to do that . I therefore also blame 
must make means to expose us, working 
department so that we are trained. 

to. They have the 
the management , they 
together with the 

\lihen we move to OBE. change will involve us changing the way 
we think about education and possibly relinquishing power . 
For example , when we teach. there is a power struggle. 
The teacher must dominate the students. OBE says that is 
not acceptable any more, we must have democracy in the 
classroom , relinquish our power. have student participation. 
Are you prepared to have equality, have a mutual respect, 
have a sharing of this power and decision making? 

Yes I am prepared for that . 

The teacher should be working with the learner for the 
learner . Do you teach in this manner? 

Our students are very passive recipients, that is the problem . 
I think as a person that is proper . 

Do you think you need to be retrained? 

I cannot say to be retra ined , because my e xperience is enough, 
but I need capacity building to improve and develop. 
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You have been a teacher for 20 years. Can one teach an old 
dog new tricks? 

Yes but it depends on the individual and the environment . 

Is it not more difficult for teachers who have been doing 
something for a long time to change? 

Yes. They fear the change. 

There is a lot of inequality in our education. Do you think 
a single curriculum will meet the needs of all South 
Africans? 

Yes , accompanied with capac ity building for those who are under­
qualified, they must be trained. 

Many teachers seem to be totally absorbed with their own 
lives. For example I know of Rubusana lecturers who own 
taxis and businesses, some are also studying. In other words 
teaching and lecturing is not their priority. Do you agree? 

I do. 

How does this affect their teaching at the college? 

The standard of learning and teaching at this college is very 
low . 

These people are comfortable, they are earning a lot of 
money. will they want change? 

No because they feel safe . 

Do you think effective change is possible if people are not 
willing to change? 

No , but there must be a strategy done by the Department . 

That brings me back to the question. our old ilnposed system was 
a failure. now if they ilnpose OBE, is this not also going to rub 
people up the wrong way and also make them negative? 

I don't think so . If somebody needs to go on with education, 
there is a need for change . Enforce change . 
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INTERVIEW 4 
Questions are in bold. 

Group interview : l ooking at the problems facing education, facing 
Rubusana and our road forward towards OBE and curriculum 2005. 

How long have you been students at Dr W.B. Rubusana college? 

Third year. 

Describe the performance of the college, in the past three years, 
has it improved? has it gone down? what do you think? 

The co llege is going down it is not improving. Some are coming 
late, others are running away from studies . 

I think the college is going down even in the financial side . 
Otherwise finances could be used to improve the college . 

The smooth running of any institution depends on the involvement 
of the community. community being everyone not only parents. 
Do think this is happening at Rubusana? 

I think the community around Rubusana is not taking part. There 
are things that need the community to help , but they fail to do 
so . 

Do you think the lecturers and students are working together 
towards the good of the college . 

In certain things there is that togetherness , but in some things 
they differ . 

What about the management of the college? 
and management are they working together, 
about the class room situation. 

Students , lecturers 
I-m not talking only 

Students are involved in terms of leadership, standing for the 
whole students, but the people who are interested in education, 
like organisations outside the school situation, are not very 
active, you cannot see their effect. 

Do you think your lecturers are motivated? By that I mean are 
they on time are they prepared for their lessons, do they spend 
time after hours helping you . Do they show enthusiasm for their 
jobs? 

Some of them are giving good lessons, some of them are not good. 

Are students motivated? Not necessarily you 4, but are students 
in general motivated to work hard, to learn? 

As time goes on, the motivation is fading. During my first year, 
I have seen that activity of prize giving , the second year I 
noticed that the prizes were just old books to be brought bac k 
again. In the third year I have not seen a single motivation from 
that prize giving. 
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When you are studying at Rubusana. are you after the diploma or 
after the education? 

I am after the diploma, because I am greedy for the green 
pastures . 

I think that this is my step to other spheres of education so 
I take this as an education. 

Really I wanted to become educated, after this diploma I would 
like to further my studies, maybe at University. 

Democracy in the classroom. By democracy I mean, when you are 
going to write a test do you discuss it with your lecturer or do 
they just tell you. "Monday you are writing a test" . Is your 
general classroom situation is it democratic or is there 
autocracy? 

I think it is democratic. 
something, and to decide . 

Everybody has the chance to say 

It may be democratic in terms of tests, but when it comes to 
assignments , the lecturer says I want this assignment by a 
certain date, you have no area to discuss it . 

In the classroom. do you generally sit quietly and listen or are 
you actively involved? If your lessons is say for 40 minutes do 
you talk for 10 minutes. discussing things. or are you sitting 
quietly for 39 minutes and saying something for one minute. How 
would you describe your classroom activity? 

Some students are participating but some others are not 
participating including myself. We are just given a hand-out, 
read it and tell what is going on . Some participate others find 
it difficult to do that they are waiting for the lecturer to give 
them something. 

Would you say that is the majority of the students? 

Yes majority of the students are sitting quiet . 

I am also sitting quiet, but I am good at writing down facts and 
points. but I am not good at talking. 

It is true 
situation. 

Yes 

that the majority are 
The minority are active . 

passive in the classroom 

When you pass and move onto the schools. how are you going to 
cope with the problems of late coming, absenteeism, lack of 
discipline. There are so many problems at these schools. how are 
you going to cope? 
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We want to apply some discipline to the pupils. You have to 
involve them by having some of their leaders in discussions about 
the conduct at the school . It would be better if you just act 
as the conduct is saying. 

Problems in schools are a big problem how are you going to cope? 

I think I would get into some agreement with them. 

The matric results last year were very bad. only a 50% pass rate. 
Rubus ana produces teachers who teach matric -s . Are the Rubusana 
lecturers to blame for the poor matric results in say Mdantsane? 

We are talking about negotiation. we are talking about something 
which involves, the parents the students and the teachers. We 
cannot only focus on the lecturers who teach the student 
teachers, we have to look at it holistically. who fails who is 
not capable who is not responsible. 

CNE the old system has been described in many quarters as 
ixrelevant and unequaL Do you agree with that statement? 
Especially irrelevant to people like you with the DET they didn -t 
give people much choice. 

I think the system is irrelevant and has some separation in it. 
The ideology of CNE, I don -t think it really is Christians who 
invented it. 

We have poor matric results. has the old system of education 
failed? 

I think it has failed. When we are in this era, considering what 
has happened in the past be ing done by the department of 
education . People who are the product of that type of education, 
are not capable of doing things . 

We agree that the old system has failed. We are going to have 
changes. we are already having the changes. what sort of changes? 

They are talking about uniting the education to make a single 
department of education which was previously divided according 
to race. This is going to take more time than expected . Also 
the OBE and trying to apply it step by step. 

This is what I was getting at OBE and curriculum 2005. That is 
going to be our change. Are you ready to teach OBE? Are you 
ready to implement it when you start teaching next year? 

Not ready as such because this OBE has started with us, so we are 
not having enough of this practice . I think students who come 
after us at the college will have more practice. Even the 
students at the high school are happy when you come with this 
OBE . For example when I come with rocks and I want some 
information, they just keep quite, they want you to say 
something. 
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It is going to be difficult to implement . Do you think you know 
all the ways of implementing OBE? 

No. 

Yes, my po i nt of view is I have strategies to teach the theory . 

One aspect of OBE that will be very different will be 
What do you know about assessment according to OBE. 
take place? 

assessment. 
How will it 

I think when they are putting this it i s st i ll a theory. No way 
I can say it exists. 

It is meant to exist . 

It is meant to exist , but we don't have proof of it . I am a 
little confused when they talk about passing and failing. 

Anything more on assessment? 

They talk of continuous assessment. Asse ssing your student each 
and every day . At the end of the year you collect all of that 
and come up with your results . 

What sort of things will be used to asses the students on a daily 
basis? 

I would think the projects can be taken into consideration. 

How many of your lecturers have actually tried to tutor you on 
OBE? 

Four . 

How many lecturers do you have? 

About ten . 

Have they .given you a proper workshop? 

They just say we will be teaching students in this way. No 
actual workshop . 

Do you think lecturers are ready to change? I know a lot of 
lecturers and teachers who are taxi owners. shops owners etc. 
They have a lot of interests other than teaching. Maybe teaching 
in this situation suits them . Do you think they will want to 
change? 

I t hink they will want t o c hange . cause some are trying t o 
introduc e t h is OBE, they will influence the others. 
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Under the whole context of changing there is much more theory. 
People are talking about transformation, but when it comes to the 
practical you cannot see the actual change . The minority can be 
able to change, some are resistant. 

How will this change take place? Will it have to be forced. 
Will teachers be allowed to contribute or will it just be forced 
on us. 

Government will have to appeal to the educators to try to change. 
Change is difficult, talking of change is one thing but in 
reality there will be no change. 

Talk about change in one generation , something will happen in the 
next generation 
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PRESEVICE GEOGRAPHY TEACHERS PERCEPTIONS OF 
INTERRELA'l1ONSBlPS IN THE LOCAL ENVIRONMENT 

USING PHOTOGRAPHS: A CASE STODY 

R,OBERT DAPHNE 



INTRODUCTION 

I work as a geography educator at a pre-service teacher college in Mdantsane. I teach a group of 

12 third-year senior primary student teachers. During the course of my work I have established 

that these students know very little about the nature and goals of geography. They are seemingly 

unaware of interrelationships and their importance to geography: lacking a holistic understanding 

of the environment as composed of interrelated and interdependent dimensions, they tend to 

focus on isolated phenomena, and offer descriptions which have apparently been memorised 

with little thought or understanding. This seeming lack of understanding casts doubt on their 

ability to use geography as a vehicle to build on the experience of young chi ldren (Catling, 

1987), or to make appropriate use of geography as a medium for environmental education 

(O'Riordan, 1996). 

The goal ofthis research is to determine how these student teachers perceive and make sense of 

the local environment. I use colour photographs of the local environment and focus on students' 

perceptions and understanding of the interrelationships among the environmental elements 

portrayed in the photographs. 

The paper is structured as follows: first, the theoretical perspectives informing the study are 

discussed; secondly, the research methodology is described; thirdly, the findings of the 

diagnostic photo reading activity are analysed and discussed ; fourthly, interviews conducted with 

the students are analysed and discussed in relation to the findings of the diagnostic activity; and 

lastly, the findings are evaluated and their implications for South African school geography are 

assessed. 

THEORY INFORMING TIllS STUDY 

Geography, as a subject in the formal school cunicultun, is seen as worthwhile to the extent that 

it develops in learners an understanding of their own and other worlds through a conceptual 

framework of place, space and time. According to Catling (1987:19): 
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Geography is a study of places. As a discipline it has its origins, roots and distinctive 

contributions in the places, the whole world of which children are a part and which they 

will later help shape. The focus of geography lies in exploring the nature of places: what 

are they like? where are they? why are they as they are? what interactions occur between 

places, how and why? in what ways do they change andforwhat reasons? what is it like 

to be part of them? what issues of concern arise in different places and how can they he 

tackled? These questions lie at the heart of children's interest in and exploration of 

places. 

Calling (1987; 1988) claims that without a sense ofpJace we could neither survive nor grow and 

that the development of a sense of place is fundamental to the education of the child. It is this 

sense of place, of making sense of and understanding the world around us, that lies at the heart of 

geography and should be the cornerstone of the school geography cumculum. Contemporary 

geography educators concur that an ability to understand place and the broader environment of 

which it is part is one of the central goals of geography (Binns, 1996; Bradford, 1996; Johnson, 

1996; Heally and Roberts, 1996; Hunter, 1996; Rawlings, 1996,1987; !GU, 1992). 

Likewise, Environmental Education emphasises the need for developing in learners knowledge 

and understanding of the environment as a complex system of interrelated and interconnected 

dimensions (as shown in Figure 1). 
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Power, policy and decisicns 
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Vying things and life 5UPpon systems 
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Figure I: A broad perspective on the environment (Source: O'Donoghue & 
Janse van Rensburg 1995) 
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If we accept the notion of the environment as a complex system of interrelated and 

interdependent parts, then we need to ensure that our learners develop an ability to recognise and 

make sense of the interactions and interrelationships which exist among social, political, 

economic and biophysical dimensions of the environment (Janse van Rensburg & Lotz, 1998; 

Carter, 1996; Robottom, 1996; Fien, 1993a; Martin, 1993; Orr, 1992). Catling (1988) contends 

that an ability to make sense of interrelationships and their effect on the environment is not 

something that occurs naturally, but needs to be nurtured. lfthis is so, then it follows that such 

nurturing is only likely to occur if teachers themselves are able to recognise and make sense of 

the environment in a holistic and integrated manner. 

Environmental educators (Fien, 1993a; Huckle, 1993) argue that education should be more than 

just education about and in the environment (essentially knowledge and understanding, and 

experiential learning); it should also include the further dimension of education for the 

environment. Huckle (1993) claims that education for the environment builds on education 

about and in the environment in such a way as to promote appropriate values and attitudes and 

develop in learners the competencies necessary for becoming actively involved in environmental 

issues. N; is the case in contemporary geography education literature (Hunter, 1996; Rawlings, 

1996; Unwin, 1992), environmental educators have called fur a critical enquiry approach to 

achieve the necessary conceptual understanding of increasingly complex, modem environments 

(Huckle, 1995; Fien, I 993a). 

Thus geography - as a broad and interdisciplinary subject with a strong tradition of developing 

understanding of physical-human relationships - is seen as an appropriate vehicle for achieving 

the goals of environmental education (Corney & Middleton, 1996; Lambert & Matthews, 1996; 

O'Riordan, 1996; Rawlings, 1996; IGU, 1992). According to Daugherty and Rawlings (1996), 

the multifaceted nature of geography, in combination with a critical questioning approach, 

renders the subject an appropriate vehicle for education in the broadest sense. However, while 

geography and environmental education are seen as pursuing the same goals and advocating 

similar strategies for achieving these, Symmonds (1996) argues that, as part of the South African 

school curriculum, geography still needs to prove that it is an appropriate vehicle for 

environmental education. 
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My experience with pre-service students at the teacher college in Mdantsane has taught me not to 

assume that students have a holistic awareness of the concept of environment. Unless we, as 

teacher educators, understand how our students actually construe the environment, there is a 

danger that the goals of geography education as adumbrated above will not be achieved. This is 

particularly so in South Africa, given that in the past, emphasis was placed on the memorisation 

off acts at the expense of skills, values and conceptual understanding (Van Harmelen & Irwin, 

1995). 

As future primary school geography teachers, the students with whom this study is concerned 

have the responsibility of ensuring that a conceptually sound foundation is laid for future 

education to build on (Wilmot, 1998; Catling, 1987). It is claimed that a geography educator's 

role is to enhance the understanding of place and to build on the environmental experience of the 

young child (Catting, 1987). If the educator is unable to do this, the child may struggle to 

develop a sense of place and to acquire the conceptual understanding and skills necessary for 

further education (Van Hannelen & Rozani, 1995). 

If geography is going to playa meaningful role in the education of young South Africans and 

realise its potential as a vehicle for environmental education, then as a geography educator it is 

my responsibility to ensure that my students, as future teachers, are able to recognise and 

understand how the various dimensions of the environment, as shown in figure 1, are interrelated 

and interdependent. 

Photographs and the local environment 

Contemporary geographers emphasise the need for educators to make use of the local 

environment as a site for teaching and learning - one on which subsequent understanding ofthe 

wider global environment can be built (Bailey, 1996; Daugherty & Rawlings, 1996; Catling, 

1987; Hale 1986). However, according to Adonis (1993) and Van Hannelen & Irwin (1995), the 

local environment is not much used as a site for teaching and learning in South African schools. 

Fieldwork, as an experiential approach to teaching and learning which utilises the local 

environment, is seen as posing enormous organisational problems for educators and 

consequently is rarely used (Adonis, 1993). 
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On completion of their pre-service teacher education, the students whom I teach will take up 

positions in township schools. Given the financial and logistical constraints in these schools, 

fieldwork may not be possible. I therefore decided to use colour photographs of the local 

envirorunent as an alternative to first-hand field experiences. While colour photographs cannot 

replace experiential learning in the envirorunent, they do nevertheless approximate reality and 

enable a form of access to it. Further, photographs are the most common secondary source of 

information about the envirorunent included in primary geography learning support materials 

(despite the fact that the interpretation and understanding of photographs is sadly neglected in 

most South African schools) (Wilmot, 1998). Thus while using colour photographs primarily for 

the purpose of investigating students' perception and understanding of interrelationships in the 

environment, I was aware that I would at the same time be demonstrating to them the value of 

photographs. 

METHODOLOGY 

In seeking to investigate pre-servIce teachers' awareness and perceptions of the local 

environment using photographs, this research is concerned with understanding as opposed to 

measuring or proving what they do or do not know. I anl interested in what they see, how and 

why they see what they do, and how they interpret and make meaning of what they see.l concur 

with Martin (1993) that, as unique individuals, each of us sees the world through our own set of 

lenses and that these are informed by our values. The present research project is thus aligned 

with the interpretivist paradigm, which focuses on understanding and interpreting reality within a 

particular context. It accepts that reality is subjectively constructed and that there is an 

inseparable bond between values and facts in the construction of knowledge (Fien & Hillcoat, 

1996; Schwadt, 1994; Cantrell, 1993; Cohen & Manion, 1989). 

The research comprises a case study of one class of twelve pre-service senior primary student 

teachers. It does not seek to generalise but rather is concerned with interpreting and 

understanding how these particular students perceive interrelationships in the environment (Stake 

1995). According to Cohen and Manion (1989) a case study is a research approach in which 

observation of the characteristics of the individual unit, in this instance a class of pre-service 

student teachers, is central. The case study researcher concedes the "fragility" of his 
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interpretation and that the recommendations based on the results of the research should be 

viewed as tentative, provisional and context-specific (Walker, 1993: 174). 

Data for this study were gathered as follows: 

• A diagnostic photo reading activity was done with the students. 

• Semi-structured interviews were conducted with the whole class. The purpose of the 

interview was to clarify and probe individual responses to the diagnostic activity. 

• Data was analysed using qualitative and quantitative means in order to identify trends, 

patterns and anomalies. 

The diagnostic photo reading activity: fmdings 

The purpose of the diagnostic photo reading activity was to investigate the extent to which the 

students were able to identify and describe the interrelationships in the local environment as 

depicted in figure 1. To tbis end, ten colour photographs were selected for use in the activity. 

These photographs show a variety of scenes ranging from the street adjacent to the Teachers' 

College to Cove Rock some 20 km away (for copies of the photographs, see appendix I). The 

photographs depict scenes of urban, rural and natural environments. While the students, as urban 

residents, are familiar with the urban environment, to teach geography they need to be able to 

make sense of rural and natural environments as well. According to Huckle (1995) and Unwin 

(1992), natural environments have ceased to exist as entities independent of human actions: 

learners need therefore to understand the interrelationsbips at the physical-human interface in 

order to make sense of the environment. 

Orr (1992) also maintains that it is important for learners to be able to read cues that indicate an 

environmental problem. It is argued that an ability to do so requires an individual to see and 

make sense of the various dimensions of the environment in an integrated, holistic way. I thus 

photographed scenes that I perceived as having multifaceted and interrelated dimensions that 

breach the physical-human interface. 

Before doing the diagnostic photo reading activity the students were briefed as follows: 

First, I showed the students figure 1. We then discussed the various components of the 
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environment according to the premIse that modern environments are multifaoeted and 

interrelated. We went on to discuss terms such as 'interrelated' and ' interdependent' in an 

attempt to establish what it means to view the environment holistically. Secondly, I told students 

that I was interested in finding out how they read and made sense of the local environment. I told 

them that I had photographed scenes in the local environment and asked them if they would look 

at the photographs and write down their interpretations. 

The students were given approximately 10 minutes to read and describe in writing what they saw 

in each picture. More specifically they were asked: 

* What do you see? 

* How do you feel about the environment portrayed (positive, happy etc.)? 

* Is there a problem? 

The analysis ofthe diagnostic photo reading activity was based on the framework developed by 

Wilmot (1998) in her study of the spatial conceptual and perceptual skills that children utilise 

when reading and making sense of pictures. She argues that in order to be an effective 

communicator of space, one has to utilise spatial perceptual skills which are linked to and 

dependent on one's spatial conceptual understanding. I decided to adopt the criteria used by 

Wilmot in her analysis of children's picture reading abilities (Wilmot, 1998). Tables I and 2 (see 

pp. 9 & 10) show the 6 criteria selected for use in this study. I shall now justifY why I chose 

these criteria. 

While the primary goal of this study is to illuminate how students perceive and interpret 

interrelationships in the environment (Criterion 4), the study also seeks to shed light on other 

dimensions (see Criteria 1,2,3, 5,6) perceived as linked to and complementing the primary goal 

of the research. The criteria are additionally useful in helping to identifY possible problems 

and/or difficulties that students may encounter when making sense of the environment. 

Criterion 1 is seen as appropriate to this study in that it measures the extent to which a student is 

able to observe and identify the shape and form of 2-D objects or features in a picture and relate 

them to 3-D reality. Unless students are able to recognise and identify individual features shown 

in a photograph, it is unlikely that they will be able to describe them (Criterion 2). Likewise, an 
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ability to describe what one sees in a photograph does not necessarily imply that one understands 

how or why the various elements are linked or interrelated (Criterion 4). 

Criterion 3 is seen as relevant to this study because one cannot claim to know and understand 

one's environment and the interrelationships within it unless one is able to articulate and 

communicate one's knowledge in some or other fonn, be it written, oral or graphic. 

Criterion 5 is seen as relevant to this study in that it assesses the extent to which the students are 

environmentally aware. Curriculum 2005 advocates the infusion of environmental education into 

all learning areas. It is argued that achieving this goal will depend on the extent to which teachers 

are themselves environmentally aware. Criterion 5 thus evaluates the extent to which these 

students, as future teachers within the Human & Social Science Learning Area, are able to 

recognise and explain problems and issues in the local environment. 

Criterion 6 is intended as a means by which to evaluate the students' sensitivity, values and 

attitudes towards their local environment. Fien (l993a) maintains that values are integral to a 

holistic understanding of the environment. 

ANALYSIS AND DISCUSSION OF THE FINDINGS OF THE 

DIAGNOSTIC ACTIVITY 

The students' responses to the diagnostic picture reading activity were analysed fur the class as a 

whole and for individuals within the class in order to identifY trends, patterns and anomalies. 

Their responses to specific photographs or groups of photographs were also analysed, in an 

attempt to see whether their level of understanding varied according to the different 

environments depicted. Tables I & 2 (pp. 9 & 10) provide a tabulated summary of the findings. 
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N= 12 PHOTOGRAPH NUMBERS 

NUMBER OF PICTURES WIDeH THE 1 2 3 4 5 6 7 8 9 10 THE PRESET TEACHER: 

1. Recognised and identified individual 12 12 12 12 5 12 12 6 9 10 
features shown in phot02raph 

2. Describe what tbey saw 

• little detail 
3 3 5 2 2 3 I 7 5 8 

• modemte detail 7 8 5 9 9 7 9 5 7 4 
• rich detail 2 I 2 I I 2 2 0 0 0 

3. Expressed their ideas 

• with difficulty . poor syntax and 
6 5 6 6 6 4 5 5 8 5 

vocabulary 
• clearly using simple language 5 6 6 3 4 7 7 6 2 6 
• clearly using more sophisticated 

I I 0 3 2 I 0 I 2 I 
technical (appropriate) language 

4. Identified interrelationsbips 

* poorly. simple description, without 
2 4 2 0 0 2 2 6 5 6 

meaningful links between phenomena 
* only some obvious relationships 4 6 6 7 7 8 3 4 4 4 
* fair. saw some relationships that 

3 2 2 2 5 2 4 2 2 2 showed a broad understanding 
• showed holistic understanding -

interaction between social. political & 3 0 I 3 0 0 3 0 I 0 
economic with biophysical 

5. Identified a problem 

• Named the problem only 3 5 3 2 5 2 I I I 2 
• saw causes/consequences of prob lem 5 2 9 10 2 0 0 0 0 0 

6. Did the photograph illicit an emotional 2 I 2 0 I 1 2 3 0 0 
response? . . . Table 1: Summary o/results o/the diagnostic actiVIty/or the class as a whole 
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PRESET TEACHERS NAMES 
N= 10 
Nt lMBER OF PICTURES 
IVH ICH TIlE PRESET Baka Tw<u Louse Mandla Gadu Goje WOl1loti Mzondo Somana Leni NcuIa Peter 
TEACHER: 

I. Rec020ised and identified 
8 8 9 9 9 8 9 9 7 8 9 

ind i\·idull1 features sbown in 
in the pbotograpb 

2. Describe what they 51IW 

.. hlUe detaIl 3 9 2 2 6 7 1 6 5 0 2 

• moderate detail 6 1 6 7 4 3 6 4 5 7 7 
• nchdetail 1 0 2 1 0 0 3 0 0 3 1 

J. Expre.'1std their Ideas 

" ""nh dtfficutty. poor ~ RId 
10 9 1 9 2 4 0 5 6 9 6 vocabulary 

.. clearly using ~imple languag,:: 0 1 8 1 8 6 3 5 4 1 4 

.. clearly ustng more sophl~;t1.cated 
0 0 1 0 0 0 7 0 0 0 0 technIcal (appropnate) language 

4. Identified interrt:latiODships 

* poori}. SImple des:-.nptIOll 
wtthout mearungfullinks 

2 7 0 2 0 6 2 4 1 4 1 
ootween pheoomcoa 

" onJ~ some ohvlous reiatiorerups 6 3 3 5 3 4 7 5 8 5 6 
* fair.sa ..... somerelaMmhipsthat 

1 0 J 3 4 0 1 1 1 1 3 showed a broad understandu~ 
.. sho""ed holIStic lDldI..-rstarx1ing 

interacuon between so(aa] , 
1 0 4 0 3 0 0 0 0 0 0 

pol iti 1 & economic with 
bloo11vslcaJ 

5. Identified a problem 

.. named the problem only 
4 1 1 0 3 2 1 1 2 2 

,. <;aVo' cause&'oonscqtentes of 
2 2 3 1 5 1 2 3 1 2 2 problem 

6. Did the photograph illicit ao 0 0 1 0 0 1 1 1 4 1 2 
emotiooal response? . Table 2: Summary of results of the diagnostic activity for mdlvldual students 

The findings for criteria 1,2 and 4, according to Table I, are as follows : 

Criterion I: With the exception of photographs 5 and 8, the class recognised and identified 

individual features in the photographs. 

Criteria 2: With the exception of two students the class described what they saw in little to 

moderate detail. 

Criterion 4: Generally, the class either did not identifY relationships or only described the most 

obvious relationships between phenomena. 
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The above findings suggest that while the students are generally able to read the photographs - in 

that they can recognise and identuy individual features - they struggle to make sense of the 

environment as a complex system composed of interrelated and dependent components. The 

findings support the claim that an ability to describe one 's environment does not necessarily 

indicate or lead to environmental understanding (IOU, 1992). 

The following is an unedited quotation from Leni's written response to photograph 2: 

I think this is Mdantsane area. This is builted in rows. The others have been extended their 

houses. In between these rows there are big lights. We get lines for telephone in ji-ont of the 

rows. At the edge of this area we get some condensed trees, shrubs, including the hard grass. 

We get big trees each and every two rows and they are helpful because they prevent them from 

blowing winds and they help them when they are summer days. Between each of the two rows 

we get roads. From these roads there is some erosion. There is fertile topsoil. The top area is 

eroded by people and even by heavy rains. The colour of these houses are different. Some have 

bright colours and some have dark colours. We get a few people running in the road. 

The quote reveals that Leni has identified the most prominent features in the photograph and 

described them in moderate to rich detail; however, she has not discussed how the individual 

features are interlinked and her description has not answered the question as to why this 

environment is unique or different. As such leni has failed to give this environment meaning. 

From this it may be inferred that the fact that students have recognised and recorded individual 

features does not mean that they have understood the more complex whole of which these 

features are part. Rubilian and Caillon (1996) claim that understanding comes with studying the 

whole system, and that learners need to develop skills to see the environment in all its 

complexity. According to Fien (1993a), Orr (1992) and Bailey (1987), these skills are 

multifaceted and emanate from an interdisciplinary approach to environmental understanding. 

This has implications for geography educators at teacher education colleges, for geography as a 

broad and interdisciplinary subject has the potential to develop such skills. 

Criterion 3: The findings suggest that the majority of students had difficulty expressing 
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themselves clearly in English and using appropriate geographical language. There appears to be 

some correlation between the ability to communicate effectively and the capacity to describe and 

understand the environment holistically. For example, the findings from Table 2, criteria 3 and 4, 

reveal both that Tuku, Baka, Leni and Mandla struggled to express themselves clearly and that 

their perception of the environment was narrow and descriptive. The following unedited 

quotations are from Tuku's and Baka's responses to photographs I and 4. 

Tuku's response to photograph I 

In this picture there is afamity standing near the fire sticks. [think they are going to make a big 

fire, which will cause a big smoke. After that smoke, pollution of air will take place. Pollution 

will damage the environment. Another thing there is grass which surrounded them. If they can 

keep making that fire, it can destroy the grass and bushed there, then erosion will take place. 

There is also houses there that can also be damaged by that fire. 

Baka's response to photograph 4 

The ghetto place. Ghettoes are close to each other. They are made up ofzink and plank and 

easily burn. They are of a poor people. There is a tar road outside from the ghettoes. In one 

room there is a family of about 12 people who stay there. Others on their roof There is a big 

stone that cause another danger in the community. How? lfthe wind is blowing too strong the 

zink is going up stone go down and beat another house. The door are not in one side. There is a 

problem of people who stay close to one another's ghettoes. 

Their responses to the photographs reveal that these students struggled to express themselves, 

providing literal descriptions of what they saw rather than looking for meaning in the interplay 

between phenomena. 

Louse, Peter and Gadu, on the other hand, had a better command of language and described the 

environment more holistically. The following unedited quotations are Peter's and Louse's 

responses to photographs I and 4: 

Peter's response to photograph I 

J see a house made of plank and zink and some wood in front of it and a family par/raying that 
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they earn their living through selling the wood of makingfire. I am unhappy aboulthis situation, 

because men are destroying our ecosystem by cutting the wood. The government is failing to 

create jobs for the jobless. 

Louse's response to photograph 4 

II is C section of Duncan Village where people are living in shacks. It is overpopulated area. In 

one shack living 6 people - aunt, cousins and brothers. Poor health. But the government 

provided them with electricity for better health. High crime rate because of unemployment and 

lack of life skills. The high problem is the continuous burning especially in winter. 

Peter and Louse are able to communicate better and have recognised certain links between 

phenomena, indicating on their part a more holistic understanding of the environment. 

However, good communication skills do not necessarily imply an ability to describe the 

environment holistically. Wontoti had a far better command of English than his peers (see Table 

2, criterion 3), and yet his responses to the photographs were generally simply descriptive. The 

following unedited quotation is Wontoti's response to photograph 4: 

In this photograph I see a concentration of shacks. The area is unplanned. There are very jiM 

trees. There are some electricity poles around. It is near the tarred road. There is a problem 

about this environment. The concentration of shacks makes it impossible for the area to be 

developed. You will find dirty water around this area. If there are toilets, they will not be in a 

good condition. 

This suggests that whilst a good command oflanguage assists in the accurate description of the 

environment, it does not necessarily imply a holistic understanding of the environment. 

Criterion 6: The findings for the class as a whole (see Table I) reveal that the photographs did 

not elicit an emotional response from many students. Possibly this can be attributed to the effects 

of an education in which the affective domain is neglected (Van Harmelen & Irwin, 1995). But it 

also raises the question of whether the students see themselves as part of the environments 

depicted in the photographs. Are they, on the contrary, looking at the environment from a 
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detached, external perspective? (Trus is apparently a common malaise associated with 20th 

century society: see Fien, 1993a; Orr, 1992). If; as Orr (1992) and Brennan (1991) claim, people 

must develop values and attitudes necessary for a sustainable future, then the teacrung of values 

should form an integral part of our education (Corney & Middleton, 1996; Fien, 1993b). It would 

seem from the findings that, as Van Harmelen and Irwin (1995) claim, this is not taking place in 

many South African educational institutions. 

Criterion 5: The findings show that where the class identified a problem in a photograph, they 

generally did not elaborate on the problem in terms of its causes or consequences. This supports 

the idea that while most students are able to observe and describe what they see in the 

environment, they do not necessarily see the environment as consisting of elements that affect 

one another. 

The findings reveal a large range io ability amongst individuals in the class. There is evidence to 

suggest that only three of the students (peter, Louse & Gadu) are able to utilise the range of skills 

needed to understand the environment as an interrelated and ioterdependent system. 

The findings for Criteria 1,2, 4 and 5 suggest that students are less able to identiJY, describe and 

explain the natural environments depicted in photographs 8, 9 and 10 than the urban 

environments depicted in photographs I, 2, 4 & 5 (see appendix I). This is evident in the 

findings for photographs 8, 9 and 10. Only 4 students saw a problem in these photographs and 

none ofthem expanded on the causes or consequences of the problem identified. Similarly in 

photograph 6, which shows a residential area bordering on a rural area, only 2 students 

mentioned the rural area, despite the presence of a badly eroded hillside. Neither student 

described the causes or consequences of tills erosion. This apparent inability to identiJY problems 

occurring at the ioterface of the natural and built environments does not augur well for these 

students as future teachers. Hunter (1996) and Catling (1987) maintain that it is only when the 

interrelatedness of people and environments are recognised and explored that a holistic view of 

geography can be attained. According to Fien (1993a: 12), "education for the environment 

emphasises the development of a critical environmental consciousness based upon: the holistic 

view of the environment as a totality of the interdependent relationsrups between natural and 

social systems." 
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The inability of the class as a whole to identifY and explain processes in the physical 

environment (the erosion shown in photographs 6, 9 and 10), as well as their narrow view of 

thermal electricity (shown in photographs 2, 4, 5 and 7), seem to indicate that they are not 

link:ing or integrating theoretical ("book") knowledge with the real world. This finding supports 

the claim that geographical education in South African schools is classroom-based, theoretical 

and divorced from reality (Van Harmelen & Irwin, \995). Furthermore, the responses to 

photograph 7 - an environment which the class had visited previously, and discussed - as 

compared to their responses to the pictures of other non-urban environments, supports the view 

that we have to use reality in our teaching if we hope to motivate our learners and break down 

the barriers between school and the real world (Carter, 1996; Rawlings, 1996; Robottom, 1996; 

Fien, 1993a; Hale, 1986). 

The response of the students to photograph 2, which shows NU 9 Mdantsane, an area familiar to 

all, revealed that most of them were unable to identifY or discuss the connections between the 

political, social and economic elements which together have shaped the environment shown in 

the photograph. None of the students identified the tall searchlights as a remnant of apartheid. 

Instead some students identified and described the lights in more positive terms as being a source 

of light for the area and a means of crime prevention. The following quotation is typical of the 

students' response to photograph 2: 

This is a place of houses. This is a neat vicinity with trees and grass in the yards. They have tall 

lights to make their viCinity bright at night. There is also tall grass and short trees not far from 

the houses. This is a planned vicinity because the houses are taking a straight line. This place is 

good because at night you can see people who are doing wrong things because of the flood 

lights. This place is good because if is surrounded by tall trees. 

A summary of the findings resulting from the diagnostic activity is shown in Table 3: 
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Their high school educational experience was one of transmission and memorisation of 

facts with interpretation, application of knowledge and conceptual understanding rarely, 

if ever, required. 

• Their teachers relied solely on the textbook for learning support material and rarely, if 

ever, used newspapers, television or examples from the local environment or fieldwork 

activities to compliment their teaching. 

• Most students are not mobile, having spent most oftheir time in Mdantsane. 

• Most students have limited access to information. They do not follow news events on a 

regular basis. 

Table 4: Summary of the first stage of the interviews 

Generally, these students have been schooled in an environment divorced from reality and 

conceptual understanding, one in which memorisation and rote learning have been emphasised. 

Their experience matches that described as common in many South African schools (Van 

Harrnelen & Irwin, 1995; Van Harmelen & Rozani, 1995). 

Peter is a notable exception to the general school experience mentioned above: he was schooled 

in Alice and had a teacher who took the class on excursions, and used the local environment and 

news events to complement her teaching. Peter is also an older student who drives a taxi in his 

free time, reads the newspaper and listens to the news on a regular basis. 

Findings ofthe interviews: Stage 2 

The findings of the second stage of the interviews suggest that Peter, Louse and Gadu have a 

more holistic understanding of the environment than other members of the class. On occasion, 

these three students displayed the skills and conceptual understanding necessary for describing 

interrelationships in the environment. For example, in photograph 4 they linked the electricity 

pylons in the Punzana squatter settlement to political change and the RDP. They also managed to 

identifY issues in the environment: the leaking water (photograph 3) and the poor state of the 

roads (photograph 2). The latter was linked to the non-payment of services. They mentioned the 

link between poverty and the environment in photographs I and 4. From their apparent 

awareness of issues it may be inferred that these students utilise and apply the sort of critical 
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thinking and questioning skills which are claimed to be necessary for environmental 

understanding and action competencies (Fien, 1993a; Cailing, 1987). This suggests that these 

students have the potential to be educators for the environment. 

However, many students seem to lack the basic skills needed to make sense of the environment 

as a system consisting of interrelated and interdependent dimensions. For example, some 

students struggled to recognise the environment shown in photograph 3 (the road adjacent to the 

college) and did not notice the leaking water, despite its having leaked for a number of years. 

Similarly, in photograph I, some students did not recognise that the people shown on the side of 

the road were cutting down trees to obtain wood to sell to passing motorists. 

The findings of the interviews were that most students struggled to describe the local urban 

environment (photograph 2; NU 9 Mdantsane) in terms of interactions between social, economic 

and political elements. This is surprising, considering that these students are part of this 

environment. 

The findings ofthe interviews indicate that the students are generally less capable of interpreting 

natural or physical environments than urban ones. For example, even with prompting the 

students could not describe the consequences of erosion (photograph 6); and, even when 

questioned, did not see the deeply incised footpath leading out of the dune forest (photo 10) as a 

problem. The following extracts from the interviews illustrate this: 

Researcher pointing to the erosion in Photograph 6: 

Do you see a problem here? 

Louse: [see something like ... er ... soil erosion here. [don't know whether this is a river this 

one? 

What is the erosion going to do? 

Louse: Take off soil and take it to the sea. 

What does this mean, the consequences? 

Louse: It will destroy the animals in the sea especially those living in the start of the sea. 

Researcher pointing to the deeply incised footpath leading out ofthe dune forest in Photograph 
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10: 

What about that there, where Neula is standing, do you see anything bad there? 

Peter: No I don't see anything bad here, I mean Ncula is standing on the sand and this sand is 

build up by the sand from the sea. 

The students were likewise unaware of the importance of and need for water conservation, 

despite all the recent media coverage and the 'Working for Water' programme. They were not 

aware of the impact of exotic trees on the water supply (photographs 7 & 8). They did not 'see' 

tbe wastage of water (pbotograph 3) as an issue or a problem despite the water crisis that South 

Africa is facing. 

Generally, in the photographs the students did not describe relationships and/or problems at the 

physical-human interface. This implies that they are either reading photographs literally and are 

unable to recognise the relationships, or that they do not see the relationships or problems as 

sufficiently important to be worth mentioning. Either way there is a problem: firstly, geographers 

and environmental educators emphasise that seeing the interrelatedoess of physical and human 

dimensions in the environment is the key to a holistic environmental understanding (Hunter, 

1996; Orr, 1992; Unwin, 1992; Catling, 1987). Secondly, that one does not see an environmental 

problem as important implies that one is lacking certain values. If we accept Fien's (1993a) 

claim that environmental problems cannot be understood without reference to social, economic 

and political values, then the findings of this study have implications fur teacher education 

programmes. They support the claim that the teaching of values has been neglected in South 

African schools (Van Harmelen & Irwin, 1995). 

The findings also suggest that while students may have learned about the interplay between 

various dimensions of the environment in theory (these students have all dealt with the causes 

and consequences of soil erosion and the importance of water conservation as part of their 

geography syllabi), they are unable to apply this knowledge when reading and interpreting 

photographs of the local environment. 

The students' written responses to tl1e diagnostic activity and their verbal responses to interview 

questions have shown that most of them struggle to communicate their ideas in English. The 
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significance of this should be recognised, given that many of them will take up posts in schools 

where English is the medium of instruction. There is a danger that unless they are proficient in 

English and are able to use acceptable geographical language, they may not be able to frame 

questions that stimulate their learners ' thinking. 

CONCLUSION 

This study has focused on how students read and interpret photographs of the local environment 

and has provided insights into the way in whjch they communicate their ideas - both in writing 

and verbally. 

The findings of both the diagnostic photo reading activity and the interviews have shown that: 

• By and large the students are able to read and interpret photographs of the environment. 

They identified and described different phenomena in the photographs but seldom, if 

ever, mentioned or explained how the various phenomena were linked. They thus read 

and interpreted what they saw in a literal sense, without identifYing or explaining the 

relationships implicit in the scenes depicted in the photographs. There is evidence to 

suggest that most of the students do not view or understand the environment as a complex 

system consisting of various interrelated and interdependent parts (as shown in Fig I ., p. 

2). Only 3 students, on occasion, displayed the skills and conceptual understanding 

needed to understand the environment as an interrelated and interdependent system. 

These students, wllike the others who merely described what they saw, were able to read 

between the lines and to identifY and interpret issues. On occasion, these students 

displayed the critical thinking and questioning skills necessary for environmental 

understanding and action competency, which - according to Fien (!993a) - implies that 

they have the potential to be educators fOT the environment. 

• Generally, the students struggled to communicate their ideas - both in writing and 

verbally - in English. They struggled to find appropriate words to describe what they 

saw and thought. Their lack of proficiency in English and their inability to utilise 

appropriate geographical language therefore affected the way in which they interpreted 

the photographs. This possibly accounts in part for their often-simplistic descriptions of 
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the environments depicted in the photographs. It emphasises that language ability is one 

of the skills needed to describe the environment holistically. 

• On the whole, the photographs did not elicit an emotional response from the students. 

Possibly this is a result of their education, which has neglected the teaching of values. 

This in tum has affected their ability to identify, understand and care about problems in 

the environment. The phenomenon was particularly evident in the students ' interpretation 

of photographs depicting natural environments, where they did not identify relationships 

and/or problems at the physical-human interface. This, according to Fien (1993a: 12), 

will prevent them from becoming educators for the environment, which requires one to 

"view the environment as a totality of interdependent relationships between natural and 

social systems." 

• Students are not relating their formal education to the reality of the local environment. 

They were seemingly unable to apply their classroom-based learning to the environments 

depicted in the photographs. In common with many learners in South Africa, these 

students have been schooled in a classroom-based environment, divorced from reality, 

where rote learning and memorisation are practised at the expense of conceptual 

understanding. 

The findings of this study have implications for geography teacher education programmes. 

Given the educational background of many South African children, we should not make 

assumptions that student teachers are able to read and interpret pictures of the environment 

holistically. While they may see and describe features and phenomena, this study has shown that 

they are unable to identify and explain connections among the various components. This 

suggests that they do not understand the environment as an interrelated and interdependent 

whole, consisting of political, economic, social and biophysical components. If we accept the 

claims made by contemporary geography educators (Hunter, 1996; Huckle, 1995; Rawlings, 

1996; Fien, 1993a; Unwin, 1992) that education for the environment requires the development of 

a critical consciousness that views the environment in this way, then this study has highlighted a 

deficiency which needs to be addressed, as a matter of urgency, in teacher education 

programmes. 
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FIELDWORK IN THE LOCAL ENVIRONMENT: A CASE STUDY 
WITH PRESET PRIMARY TEACHERS AT 

DR. W.B. RUBUSANA COLLEGE OF EDUCATION 

Robert Daphne 



INTRODUCTION 

Contemporary geography educators (Carter & Bailey, 1996; Catling, 1987; Rawlings, 1987) 

argue that fieldwork is vitally important to geographical education. It is also claimed that 

fieldwork in the local environment is an ideal medium to develop the enquiry-based skills 

(Charnbers, 1995) which geography and environmental educators believe to be requisite for the 

development of environmental understanding (IGU, 1993; Fien, 1993). Yet despite recognition 

of its importance, this approach to teaching and learning geography is not practised in most 

South African schools (Van Hannelen & Irwin, 1995; Adonis, 1993; Boqwana, 1991). 

The Senior Primary preset teachers to whom I teach geography at the Dr W.B. Rubusana College 

of Education, Mdantsane, have generally had no experience offield work prior to encountering it 

in my course. Before embarking on this study, my feeling was that I had not adequately assessed 

or evaluated these students' fieldwork skills, and therefore could not be sure that they had 

developed the knowledge, understanding, skills and confidence to use fieldwork as a teaching 

and learning strategy in their own classrooms. 

The new South African educational dispensation currently being implemented in schools, 

Curriculum 2005, stresses the importance of cross-curricular integrated learning experiences 

(Flanagan, 1998). The broad scope of geography - a subject viewed as bridging the humanities 

and the sciences - endows it with the potential to draw together various parts of the curriculum 

(Bailey, 1987). Furthermore, fieldwork offers enormous possibilities for learner-centred, 

participatory learning as advocated by Curriculum 2005 and, as such, is one of many approaches 

to teaching and learning through which learners can demonstrate the learning outcomes of the 

Natural Sciences and the Human and Social Sciences learning areas. However, these goals are 

only likely to be achieved if preset student teachers are taught the procedures for fieldwork. 

What is more, their learning should be experiential and participatory so that they can develop the 

confidence and ability to infuse fieldwork into their own teaching (Wilmot, 1999). 
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To this end I set about designing a number offield activities in the immediate environment of the 

college grounds. It was my intention that these activities take place within the constraints of the 

existing timetable so that fieldwork could become an integral part of the three-year college 

curriculum. The fieldwork programme described and critically analysed in this report should be 

viewed as linking up with and building on the students ' prior experience at the college. The 

activities planned outlined a progression in tenns of which the students developed skills and 

autonomy as they moved from the look-and-see and investigative type fieldwork to enquiry- and 

issues-based fieldwork (Fosket, 1997; Bland, Chambers, Donert & Thomas, 1996; Chambers, 

1995). 

Besides my intention to identifY and implement do-able, manageable fieldwork activities, in 

which progression was evident, the fieldwork programme discussed in this report also represents 

an attempt on my part to make my teaching more rigorous. Unlike the fieldwork I had previously 

conducted with this group of students, the programme embodies an intention on my part to be 

more critically reflective and reflexive about my practice. I see this as a prerequisite for my own 

professional growth as a curriculum designer at the college where I work. 

In this report, I describe, critically analyse and evaluate the process of designing and 

implementing a set of fieldwork activities with the second-year senior primary student teachers 

at Dr W.B. Rubusana Teacher Education College. The fieldwork programme started in the last 

semester of 1998 and extended into the first two semesters of 1999. 

The report is structured as follows: first, the theoretical perspectives infonning the fieldwork 

activities are identified and discussed; secondly, the research methodology is described; and 

thirdly, the design and implementation of the fieldwork activities are described and analysed. 

The report concludes with reflection on and an evaluation ofthe entire research process. 

THEORETICAL PERSPECTIVES UNDERPINNING FIELDWORK 
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In this section 1 argue that fieldwork is intrinsic to geography, and that geographical fieldwork is 

an effective teaching and learning strategy of the kind advocated by Curriculum 2005. I also 

identifY and describe different fieldwork approaches and explain how the theoretical perspectives 

informing them have influenced the fieldwork study which I planned and implemented with my 

students. 

Why fieldwork? 

Bailey (1987:12) claims that if a school pupil is going to learn as a geographer, he or she must be 

given opportunities to learn from direct observation whenever possible; that is why fieldwork is 

so vitally important to geographical education. He argues that 

the main purpose of teaching geography is to equip the learners to use geographical 

insights. ideas and skills. The skills of observation. description. mapping. measuring. etc .• 

can only be learned in the field by doing the job. There is no substitute for real world 

experience (Bailey, 1987:12). 

Contemporary geography educators (Carter & Bailey, 1996; Catling, 1987; Pearce, 1987; 

Rawlings, 1987) concur that fieldwork is essential for the development of geographical skills. 

According to Catling (1987), the role of geography educators is to build on the skills that young 

children have already acquired through observing their environment. He argues that, in order for 

these skills to be extended and developed, children' s educational experience has to be grounded 

in fieldwork (Catiing, 1987). 

Geography and environmental educators emphasise the importance of an enquiry approach to 

teaching and learning (Barratt, Burgess & Cass, 1997; Carter & Bailey, 1996; Hunter, 1996; 

Rawlings, 1996; Fien, 1993; IOU, 1993). In a statement issued by the [GU (1993 :12), student 

engagement in questioning and enquiry is seen as necessary for them to "develop the 

geographical skills of seeking solutions to current and future problems in the organization of 

space." Enquiry-based teaching and learning must, moreover, be integrated with young people' s 

experience and relate directly to the real world (Daugherty & Rawlings, 1996). Fieldwork in the 

local environment of the learner is perceived as meeting these requirements. 
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According to Chambers (1995: 35), local issues have an "immediacy and a relevance" which 

makes them ideal for study. Enquiry into local issues involves active learning, through which 

learners can develop informed opinions concerning political, economic, social and environmental 

perspectives, become aware of attitudes and values, and develop the skills and knowledge to 

enable them to seek solutions to conflicts (Chambers, 1995). These ideas are congruent with the 

views of the Minister of Education, Dr Kadar Asmal (2000), who claims that if South Africa is 

going to be competitive globally we need to produce a flexible labour force, with workers who 

are adept at changing their way of working and even their occupations. It is argued that 

fieldwork - particularly enquiry- and issues-based fieldwork - offers exciting possibilities for 

South African learners to develop knowledge, skills and values for use in the real world. 

Curriculum 2005 calls for the development of key concepts and skills which should be 

incorporated into all programmes of teaching and learning. According to Flanagan (1998) there 

is an underlying shift from a content-based, prescriptive, tOp-dOWD curriculum, to a more 

flexible, integrated and outcomes- or skills-based curriculum. Because "geographical 

explanations are almost always multidisciplinary .. . geography is uniquely able to draw together 

the parts of the curriculum" (Bailey, 1987:9); geography, with its ability to synthesise and 

"demonstrate the relatedness of all knowledge" (Bailey, 1987:9), is therefore a highly 

appropriate medium through which to achieve cross-curricular critical outcomes. If it is agreed 

that fieldwork is essential to develop geographical skills, then the combination of fieldwork and 

geography would seem to constitute an ideal medium for the integration of learning across 

different subject areas as envisaged by OBE. Further, the attainment of learning outcomes 

according to OBE means that teachers will no longer be irnplementers of a fixed syllabus. They 

will have to select knowledge and ways of teaching appropriate to particular contexts ofleaming 

that will help learners towards attaining specific outcomes (Flanagan, 1998). The local 

environment accommodates this need by offering a variety of contexts and resources for teaching 

and learning (Flanagan, 1998; Carter & Bailey, 1996). But if our geography educators are going 

to make meaningful use of this educational resource, they will have to be taught how to use it 

through well-planned exercises in fieldwork. 
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According to Wilmot (1999) the scope and flexibility of the new curriculum will enable South 

African school geography for the first time to fulfil its role as an integrative discipline and a 

medium for environmental education. However, she cautions that the rhetoric of policy is only 

likely to translate into classroom practice if teachers have themselves had experientialleaming 

opportunities, have themselves grappled with the new participatory, learner-centred approaches 

advocated by policy documents. The implications for teacher education courses are evident. 

Pre-set teacher programmes need to infuse new approaches into their curricula in a hands-on and 

participatory way. Simply ' telling' teachers about new approaches will not suffice: they need to 

experience them at first-hand (Wilmot 1999). 

Fieldwork, while not a 'new' approach in geography education, is nevertheless one which is 

neglected in South African schools. The importance offieldwork is apparent when one considers 

some of the learning outcomes of the Natural Sciences and Human & Social Sciences (H&SS) 

learning areas. For example: 

• Demonstrate an understanding of interrelationships between society and the natural 

environment (H&SS: SO 6). 

• Use a range of skills and techniques in the human and social sciences context (H&SS: SO 

9) 

• Use process skills to investigate phenomena related to the natural sciences (NS: SO 1). 

• Apply scientific knowledge and skills to problems in innovative ways (NS: SO 3). 

These outcomes stress the need for South African learners to demonstrate investigative and 

problem-solving skills. According to Barratt et al. (1997) and Chambers (1995), the local 

environment provides the learner with the opportunity to explore a whole range of issues, and 

this will inevitably involve asking questions and solving problems. Local issues have an 

immediacy which renders them truly relevant for the learner (Janse van Rensburg & Lotz,1998; 

Chambers,1995). 

Fieldwork in South African geography classrooms 

[t is argued that fieldwork is a valuable teaching and learning approach both in geography and in 

terms of new educational policy in South Africa. Curriculum 2005 supports the notion of active 
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field investigation in the local environment of the learner. However, the reality is that fieldwork 

is the exception rather than the norm in South African schools (Adonis, 1993; Boqwana, 1991; 

Opie, 1989). Van Harmelen and Irwin (1995) describe current geography practice in the 

majority of South African schools as being classroom based and teacher-centred, with 

transmission and teacher-tell being the most favoured methods of teaching, and factual recall and 

rote-Ieaming being encouraged at the expense of conceptual understanding and skill 

development. Responses to the questionnaire (Appendix 1) on the part of 12 Senior Primary 

Teacher's Diploma (SPTD 2) students at Dr. W.B. Rubusana College of Education revealed that 

these students' fieldwork experiences reflect what Van Harmelen and Irwin (1995) claim to be 

the norm. Most of the students had not experienced fieldwork at school, and their teachers had 

seldom, if ever, used the local environment as a resource for teaching and learning. 

There are three further claims relating to fieldwork which are worthy of notice. First, fieldwork 

is seen to have the ability to motivate learners and positively transform the teacher-learner 

relationship (Bailey, 1987). Secondly, fieldwork is seen to be one of the most satisfYing aspects 

ofa geography teacher's job (Nowicki, 1999). Thirdly, the "immediacy of studying in the field is 

often so engaging that the evident result is more permanent learning. People learn best when they 

are excited, interested and involved" (pearce, 1987: 36). If one accepts these claims, then it 

follows that teacher educators - myself included - need to capitalise on the potential offieldwork 

to develop positive attitudes and enthusiasm towards teaching and learning. This is especially 

important in respect of students such as those I work with, given their prior school geography 

experiences. 

The twelve SPTD 2 students' responses to the questionnaire (Appendix 1) concur with the 

research findings of Adonis (1993), Boqwana (1991), and Nightingale (as cited in Opie, 1989), 

with regard to the reasons why fieldwork is not commonly practised in South African schools. 

These are as follows : 

• Teachers lack the confidence and skills to organise and implement fieldwork 

• An apparent lack of resources 

• Timetable constraints 

• Negative attitudes by principals and teaching colleagues 
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• Teachers do not see the value offield work. 

In designing the fieldwork programme which forms the focus of this report, I identified two areas 

in particular that needed to be addressed with my students. The first was their apparent lack of 

the confidence and skills necessary to conduct fieldwork. The second was their perception that 

fieldwork requires vast resources (see Appendix I), which implies that it is not possible to use 

fieldwork as a teaching medium in under-resourced institutions. An additional concern was that, 

while the students seemed to perceive value in fieldwork (Appendix I), they did not realise just 

how important it is if we, as geography educators, are going to realise the true potential of our 

subject. All of these dimensions need to be addressed if we are to produce enthusiastic, confident 

and skilled teachers capable of making fieldwork a reality in schools. 

It has been argued that fieldwork has a valuable role to play in school geography. It is an 

approach to teaching and learning advocated by educators both internationally and nationally. 

This, together with my own personal interest in demonstrating the value of the local environment 

as a resource for teaching and learning, and the fact that fie ldwork is a neglected dimension in 

most South African schools, encouraged me to seek ways of introducing it into the curriculum at 

Dr W.B. Rubusana College of Education. I saw this as a worthwhile and manageable 

undertaking and one through which I could make a real difference to the teaching and learning of 

geography at the college where I work. 

Background to the field study 

The fieldwork study was designed for use with a class of twelve Senior Primary Teacher 

Diploma (SPTD) students at Dr.W.B. Rubusana College of Education, situated in Mdantsane 

near East London. While the SPTD class consists of students with different attitudes and 

abilities, there is homogeneity in respect of their previous educational experience and their future 

as prospective teachers. All 12 students are the products of a historically disadvantaged 

education system, and when they qualify they will almost certainly end up teaching in the same 

system. Further, as SPTD students they will be teaching primary school children whose success 

or failure in further education could depend on the foundation these teachers provide for them 

(Wilmot, 1998). If we accept that fieldwork is an appropriate if not essential method of 

developing geographical skills (CatIing, 1987), then it is of the utmost importance that these 
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students be capable of implementing their own fieldwork programmes. This will necessitate their 

acquiring the confidence, skills and desire to use fieldwork as a teaching strategy when they start 

teaching. 

Having taught this class geography for a period of 18 months, I had prior to this undertaking 

developed their fieldwork abilities in a variety of ways, including a ' Cooks tour' to introduce 

them to the rich possibilities for fieldwork in the local environment and numerous small field 

exercises in the college grounds that involved the reading of weather instruments, drawing scale 

diagrams and using the sun, shadow stick, watch and compass to determine true north. While 

these students had thus acquired some experience of fieldwork, I had not thoroughly assessed or 

evaluated their fieldwork skills and therefore did not know whether they had the confidence or 

desire to conduct their own fieldwork when they started their teaching careers. The present study 

was intended to investigate their fieldwork abilities, and to consolidate and develop their prior 

fieldwork experience, while at the same time developing their confidence and capacity to 

implement fieldwork in their own teaching. r wanted to be fur more rigorous in my approach to 

the use of fieldwork as a teaching medium, and therefore decided to continually assess the 

students' fieldwork abilities and attitudes during the duration of the research. I also wanted to 

become a critically reflective practitioner, and to both assess and develop my own potential as an 

educator and curriculum designer by implementing fieldwork in the local environment. 

I chose to use the college grounds (local environment) for this field study for a number of 

reasons: 

• The local college environment offers endless educational opportunities. 

• Fieldwork in the local environment does not require vast resources or incur great costs as 

more distant fieldwork can. It is therefore ideally suited to under-resourced institutions. 

• It is manageable and problems can easily be addressed. 

• Fieldwork can become part of the existing school timetable, which will encourage 

learners to see it as part of their normal learning experience. 

• It allows the classroom and the outdoors to merge, making learning more meaningful and 

relevant (Daugherty & Rawlings, 1996). 
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• Fieldwork in the college grounds will be easily transferable. The students will be able to 

apply these ideas to their school environments when they begin teaching. 

In short, fieldwork in the local environment is far less daunting and more manageable than more 

distant fieldwork, and as such, more likely to be used by students when they become teachers. 

Furthermore, it provides the ideal platform for both learners and teachers to develop their 

fieldwork techniques, skills and confidence before embarking on more distant and possibly more 

challenging field environments (Carter & Bailey, 1996). 

What sort of fieldwork? 

A useful overview of fieldwork is provided by Foskett (1997). He identifies and describes a 

number of phases in the historical development of fieldwork which he claims reflect different 

perspectives on teaching and learning. These phases can be summarised as follows: 

Phase 1: Prior to the quantitative revolution of the 1960s. 

Two approaches to fieldwork - the expedition and 'Cook's tour' approach. Both were concerned 

with the description of the landscape and were essentially teacher-led. Low level of pupil 

participation. 

Phase 2: The quantitative revolution - 1960s and 1970s. 

Scientific methods are applied to geography. Fieldwork develops into active field investigation. 

The development of skills is emphasised, with a strong focus on data collection and hypothesis 

testing. High level of pupil participation. 

Phase 3: Enquiry and issues-based fieldwork-1980s to the present. 

This approach to fieldwork was born out of the perceived weaknesses of the scientific approach 

of Phase 2. While pupil participation was seen as a positive step forward, the Phase 2 approach 

came to be seen as over-emphasising data collection and technique at the expense of human 

attitudes and values (F osket, 1997; Hart & Thomas, 1986). In contrast, enquiry-based fieldwork 

focuses on environmental issues and engages intellectual, practical and affective skills. The 

framework fieldwork model developed by Hart & Thomas in the mid-1980s is an example of 

enquiry-based fieldwork. Hart & Thomas (1986) maintain that framework fieldwork is an 

attempt to challenge the scientific quantitative approach by making geographical fieldwork more 

relevant and useful as a means to achieve environmental understanding. Framework fieldwork 

seeks to achieve this goal by emphasising the importance of people-environment interactions 
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where questions, issues, problems and challenges requiring a solution will materialise (Hart & 

Thomas, 1986). Framework fieldwork attempts to achieve a holistic understanding of the 

environment which recognises the subjectivity of human responses to situations. This is 

necessary because the objective scientific approach not only dehumanises fieldwork but also 

separates the human-physical dimensions of geography. Hart and Thomas (1986) therefore 

suggest that the scientific approach fails to demonstrate the worth of geography as a contributor 

to environmental understanding; nor does it provide meaningful and worthwhile leaming. 

Despite the perceived strengths and weaknesses of the different approaches to fieldwork as 

described above, Foskett (1997) maintains that there is no one right approach to fieldwork. The 

selection of a fieldwork strategy depends upon a wide range of factors relating to content, 

educational objective, the teaching environment and available resources, and the nature of the 

class being taught (Foskett, 1997:193). Table 1 summarises three commonly used approaches to 

fieldwork which, according to Bland el al. (1996), are appropriate for teaching and learning 

geography. 

FIELDWORK AcrlVITIES LOOK AND SEE INVESTIGATIVE ENQUIRY·BASED 
• Out of the "" mdow you can ' If II moves measure If 'There is no Simple al\.\Vftt' 

see . .. 
lypeor activity eye-balling f1eld study field discovery 

Cooks'tour fie ld testing hypothesis .. ,-ting 
talk and look investigating issul!S 
guided tour process ~1udies problem-solving 
field teaclUng model testing applied 

pure 
cbarscterb1ics passive transmission active in teractive 

teacher-centred finding out evaluating 
factual knowledge leacher-Ied,1-<:entred pupil-centred, pupil-led 
presc.riptive methodological interpretive 
~ipeciflC systematic open-ended 
qualitative scientific scientific and humanistic 
observation-orientated qualitative & quantitative qualitative & quantitative 
non-participatory measurement-onentated outcome-orielltated 
infonnanon-based participatory fully participarory 

activity based disrovery based 

Table 1: Fieldwork approaches (after Bland et al., 1996) 

While the look and see approach would appear to offer the least in terms of pupil participation 

and the development of geographical skills, this does not mean that the approach should be 

avoided. Foskett (1997) maintains that even though there is currently an emphasis on the enquirY 

approach to fieldwork, the look and see approach may be used as an introduction to an enquiry 

task_ Likewise the importance of data collection and analysis associated with the investigative, 
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scientific approach will lead to the development of skills and expose learners to issues, which 

can lead to further enquiry. Foskett (1997) cites Barlett and Cox's idea of a continuum of 

teaching and learning, and argues that there should be progression in fieldwork: progression in 

tenns of distance from the school, duration offieldwork, complexity and range of skills required, 

and degree of pupil autonomy. 

Theoretical perspectives in relation to this fieldwork study 

Hall (1986:11) claims that "our views of knowledge largely determine our styles of teaching". 

According to the empiricist view of knowledge, the mind is like a bucket which needs to be filled 

with facts (Hall, 1986). Such a perspective would seem to infOlm the look and see approach to 

fieldwork as it is characterised by Bland et al. (1996), that is, as the transmission of knowledge to 

passive recipients. The dominant approach to knowledge in the 19608 and '70s, on the other 

hand, was positivism, in terms of which worthwhile knowledge could only be acquired through 

the objective collection of data using scientific methods. According to Hall (1986) this was a 

period when thought and action were subject, through the educational system, to (state) control, 

and the acquisition of knowledge was devoid of human values and feelings. Positivism led to the 

investigative 'if it moves, measure it' approach to fieldwork described by Bland et al. (1996). 

While the investigative approach actively involves learners in the fieldwork, it is similar to the 

look and see approach in that it is teacher-centred, with learners simply following instructions. 

Before embarking on a Master of Education degree, I was unaware of the theory underpinning 

my teaching. Through the Masters programme and attendant critical reflection, I have become 

more aware of how I teach and why I teach as I do. I have come to understand the theory that 

informed my previous fieldwork activities. New windows have opened and alternate routes to 

knowledge, learning and teaching have become discernible. The following section describes how 

this has affected my thinking about and practice of fieldwork. 

Until this fieldwork study, my ideas of fieldwork were based on the look and see and 

investigative approaches. For instance, I did not recognise the role of values or the importance of 

the students' own views on an issue (Chambers, 1995; Hart & Thomas, 1986). My fieldwork did 

not include investigative questions such as why? where? and how? It consisted essentially of data 

collection, which may well have lacked relevance and purpose from the students' perspective. I 
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focused on the mechanics of measuring and recording and tended to neglect analytical and 

interpretational skills - an inherent weakness of the scientific approach (Foskett, 1997). Further, I 

was driven by a syllabus which I saw as consisting of a body of ' fucts ' to know about the world: 

this rendered fieldwork as a means of teaching content instead of a vehicle through which to 

develop students' conceptual understanding and skills. More importantly, my fieldwork lacked 

learner-participation and initiative. I see myself as guilty of what Opie (1989: 136) describes as 

"hij ack[ing] the thinking process by pointing out something that could be perceived by the pupil 

without assistance, thereby reducing the exercise to an academic game of collecting the right 

answer." In setting about this fieldwork study, it was my goal to change my thinking and practice 

of fieldwork. More specifically, I wanted to move towards a fieldwork approach characterised by 

increased student responsibility and autonomy, with what Pearce (1987) characterises as the task 

doing the teaching and not the teacher. 

I nevertheless saw my original fieldwork endeavours as a useful starting point from which my 

learners and I could develop. I envisaged a form offieldwork progression based on the following 

criteria proposed by Foskett (1997): 

• An increase in the complexity of the fieldwork, from simple descriptive and 

observational tasks, to issue-based enquiries 

• An increase in the demand of fieldwork skills 

• An increase in learner autonomy. 

It was thus intended not only that the fieldwork programme which forms the focus of this report 

should build on our previous fieldwork experiences, but also that our fieldwork skills and 

techniques should develop as the programme progressed. It was hoped that a more sophisticated 

and learner-centred enquiry approach to fieldwork would thereby emerge - one which included a 

role for the students in its development and implementation. Progression would be possible 

because the fieldwork programme was to be introduced within my normal teaching schedule. I 

intended the project to be ongoing and to progress from year 2 to year 3 ofthe SPTD course, thus 

enabling new ideas to be implemented and encouraging more teachers to come on board. 

Outline ofthe fieldwork study 

The fieldwork study designed for use with my SPTD 2 students was divided into five phases. An 

outline of each phase is included as Appendix 2 to this report. Keeping in mind the theoretical 
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perspectives outlined in the previous section, this section discusses the theory underpinning each 

of the phases. Further, I explain how each phase was designed to build on the previous one. 

Phases I and 2 were planned as co-operative investigative fieldwork. Using the co-operative 

learning framework proposed by Wilmot and Euvrard (1998), the students were grouped and sent 

out into the field to collect data, after which they returned to the classroom to share their 

findings. The activities were designed in such a way that co-operation and sharing between 

groups was essential for the successful completion ofthe task. In Phase I , student groups were 

required to investigate and record different aspects of the college. In Phase 2 they had to return to 

the classroom, share their information and prepare land use maps of the college (see Appendix 2: 

Phase I & 2). Despite co-operative learning being a new group work experience for both the 

students and myself, as their tutor, I did not anticipate problems as the students had worked in 

groups prior to this field activity. I saw co-operative learning as providing an opportunity for 

improving and refining our experiences of group work and as such, part ofthe progression I had 

intended for the fieldwork study. 

In Phase 3, I tried to get the students to go beyond the mere measurement, recording and 

representation of data. I was influenced by what Pearce (1987: 35) refers to as the "Brunerian 

notion of going beyond the information given", which he explains as learners being 

signposted along the route for enqUiry by the judicious posing of questions . . . until they 

find themselves at a junction which can only be pursued if they themselves collect dala 

from the local area. Problem solving then lies in the pupils own hands. 

I introduced students to enquiry by posing questions including: What? Where? Why? and How? 

(Appendix 2: Phase 3). My intention was that these questions should encourage the students to 

think about what they were doing and stimulate their own enquiry-based questions. 

Phase 4, consisting of the student presentations, was intended as an information sharing and 

assessment phase. The students were not only required to present their interpretations and 

analysis of the land use graphically, but were also expected to share their ideas and findings in 

respect of the enquiry in Phase 3. I hoped that, through the presentations and ensuing 
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discussions, tbe groups would identiiJ issues that would stimulate debate and lead to further 

enq ully in Phase 5. 

In Phase 5, the students were required to come up with and develop their own investigative 

fieldwork strategies. I hoped they would identiiJ issues that required investigation and plan 

accordingly, and that there would be evidence of critical thinking which, according to Barret et 

al. (1997), is one of the outcomes of enquiry-based fieldwork. 

The design of my fieldwork programme was strongly influenced by the framework fieldwork 

model developed by Hart & Thomas (1986). A key dimension of this model is its integration of 

data gathering to encompass both factual and opinion-related information. Phases 1 and 2 

involved the gathering and recording off acts, whereas Phases 3, 4 and 5 required the students to 

investigate and develop their own ideas and opinions. Further, Hart and Thomas (1986:213) 

propose that "fieldwork must be followed up rigorously as most issues are multi-dimensional and 

individually students cannot be expected to cover all facts." Phases 2 and 4 were thus designed 

as a fonn offollow-up to enable students to compare their findings and come up with an answer 

to the question ofland use in the college grounds. Through the questionnaires (Appendices 1 & 

4), the interview (Appendix 5), and the assessment of student presentations (Appendix 3), I show 

how the progress and feelings of the students were continually assessed, with a view to 

improving the fieldwork. 

METHODOLOGY 

This research is a case study. According to Cohen and Manion (1994) a case study is a research 

approach in which observation of the characteristics of an individual unit (be it an individual 

class or school) is central. In this study the case comprised a single class consisting of 12 

students. According to Stake (1995) the goal of a case study is to understand the case rather that 

to seek to establisb generalizations about the wider population to which the unit belongs. My 

goal is to identiiJ and understand the problems a specific group of students experienced while 

undertaking fieldwork in the college grounds. 
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The methodology wbich informs this particular case study is that of action research. Action 

researcb is seen to be particularly suitable and relevant to this study for the folIowing reasons: 

1. Action researcb is purported to provide a means for all teachers to contribute to the 

development and evaluation of teaching programmes, processes and resources (IGU 

1992). It allows for the idea of "teacher as researcher" (Mckernan 1991), which puts 

forward the notion that the teacber is best placed to enquire into educational problems. 

Furthermore the teacher is able to take control of the research process. This removes the 

boundary between "those who do research and those who consume it" (Fien & Hillcoat, 

1996: 38). Action research is therefore relevant and useful to the context in whicb the 

research is applied. 

2. Action research "engages both teacher and student in a shared search for knowledge - as 

such it is an educative experience for both" (Mckernan 1991 :34). Cohen and Manion 

(1994) see the purpose of action research in the scbool or classroom as equipping 

teachers with new skills, sbarpening their analytical powers and beigbtening their self 

awareness, while injecting innovatory approaches to teaching and learning into an 

ongoing system which normally irthibits innovation and cbange. In recent years I bave 

designed my own curriculum, but this has been within the constraints of the environment 

in which 1 teach. I believe action research is an appropriate research approach because it 

offers me, as a curriculum designer, opportunities to analyse and evaluate my 

professional practice within the constraints in which I work. Further, a primary goal of 

this researcb is to enable preset teachers to empower themselves with the knowledge, 

understanding, skilIs and values to enable them to improve their practice and overcome 

inhibiting factors concerning the use offieldwork in their future teaching environments. 

3. Action research is a form of self -critical enquiry. "It is crucial to stand back and reflect . 

. . and to describe, interpret and explain what is going on" Mckernan (1991 :32). Action 

research thus facilitates the development of reflexive skills and enables one to analyse 

and evaluate the alternative approaches to teaching and learning geography that are 

reflected in contemporary thinking, both nationalIy and internationally. 
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4. According to Cohen and Manion (1994:186), "action research is situational - it is 

concerned with diagnosing a problem in a specific context and attempting to solve it in 

that context". The problem which this research addresses is (my fear or perception) that 

the preset teachers whom I teach will not be able or willing to use fieldwork as a teaching 

strategy because they do not have the skills, experience or confidence to design and 

implement fieldwork activities. 

5. Action research is a manageable approach in that it consists of a step-by-step process 

which is constantly monitored by a variety of mechanisms such as questiOlUlaires, diaries 

and interviews. This facilitates the translation of feedback into modifications, 

adjustments, and directional changes, so as to bring about lasting benefit to the on-going 

process itself rather than some future occasion (Cohen and Manion 1994). 

While 1 have continuously monitored our attitudes and progress using various mechanisms and, 

as teacher facilitator, have attempted to correct certain misunderstandings, 1 have not consciously 

taken action on this information with a view to bringing about change within the project. 

According to Mckernan (1991 :22), I have performed but a "single research cycle or loop [which] 

would only serve to throw up some preliminary meanings . . . further evaluation and 

experimentation are required to exploit the deliberative process fully." While 1 intended the study 

to be ongoing and to develop, this did not materialize. Time constraints - partly due to the 

upheavals at the college in 1998 and 1999 and the fact that I underestimated the enormous 

amount of time required to implement a study like this - prevented it from happening. The study 

should therefore be viewed as the first stage of an action research project. 

Data collecting techniques 

This section describes the ways m which data was gathered, the problems which were 

encountered, and how these were overcome. Data was gathered in a variety of ways and from a 

variety of sources, including observation, my fieldwork journal, questionnaires, student 

presentations and my assessments of them, an interview with the four group leaders, student 

journals, and their written fieldwork proposals. I decided to use a variety of data collecting 

techniques as a means of ensuring triangulation, thereby reducing subjectivity and increasing the 

credibility of the study (Cantrell, 1993; Cohen and Manion, 1994). 
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According to Stake (1995), observation is the most important data collecting method for an 

investigative study. Observations should be recorded by means offield notes, both descriptive 

and reflective (Cantrell, 1993). I recorded my observations in a fieldwork journal. I struggled to 

compose detailed descriptions of what happened during each phase of the fieldwork because of 

my dual role as both teacher-facilitator and observer. My journal entries were thus mostly a 

collection of personal reflections on what took place during the implementation of the five 

phases of the fieldwork study. 

In addition to the observation, I administered two questionnaires and conducted an interview. 

The first questionnaire was administered as part of the pre-fieldwork exercise. The purpose of 

the questionnaire was to ascertain the students' prior fieldwork experiences and their attitudes 

towards fieldwork, as well as to discover why fieldwork was not being used as a teaching 

strategy in Mdantsane schools (see Appendix 1). The second questionnaire (see Appendix 4) and 

!be interview (see Appendix 5) were intended to provide opportunities for the students to express 

their views on the first four phases of the fieldwork study they were currently undertaking. The 

students' perspective was vital to the overall evaluation of the project: as Parlet and Hamilton 

(1976:94) maintain, "discovering the views of the participants is crucial to assessing the impact 

of the innovation." Also, comparison of the students' responses with the observations Ihad made 

during the implementation of the fieldwork was seen as a way of counteracting the possibility of 

researcher bias. The interview and the questionnaire were thus additional sources ofinformation 

which complemented one another in terms of corroborating data and providing respondents with 

opportunities to express themselves. 

According to Parlet and Hamilton (1976), questionnaires can be restrictive in the sense that the 

questions may not necessarily allow the respondents to say what they want to, whereas 

interviews of the open-ended and discursive kind which I conducted allow the respondents to 

express their feelings and opinions more freely. On the other hand, if the respondents to a 

questionnaire are permitted to remain anonymous they may be encouraged to say things that they 

might be reluctant to say in an interview. I decided to keep the questionnaires short and focused 

in an attempt to avoid what Parlet and Hamilton (1976:95) refer to as the danger of "mindless 

accumulations of uninterpretable data," while at the same time enabling the acquisition of 
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sufficient data to assess the views of the group as a whole. Interviews can be time-consuming so 

I decided to limit my sample of interviewees to the four group leaders. Mindful of 

Hopkins'(1993) claim that group interviews are more productive because they are less 

intimidating than interviews with individuals, I decided to interview the four as a group. 

Unfortunately, perhaps inevitably, my experience was that certain members of the group tended 

to dominate the interview. 

According to Cohen and Manion (1994: 271), interviews can range from fonnal to "less fonnal" 

and beyond. In the less fonnal interview, "the interviewer is free to modifY the sequence of 

questions, change the wording, explain them or add to them." I decided to conduct a less fonnal 

interview, both because I wanted to be sure that my respondents and I understood each other 

fully, and because I wanted them to be able to express their feelings and opinions free of the 

constraints imposed by a rigid schedule of questions. 

The students were required to keep journals in which they recorded the data they collected, made 

notes in preparation for their presentations, and planned their own fieldwork activities in the 

college grounds (this was required in Phase 5 of the fieldwork study). The journal keeping was 

intended to get the students to plan their field activities and to record data in an organized 

manner for later use. Keeping a journal was a new experience for the students as they were 

accustomed to answering the questions listed on a fieldwork worksheet, which in effect guided 

and controlled their data collection. 

DESIGN AND IMPLEMENTATION OF THE FIELDWORK 

In this section I describe how the students and I implemented the fieldwork. While I have 

included notice of some of our positive and negative experiences, a final analysis of the 

fieldwork is provided in the section which follows. 

Introducing the fieldwork study to the students 

The fieldwork study began in the fourth tenn of 1998. The idea of an extended period of 

college-based fieldwork was not greeted with enthusiasm by the students. Their perception was 
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that fieldwork was only appropriate when done in an environment contrasting with the local one. 

Most of the students had little experience of travel and considered fieldwork as an opportunity to 

escape from the local environment. They were thus disappointed by the idea offieldwork within 

the confines of the college. I found myself having to use the incentive of a field trip to Cove 

Rock, a nearby coastal area, to persuade them to co-operate in tbe local fieldwork study. I also 

found myself resorting to the threat of assessment - "the fieldwork will be part of your 

examination!" - to get them to take the field study seriously. 

Pre-field preparation 

I used a questiolUlaire (see Appendix 1) to ascertain the students' experience of and attitudes 

towards fieldwork. Their responses revealed that while they had not experienced fieldwork at 

school, they nevertheless had a positive attitude towards fieldwork as a teaching and learning 

strategy. This, I believe, was due to their having had some exposure to fieldwork at the College. 

Yet despite their positive attitude, the students felt that they would experience problems with 

implementing fieldwork when they started teaching. I tried to alleviate their fears by telling them 

that the fieldwork on which we were about to embark was not only manageable but also 

appropriate for use in any school environment. 

A pre-field task was done. Essentially a revision task based on some of the map work activities 

we had done the previous year, the purpose of this task was to orientate the students and 

familiarize them with the immediate environment. Using topographic maps, an orthophoto and 

air photographs, we studied the College grounds. We did scale calculations and drew sketches of 

the College by enlarging the scale. The students also viewed the College and its surrounds 

stereoscopically to familiarize themselves with the topography. I felt that this pre-field task was 

valuable, in that it introduced and prepared the students for the tasks they would be required to 

complete during the ensuing field study. Specifically, the latter would involve their having to 

draw a land use map of the College to scale, as well as using maps and photographs as secondary 

sources of information to complement and check on their empirical observations. 

Pre-field organization 

I chose four group leaders who, in tum, chose two group members. My choice of group leaders 

was guided by the students' previous academic records, the idea being that high achievers were 
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more likely to act as tutors within a group. Each group was supplied with a journal, pencils, 

rubbers, basic tools for measuring (for example lengths of rope and tape measures) and a 

home-made clinometer. In the provision of equipment, I was trying to exemplifY the idea that 

one does not need expensive or highly sophisticated equipment to do fieldwork. Each group -

named after the group leader - was given a set of instructions (see Appendix 2). I went through 

the instructions with each group, trying to clarifY exactly what had to be done, why they were 

doing it, and how each group had a responsibility to other groups for the successful completion 

of each other's land use maps. 

In the field: Implementation 

The fieldwork was divided into 5 phases (see Appendix 2). This section deals with each of the 

five phases separately. 

During Phase 1 the groups went out and performed their tasks of physically measuring di.fferent 

aspects of the college. I moved between the groups observing and assisting where necessary. I 

noticed that some of the students had no idea of how to read a tape measure or organize their 

data collection. I found myself constantly encouraging them to record the data in their journals. I 

had to show them how to organize the recordings and make them meaningful by using sketches 

of the features measured. What I had considered to be a simple task for tertiary students proved 

to be problematic. It was evident that r had made unwarranted assumptions about their level of 

skills development. 

The tasks required in Phase 1 were seemingly new to most students. Teaching them how to 

measure and record their data was time-consuming and meant that the 45-minute lessons were 

not long enough for tasks to be completed. This situation was exacerbated by the fact that we 

only met 3 times a week in different venues, which meant that we had no permanent base where 

we could set up and leave our equipment. We had to re-group for every lesson and gather the 

necessary equipment before resuming the data gathering process, which resulted in tiroe being 

lost. The students found it very difficult to make up this tiroe during their free periods, as they 

could not manage without my support. These factors prolonged what should have been a 

relatively brief and sirople exercise. Nevertheless, the students seemed to enjoy gathering data 
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and they learnt the skills involved in observing, measuring and recording the infonnation 

gathered. 

In Phase 2 the students returned to the classroom. At this stage they were all working towards a 

common goal - drawing a land use map of the College grounds and needed each other's data in 

order to complete their maps (see Appendix 2: Phase 2). The students collaborated, shared their 

data and tutored one another, often using Xhosa to clarifY my explanations. The result was a rich 

and varied learning experience, very different from their nonnal classroom routine. The relaxed 

and co-operative atmosphere led me to believe that they were enjoying the experience. I found 

myselfviewing the students in a different light while assessing their work infonnally and lending 

a helping hand when necessary. 

Phase 2 was a valuable map-work learning experience, especially insofar as understanding and 

working with scale was concerned. The drawing ofland use maps not only tested and enhanced 

graphicacy skills, but also developed the students' numeracy skills, as they multiplied, divided, 

calculated percentages and surface areas, measured with protractors and worked with calculators. 

Phase 2 confirmed the advantage oflocal fieldwork. When students encountered problems with 

their data they were able to re-visit the site and check their data. This was a common occurrence 

throughout Phase 2. The students were able to move in and out ofthe classroom to check their 

observations and measurements. This enabled them to improve their observation skills, an 

essential skill for geographical enquiry (Catiing, 1987; Thompson, 1999). 

In addition to the positive outcomes outlined above, the fieldwork process exposed several 

worrying factors. Some of the students lacked basic numeracy skills. They were unable to 

measure accurately with a ruler; they had no idea how to use a protractor, and were often unable 

to use a calculator because they were unsure whether to multiply or divide. None of the students 

could work out surface areas using triangles and squares, and very few of them could recall how 

to construct bar and pie graphs - despite their having done this in their first year at the College. 

Their lack of understanding was evident when they failed to question calculations and 

measurements that produced unrealistic answers. They were unable to apply skills they had been 

taught the year before, often claiming that they had forgotten how to perform a task. 
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Phase 2 was a novel learning experience for both the students and myself Normally a topic is 

taught, tested, marked and possibly re-taught in a short period oftime. During Phase 2, I made 

the students' re-work their maps and graphs until they were of a standard sufficient to provide 

evidence that the students had achieved the intended learning outcomes of the exercise, both in 

terms of understanding and skills . Although this was a step in the right direction - the students 

being held accountable for the quality of their work - it was nevertheless tirne-consuming. I had 

under-estimated the time required, just as I had over-estimated the abilities of the students. 

The students did not complete their land use maps in 1998. We had to resume the study in March 

1999. This was problematic owing to disruptions at the College consequent on the armouncement 

of its imminent closure and the re-deployment of staff. The work ethic at the College was at an 

all-time low, and this negativity affected the fieldwork study in that students were often absent or 

late for class and generally displayed an apathetic attitude towards their work. I noticed that 

certain students had evidently decided to be observers rather than participants in the fieldwork 

exercise. While it is possible to blame this situation on the larger educational environment, it 

also made me question the effectiveness of a co-operative learning exercise and the supposedly 

participatory nature offieldwork. 

In Phase 3 the student groups re-visited the sites in the College grounds that they had observed 

and measured in Phase 1. They were required to answer a set of questions that I had drawn up 

(see Appendix 2: Phase 3). The students recorded their findings in their jownals, before returning 

to the classroom where they discussed their observations and prepared for their presentations. 

I gave each group a copy of the assessment sheet I intended using (see Appendix 3) for the group 

presentations in Phase 4. We discussed the presentations and the nature of the assessment, and I 

explained how students would be involved in assessing each other. 

Phase 4 consisted of the group presentations of the land use map. It involved the groups 

communicating their findings both graphically and orally. They were also required to analyse 

and discuss the findings of the enquiry performed in phase 3. 
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The group presentations were peer assessed using the assessment pro forma which I had drawn 

up and discussed with them (see Appendix 3). Three of the groups presented their land use maps 

and graphs in the form of a chart (i.e. a large piece of paper), while the fourth group used a 

transparency and the overhead projector. The land use maps and graphs were well constructed 

and most groups met the criteria laid down in the instructions given out in Phase 2. All four 

groups came to the conclusion that there was a lot of vacant land (approximately 70%) within the 

College grounds, and all made suggestions as to how this land could be used to benefit both the 

College and the local community. 

One of the most pleasing aspects of Phase 4 was the manner in which the students engaged in the 

peer assessment exercise: they surprised me with their honest and fair assessment, and were 

often stricter in the awarding of marks than I was. As future teachers the presentations and peer 

assessment provided them with a valuable learning experience. I was impressed by the way in 

which the presenters tutored their peers on what their group had found, and by the way in which 

the other students took on the unfamiliar role of assessors. They responded well to the tasks, 

were attentive, observant, and apparently willing to leam from each other's mistakes. 

However, despite the fact that the students had gone to a lot of trouble preparing visual aids, the 

presentations lacked originality and initiative. The land use maps and graphs were all very 

similar and their suggestions concerning the possible use of the vacant land were unimaginative. 

Similarly, while the groups answered the enquiry-based questions and identified issues in Phase 

3, they struggled to make realistic suggestions as to how the issues could be addressed or 

resolved. Two of the most relevant issues that emerged were: 

• the lack of security at the College, and 

• the lack of student access to the College computers. 

While all groups identified the cause ofthe security problem, only one group made a suggestion 

as to how it might be solved. None were able to formulate a plan of action or volunteered to 

investigate the problem further. Similarly, all the groups agreed that it was important to be 

computer literate for their future job prospects, but they did not identifY solutions or propose a 

plan of action to address the situation. I was disturbed by the students' unwillingness to offer 

their personal opinions or views on issues. For example, Peter's group stumbled on an issue 

when members of the College management refused to divulge the cost of a newly erected fence 
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around the College. While one student speculated about the possibility of funds having been 

mismanaged, no one was prepared to offer an opinion or engage in debate, and no one was 

prepared to investigate the issue further. It would appear that despite the fact that they were 

investigating their own environment and identifYing issues that were relevant and of concem to 

themselves, the students still viewed the fieldwork study as somewhat theoretical or 

classroom-based and removed from their everyday lives. This may account for their 

unwillingness to get involved in seeking solutions to the issues raised. 

If; as Hart & Thomas (1986: 214) contend, "framework fieldwork can only achieve its full 

potential if the findings are used to come to a conclusion about the subject under study, and to 

decide on any action which may be necessary," then this fieldwork study did not altogether fulfil 

the requirements of framework fieldwork. This was perhaps because the students had not fully 

understood the nature and point of an enquiry-based fieldwork approach, and because they 

lacked the requisite skills to implement it. They were able to identifY issues but did so without 

raising the key questions associated with enquiry, namely: Why is there an issue? How can the 

issue be addressed? What action can r take? 

Phase 5 of the fieldwork involved the students writing fieldwork proposals for use in their future 

teaching. These were poorly done. Among their shortcomings were the following: 

• The students lacked original thought. Most of their ideas were based on the questions I 

had set in Phase 3, and the issues that were discussed in Phase 4. 

• They described problems/issues that existed at the College and suggested solutions, but 

failed to describe how they would implement a plan of action. 

Furthermore, the students did not follow the instructions for Phase 5: they failed to identifY the 

intended learning outcomes of their planned fieldwork activities and they were unable to 

describe how they intended implementing their fieldwork. Only one group had questioned other 

third year College students to elicit their views on how the vacant land in the College should be 

used. Of concern to me, as their tutor, was the students ' apparent failure to see the relevance of 

the fieldwork study, and the fact that they had not developed the skills necessary to plan their 

own fieldwork activities. 
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While Phases 3 and 5 were disappointing in that the work of most of the students did not register 

the progression I had hoped for, namely, from an investigative approach to an enquiry-based 

approach to fieldwork (Bland et 01., 1996), the students did nevertheless show progress in terms 

of being able to identiiY problems and issues in their environment This suggests that they were 

learning to grapple with the human-physical interactions characteristic of their local 

environment, and perhaps beginning to view the local environment within the holistic framework 

envisaged by the framework fieldwork approach. 

REFLECTIONS AND EVALUATION 

Some of the strengths and weaknesses of the fieldwork study were identified and discussed in the 

preceding section. The perspective governing the discussion was derived from my own 

observations and reflections. In this section, I expand on these while also reporting the students ' 

perceptions and reflections. I focus on some of the key ideas that emerged from the students' 

responses to the questionnaire (see Appendix 4) and the interview (see Appendix 5) conducted 

with the four group leaders. I go on to suggest ways of overcoming some of the problems we 

encountered during the fieldwork study. 

The teaching and learning environment 

The fieldwork study introduced changes in the teaching and learning environment that allowed 

me to interact with the students and really get to know them in a way that had never happened 

before in my teaching routine. My new role as fucilitator, co-learner and guide provided for a far 

more relaxed learning atmosphere. The students did not appear to be intimidated by my presence 

or reluctant to ask me questions, which was often the case in normal lessons. Students who had 

previously remained anonymous in the classroom situation could no longer hide, and I became 

more aware of the difficulties they were experiencing. The difficulties and problems which 

became apparent - especially in Phases I and 2 - made me reflect on why certain members of the 

class had seemingly developed little or no understanding of the work I had previously taught 

them. It made me question my teaching practice - the methods and strategies I had been using­

and the way in which I had been assessing students. I was led to question the value ofthe sort of 

tests and examinations I had been setting - both of which often required no more than factual 
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recall of the content taught, with a heavy emphasis on short-term memory as opposed to 

understanding and being able to apply the knowledge and skills concerned. l had to grapple with 

difficult questions about what 1 was doing. Had the type of learning that I had emphasised been 

of any worth to these students, when a year later they had forgotten what had been taught? The 

apparent lack of basic skills and understanding demonstrated by the students made me aware of 

the importance ofa solid foundation ifone is to build and extend students ' capacities. 

I have learned not to make assumptions about my students' skills or conceptual understanding. 

The fieldwork study has revealed that many students simply do not have the skills and 

knowledge that one would expect from tertiary students. Importantly, the study has revealed the 

difficulty of ensuring progression - in terms of both concepts and skills - if the basics are not in 

place. I recognise that one should not take anything for granted: instead, one should establishjust 

what one's students know and can do before implementing new approaches. 

The co-operative group approach 

The fieldwork study used a co-operative group work approach. This meant that the students were 

no longer competing with each other: instead, they were obliged to work together to achieve a 

common goal. This approach worked well, despite requiring a new orientation towards the set 

tasks. The students' attitudes to one another improved; they showed tolerance when they had to 

wait for information from their peers; the groups helped one another to complete the tasks, and 

individuals tutored their peers in an attempt to develop a shared understanding. 

My attitude towards the students also changed . Their responses in the interview and (to a lesser 

extent) the questionnaire helped me to see them as fellow learners with views and ideas that 

could contribute to the teaching and learning experience. The group leaders' response to the 

interview surprised me. I realised that they were not simply doing the fieldwork in an unthinking 

manner, but had identified and reflected on problems encountered. For example, they raised the 

lack of individual participation and responsibility as a problem. Peter identified the cause ofthls 

problem and olfured a solution. He suggested that each student be given an individual task so as 

to ensure participation and accountability. I realised that the students were no longer accepting 

my position as an ' authority in authority' in an unquestioning way: instead, they were 

challenging the way in which I had implemented the fieldwork study and, importantly, were 
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suggesting improvements. This represented a marked change from the passive acceptance I 

normally encountered in the classroom situation. 

The students' learning experience 

The successful completion of the land use maps and the graphic presentation and analysis of 

related data constitute evidence of the students' ability to observe, gather, record and analyse 

data. These activities require the utilisation ofnumeracy, oracy, graphicacyand literacy skills. 

Fieldwork offers enormous possibilities for the use and development of these skills. For 

example, Phases 1 and 2 of the project enabled the practical application of map-work skills in a 

meaningful, real-world situation. 

Student responses to the questionnaire revealed the following: 

Yes, in Course 1, 1 was not clear about scales and distances but now I am very clear. 

Yes, I have gained experience of drawing a map. It will also help me to taught [sic] learners 

how 10 draw map, and this will help them enjoy reading maps. 

Responses in the interview revealed the following: 

Mzondo: It can not be easy to forget because we are doing it ourselves but if we were just talking 

it theoretical, it will be easy to forget . ... 

Gadu: I think skill. What Mr. Peter is talking about is skill: measure some.thing in reality and 

put it down on paper. 

From these comments one may infer that the students found the practical map-work activities 

useful and relevant. 

Perhaps the most disappointing dimension of the fieldwork study was what the students learned 

about enquiry-based fieldwork. The study did not develop in most of them a capacity for critical 

thinking, problem solving or decision-making, as enquiry based fieldwork purports to do. 
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However, comments made by the students suggest that the study succeeded in developing their 

observational skills and awareness of the local environment: 

Peter: The project made us become more aware of our school, our environment. There are 

places we haven 't even gone to in our school, like we didn't know that side. If we come 10 school 

we come this way so we don t know that side so we see things we have never seen before. 

Louse: Yes we are more aware of Rubusana. Next to Rubusana there is a steep area. The 

directions of the buildings. 

Inasmuch as observation skills are the foundation for geographical enquiry (Thompson, 1999; 

Bailey, 1987; Catling, 1987), in displaying an awareness of local issues and problems the 

students can be said to have developed the beginnings of enquiry-based skills. But they have not 

expanded on these skills sufficiently to acquire the holistic vision associated with enquiry-based 

learning. 

Two of the goals of this research were to develop positive attitudes towards fieldwork among the 

students and boost their confidence in their ability to design and implement fieldwork in their 

own classrooms. Student responses to questions relevant to these goals revealed the following: 

For me J like it because I hate memorisingjacts. 

Yes, it gives me confidence to embark on fieldwork. 

Yes, because it is not boring. Pupils are the one who are active more than the teacher. It gives 

pupils the chance to discover for themselves. 

Yes, this will help learners /0 learn something real, not only fact or history from a book which 

sometime have no idea about. 

I have enjoyed making use of the chart to prepare my fieldwork. J even enjoyed calculations, 

which gives me a clear vision of what you learn. 
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Louse: Yes, we have discovered that it is not boring, we can do similar fieldwork at our schools 

like this one. 

Gadu: It does not need factual and memorisation of content to do such things and to help the 

learners to learn the theory and make it interesting. 

When compared to their responses to the questionnaire administered before the study 

commenced, these comments reflect a significant change in the students ' attitudes. Prior to the 

study, the students acknowledged fieldwork as a useful teaching approach but had reservations 

about implementing it when they themselves became teachers. 

Problems and possible ways of overcoming these 

Structural constraints on the project included the limitations of the timetable and the lack of a 

permanent teaching venue. On reflection, I believe that with more careful planning these 

problems could have been overcome. I tried to infuse fieldwork into the normal timetable and 

College programme, without consulting other members of staff. I should have been more 

realistic in terms of time management and arranged to have double periods of 90 minutes' 

duration. While I concur that fieldwork should be incorporated into the normal teaching 

timetable (Adonis, 1993), my experience suggests that this is not always possible. I would rather 

support Bailey's (1987) recommendation that the school timetable be modified to provide for 

protracted periods for fieldwork. I recommend that teacher education institutions move away 

from a rigid timetable consisting only of 45-minute periods, to one which allows for longer 

contact sessions to facilitate hands-on, activity-based learning. I have requested a weekly 3-hour 

practical session for geography, which is in line with what I experienced as an undergraduate 

student. 

I have learned that fieldwork requires an enormous amount of planning on the part of the tutor. 

Equipment to be used in the field , however unsophisticated, needs to be on hand, and students 

need to have a base where they can work in groups. I should have tried to secure a permanent 

base before starting the study. This would have alleviated the logistical difficulties we 

encountered with having equipment at the ready. I did eventually manage to get a permanent 
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classroom for use during the study, and, as the following extract from my fieldwork diary 

reveals, this was an improvement: 

It has made a big difference having a secure room to leave materials. Students have a key to 

come and go, as they like. None of the materials I bought i.e. calculator, pencils, pens, ruler, 

maps etc. have disappeared so the trust J have placed in the students has paid off. 

Attitudes to education 

Time constraints were compounded by disruptions at the College due to the re-structuring and 

the re-deployment process. By the beginning of 1999, morale at the Collage had reached an all­

time low. The result was a poor work ethic, characterised by high levels of absenteeism and 

late-corning and a general laissez faire attitude to education. The negative environment was 

contagious: the frequent absence of students undermined the groups' ability to perform their 

tasks. There was generally no urgency to get to class, which further wasted what little time we 

had. Students made scant effort to work on the activities in their own time and therefore failed to 

take responsibility for the completion of the work. When the fieldwork study began in 1998, the 

students worked well in their groups; this changed during 1999, with some students assuming the 

role of mere spectators and depended on others to complete the work. They were reluctant to 

think or take any initiative, and gave up far too easily in the hope that someone would help them. 

The comment made by Peter during the interview with the group leaders illustrates this problem: 

Peter: Like some of the group doesn't even know how to do that, like they waitfor the leader to 

do the job, to do the work himself and show them how it is done and when you ask them again 

how did you do this? They do not know how it is done, only thing they want is to get it done. 

The problems described above often made me despair. This is illustrated in the following 

reflection recorded in my fieldwork journal after a particularly bad period at the end of the first 

semester in 1999: 

It is extremely difficult to get students to show initiative, to take responsibility for completing 

work satisfactorily. If I don 't hound them the whole lime they sit back and wait . ... A most 

depressing last 2 weeks to the term, students are happy to memorise and write tests but they are 
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reluctant to think and really engage with the fieldwork. One would think they would relish the 

opportunity to escape from the chalk, talk, fest syndrome, but I have been disappointed to find 

that they are reluctant to change, open new windows and try something different. 

The co-operative group approach used in the fieldwork study should have provided an 

opportunity to address some of the problems associated with passive students. However, my 

attempt to implement co-operative group work was flawed, perhaps because my understanding 

of the approach was imperfect For instance, while I assigned a specific task to each of the four 

groups, r neglected to assign tasks to individual members of the group - a step which, according 

to Wilmot and Euvrard (1998), can be crucial in co-operative learning. This meant thai some 

students could assume the role of spectator, as described above. I have learned that while there 

must be a common goal for co-operative group work to succeed, individual accountability is 

equally important. Besides preventing them from developing the social skills associated with 

co-operative learning, the passivity of certain students caused resentment amongst other 

members of the class, especially the group leaders. This is evident in the following student 

comments: 

Aspect/ike group work in which group members rely on the leader to do the work. 

My feelings on group work are negative because others do not put much effort as we do in my 

group. 

Group work is good but have disadvantage because sometimes peers rely on one person to work 

or make research. 

Louse: Yes, it is good to use to be grouped but there are those who don 't do their duty, others are 

passive. They take the group leader as the one who knows it. 

Mzondo: Others do not want to participated they want you to do all the work. 

Other members rely on the leaders . . .. 
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Peter: It had problems within the group. Like some in the group doesn't even know how to do 

that, like they wait for the leader to do the job, to do the work himself and show them how it is 

done. 

These comments reveal that the co-operative group work aspect of the study was not entirely 

successful, in part at least because my organisation and management of the group work was 

problematic. I should have taught the principles and social skills of co-operative learning befure 

embarking on the fieldwork study. I should also have rotated the leadership role in the groups, 

thereby giving each student a chance to lead, to show initiative and take responsibility. 

The appropriateness ofthe fieldwork approach 

Considering the difficulties experienced, I believe that I was over-ambitious and expected far too 

much from the students. As this group of students had already had prior fieldwork experience, I 

assumed that the study would enable progression. I also assumed that the students would cope 

with and complete Phases I and 2 without much difficulty, thus leaving sufficient time for 

Phases 3, 4 and 5 (the enquiry-based fieldwork). This did not happen: instead, the students spent 

most of the time on Phases 1 and 2, and preparing for their presentations (phase 4). While the 

students were introduced to enquiry-based fieldwork (phase 3), we did not have sufficient time 

to get to grips with this approach in the way that I had hoped. 1 did not provide sufficient 

guidance or scaffolding, a term which Pearce (1987) glosses as signposting along the way to 

enquiry. Had there been time to explore, discuss and implement the students' ideas as the second 

stage of an action research cycle, I believe far more would have been learned. 

CONCLUSION 

This report has described, analysed and evaluated a fieldwork study done with a class of Senior 

Primary students at Dr W.B. Rubusana College of Education, Mdatsane. 

Fieldwork is recognised as worthwhile by national and international geography and 

environmental educators alike. Contemporary thinking suggests that there is no right or wrong 

approach to fieldwork, although enquiry- and issues-based fieldwork, with an emphasis on both 
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the human and biophysical dimensions of the environment, is frequently advocated. Further, 

many educators stress the importance offieldwork in the local environment. 

In this report, I have described and justified my approach to fieldwork, explained the various 

phases of implementation, and identified and discussed the strengths and weaknesses of the 

study. I believe that I have learned a great deal from the process; perhaps most importantly, it has 

served to open up my own teaching practice. Prior to the study I rarely, if ever, stopped to reflect 

on either the theory underpinning my practice or my actual practice. Through the various 

methods of data collection and analysis introduced in the course of this study, I have sought to 

become more rigorous in my teaching and have undoubtedly developed my capacity as a 

critically reflexive practitioner. I have shown how I have become more aware of what I am 

teaching, why I teach as I do and how I teach. Furthermore, the study has afforded me valuable 

insights concerning the students I teach. I am more aware of the difficulties they encounter when 

working in groups and when required to utilise basic fieldwork skills such as observing, 

recording and measuring. These insights will enable me to plan more effectively in the future . 

While I acknowledge that the fieldwork study did not achieve the success I had hoped it would, 

especially in terms of empowering the students to implement enquiry-based fieldwork, it did 

reveal that certain students had acquired the desire and (at least some) ability to use locally based 

fieldwork as a teaching medium. It would therefore appear that the fieldwork study has to a 

degree achieved its primary goals, which were: 

• The professional development of myself as a critically reflective and reflexive 

practitioner, with a view to my becoming a more effective teacher and curriculum 

designer; 

• The development of my students' understanding and skills so as to give them the 

confidence to implement fieldwork in their own teaching. 
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APPENDIX 1 

STUDENT QUESTIONNAIRE AND 

SUMMARY OF STUDENT RESPONSES TO SELECTED QUESTIONS 
FROM THE QUESTIONNAIRE 



Student questionnaire - field work as a teaching strategy? 

Information concerning this questionnaire: 
Your name is not required. 
There are no right or wrong answers to this questionnaire. 
The purpose is to simply gauge your attitudes. experience and 
understanding of field work. 
Please answer all the questions as honestly as possible. 
All your answers will be treated confidentially. 
Certain answers require you to circle the most appropriate answer 
ie yes no or abc d 

1. Which high school did you attend? Give the name of the school 
and its location (Mdantsane. Potsdam . ... ) 

2 . Which of the following examples would you describe as an 
example of field work . 
a. Taking a survey of your fellow students attitudes towards 

litter in the college grounds with a view to implementing 
changes. 

b . Working out the relative humidity after reading the 
temperatures of the wet and dry bulb thermometer in the 
Dr. W.B. Rubusana weather recording station. 

c . Going on an excursion to Nahoon Reef to study the coastal 
geomorphology and the wave action. 

d . Finding out where true north is by using a watch . 
e. Visiting Horseshoe valley to relate map work to reality. 

Please make a circle around the correct answer/s, eg .. 'i 
. ' 
y 

3 . Did yoU ever embark on an educational field excursion during 
your school years? 
Yes No 

4. If your answer was yes describe your experience? 

5. Did your teachers use the local environment as a teaching 
aid? For example; a hot dry wind could be related to berg 
wind conditions; the use of your local urban area to relate 
to urban geography ; rain. cloud and cold could be related 
to cold fronts ... ... . .. .... and many more. 
Circle the most appropriate answer : 

a . Often b. Seldom C. Never 



2. 

6. From your own experience as a school pupil and your 
observations during teaching practice do you think field work 
is used as a teaching method in local schools (Mdantsane and 
surround ings ) . 
Circle the most appropriate answer 
a. Often. b. Seldom c . Never 

8 . Assuming field work is seldom undertaken. What are the 
reasons for teachers neglecting this aspect of teaching? 
Circle the reasons you consider most appropriate . 
a . Teachers are not confident enough to embark on field 

work ( they do not know or understand the local 
environment and cannot relate the theory to reality) . 

b. Shortage of resources - money/combi (transport). 
c . Field work is a waste of time and cannot be related to 

the syllabus . 
d . Pupils do not enjoy field work . 
e . There is not enough time - one can ' t fit field work 

into the existing timetable . 
9 . Do you think field work is a useful teaching method? 

Yes No 

If your answer is yes mention 3 of the most important reasons 
why you consider field work a useful teaching medium . 

11. What factors may prevent you from using field work as a 
teaching strategy when you become a t eacher? 

12 . Have you enjoyed the small amounts of field work you have 
been subject to while you have been a student at this 
college? yes no 
If no give a reason for your answer in the space below : 



SUl1I'\ARY OF 12 STUDEN'l'S RE3PONSES TO SELECTED QUESTIONS FROt! THE QUESTIONNAIRE 

QUESTION NUtlBERS: 3, 5 &. 6 

Fieldwork experience Student Resoonse (No 's) 

Did you experience fieldwork 
at ashool? 

Did teachers use the local environment 
as a teaching medium? 

Is Fie ldwork used as a teaching method 
in I1dantsane schools? 

Yes 

2 

No Often 

10 

1 

Q\ J1!ZJ1ON I!lJHBERS: 8 & 11 

Seldom Never 

4 7 

2 10 

Reasons for not using fieldwork, Number of t imes the problem was 
mentioned by students 

Lack of confidence/skill. 9 

Lack of resources. 8 

Time/"imetable constraints . 5 

Negative attitudes of other staff .3 
members .. i. e . the principal. 

Fieldwork is a waste of time , 1 

QUESTION NQMBERS 9 & 12 

Student attitudes to fieldwork . Student Response (No's) 

Do you th i nk fie ldwork is a use f ul 
teaching method? 

Have YOll enjoyed Y01)r fieldwork 
ex?e rienced at the college? 

Yes No 

11 1 
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APPENDIX 2 

STUDENT INSTRUCTIONS 
PHASES 1- 5 



Plfi1® GROOP 
Record everything you do in your field work journal as thiB will be "'" ' .... 'd 
am fora part of your year mark in third year. 
Read through all the 100tructiOOO before you start becau .... phases 
1 and 3 will OOIIplDerrt one another. 

Phase 1 
You must measure t he outer perimeter of the college grounds. Hake a rough 
sketch of the grounds in your fieldwork journal and record all the 
measurements. Take note of the position of gates , pathways or anything of 
interest on the perimeter fence . 
Once you have measured the reality of the college perimeter , you must decide 
how you are going map this area so it will fit onto your piece of paper which 
is approximatel y 90cm by 600m? Decide on a scale. This is an important task 
as the other groups are going to use your scale to complete their maps . You 
will have to share your results with the other groups when you compile your 
land use maps and teach them how you performed your tasks . 
You will also be required to represent the land use data graphically in the 
form of a pie graph and a histogram. You will be able to obtain the necessary 
data from the other groups . 

Phase 2 will involve all 4 groups sharing their results and producing land use 
maps and graphs . Each group must produce t heir own map and graphs and draw 
their own conclusions concerning land use. 
The finished Land use maps will be expected to follow the accepted. format, ie , 
heading, scale, key, True North, contours .. . . .... . . But groups are free to 
use their initiative when they construct their maps and will be rewarded for 
originality, accuracy and clarity. 
The land use graphs, ie, pie graph and histogram I must be large enough to use 
during your presentation. 
Ask other member of staff to help you - maths teacher . SOIDElOne with computer 
knowledge to draw the graphs on the computer. 
(Think about using the OHP or a chart) 
(Refer to phase 4 and your assessment pro forma) . 

Phase 3 
Analysis of college (boundary) in terms of site, situation , shape, appeal . .. 
In this section you are encouraged to investigate, interpret and justify your 
findings and make suggesti ons on possible improvements. 
The following questions are <Xlly a guide as to your analysis: 
Take note of the position of gates, driveways and pathways with the idea of 
trying to explain why they are situated. where they are. 
Account for the shape of the college boundary? Why is it not square? 
Why does the college have a fence around it? How much did i t 
cost to erect this fence? Is the fence effective? 
Why do you think the college is located in this particular position? Think 
of this in terms of site and situation. 
Attitudes and values - is the visual impression of the college pleasing? 
How does littering reflect attitudes and values? Is the college environment 
safe? What do you think the other students think about the college? How can 
you gauge this without actually questioning them? 
Are there any other matters you wish to investigate and discuss with your 
peers? 



Phase 4 Presentation 
You will have to present your completed land use maps and graphs to your peers 
during a report back session. You will aLso be expected to share the results 
of your analysis and engage your peers in dialogue concerning the issues you 
investigated. 

You will be assessed on your presentation by me and the other groups. Refer 
to the assessment pro forma to guide you as to the relevant =iteria 
concerning your assessment. 

Phase 5. Student groops IIIU5t develop their own field. worlt strategies 
ooocerning Dr. It. B. RubI5llllll college. 
Devise a field work strategy to :investigate any aspect conoerni:ng the college 
• envirotlll.ellt •. 

During phase 4 you investigated certain aspects of the college and during the 
presentations you listened to and discussed the ideas presented by your peers . 

Are there any aspects concerning the college "environment" that need further 
investigation? 
What aspect would you like to investigate? 
What aspects are relevant and/or have iJDportant educational 
possibilities? 

You are encouraged to ask other members of staff to help you with ideas : the 
history teacher, or staff member who have been involved with community 
projects. Remember that the function of our college is likely to change in 
the near future. Keep this in mind when you make your proposals. 

Use your Geographical or Historical experience to come up with ideas. Remember 
fieldwork is not confined to geography but should be looked at as a cross 
curricular activity . 

Although you are encouraged to discuss this as a class, each of the 4 groups 
must come up with their own proposal. 

Prepare a one to two page document in your field. work .iournal that spells out 
your specific and crlt:U:al. out.ccw>s (Refer to our specific and crlt:U:al. 
o.rt.comes when we eIIbarked. ext the current field. work exercise). Deec:ribes how 
1'00 will ~l.ement your fieldwork inquiry and make suggestiCXl as to what 
actiext 1'00 intend to take. 
Use the field. work we have just embarked. ext as an example of how 1'00 lIllY plan 
your investigation but feel free to devise your own strategies. 

We will discuss your field work proposals next year and try to implement some 
of them . 



U){SE GROUP 
Record everything you do in your field worlt journal as this will be ae : 5 i 
am fom part of yoor year mark in thl.rd year. 
Read through all the iretrnc1jODf! before you start because phases 
ale am three will OOIIPliment ale another. 

Phase 1 
You must measure the varioue buildings in the Rubusana grounds. Record the 
measurements of the buildings, work out surface areas and produce rough 
sketches in your fieldwork journal to show the size and situation of the 
buildings in relation to the whole . You will have to share your results with 
the other groups when you produce the land use maps. You will alBo be required 
to represent the shared land use data graphically in the form of a pie graph 
and a histogram. 

Phase 2 will involve all 4 groups sharing their results and producing land 
use maps and graphs. Each group must produce their own map and graphs 
and draw their own conclusions concerning land use. 
The finished land use map should follow the accepted format , ie, heading, 
scale, key, True North, contours .. ... . . But groups are expected to use 
their initiative when they construct their maps and will be rewarded for 
originality clarity and accuracy. 
The land use graphs, ie, pie graph and histogram, must be large enough to use 
during your presentation. 
Use other members of staff - maths teacher for pie diagrams, someone with 
computer knowledge to draw the graphs on the computer. 
(Think about using the OHP or charts during your presentation). 
(Refer to phase 4 and your assessment pro forma for more detail). 

Phase 3 
Analys:iB of buildings in terms of situation, function, appeal ..... . 
In this section you are encouraged to investigate. interpret and justify your 
findings and make suggestions on possible improvements . 
The following questions are cnly a guide as to what aspects you should try to 
investigate: 

Are the buildings located in the middle of the premises? 
Why are the buildings located where they are? 
Do yoU think it was easy to build these structures on this particular site? 
(Look at the slope of the land and try to work out the gradient using the 
clinometer and the orthophoto) . 
l1icroclimate - which direction do the buildings face? How does this affect the 
classroom climate? 
Briefly describe the function of the buildings and make a decision as to 
whether they are utilised properly. Hake suggestions as to how the existing 
structures may be better used. 
Attitudes and values - as you moved through the college premises performing 
your tasks what is your general impression of the college? Is it a pleasing 
environment? What do your fellow students think of their college? How would 
you gauge their attitudes without physically asking them? 
Are there any other aspects you wish to investigate? 
Feel free to consult other staff members or someone like Reverend tlatabese 
who was involved in planning of the college buildings. 



Phase.. Pree .lati.al 
You will have to present your completed land use maps and graphs to your peers 
during a report back session. You will also be expected to share the results 
of your analysis and engage your peers in dialogue concerning the issues you 
investigated. 

You will be assessed on your presentation by me and the other groups . Refer 
to the assessment pro forma to guide you as to the relevant criteria 
concerning your assessment. 

Phase 5. Student groupe IIUBt develq> their own field worit strategies 
oonoerntng Dr. II. B. RubISal'la. college. 
Devise a field worit strategy to investigate any aspect oc«.oarning the college 
• enviIaliii6ut ' • 

During phase 4 you investigated certain aspects of the college and during the 
presentations you listened to and discussed the ideas presented by your peers . 

Are there any aspects concerning the college "environment" that need further 
investigation? 
What aspect would you like to investigate? 
What aspects are relevant and/or have important educational 
possibilities? 

You are encouraged to ask other members of staff to help you with ideas: the 
history teacher, or staff member who have been involved with community 
projects. Remember that the function of our college is likely to change in 
the near future. Keep this in mind when you make your proposals. 

Use your Geographical or Historical experience to come up with ideas . Remember 
fieldwork is not confined to geography but should be looked at as a cross 
curricular activity. 

Although you are encouraged to discuss this as a class. each of the 4 groups 
must come up with their own proposal. 

Prepare a ale to two page docu. ent in your field work jouma1. that spells ~ 
your specific and critical OI1toon E I (Refer to our specific and critical 
outoc.es when we e.barked on the current field work exercise) . Desc:ribes how 
you will apl.ement your fieldwork. inquiry and.ake suggestioo. as to what 
action you intend to take. 
Use the field work we have just eabarked on as an EllClmPle of how you. .ay plan 
your investigation but feel free to devise your own strate«ies. 

We will discuss your field work proposals next year and try to implement some 
of them. 



WONTITI GROUP 
Record everything you do in your field work journal as this will 
be assessed and form part of your year mark in third year. 
Read through all the iDstructioDs before you start because phases 
1 and 3 will compliment one another. 

Phase 1 
You must measure and record the sizes of all the different 
sporting functions by means of simple sketches in your field work 
journal. Work out the surface areas that each sport occupies. 
Sketch the position of the different sports fields in relation 
to the whole premises and record this in your journal. 
You must share this information with the other groups when you 
compile your land use maps. You will also be required to 
represent the shared land use data graphically in the form of a 
pie graph and a histogram. 

Phase 2 involves all 4 groups sharing their results and producing 
land use maps and graphs. Each group must produce the ir own map 
and graphs and draw own conclusions concerning land use. 
The finished land use maps will be expected to follow the 
accepted format, ie, heading, scale, key, True North, contours 
.. . ... But groups are expected to use their initiative when 
they construct their maps and will be rewarded for originality, 
accuracy and clarity. 
The land use graphs, ie, pie graph and histogram, must be large 
enough to use during your presentation. 
Use other members of staff - ask Mr. Thomas how to produce a pie 
diagram or ask Mr. Dlanga to show you how to produce these graphs 
on the computer. 
(Think about using the OHP or a chart). 
(Refer to phase 4 and your assessment pro forma). 

Phase 3 
Analysis of sporting facilities in terms of position, use, 
adequacy ... . . 
In this phase your are encouraged to investigate, interpret and 
justify your findings and make suggestions on improvements . 
The following questions are only a guide as to your analysis: 
Are the various sports fields located in a good position? 
Why are they located where they are? What did the planners have 
to take into account before building the sports fields? 
Are the sports fields adequately used by the Rubusana community? 
Who makes use of the sporting facilities? 
Are the sporting areas and their surroundings free of litter? Is 
the grass cut 
and the surfaces maintained? Would you say the overall 
impression of the college is pleasing? 
What improvements can you suggest concerning upgrading or the 
addition of other sporting facilities . 
Are there any other problems you wish to investigate and discuss 
with your peers ? 
Feel free to consult staff, students or community and to conduct 
a survey to get ideas and to verify theories. 



Phase 4 Preoontatioo 
You will have to present your completed land use maps and graphs to your peers 
during a report back session. You will also be expected to share the results 
of your analysis and engage your peers in dialogue concerning the issues you 
investigated. 

You will be assessed on your presentation by me and the other groups. Refer 
to the assessment pro forma to guide you as to the relevant criteria 
concerning your assessment. 

Phase 5. Student groops IIU3t develop their own field work strategies 
ocxa=rlng Dr .11. B. RllblS8ll8. college. 
Devise a field work strategy to investigate any aspect omaerning the college 
• envirorment' . 

During phase 4 you investigated certain aspects of the college and during the 
presentations you listened to and discussed the ideas presented by your peers. 

Are there any aspects concerning the college "environment" that need further 
investigation? 
What aspect would you like to investigate? 
What aspects are relevant and/or have important educational 
possibilities? 

You are encouraged to ask other members of staff to help you with ideas: the 
history teacher . or staff member who have been involved with community 
projects. Remember that the function of our college is likely to change in 
the near future. Keep this in mind when you make your proposals . 

Use your Geographical or Historical experience to come up with ideas. R_ber 
fieldwork is not confined to geography but should be looked at as a cross 
curricular activity. 

Although yOU are encouraged to discuss this as a class. each of the 4 groups 
must come up with their own proposal. 

Prepare a one to two page doctwent in your field work journal. that spells out 
your speci.fic aId. critical ClI.It"Lxwes (Refer to our specific and critical 
ouroc.es when we e.barked 00 the CULLtIlL field work exercise). Describes how 
YCAl will i-x>leIDent your fieldwork inquiry and IIIIke suggestion as to what 
action you :1nterd to take. 
Use the field work we have just ~ on as an ex<mple of how you lIllY plan 
your investigation brt. feel free to devise your own stra~es. 

We will discuss your field work proposals next year and try to implement some 
of them . 

I 

\ 

I 
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GAOO GROUP 
You arust record everything you do in your field work .kxIrnal as this will be 
a "lli and fOnl part of your year mark in third year. 
Read throogh all the instructions before you start becauoo phases 1 and 3 will 
compl:iJDent one another. 

Phase 1 
You must measure the areas used for parking. Record the measurements and 
represent them on a sketch that relates the position and size of the parking 
area to the whole premises. 

You must also ascertain how much vacant land there is on the premises. 
t1:ea.sure this land (approximately) and work out surface areas (do not bother 
about small pieces of unused land). Record your measurements on a sketch that 
shows the position and size of the vacant land in relation to the whole. 
You will have to share this information with the other groups when you compile 
your land use maps . You will also be required to represent the shared land 
use data graphically in the form of a pie graph and a histogram. 

Phase 2 involves all 4 groups sharing their results and producing land use 
maps and graphs. Each group must produce their own land use map and graphs and 
draw their own conclusions concerning the land use. 
The finished land use maps will be expected to follow the accepted format, ie, 
heading, scale, key, True North, contours ....... ... . But groups are 
expected to use their initiative when they construct their maps and will be 
rewarded for originality, accuracy and clarity. 
The land use graphs, ie pie graph and histogram, must be large enough to use 
during your presentation. 
Use other members of staff to help you: ie maths teacher for pie diagrams or 
someone with computer knowledge to draw the graphs on the ccmputer. 
(Think about using the OHP or a chart). 
(Refer to phase 4 and your assessment pro forma). 

Phase 3 
t1:ake a brief anabsis of the vacant land and parking areas in relation to the 
college as a whole. 
In this section you are encouraged to investigate, interpret and justify your 
findings and make suggestions on possible improvements . 
The following questions are only a guide towards your analysis: 
What is the state of the land in terms of litter, trees, grass, slope etc. 
Is the land used for any other non-formal purpose? Who is making use of this 
land? 
What function do you think this land is suitable for? 
What ideas do you have concerning the development of this land? 
How could the small pieces of land, ie, between buildings, be utilised? What 
is your impression of Rubusana in terms of its aesthetic appeal? Is it 
pleasing to you or an outside observer? 
Are there any other factors you wish to investigate and bring to the attention 
of the group. 
You are encouraged to contact other people concerning land use, ie, t1:iss Qaga. 

Phase 4, 
You will have to present your land use maps and graphs to your peers at a 
report back session. Where you will discuss the analysis of the unused land 
and engage your peers in dialogue concerning the issues you investigated. 

Your presentation will be a ""eli by me and your peers. Refer to your 
assessment pro forma to guide you as to the nature of the aesesement. 



Fbaae 5. St.uderrt ~ IIIII5t develop their own field work strategies 
ooocem.i.ng Dr. W. B. Ibiblsana college. 
Devise a field work stra:tegy to investigate any aspect concerning the college 
• envircxmIent· . 

During phase 4 you investigated certain aspects of the college and during the 
presentations you listened to and discussed the ideas presented by your peers. 

Are there any aspects concerning the college "environment" that need further 
investigation? 
What aspect would you like to investigate? 
What aspects are relevant and/or have important educational 
possibilities? 

You are encouraged to ask other members of staff to help you with ideas: the 
history teacher. or staff member who have been involved with community 
projects . Remember that the function of our college is likely to change in 
the near future. Keep this in mind when you make your proposals. 

Use your Geographical or Historical experience to come up with ideas . Remember 
fieldwork is not confined to geographY but should be looked at as a cross 
curricular activity . 

Although you are encouraged to discuss this as a class , each of the 4 groups 
must come up with their own proposal. 

Prepare a one to two page dooJW'J'lt in your field worlt .iournal that spells out 
your specific am critical <lIltcnIes (Refer to our specific am critical 
~I ilS when we embarked on the current field work exercl:te). Describes bow 
you will implement your fieldwork inquiry am make suggestion as to what 
action you intend to take. 
Use the field worlt we have just embarked on as an exa.ple of how you lIllY plan 
your investigation but feel free to devise your own stzatRgies. 

We will discuss your field work proposals next year and try to implement some 
of them. 



APPENDIX 3 

ASSESSMENT PRO FORMA 



Assessment pro forma 

Names of presenters: . . ....... .. . . 

The land use map will be scrutinised before the presentation. 
(the first 2 categories) 

Is the land use map accurate and presented in an 
acceptable manner, ie Title, scale, key, True North, 
Declination etc? /10 

Is the map attractive and easy to read and understand? /10 

Were the graphs clear and easy to read and understand 
during the presentation? /10 

Did the presenters draw conclusions from their maps 
and graphs and use them to enhance their presentation? /10 

Was the presentation interesting/stimulating? /10 

Did the presenters present their ideas in a logical 
manner so that learning and understanding took place? /10 

Was the analysis of the college thorough? Were the 
ideas original and did they justify their views and 
proposals? 

Did the presenters engage you in the presentation? 
Did they encourage your comments and contributions? 

General impression 

Total 

120 

/10 

/10 

/lJlll. 

Please use this space to write some general comments on the 
presentation and the nature of the assessment. How could the 
presentation be improved upon and how could the assessment 
criteria be enhanced? 



APPENDIX 4 

ASSESSMENT OF STUDENT ATTITUDES 
(QUESTIONNAIRE) 



Assessment of student attitudes -

1. What aspects of this field work experience have you enjoyed? 

2. What aspects did you not like? Suggest some changes you would like to make? 

3 . Has the field work made certain aspects of your theory, ie , map work, more 
relevant and easier to understand? 

4. Has this been a learning experience? If yes, give an example. 

5 . What are your feelings on group work and peer assessment? 

6 . Would you be able to implement a similar field work activity with your 
pupils when you become a teacher? 

7. Has this exercise given you more confidence to embark on field work when 
you ~~ a teacher? 

8 . Do you think teachers in schools should be encouraged to use field work as 
a teaching medium? Yes No 

Give reasons for your answer? 

9 . Remember with OBE, it is not so much the learning of content that is so 
important but the achievement of learning outcomes . 
Do you think field work is a suitable medium to achieve learning 
outcomes with your learners - Yes No 
Give a reason f or your answer. 



10 . What are your feelings towards group presentations? 

11. What attitudes and values have your fellow students communicated to you 
during their presentations concerning the college? Have similar attitudes 
and values been expressed by the different groups? 



APPENDIX 5 

INTERVIEW WITH GROUP LEADERS 



Interview with Group leaders 
Questions are shown in Italics 

Has this fieldwork experience been educational? 

Gadu; yes in terms of education it has, as teachers we gain - how to draw maps and 
difference in height, those of the map 

Anything else? 

Mzondo; how to make a scale 
Louse; share ideas about improvements of college something like the needs of the 
college to improve. 

Was it a positive experience? Did you enjoy it or was it a bind? 

Peter; we enjoy it because it was practical 
Louse; it was not easy - we used to be outside the classroom and going around the 
Rubusana field 
Mzondo; it can be not easy to forget because we were doing it ourselves but if we 
were just talking it theoretical, it will be easy to forget. We were doing it, because 
then it was enjoyable 
Peter; it created curiosity amongst ourselves like we are not used to things like this, 
like measurings, 

What aspects taught you the most? Where did you achieve understanding? 

Gadu; I think skill What Mr Peter said was talking about is a skill - measure 
something in reality and put it down on paper. 
Mzondo; drawing, by seeing that in that map can draw it ourselves and make self 
discovery 
Louse also using orthophoto maps - we orientate ourselves 
Gadu interest in other jobs - jobs like surveying. Multidiciplinary at least help me. 

Did this exercise give you enough confidence to conduct your own fieldwork when 
YOll become teachers? When you go out into the schools next year are you going to 
use this type of exercise? Are you going to use the local environment? 

Louse; yes we have discovered that it is not boring, we can do similar fieldwork at our 
schools like this one. 
Gadu; it does not need factual and memorization of content to do such things and to 
help the learners to learn the theory and make it interesting. 

Do you agree with the follOWing statement; "Fielm ... ork is an essential teaching 
medium especially with the advent of Outcomes Based education and curriculum 
200P" 



Peter; yes it is done in front of them they will be able to do it themselves. 
Louse; yes they do their own research. 

Did it encourage you to use your own initiative? Did it encourage you to think and 
use your own ideas? 

Peter; yes it encourages us to think and to come out with our own ideas. Like the 
drawing that we have done, you just guided us and we did a lot on our own, it did 
engage us. 
Louse; it was learner centred. 

What do you understand by the local environment? 

Peter; Local environment is the environment that is around us, the one we know, like 
Mdantsane. I can say more about Mdantsane, the things, than someone who does not 
stay here. 

Do you think the local environment is an important teaching aid or medium, 
especially for geography? 

Louse; yes because even the learner if you are teaching them you are using their daily 
expenence. 
Gadu; more interested in learning - population explosion - they aware of the corning 
crisis. Very important in community, they will like to bring in solutions to problems 
that are relevant to them. 

Do you think you will have problems when you become teachers using the local 
environment? 

Peter; no we won't have any problems as we are exposed to problems in life. 
Louse; we have used the environment in our teaching and learning. 

Do you like the idea of groupwork? 

Peter; yes I like it bus sometimes it creates problems. 
Louse; yes it is good to use to be grouped but there are those who don't do their duty, 
others are passive. 
Mzondo; other do not want to participated they want you to do all the work 
Louse; they take the group leader as the one who knows it. 
Louse if you corne with an idea they simply say it is good and agree, they don't 
contribute 

I actually chose the groups in a way as 1 chose you -! as group leaders because 1 
thought you possibly had more knowledge and you could help the weaker ones. That 
was my idea. Would you have been happier choosing your OW/1 groups? 

Mzondo; yes can be happier. 
Louse; my one is the one I would choose , our group had no problems. 



Why did you not have problems? 

Louse; we all worked and participated. We all had time to work together as we could 
stay behind after schooL 

The problems you mentioned with group work - non-participation of certain members 
- how can we overcome these problems. 

Peter; we can overcome this problem by giving each individual some task to do. 

Within groups, some specific task? 

Peter, yes . 
Gadu; when organizing groups it must be them themselves who have chosen their 
topic. 

Yes, a very good idea - if we had had time, 1 hoped you could propose 10 do 
something of ycmr choice. In phase 5 I hope you will come up with your own ideas. 

This Fieldwork was also a form of co-operative learning. I will tell you briefly what 
co-operative leaming is; there were 4 groups, each group went out and looked at a 
different aspect and then you came back and shared your knawledge i.e. you co­
operated and shared what you found. Was this a success or was it problematic? 

Louse; I can say it was useful because we shared ideas. Like I went to Mr Peters 
group and asked for the outside of the college and ifI had a problem I asked him to 
come and help me. 
Peter, it had problems within the group. Like some in the group doesn't even know 
how to do that, like they wait for the leader to do the job to do the work himself and 
show them how it is done and when they ask them again how did you do this? They 
do not know how it is done, only thing thy want is to get it done. So that is a 
problem. 
Peter; with group work we had the experience, like Louse has said, like for the 
boundary it was me, for the fields it was Wontoti, for the buildings it was louse ... 

Do you think it was better than working by yourself? - to be in a group and to co­
operate? Was it a better way of working than as an individual? 

Gadu; ya, I think better because you don' t feel strenuous, I mean group members can 
help you complete the project. In that way it can help you a bit and to have it finished 
in time. 

The normal classroom situation when you do tests alld assignments involves a sort of 
competition hetween people. do you think it is better to co-operate than to compete? 
By better I mean do you learn more by co-operating? 



Gadu; yes co-operation is good because competition is I think where you use 
competition to someone you have told something lets say for example doing a lesson 
and you expect those learners to have high marks and master the subject. Whereas 
there are people who have knowledge of which you have said but their marks are low, 
but that does not mean that they do not understand who, maybe the way the question 
was asked or writing - but as co-operation will give them a chance, they will know 
what is needed. 

As group leaders do you think you taught the other members, did they leamfrom you? 

Louse; I can say some but there are those other who are shy. 
Gadu; You cannot be sure whether they have learnt or not because of their 
reservations. 

As a small class you probably know each other well. What do you think of grmlp 
work as a wcry of gelling to know each other and communicating? 

Peter; we know each other very well but there is a jealousy amongst ourselves - so 
that what makes it difficult. 

Why is there jealousy? You are still 

Mzondo; we are used to that .. . 
Peter; especially the ladies it is better to group the ladies alone. 
Mzondo;no 
Louse; I agree with Peter, group them, if they working together as ladies they can 
work better. 
Mzondo; I don't agree. There will still be problems. They will think because if you 
are a leader you know better than them. Then they will think I know better than them 
Peter; it is better if we work together as gentlemen. Like if we want to stay together 
at school and do a certain task the ladies are always complaining about time, they 
have got someone to touch. 
Gadu; yes a big problem really. They want to get to town, meet husbands so it is 
difficult. 
Louse; I think Peter came with the best idea. Like each and every individual of a 
group must have a certain task to perform. 

That is what I should have done. In fact if I had followed the co-operative strategy 
properly each person has their own/ask. One thingfrom my paint of view, is thai! 
got to know you a lot better that I have students in the past. 

Gadu; in this exercise a teacher gets to know his students. 

Wha/ is your view 011 group assessment? 

Gadu; Yes it is very good to assess each other especially as we are teachers in 
training. We learn from assessing each other and gain skills. 



Mzondo; ifwe are assessing we can see where we must change, maybe method we 
have used. 
Louse; where we are assessing each other each and every individual must have 
assessment forms. 
Peter; to assess each other is good because each one who is going to stand before us 
does not want to let his fellow students down and therefore tries. 

Is it afair way of assessing i.e. fairer that just the teacher? 

Peter; Yes it is more fair 

Presentation, the actual presentation, did you learn from each other, developing new 
ideas? 

Peter; we did, like the mistake that I had done; I corrected them from the presentation 
by Gadu. 

During this exercise did you come across issues you would like to investigate? 

Peter; we did come across issues, like the cost of the fence. 

Has this exercise made you more aware of your immediate environment, i.e the 
Rubusana environment? 

Louse; yes we are more aware of the Rubusana. Next to Rubusana there is a steep 
area. The direction of the buildings .. . 
Mzondo; also the gradient. 
Peter; the project has made us to become more aware of our school, of our 
environment. There are places we haven't even gone to in our school, like we didn't 
know that side if we come to school we come this way so we don't know that side so 
we seen things we have never seen before. 

Do you think these ideas, group work, assessing each other, co-operalive leaning do 
you think they are useful, will you use them as teachers? 

Gadu; ya, very much useful because I believe to taught someone something early 
stage, develop his new skill, maybe you can bring capability at an early stage rather 
than wait until after STD 10, only then start to do something like this. To assess is 
something that teaches most skills that we need. 

What was the biggest problem? 

Gadu; time - time to work, to get together, couldn't stay after school 
Mzondo; other members rely on the leaders - only work with you. I agree that time is 
a problem. 



Since you have been with me, we have done a bit of local fieldwork, tme north, the 
weather station and other fieldwork like our visit to the airport weather station, 
Horseshoe valley, Cove rock and Mafiza. 
How do you rate these 2 types of fieldwork - those going out and looking at the 
natural environment or the locally school based fieldwork. Which one was more 
educational? Which one did you learn more from? 

Peter; the one going out - we did not, .. never been there, did not know what was 
going on there and even horseshoe, it looks flat, although we drove past we never 
knew what was going on there 
Gadu; fossils and things were educational, because even in other places we can know 
what we see in other places. 

Which one did you enjoy the most? 

Louse; Cove Rock, we gained a lot about even History and it was something new. 
Gadu; J think it is very good, its extraordinary, there we can see the wonders of 
nature. 
Louse; I thought I new East London but since I have been there I realised that I don'"I 
know - discovered some places. 
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