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ABSTRACT

This study was conducted at Lungelolethu Lower/ldigiPrimary School in

Keiskammahoek at a time when | was struggling tdewstand and implement the
new South African curriculum policy, particularly the Foundation Phase Life Skills
Learning Programme. The research focused on mylaf@ag an understanding of
key Learning Outcomes and linking them with theidlal Curriculum Statement

principle of social justice, human rights, a heakmvironment and inclusivity.

During this time | was the key 4-H Programme edaorcet my school, responsible for
school food garden activities. | used the schootifgarden for this study to explore
the opportunities the garden might provide to dewé¢he new curriculum using active
learning approaches to teaching and learning; disawdo respond to environmental

issues such as poverty.

This research was an interpretive case study wéugiported my reflections within a
practical action research framework. This framewsuked my intention to change
my classroom practice. | undertook three actiorassh cycles with the first cycle
aimed at gaining insights from the 4-H Programnaehers which informed 2 lesson
plans for cycles 2 and 3 respectively. | generdtgd through focus group interviews,
observations, document analysis, video and taperdieny, and my research journal

entries.

The data indicated the value of school food gardensmeeting curriculum
requirements particularly in relation to learner centred idegp&s and the first
principle of the national curriculum. As both resdeer and mediator of learning, |
developed skills and knowledge that helped me tdetsiand working in the
Foundation Phase. The study also revealed a neaddaningful integration within
and across Learning Areas when planning lessonshen Life Skills Learning
Programme. The study indicated that there is a teeldvelop assessment practices
beyond a technical exercise to a more interpregpmaroach. Lastly this study offers
some recommendations for further research intoube of school food gardens
through taking the context of learners into accoantd by encouraging school

community relationships that will also contributepoverty alleviation.
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CHAPTER 1

INTRODUCTION TO THE STUDY

1.1 INTRODUCTION

This chapter starts by explaining the influenced armtivations that led me to want to
research my own practice within the Foundation Bhage Skills curriculum. | also
provide a brief introduction to the context of teeidy by describing the setting, the
socio-ecological context and how it has contributed shaping this research. The
objectives and goals that helped to formulate nseaech question are also described.
Finally, a description of each chapter is articediato give a clear picture of what is to be
expected in that particular chapter.

1.2 BACKGROUND TO THE STUDY

In the year 2001, | was in the Bachelor of Educat(blonours) course at Rhodes
University with Environmental Education as one of wourse electives. This course
developed my understanding of environmental edogas a means to address issues that
affect our communities and wider society. During theriod the institution where | work
— Lungelolethu Lower and Higher Primary School —swaarticipating in the 4-H
Programme established earlier by the agricultuxtdresion section of the Department of
Agriculture (Keiskammahoek). The 4-H Programme (@khrefers to Head, Health,
Hands and Heart) is based on the principles ofrrieg by doing’. The aim of
establishing 4-H as it was introduced was to addrasd improve communities’
underdevelopment, for example through introduciegy rskills within the practices of
agriculture, education, culture, home managemegdltin and hygiene. This was done
through sharing of good things experienced by gardeachers, Agricultural Extension

Officers and the youth (Ncula, 2004b) in the prognze.

| was the educator responsible for the 4-H Programim my school and became
enthusiastic about the programme. During that tifeeind myself privileged to be in the

BEd (Honours) course because | started to undefrstamironmental issues and risks



such as poverty levels in the context of my workc&ise of the knowledge | acquired
from the BEd course, | gained a deeper understgrafimow the 4-H programme, with
food gardens in particular, seeks to address ppvertour communities. Through
knowledge and skills that the course enabled mactire, | sought to find ways of
changing practices in curriculum development in coptext. This led me to develop a
passion for understanding how the school food gammild contribute to sustainable
development as this was the issue being discusseduicational circles at the time. This
concept is of significance at a global level tos, evidenced by the fact that the
conference of Ministers for Environment in May 2088essed the necessity to improve
the education systems and the design of learninggrammes for sustainable
development to increase general understanding @f tw promote and implement
sustainable development” (UNESCO, 2004:7). Inisac2.3.2 | discuss the concept of

sustainable development further in relation to noylg.

In 2004, | started a Masters in Education (Envirental Education) at Rhodes
University. The course enabled me to review the Brbgramme. When | reviewed the 4-
H Programme as a course assignment, | came tostaddrthat the programme intended
to address curriculum concerns as well as to rekgonthe issue of poverty (Ncula,
2004b). The review process introduced me to inféionmaabout the historicity and goals
of the programme and this is when | realised thatsohool, and probably other schools,
were not achieving the curriculum goals of the paogme. In addition, my experience of
working within the 4-H Programme in my school highted the omission of Foundation
Phase learners from programme activities. Thug, @ade 1 and 2 teacher, | sought to

infuse the 4-H school food garden project into mgching practice through this study.

| wanted to investigate the possibility of integngtfood gardens within the Foundation
Phase curriculum through the 4-H sub-programmeyéamg learners called “See them
growing”. The historical review referred to abousocarevealed that a major objective of
the programme (where it started in Nebraska, Amagrigas to simplify writing and
arithmetic teaching methods (ibid.). | found thisite relevant to the Foundation Phase
teaching and learning and | decided to carry oist bsearch in the context of my job as
an educator and co-ordinator of the 4-H Programmeny school. | did this through
exploring ways of planning lessons within the preéssurriculum policy known as the
revised National Curriculum Statement (NCS R-9)e NCS (R-9) Principle 1, Learning



Outcome 1 (LO1) and Assessment Standard 2 (ASZheofLife Orientation Learning
Area were analysed to plan and implement lessanséa on the school food garden.

1.3 BRIEF INTRODUCTION TO THE CONTEXT OF STUDY

The study was conducted as an action researchstabe within the Life Skills Learning
Programme in Grades 1 and 2, as | am a multi-giealcher at Lungelolethu Lower and

Higher Primary School in Keiskammahoek.

Keiskammahoek is a village located within the Anadl Municipality which is part of
the Amatola District Municipality along the N6 Hiylay between Queenstown and East
London. Its population is estimated at 153 496 wdth wards according to the new
demarcation. The history of the area reveals thabriginal inhabitants of the area were
groups of San (Bushmen) and Koi (Hottentots). @tilely known as the Khoisan, they
were responsible for many of the place names dufea The name Keiskammahoek
separated is derived froKeis or Kheiswhich is believed to be a Khoisan word meaning
‘shining’ or ‘glittering’; kamma (kamga is the Xhosa word for water, giving the
interpretation of Keiskamma as ‘shining water’; drakkis a Dutch word and refers to
the blind upper end of the valley where a rivemo Keiskammahoek is also known as
Qobo-Qobo which is a Xhosa name, and the meaningdkear but has something to do
with the breaking of a stick (South Africa, Depaetmh of Water Affairs and Forestry,
1998).

The Amatola district municipality is rich in biodiwsity and so is Keiskammahoek. The
area is mountainous and forested with big dams,eha@ata, Sandile and Mnyameni.
The river Keiskamma which is named after this pliacie only large river basin located
almost entirely within former Ciskeian territoryh& river and its tributaries may be
described as the most important river system offthmer Ciskei (Scott & Hunting,
1977).

People in this area depend largely on agricultwe their living. The Amabhlathi
municipality, which comprises Keiskammahoek, Sthiéén and Cathcart, has 426 625
square kilometres of land under agriculture (Soihca, Department of Agriculture,

2004-2005). Livestock, horticulture and field cropse key enterprises in the area.



Interviews | conducted with some of the area’sdesis established that maize, potatoes,
wheat, and pumpkin are produced in the area. Asnvid@wee at Ngxalawe said:

We used to get most of our food from the fieldst how we are lazy, we
cultivate just a small piece of land and buy fréime shops. Many crops like
beans, maize, potatoes, pumpkin and wheat werupead from the fields. We
had cattle and goats and now there are few pedmbehave those things.

(Ncula, 2004a:4)

The 4-H Programme is trying to develop young fasmiey transferring the necessary

skills of agriculture so as to re-establish thisaés style of living.

1.4 THE OBJECTIVES OF THE STUDY

This study was aimed at gaining more insight inteatvopportunities the school food
gardens could provide for curriculum developmentvdnted to understand how the
school food gardens could be integrated with threic@udum so that | could improve my
own practice and share my understanding of gardeama the curriculum with my 4-H

colleagues. The goals of the study therefore wefelbbws:

1. To review practices on how food gardens are useteatching and learning
processes.
2. To develop two environmental lesson plans with@iva learning focus.

3. To trial and review lesson plans.

Through this research | wanted to make recommemtatio the 4-H Programme for

improving links between food gardens and the culuim.

| formulated the following research question to mup these goals: How can food
gardens be used for environmental lesson planmudgaative learning in the Life Skills

Learning Programme in the Foundation Phase?



1.5 AN OVERVIEW OF THE STUDY

1.5.1. Chapter 1 — Introduction to the study

In this chapter | focused mainly on the contexiMnich the research was conducted. |
explained the geographical structure of the studg #0 provide insights into how socio-
cultural and environmental relationships helpedpshany study. | discussed my
experience of working within the 4-H Programmepanrticular the school food garden, to
illuminate how | developed an interest in condugtithis research into curriculum
possibilities for food gardens. | briefly explainedw the NCS (R-9) curriculum policy
contributed to my study focus which is situatedtlie Foundation Phase Life Skills

Learning Programme.

1.5.2. Chapter 2 — Literature review

To give a better understanding of why | decidetht@stigate the potential of school food
gardens in contributing to curriculum developmeamtthis study, | start by exploring
levels of poverty in the South African context.idl dhis to get a better understanding of
how learning in the garden could help develop aesai relevance to the world in which
the learners find themselves. | also discuss theaf learning that recognise learning as
meaningful when it is socially constructed in aigted setting. | review literature in this
chapter to provide a historical background to tlse of school food gardens in the
curriculum with reference to three countries, nantleé Republic of South Africa (RSA),
United Kingdom (UK) and the United States of Amar{¢JSA). The histories provided
insight into the curriculum transformation processe these countries and how lesson
plans may be designed to support educational valneerpinning the South African

Constitution (see sections 2.3.2 and 2.5.4).
1.5.3. Chapter 3— Research methodology
This chapter describes the research methodologyraentation which guided the study.

It explains the research design decisions throughewing interpretive case study

methodologies and their relevance to the reseaudstopn and goals. | report on the



research tools used to generate data and how thevda analysed with reference to three
action research cycles (see section 3.3). | furtiscuss aspects of ethics and

trustworthiness important to the study.

1.5.4. Chapter 4 — reporting and analysing the aain research cycles

This chapter provides a critical analysis of whetially took place in the study. | report
on data generated in three action research cythesdescription of the first cycle of the
action research process provides insights into dpgaerated during focus group
interviews. The description of cycles 2 and 3 @& #ttion research process describes data
generated in the planning and implementation ;fdesactivities for Grades 1 and 2. The
reflections on Cycles 2 and 3 are presented irfdira of preliminary analyses for each
lesson activity. In conclusion, | synthesise trmués that emerged from all three cycles.
This forms the basis of a set of analytical stat@s&hich | discuss in the next chapter.
The analysis of Cycles 2 and 3 of the action refeprocess concentrates on Learning

Area Statements which | present here for purposeses—referencing.

Table 1.1 Learning Outcomes and Assessment Standardsed in the study

Grade Learning Area Learning Outcomes Assessment
Standards
Grade 1 Life Orientation LO1: Health PromotigrAS2: Explains steps

The learner will be ableto ensure persona
to make informed hygiene and links

decisions regardingthese steps to
personal, community environmental
and environmental health.
health.
Grade 2 Life Orientation LO1: Health PromotionAS2: Suggests an

The learner will be ableinvestigates action
to make informed to make the hom

decisions regardingand the  schoal
personal, community environment

and environmental healthier.

health.

Grade 1 Geography LO3: Exploring IssugsAS1: Identifies ang
The learner is able tpdescribes issues
make informed affecting  personal
decisions about sociahealth or safety in
and environmentalthe school and/or
issues and problems. | home environme

[the issue].




Grade 1 Geography LO3: Exploring IssuesS3: Suggests ways
The learner is able tpto improve personal
make informed health or safety b
decisions about socialproposing solution
and environmentalor alternatives that
issues and problems | will reduce the risk

to personal health gr
safety [making
choices].

Grade 2 Geography LO1:Geographical AS 2: Identifies ang
enquiry - The learner isdescribes significant
able to use enquiry skillsfeatures of places in
to investigate the local context
geographical and[answers the
environmental conceptsguestion].
and processes.

Grade 2 Geography LO2: Geographic@lS1: Describes key
Knowledge and features of different
Understanding - Theplaces, including
learner is able topeople’s interactions
demonstrate with places [people
geographical andand places].
environmental
knowledge and
understanding.

Grade 1 Languages, LO2: Speaking- The AS8.2: Reports back

English — Home learner will be able toon behalf of a group
Language communicate following grouip
confidently and work.
effectively in a spoken
language in a wide range
of situations.
Grade 1 Languages, LO4: Writing- AS2.2: responds to|a
English — Home picture by writing
Language simple sentences

Grade 1 Arts and Culture LO1: CreatincdAS 10.1: Presents
Interpreting and images of own worlg
Presenting - the learnein various media
is able to creatg,AS 10.2: Uses the
interprete and presensenses and emotions
work in each of the aftto explore design
forms. elements, with

emphasis mainly on
primary colours and
line.

Grade 2 Natural Sciences LO1: Scient|fidS 2: Participates in

Investigation - learner

splanned activity|

confidently on

their independently or a

[72)




curiosity about naturalpart of a group.
phenomena; they
investigate relatonships
and solve problems in
Science, Technology
and environmental
contexts.

1.5.5. Chapter 5 — school food gardens, environmetactive learning and lesson

planning in the foundation phase life skills learnng programme

In Chapter 5, | discuss the main findings as regabrh Chapter 4. The insights gained
from the findings are articulated in the form ofsical statements taking cognisance of
the research question which seeks a deeper unadirgjeof how the school food gardens
may be used for curriculum opportunities in the aation Phase Life Skills Learning
Programme. Furthermore, the findings are put tage#imd discussed in relation to the
context of the NCS (R-9), its requirements andthe®retical framework influencing this

research.

1.5.6. Chapter 6 — Conclusion and recommendations

This chapter is a summary of the study and reflestion the processes involved in
making this study meaningful and relevant to thetext for which it was designed. My
reflections also reveal the strengths and weaksessdhe processes of conducting
research based on investigating your own practiteirwa limited time frame. It also

discusses what | have learnt from the study and itdvas opened up some practical
possibilities and insights for conducting schootdga activities for improved teaching
and learning processes. It culminates in a setdota&ional recommendations that |
believe are challenging and motivational to redssns who are interested in following

the study of integrating school food gardens ineligying the curriculum.



1.6 CONCLUSION

This chapter started by providing a detailed desom of the context of study, which
included the demographics and history of the resesite and the underlying factors that
informed this researchihie research interektl indicated that this research stems from my
desire to explore school food garden opportuniteeslearning within the NCS (R-9)
Foundation Phase Life Skills curriculum. I also lkexped the role of the 4-H Programme
and its association to this study. Finally | predda brief overview of the study as a
whole, outlining the different chapters of this easch report. In the next chapter |
provide further insight into the context of thedstuand its theoretical underpinnings.



CHAPTER 2

LITERATURE REVIEW

2.1 INTRODUCTION

This chapter outlines some of the literature teatlevant to this study which focuses on
school food gardens in the curriculum. It startsittyoducing the state of poverty in
South Africa and continues by exploring how apadhe South Africa affected the
education system and social values of the disadgant Black Africans and Coloureds.
To provide a broader context for the research girsewith a brief look at the history of
food gardens in the curriculum in three countri®suth Africa, the United States of
America and the United Kingdom. This is followed dymore detailed exploration of
school food gardens in the South African revisediddal Curriculum Statement (NCS
R-9) for General Education and Training. The disaus also covers theories of learning

relevant to the study.

2.2 POVERTY IN SOUTH AFRICA

Poverty is a social ill afflicting the majority &outh Africans. It rears its ugly head in almostrgvcommunity and its surrounding
schools. As mentioned in section 1.2 this study iwemmed by the 4-H Programme which has the aimesponding to the issue of
poverty in schools and communities. When | obsepe¢erty in my school, and the contribution of thél Programme, | decided to
make an educational contribution by researchingd fgardens and how they can help to alleviate ppvEdr this reason, | provide a

more detailed discussion on the state of pover§anth Africa.

According to May (2000 cited in Terreblanche, 2@02:“over the past eight years the
distortions and dynamics of apartheid continue dpraduce poverty and perpetuate
inequality”. He identified four poverty traps set bpartheid that are worsening poverty
in society (ibid.).

1. High and rising levels of unemployment in a slugggsonomy.

2. Deeply institutionalised inequalities in the distriion of power, property and
opportunities between the white and black elite #mel poorest half of the
population.

3. Disrupted and fragmented social structures and $inedrome of chronic

community poverty in the poorest 50 per cent ofgbpulation.
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4. The mutually reinforcing dynamics of violence, cimality, and ill-health on the
one hand and the process of pauperisation on hieg. ot

According to Wilson and Ramphele (1991:101) “homelareas appear to be the worst
environments in which to raise children”. This 8dent in Esikhawini and Mpukunyoni
in KwaZulu — Natal and in the former Ciskei wherermthan 15 per cent of children are
at risk of malnutrition (ibid.). The HSRC reportéd a national survey that “14% of
children had tea or nothing, while 75% had tea@nioiread and or porridge for breakfast”
(HSRC, 2005:53). It was also reported by the TheBGmmmission in 1976 that the
syndrome of chronic community poverty had an adveféect among 40 per cent of the
Coloured population group and existed for genematicamong poorer Africans
(Terreblanche, 2002). Adding to this is the redeasported by Weaver, Le Roux and
Pretorius (1999: 23) that “poverty rates are higith 20% of households having monthly
incomes of less than R500".

The third poverty trap identified by May (cited aed was the one that most affected and
disrupted social life of African families especyaih rural communities. The effects were
evident in the Eastern Cape and the Vaal Triangkegshe period of economic decline of
major industries. Unskilled workers were eitherdlaff or retrenched (Terreblanche,
2002), which meant that labourers had to returthéir localities. The added burden of
unemployed breadwinners had a downward spiral teftec familial relationships
resulting from the “demands of capitalist entreprtas looking for cheap and docile
labour” (May, 2000 in Terreblanche, 2002:40). Tklaache further argued that “the
elaborate mechanisms of proletarianisation, regmessand discrimination not only
impoverished indigenous people physically, but pldy did even more psychological
damage” (ibid.). They also argued that the effe€ishronic community poverty in young
learners, such as spiritual, psychological and aglect, are difficult to overcome even

when conditions improve at a later stage (Terretflan2002).

The NCS (R-9) is designed in such a way that edusatan design lessons that respond
to these poverty traps through developing learrierstvledge, values, attitudes and skills
that can contribute to social transformation. T¢as be done through engaging learners
in activities where they question their lifestyléfsthe learners can relate their education

to how and why they do things, this critical thimggican help them realise the need to be
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engaged in decision making to make changes intyo€ier example, gardening activities
would teach them not only agricultural skills, loan help them to be aware and question
things affecting their context. In this way therlears can link what they learn in school to

other aspects of life and understand how they espand to their local problems.

2.3 HISTORY OF THE USE OF SCHOOL FOOD GARDENS IN THE
CURRICULUM IN SOUTH AFRICA

In this section | discuss the history of schoolda@mardens in South Africa and their role
in gender stereotyping and racial subjugation. Tissory helped to sensitise me when
developing activities in the school garden to aymioblems experienced in the past. The
section also covers the curriculum, its role iniglochange, and possibilities for using the

garden for this particular role.

2.3.1. Pre — 1994 — Gardens, gender stereotypingdaracial subjugation

Before the advent of schooling for South Africangles dominated the agrarian era in
South Africa and males, in that period, were seebeng the predominant thinkers and
planners not only in animal husbandry, but alserop production. The role of women
was reduced to that of being mere assistants ip production, in that they were only
required to hoe the plantation fields. This leditem being subservient to males in terms
of agricultural production issues (M.A. Ncula, peral communication, November 15,
2005).

The work of Visvanathan, Duggan, Nisonoff and Wrsgea (1997) provides evidence of
women'’s seclusion in African agricultural houselsolth their work they provide insight
into three basic variants of household food pradactystems. In all three, there are clear
distinctions of gender roles, even where men andneo worked together in food
production. For example, in the third variant megrevresponsible for most of the food
production and women specialised in food processing trade (Visvanathan et al.,
1997). Whilst most women were prevented from engagi field work, young girls and
older women were allowed to help on male fields] ararried women were allowed to
cultivate small gardens within the compounds (lbidhe third variant represents my own

experience of food production where | grew up icoatext where men were considered
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to be stronger than women and were expected tompeiieavy duties in food production

systems.

The South African schooling system in the 1930sthedl940s attempted to impose and
control “divisions between colour-castes, with eliint systems preparing blacks and
whites for their respective sub-ordinate and supdimate positions” (Gulting, Hoadley
& Jansen, 2002:133). Baxen and Soudien (in Jans&Ph#stie, 1999:131) argue that
central to apartheid education were “the presumptiof European superiority and
African inferiority which were invoked as moderuittts about human potential, progress

and development”.

With the advent of formal schooling gender sterpesywere also prevalent in the Bantu
Education policy and practices of the Apartheidwhé&ch was launched in 1948. Gulting,
Hoadley and Jansen (2002:128) reporting on thddfiseommission in 1951, stated that
“Bantu Education was designed to emphasise thetiimat value of the school as an
institution for the transmission and developmenblaick cultural heritage”. The HSRC
reported that the apartheid system misused andpuwlaied the use of local culture and
notions of rural South Africa to introduce a narramd limited curriculum (HSRC, 2005).
Men, for example, were regarded as the heads ohdbse and as being stronger than

women, hence boys were assigned to do agriculture.

In the 1950s and 1960s the school curriculum farcAh primary schools was based on
minimum literacy skills, sewing and housecraft ¢ts and woodwork and gardening for
boys (Gaitskell, 2002 in HSRC, 2005:97). Duringtthe of Bantu Education there was a
subject called Gardening in primary schools andicdgural Education in high schools,
particularly in the homelands. The subjects exjjigportrayed a worldview that saw
Blacks as subordinate to the ruling White race, alsd perpetuated gender stereotypes
through portraying girls as subordinate to malegd(). Christie (1985:143) argued that
“the studies of work, for example, show that wonaee less likely than men to rise to

higher positions. And they usually get lower pagrtimen do”.
The struggle to fight apartheid education was nestéfd in many ways and on many

fronts. One of the fronts entailed some teachesistieg the teaching of gardening. Some

resisted because of a basic objection to the idgalbat underpinned Bantu Education

13



and the role it defined for Blacks in society (Psd@, 2004:88 in HSRC, 2005). Others
explained their resistance on the grounds thaetkesre no facilities provided for the

practical side of the subject (ibid.).

During the pre-1994 era, the primary school phass wsed to enforce the gender
stereotypes described above. From Standard 3 tod&th 5, certain periods were
allocated for gardening, which was specificallyigeated for boys and certain periods
were allocated for needlework and clothing, speaily designated for girls (Christie,

1985). This was in line with the adage that the wois work is the kitchen and not on
the ploughing fields. According to Truscott (1992:4n HSRC, 2005:97) “Bantu

Education was to turn African men in rural arede imewers of wood or drawers of water

and African women into scrubbers of floors, chilthders and weeders of fields”.

Despite the formal division of gender roles in &ab taught, some school authorities
would send girls (and boys) to do gardening as gfunent for misbehaviours (M.A.
Ncula, personal communication, November 12, 200bis use of the ‘garden’ as a place
of punishment may well have aggravated the pergefliat there was in fact little or no

learning in gardening and added to the list of tiegassociations with it.

In the light of the problems of gender and ractateotyping and subjugation described
above, the post—apartheid era has opened oppaesiftt revisiting the role of the school
garden in curriculum and socio-economic transforomat Therefore lessons planned for
this research include both girls and boys in isswdsted to food production through

inclusive education in accordance with the NCS JR#ihciple of inclusivity.

2.3.2 Democracy period (post — 1994)

With the arrival of democracy/majority rule, theherent problems of the apartheid era
became even more glaringly evident. Poverty, ay agburge in our society, continued
to manifest itself everywhere. Among the mechaniputsin place to alleviate the social

ills of poverty were school food gardens. Schoadf@ardens were also established in
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some South African schools under the 4-H Progranfsee section 1.1). The 4-H
Programme was introduced into these schools nat tonklleviate poverty but also to

develop and transform the curriculum.

The Department of Education, as one of the modctife driving forces for social
imposition in the apartheid era and now for socke@nge in the era of democracy, put in
place a curriculum that was aimed at removing awensing the legacy of apartheid,

namely, “to remove bias, discrimination, socialstjce” (HSRC, 2005: 81).

Certain principles now guiding the new educatiorriculum are embedded in and stem
from the nation’s new constitution. The constitatiotended to sweep away the legacy of
mental underdevelopment, authoritarianism and le@ming, characteristics of Christian
National Education and Bantu Education. AttestiaghHis it is stated in the overview

document that:

The curriculum aims to develop the full potentibleach learner as a citizen of a
democratic South Africa. It seeks to create altifeg learner who is confident and
independent, literate, numerate and multi-skills@mpassionate, with respect for
the environment and the ability to participate atisty as a critical and active
citizen.

(South Africa, DoE, 2@03)

South Africa’s new constitution enshrined the rigta healthy environment as part of
the Bill of Rights (South Africa, 1996) and broughttie concept of sustainable
development to national policy discourse (Lotz4R&i 2002). Sustainable development
was defined through the United Nations Decade ofucBtion for Sustainable

Development Programme as:

a dynamic and evolving concept with many dimens@amd interpretations which
reflects locally relevant and culturally appropeiatisions for a world in which
development meets the needs of the present witwupromising the ability of
future generations to meet their own needs.

(UNESCO, 2004:7)

Thus, the concept of sustainable development erdargthe 1980’s in response
to the realization that there is a need to condidén economic development and
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environmental stewardship and care for the enviemmin 1992 it was adopted
as a global agenda for change and countries ardbedworld committed
themselves to implementing Agenda 21 which meetadmineeds in a manner
that respects intergenerational responsibility, dredneed to improve quality of
life while protecting the Earth’s capacity for regeation.

KEP-GET, 2005:62)

In 1997 Curriculum 2005 (C2005), later revised &andwn as the National Curriculum
Statement (NCS), was introduced to provide a commamiculum that is central to
building a new sense of citizenship and responibfHSRC, 2005). At the centre of
C2005 is the goal of promoting these values andakgoals. The intent was that this
would be achieved through “learner-centrednessjealgarning, problem solving, critical
and creative thinking, an understanding of the @yoand the skills of evaluation and
analysis” (HSRC, 2005:81). Principle 1 of the N@39) requires its citizens to develop
an “awareness of the relationship between sociatice, human rights, a healthy
environment and inclusivity” (South Africa, DoE, @k). It is clearly stated in the
curriculum documents that these goals would beeaeki through becoming sensitive to
the issues of poverty, inequality, race, gendeeg, atisability, and such challenges as
HIV/AIDS.

It is with the above global understanding of susthle development that the existing

NCS (R-9) curriculum encapsulates a:

vision of teachers and learners who are knowledgeand multi-faceted,
sensitive to the environmental issues and abledpand to and act upon the many
challenges that will still confront South Africatiis twenty—first century.

(South Africa, DoE, 200Re

Significantly, not all that was envisaged in or foe new curriculum (C2005) made sense
to, or was workable in, some rural settings. Amorige reasons given by teachers in
rural communities was that C2005 may fit well irhgols that have small classes and
gualified teachers but is not appropriate for rigehools with large numbers in class,
limited resources and teachers mostly inadequatedjified (HSRC, 2005).
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Moreover, such a negative feeling about the newialdum extended to parents and
learners in rural communities. The HSRC researchsh@wn that some parents felt that
the new curriculum lost its effectiveness when sth@bolished a curriculum that was
rooted in promoting their own historical and cudluvalues. For example, parents
expected “children of school going age [to] comekbfiom school to assist in the fields”
(HSRC, 2005:33). Parents in this case were founth®yHSRC to be unconscious of the
hidden agendas contained in the past apartheicteluim and at the same time wished to
perpetuate historical and cultural values built argendered division of labour. For
example the boys were expected to do agricultugamiening and girls were expected to
do sewing in school. Apparently those parents dit see any legacy such as gender
inequality and the related gendered curriculum asimposed product of the past
apartheid curriculum, but rather as a curriculuat thatched and reflected their existing

cultural beliefs (ibid.).

The South African experience with agriculture andd gardens in black schools has thus
been shaped by traditional gender roles, the cistamees of rural and subsistence
agriculture, widespread poverty of the rural peapleften marginal lands, the education
ideologies of the dominant white rulers aimed diosdinating black peoples, and more
recently by the goals of a liberated South Africa.

The information above raises questions as to whatleen the experience with food
gardens in the curricula of other countries, anel bitose experiences relate to the South
African scene. Below | outline some additional tessto be learnt from these countries
that help point to the potential of school fooddgars to enhance the school curriculum
and to contribute to our social and economic goalsluding gender equity, poverty

alleviation and environmental sustainability.

2.4 BRIEF HISTORY OF SCHOOL GARDENS IN THE UNITED K INGDOM
AND THE UNITED STATES OF AMERICA

In this section | present a broader perspectivesome of the issues around school
gardens through reference to the United Kingdom)(Bid the United States of America
(USA). | also present perspectives on possiblenlegrstrategies and opportunities that

might be portrayed in school gardens. As in theviptes section, school and community

17



relationships and gender roles in curriculum degwelent are explored. Furthermore, the
USA curriculum is explored with the intentions afiderstanding the 4-H Programme

better.

2.4.1 School gardens in the UK

Historically in Britain the school food garden wassociated with the teaching of rural
issues. The use of school food gardens and thkitepof rural issues became part of the
continuing education discussions (Dillon, Rickins8anders, Teamy & Benefield, 2003).
British school gardens were first eligible for gavaent grants as long ago as 1895. The
association of school food gardens with teachingrural areas led to pedagogical
discussions in the UK as to what and where to t€deremovic, 1964 as cited in Dillon
et al., 2003). Urban and rural schools require@ctdpssons and nature study to be taught
with particular reference to the schools’ surromgdi Educationalists such as Frebal,
Pestalozzi and Montessori (in Dillon et al., 20@3)phasised the use of gardens and

outdoor settings for child-centred education.

Discussions continued between 1905 and 1940 regptte appropriateness of a nature
study focused curriculum for both urban and rucio®ls. Much of the lobbying for
differentiation of the schemes of work in natungdstand rural craft skills for children in
rural and urban schools came from the Hadow rejmod931 (ibid.). The use of the
school gardens for growing vegetables during tre 8@ World War led to an increase in
the number of schools including gardens in thejesets (Bramwell, 1961 in Dillon et al.,

2003). According to Branson:

In practice the nature study associated with sclgaotlening varied greatly in
qguality. At its best the opportunities provided ly school garden for the
systematic and long term study of part of the retworld were exploited to the
full.

(Branson, 1950: 2 in Dillon et al., 2003)

The studies by Bilton (1993 in Dillon et al., 20(8) examine three nursery classes in

Berkshire for the inclusion of school gardens tigtoaut the teaching sessions were found
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to have alleviated many of the problems that teacheported. Bilton further reported

that teacher attitudes to and appreciation of #rden was crucial to its success.

Studies to explore school gardens in the curriculutiie UK reported a positive impact
on the development of the curriculum and sociaati@hships. For example, it was
mentioned that some school programmes demonstratesubstantial increase in
community and parental involvement (Elliot, 1993exander et al., 1995; Canaris, 1995;
Halvorsen, 1995; Morris et al., 2000 and Brynjega@DZ1all in Dillon et al. 2003). These
developments were linked to improved motivationd@in the school and its locality, as
well as increased leadership skills, a sense @oresbility and respect for others. From
the participatory action research study of learnopgportunities for inner-city youth
conducted by Rahn (2002) in a summer gardeningranoigie called City Farmers, it was
stated that:

The programme relied on shared knowledge and biged expertise and
encouraged sense-making through shared discoea®ting emerged not solely
in the garden work but from the participants’ agtsense making.

(Rahn, 2002 cited in Dillon et al., 2003)

The report further noted that the guidance youngplee got from adults within the
programme helped them to learn first hand what eygets and marketers do on a daily
basis. This means that active involvement of yolaagners in the programme allowed
them to be part of decision-making and they thewesetecognised its educational value
without it being imposed on them. The food gardemse found to be of educational
value to the curriculum rather than regarded aga#ridtic duty’ as was the case in the
early 1900s where gardens were utilised for olrtgilgovernment grants as stated above
(Carson & Colton, 1962 cited in Rickinson et aD02). Another reported value of the
school gardens is that they provided a greateitiounal awareness and consequential
positive changes in eating habits for studentsr families, teachers and communities at
large (Rhan, 2002 cited in Dillon, 2003).

Carson and Colton (1962, cited in Rickinson et 2004) discussed the place of school

gardens in the subject Rural Studies in the cdurmu Historically in the United

Kingdom, only boys were allowed to do subjects urd® Studies (such as rural science
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and school gardening) based on the view at the tiraeboys were physically stronger
than girls; but that is different today, such ashie case of food gardens, where girls are
allowed to participate. However, later in the ttieth century it was recognised that girls
should also be included in gardening subjects.example Hilton (1959 in Rickinson et
al., 2004) noted that girls should share experiemteural science and gardening equally
with boys. He further noted that gardening is Bnisgreatest national hobby and it is

enjoyed by both men and women on the allotmentaural the house (ibid.).

Despite this, the decreasing value of school faadens in the curriculum resulted in the
subject disappearing. One reason for the subjetshimg was that Rural Studies was
found to be a practical subject suitable only fardents attending secondary modern
schools with an emphasis on vocational skills. ©Ogohools used the subject to cater for
those children who encountered problems in thaimli@ag, and as a result did not shine in
other classroom subjects (Carson & Colton, 196Riakinson et al., 2004).

Schools in the UK later reintroduced school gardeis the curriculum by integrating
them into other subjects such as Science or asx@a-@urricular activity such as a
gardening club. This was because it was notedsttfaiol grounds or community projects
cover a wide range of activities associated withost grounds improvement and
greening initiatives, horticultural growing projedh and around the school, outdoor play

development and community based environmental \{Ritkinson et al., 2004).

2.4.2 School gardens in the U SA

In the USA school food gardens became affiliatethtocurriculum as early as the first
decade of the twentieth century when educatiorfatmesrs and philosophers stressed the
correlation between learning and personal actiygegnce. Another intention of school
gardens in the curriculum was to provide an ineleiseducation for boys and girls to
develop a closer relationship with their environinéiiso “educators recognised that the
development of strong-embodied, efficient, and eotdd citizens is the real purpose and
the main result of this work” (Jarvis cited in Fari®95). This kind of experiential
learning developed and approximately 80 000 schiadl®10 implemented it. According
to Fang (1995:2) “Gardens, and in the larger cdanteature, have long been a component

of what educational progressives have associatéidl ieal life or hands-on learning”.
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Teaching in the garden was found to be useful ke the subject matter closer to the
students as they keep working with and learningfiio(ibid.). Adding to this ideology is
Howard Gardener’s theory of “Multiple Intelligenédbat proposes the gardens to be an
opportunity for high school students to solve peol and create products in “context-
rich and naturalistic settings”, while using thimguistic, logical-mathematical, spatial,
bodily-kinesthetic, and interpersonal intelligen@ésd.).

School gardens were found by Dewey (cited in F&0885) in the early 1900s to create a
space for community-school relationships wherelgydhild’s individuality is repeatedly

cultured in the social context. He found it crudal connect academic subjects with
students' own experiences. Such experiences wdlold apportunities for teachers and

students to get out into nature, to touch it aniédit (ibid.).

Further evidence of the value of school food gasdeas evident from the investigation
by Mabie and Backer 1996a & b (cited in Dillon &t 2003) on the impacts of the value
of school food gardens on US students’ sciencéssHihey identified three approaches to
the teaching of agriculture that contributed mosstudents’ learning in the school garden
approach. These are: experiential learning thrazlgbs project work, experiential work
in the school garden, and traditional classroontrucion to develop student’s science

skills.

In the USA, gardens were in some instances alggrias$ as a for-profit business venture
for the schools as they produce a material commd#iang, 1995). It was in the USA
where the 4-H Programme was first created in schasla resource for learning. The 4-H
Programme developers anticipated that 4-H actsjitased on learning by doing and
earning money through enterprise development, walilv members to develop skills
that would be useful throughout their lives. Thegsgamme spread all over the country
and internationally, including South Africa, andclkacountry had to develop its own

activities based on learning by doing.

Thus, in all three countries discussed above -R®A, the UK and the USA — the school
garden became part of the curriculum and providppodunities for learning in the
curriculum. In all countries they also came to égarded as a vehicle to respond to socio-
economic realities. Curriculum policies in theseurtvies are all geared to strengthen

inclusivity and provide better education for allithvschool gardens contributing to this

21



process. As indicated above, in all three contthésprocesses of learning in the context
of school gardens has been emphasised. | now digbiss in more depth, through a

discussion on learning theory.

2.5 ENVIRONMENTAL LEARNING AND LEARNING THEORIES

This section considers theories of learning and timse theories relate to the NCS (R-9)
policy and learning in a garden. The theories dfiated learning, curriculum as a
contextualised social process, constructivism,vackearning and values education are
discussed. The ideas in this section were cerdraletping design lesson plans for this

research project (see Chapters 4 and 5).
2.5.1 Theory of situated learning and curriculum asa contextualised social process

Lotz-Sisitka (2002:99) believed that “change is stmnng that is taking place within
horizons of possibilities and not shaped by frarsingsocial life”. School food gardens
could be used as an opportunity to create changeatching and learning to support the
present curriculum policy NCS (R-9). One such resgichange is for teachers to
considercontent in contextvhen planning lessons which would go beyond taenieg of
facts. In the Foundation Phase Life Skills Learrifiggramme, for example, “tlo®ntext

of learning is provided by self, the local enviraemh the home, the school and the
community” (NEEP-GET, 2004a:1). This means thatl&éssons planned should consider
the fact that learners are unique and come froferdifit backgrounds. This would mean
engaging learners in a real life situation (thedgarat school) and enabling them to
explore concepts as they are confronted with thEne teacher would create learning
opportunities that would allow learners to ask goes and at the same time construct
their own knowledge. The curriculum policy as ipreted by the NEEP-GET stated that
we need to ensure that learning is contextualgviait and meaningful and that would be
aided by understanding how young children learn ERESET, 2004a). This requires
teachers who are reflective of their own practiod who are creative and critical about
how children learn (NEEP-GET, 2005).

The value of contextual relevance and meaning wuglgighted by Lave and Wenger’'s

(1991) concepts of ‘situated learning’ and ‘legdite peripheral participation’. They

argue that situated learning helps learners actuiog/ledge through collaborative social
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interaction and the social construction of knowked@hey argue that such learning
concerns the process by which newcomers becomefpartommunity of practice (Lave
& Wenger, 1991). They further argue that for newemnthe purpose is not to learn from
talk as a substitute to legitimate peripheral paoétion, but rather to learn to talk (ibid.).
Situated learning or legitimate peripheral parttipn “has the definite advantage of
drawing attention to the need to understand knogydeahd learning in context” (ibid.).
They believe that knowledge that is decontextud)isdstract or general does not make

sense in situated learning (ibid.).

Legitimate peripheral participation is further viedvby Lave and Wenger (1991) as an
analytical process as it also focuses on probleivirgpwhich embodies some of the
critical elements of situated learning. The usesafool food gardens in the curriculum
may lead to learners developing analytical and lprabsolving skills. With legitimate
peripheral participation learning takes place ithblormal and informal contexts (ibid.).
Learners learn through having fun and enjoymerthéoutside environment and at the
same time learning from each other and from tharn@d curriculum activities. Malone

and Tranter argue that:

The school ground is the ‘stage’ where childrencatf spontaneously and freely,
the events that touch their lives. It is the spabere they connect with the social,
cultural and ecological domains of childhood. Sd¢hgiounds should promote
learning and development.

(Malone & Tranter, 20239)

Moreover, such learning is perceived as uninteatiosther than deliberate, meaning that
what the learners learn is constituted throughptioeess of becoming full participants in
the socio-cultural world. Put differently, full ganpation of learners means engagement
in a ‘community of practice’ which represents certbeliefs and behaviours to be
acquired (ibid.). Through that process of learrtingre is a shared responsibility among
the group members. Thus, group discussion and ideaisaking about learning and

knowledge binds the group members together intcekunity.

This call for situated learning is consistent wilornbleth’s view of ‘curriculum as a

contextualized social process’. She argued that,
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if we conceive of curriculum as a contextualizedgesss, curriculum studies are
likely to be practice-oriented, and curriculum cparefforts are likely to focus on
contextual change.

(Cornbleth, 198%)

A contextualised view of curriculum “reflects ataal rather than a technical rationality;
hence it encompasses both subject matter and swgehization and their interrelations”
(ibid.25). In other words such an understanding leasses the continued construction
and reconstruction of curriculum in situated pm@etiTo support curriculum construction,
the garden can be reviewed with the focus beingatential knowledge resource and
learning opportunities for learners to learn. Thericulum can be contextualised in that

all garden practices can be linked to curriculunmkyvo

The garden can develop learners’ ability to pgrtite in a community concerned with the
practices of garden design and development, feestihgmes, financial management, etc.
In this sense the learners and participating coniiymumembers can influence and

interpret the curriculum.

Relevant to my research within the ethos of comsidecontextualised curriculum and
situated learning is a view that the school foortiga is a valuable resource and potential
place for learning. Malone and Tranter, arguing tfe potential of school grounds for

learning and development, state that:

School grounds have potential as a rich resourcdofonal learning ... School
grounds provide access to real-life natural expegs (for example conceptual
exploration of living and non-living things, intesgendence, biodiversity, life-
cycling, recycling and food webs). As well as thebgious connections with the
‘natural’ world, a diverse and well designed plagvieonment provides an
opportunity to develop important lessons on codparaownership, belonging,
respect and responsibility.
(Malone & Tranter, 20R39)

Akerblom (in WickenbergAxelsson, Fritzen, Hellden & Ohman, 2004) discdskew
learning in the garden occurs on different lev@lsey note that the challenge for the
teacher is to combine practical garden work withrentineoretical reflections together

with the pupils.
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The garden as place,according to Akerblom (in Wickenberg et al., 20@8Jor health
and well being. It means fresh air, beauty andaaefor both urban and rural children to
be connected with nature. Titman (1994:58 citeMaione & Tranter 2003:291) describe
four elements children looked for in school groynaamely:

* A place for doingwhich offered opportunities for physical actiegi for ‘doing’ all
kinds of things, and which recognised their needextend themselves, develop
new skills, to find challenges and take risks.

* A place for thinkingwhich provided intellectual stimulation, things whithey could
discover and study and learn about, by themselwdsaéih friends, which allowed
them to explore and discover and understand maretabe world they live in.

* A place for feelingwhich presented colour, beauty, and interest, whitendered a
sense of ownership and pride and belonging, in kvkiey can be small without
feeling vulnerable, where they could care for tihece and people in it and feel
cared for themselves.

* A place for beingwhich allowed them to ‘be’ themselves, which redegd their
individuality, their need to have a private persana public place, for privacyor
being alone with friends, for being quiet outsidenoisy classroom, for being a
child.

The four elements above illustrate that childrenehthe opportunity to develop both

social and cognitive skills when they utilize theghool grounds and thus, by extension,

also the school garden. In this research | willukon the first two elements. Learners
would be supported in lessons planned for thisarebeto perform garden activities to
develop new skills such as handling of garden taot designing of plots. In the process
they can develop a sense of ownership, pride aluthgpeg as they are grouped according
to their plots in the garden. What really mattemsl & of concern in this research is to
develop learners’ thinking and meaning making weference to environmental issues

and risks, which are contextually relevant usirgggbhool food garden.

In the discussion above | have underlined the inam@e and potential relevance of a
number of concepts for my research project. Thecepinofsituated learningwith its
element of learning through collaboration and cemigisation, with theschool
grounds/school garden as a plat@ social interaction, doing, and thinking proesda
major impetus for this research project. This | dopll provide me with one of the
central conceptual themes for designing my study ame of the analytic lenses for

examining the data.

My understanding of gardens and their potentiahivithe curriculum can also be

informed by an understanding of how knowledge iswad within the ideology of
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situated learning and curriculum as a contextudlisecial process. The discussion on

constructivism that follows seeks to address that.

2.5.2 Constructivism in the South African curriculum and this study

The new South African curriculum is guided by a stonctivist approach to teaching and
learning. Moll (2002:6) says:

Whatever one might think of it as a theory of kneade, learning and pedagogy,
there has undoubtedly, in South African educatiomegnance, been a movement
towards establishing guidelines that will plamnstructivismat the centre of the
development of teaching and learning policy for tBoAfrican schools.

As reported in the NEEP-GET

Environmental education processes in South Afriexeh for a while now,
supported social constructivist approaches to iegrnin which contextual,
cultural and language-based construction of knogdeste emphasised.

(NEEP-GET, 2005:32)

Of relevance to my study is the requirement that l®ssons and teaching within the
South African classroom should be guided in partabgonstructivist approach. This
approach emphasises the social aspect of leathiagalue placed on learning in context,
and active learning (Moll, 2002). Constructivisewss of learning as suggested by Klein
and Merit (1994) emphasise the posing of a questiorreal life for students to
investigate. The teacher needs to modify questgpriased on an understanding of
students’ prior knowledge and thought processasiebits are engaged in tasks such as
experimentation, investigation, observation andculision so that they are actively
involved in the learning process. The role of teacher should be to create a learning
environment that is conducive to the constructiérkmowledge, providing guidance,
assessing appropriate tasks, making resources ateriabls available to students and
supporting them in their interaction with others.

What follows are some key aspects of constructivigghlighted in the literature, namely

(1) The social elements of learning (Vygotsky cited Schunk, 1996; Baumann,
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Bloemfield & Roughton, 1997) (2) Guided particiatiand intersubjectivity (Rogoff,
1990) and ( 3) Active learning (O’'Donoghue, 2001).

With a constructivist approach to teaching, theteas role within the learning process
becomes an indirect one that provides the optimyperence and environment to foster
the child’s capacity to develop and learn. This nsethat teachers are responsible for
creating a learning environment where the learnawghition is challenged according to

their level of ability and their context.

Vygotsky (cited in Baumann, Bloomfield & Roughtd97) believed that from the onset
the child learns because of social interactiong/éet adults and more capable peers. For
Vygotsky, development moves from the social lewetite individual level (ibid.). The
socio-cultural world within which the child devekpetermines not only how the beliefs
and knowledge are acquired but what the child amrthe process. Learners would be
provided with situations or learning experience whthey have to make decisions to
solve problems. There could be multiple perspestinethe process of meaning—making

that would lead to the development of social antucal values by learners.

The issue of the language of learning has parti@édainence to my study because of the
challenges of teaching in a multi-lingual contertldearners often having to learn in a
second language. Vygotsky emphasised the importasfcdanguage during the

developmental stages of thought. Language acaqnsiithrough social engagement with
other people. This means that children learn lagguxy imitating their parents and other
people around them until they enter school. Theeetioe language learnt at school has to
consider the learner’s prior knowledge before newcepts are introduced. For example
the policy for Life Skills in the Foundation Phagehich this research rests on)

encourages learners to be assessed in their homgealge (South Africa, DoE, 2003).

The Department of Education further noted thah@ language of teaching and learning
is not the same as the learner's home languagehdeahave to provide language rich

experience to support cognitive development (ibid.)
Recognizing the prior knowledge of learners is @ntio constructivism. Recognising

prior knowledge enables the teacher to fill the bajween the level of understanding of

the child and the level the teacher hopes thentheege. Understanding learner’s prior
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knowledge helps teachers to understand the poid¢pérture for activities in their lesson
plans.

This gap is viewed by Vygotsky (in Schunk, 1996}tes Zone of Proximal Development
(ZPD). In Vygotsky’s words the ZPD is defined as:

The distance between the actual developmental lesl determined by
independent problem solving and the level of paaédievelopment as determined
through problem solving under adult guidance orcallaboration with more

capable peers.

(Vygotsky 1978: 86 in Schunk 19945)

Adding to Vygotsky’s view about ZPD is recognititimat teachers and learners work
together and share their cultural beliefs and noffing learners bring their day to day
experiences to social relations and construct meganby integrating those with new
understandings in thmilieu. Through those culturally mediated interactionsgyriétive

change is produced when it is internalised by #deerier. In other words the everyday
engagements of children and adults in sharing iieBvcontribute to the rapid progress of
children and they become skilled members in thelledtual and social lives of their

society (ibid).

Rogoff (1990) suggested that working in the ZPDumexp a good deal of guided
participation. According to her, guided particijpatiis identified as building bridges
between what children already know and can do, reewd information and skills to be
learnt (Rogoff, 1990). In other words Rogoff’s peption of building bridges is that these
bridges scaffold learners through guided partiogmatWithin the scaffolding process,
adults have to acknowledge that learners may affeque possibilities for discussion and
collaboration when they consider each other’s patsge in a balanced fashion (ibid.).
The teachers recognise prior knowledge of learardsfind gaps between what learners
know and should know. They create suitable leareixygeriences which are the bridges
for learning that will provide the necessary infation and skills needed by learners.
This means that many factors should be consideyedrhers when guiding learners’

participation such as creating space for open-eddmdissions until they together reach a
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consensus. Furthermore, there should be toleramderespect for each other’'s views.
According to Rogoff:

the mutual understanding that is achieved betweaplp in communication has
been termedntersubjectivity emphasizing that understanding happbetveen
people; it cannot be attributed to one person @iother in communication.

(Rogof@90:67)

Intersubjectivity also relates to Lave and Wengersierstanding of the community of
practice where group members share their views expariences for a common goal
(Lave & Wenger, 1991).

2.5.3 The theory of active learning

Theories of active learning have been consideredueial element in transforming the
South African curriculum (NEEP-GET, 2004b). Likesituated learning, constructivism
and OBE approaches to curriculum, active learningmptes an understanding that

knowledge is constructed through social interaciiotine environment.

In active learning, learners are holistically deysd in the sense that the approach to
learning is enquiry—based and focuses on devisiegns) to address the issue in focus.
During activities such as enquiry encounter lea'ngenses are challenged. Enquiry can
be promoted in the garden through asking learnershiserve, feel and smell and
investigate aspects of the garden and nature.

From the active learning framework refined by O’lDghue (2001), the NEEP-GET
piloted and refined questions that helped the t@cto plan lessons. The questions were

as follows:

* What do learners already know?
* What information is needed?

* What enquiries can be taken?

* What action can be taken?

* How can investigations and actions be reported?
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The NEEP-GET found the above questions to be usefidssessing learning outcomes
in ways that support developing competence andremwiental learning outcomes in
each Learning Area. The assessment can be donethydachers and learners and that
contributes to the steering of active learning agfthing of action competence (ibid.).
This means that considering these questions immegkanning would enable teachers to
mobilise learners’ prior knowledge and scaffoldnthe a higher level of understanding.
In this way teachers’ planning of lessons can stppearner-centredness and
constructivism learning as envisaged in the NC®)RActive learning might provide
opportunities for learners to feel self-empowerad anuch more in control of their
learning, since they are no longer subjected towhens of the teacher only (Kruger,
1998). They become co-directors of their learnirgegience, and their different learning

styles are accommodated in the process.

A learner-centred approach to education in OBExiglagned as responding to what
learners already know, and challenging them tonleapre than they already know,
through actively engaging in meaning—making througlevant learning activities and
support from the educator (NEEP-GET, 2004a). It fwather reported (NEEP-GET,
2005) that when learners are encouraged to interactcial and cultural contexts through
the process of dialogue (talking), encounter (daggs) and reflection (thinking about
what has been done) such learning is centred onlélas of active learning. According to
O’Donoghue (2001:7)

Environmental learning is often spontaneous bubast when mediated with
active learners in a local environment. With avatd risk, issue or concern as a
focus, learners can find olatbout’ the environment, undertake investigation
their local surroundings and do thirt§®” a healthier and happier world.

Furthermore, young learners need to come to knawtabings as they ardyut they also
need to develop the ability to critically refleat ssues and risks and conceptualises
things might be bettdibid.). Learning about the environment in the @®x of exploring
food garden opportunities for learning would meaarhers are encouraged to know and
understand the social and historical backgrouncgdam issues such as poverty and
gender inequalities as discussed above in (secidhand 2.3). For example, learners

could find out about what makes soil healthy, foud about the health of the soil in the
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environment, and do something for the environmgntiing something to improve the

soil.

2.5.4 Values education

In section 2.5.1 it is stated that curriculum i$ cancerned about the content taught in the
classroom only, but how it can bring about sociadnge considering socio-cultural
practice. This change can be supported through giog values for the good of the
environment such as respect for living and nonagvihings. The promotion of certain
values in the South African learner is explicittated in the NCS (R-9) curriculum as not
only being important for personal development, &lsb to ensure that a national South
African identity is built on values very differefrom those that underpinned apartheid
education (South Africa, DoE, 2002e). Principleslasticulated in section 2.2.2 clarifies
and emphasises the importance of foregroundingakgogls in the curriculum (NEEP-
GET, 2004b). Furthermore issues such as over-daptm of resources for the benefit of
a few, unequal distribution and use of resources;swn which access to resources (e.g.
water, soil, land) contributes to the quality ¢é€lof people, how human actions degrade
and impact on the environment in ways that threéifenand our natural and cultural
heritage and the future of the planet are emphdsisthin the framework of a healthy
environment, social justice, human rights and isieity (ibid.). The values underpinned
in Principle 1 are meant to be achieved through Gsh as LO1 of Life Orientation
Learning Area which focuses on ‘Health Promotiohhis LO states that the learner
should be able to make informed decisions abowggoed health, community health, and
environmental health (South Africa, DoE, 2002c&y.interpreted by the NEEP-GET in

the Foundation Phase:

Learners start early by making links between peabkbggiene, health and safety
and a healthy environment; and identify ways in alhtheir local or school
environment can be improved, e.g. cleanlinesshfa@s trees or a garden.

(NEEP-GET, 2004c:11)
According to the Department of Education (2002ct®arning Outcome 1 of Life
Orientation promotes sound health practices, and uaderstanding of how the

relationship between health and the environmeniroanove the quality of life and well—

being of learners. This means that in lesson prenhbth the principles and practices of
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social justice, respect for the environment, hunmmgts and inclusivity should be
considered to show links between Principle 1 andwrh@g Outcome 1 with its
Assessment Standards. Life Orientation was chosethis study because of its strong

contribution to environmental learning in the NG&9) through emphasising:

. Informed decisions and healthy choicparticularly regarding health promotion
. knowing andexercising one’s rights and responsibilitiesd

. theholistic developmerdf the learner as an individual in society.

(NEEP-GET, 2004c:9)

2.6 LINKS BETWEEN THE NCS (R-9) PRINCIPLES AND LESSON PLANNING

In section 2.3.2, | highlighted that the new NCS9Y)Rcurriculum policy is aimed at

promoting and developing values underpinned bycthentry’s constitution. It does this

through emphasising how the NCS Principle 1 infag=n Learning Outcomes and
Assessment Standards of the different Learning #Argaiding the development of the
lesson planning processes. Principle 1, which & fbcus of this research, strongly
emphasises an environmental focus in teaching eachihg. Evidence of this principle
can be found in a NEEP-GET description of Learni@dgtcomes and Assessment

Standards of the Life Orientation Learning Areashhsupports learners in,

making links between personal hygiene, health aafittyy and a healthy
environment; and ... identifying ways in which thkiical or school environment
can be improved, e.g. cleanliness, air, a garden.

(NEEP-GET, 2004hb:22)
For this research | explored these links througbksde plans that would foster

environmental learning with regard to active invetent of learners in meaning—making

in the real and immediate context of the gardea (Geapter 4).
When considering activities in my lesson planssbatied to make these links between

the inclusivity aspect of the first principle an@drning Outcome 1 possible by being

sensitive to:
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. Issues of gender such as the need to include bwygids in garden activities.

. Issues of poverty which manifest for example, iprant poor environment
(South Africa, DoE, 2003). | responded to this &tample by using older
learners to help me develop resources. | also tisedyarden as one of the
strategies to overcome a print poor environmerdugin the “use the immediate
surroundings as a text” (ibid.36).

. Conceptual barriers which can be problematic wherking with learners of

different ages.

In this way | was conscious of not perpetuatingatibns that exclude some learners from

learning.
2.7 CONCLUSION

Of significance in this chapter was the exploratahnliterature regarding school food
gardens in the curriculum. A history of how gardemsre perceived nationally and
internationally was presented with insights of hgardens have played a role in the
stereotyping of gender, race and culture. The dsgamlens as a response to poverty
internationally and also at the level of the 4-ldg?amme was also considered. The value
of a school garden in meeting curriculum requiretag@articularly in relation to the NCS
(R-9) first principle and its links to Life Orierttan was explored. | explored how
learning theories of constructivism and situatedrrieng, as well as environmental
education processes of active learning and valdesation, linked to learner-centred
ideologies and principles of the NCS (R-9) curnical These theories and processes were
also explored with respect to the ideas they opempefbr using the school garden in my
lesson plans. In the next chapter | discuss theareB methodology and methods applied

in this chapter.
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CHAPTER 3

RESEARCH METHODOLOGY

3.1. INTRODUCTION

This chapter outlines the research design decisimasle when investigating the
curriculum opportunities that could be providedabgchool food garden. | report on the
research orientation that influenced this studyva#i as the methods chosen to gather
information and on the processes undertaken iretlaion research cycles which |
represent in a diagram. | also discuss ethicsdinaland trustworthiness as these pertain

to this study.

3.2. RESEARCH ORIENTATION AND METHODOLOGY

In this section | provide an explanation of theegsh orientation or methodology which
influenced the research design. | separate the itkeimy discussion by first providing an

understanding of how an interpretive research taten became significant for this

particular research. Secondly, | discuss my undedstg of case studies based on
literature and its relevance to this study. Lasilydiscuss action research as the
methodology chosen for this study and how it helpedidentify gaps that need

improvement and change in my teaching and leanpiiagtices.

3.2.1. An interpretive research orientation

An interpretive case study was chosen as an otientsuitable for this particular kind of
study Terre Blanche and Kelly (as cited in Terre Blanéh®urrheim 1999) defined
interpretive research as a method that describdsirgerprets people’s feelings and
experiences in human terms rather than throughtijcation and measurement. This
was achieved through my description and interpoetaif the teachers’, learners’ and my
own feelings and experiences in the field. TerreanBhe and Durrheim (1999),
commenting on how researchers do interpretive reBeatated that they aim to make
sense of feelings, experiences and social situmagrthey take place in the real world by

studying them in their natural settings. Interpretiesearchers rely on first hand accounts

34



in order to present findings in a more attractivel asuggestive language (ibid.). In
Chapter 4, | provide a rich detailed descriptiontloé data generated from various
techniques such as focus group interviews, docuwegllysis, journals and observations.
Bassey (1999) states that numerically analysed databe represented qualitatively
through the language used to describe it. Drawing Bassey’'s understanding of
interpretive research | have made use of thick rgggm and numerical analysis (see
Tables 4.1, 4.3, 4.4, 4.5 and 4.6 (Chapter 4) tnage data generated and to strengthen

interpretation of the qualitative data.

Interpretive researchers acknowledge that by askjngstions or by observing, the
situation that is being studied may change (Bask299:43). In my case for example, |
interpreted the new curriculum policy by lookingthe food garden with regard to its
usefulness for developing the curriculum. | looksdit as a resource for learning that
could be utilised as it is in the learners’ imméglianvironment and has potential to
promote active involvement of learners. | was abladdress the questions | had about
the curriculum opportunities offered by the gardbrough interpretive research (see
Chapter 5). Radnor (2001, 2002) commented on tiheepgons of changing situations
referred to by interpretive researchers when hd Haat we, as professionals in the
education system, construct personal meanings vgnappling with interpreting the
social world of education policy and make meanihgfie implementation of that policy
in the working practices of schools and in classra@mntexts. This means that educators
can be change agents in curriculum development,vess in the context of this case

study.

3.2.2 Case study research

Yin (1994) defines case study research as an erapimquiry that investigates a
contemporary phenomenon within its real life, esdgc when the phenomenon and
context are not clear. Nisbet and Watt (1984:72itesl in Cohen, Manion & Morrison,

2001:181) argued that a case study is the studgnahstance in action in a bounded
system, for example a child, a clique, a clasgh@al, a community. They further argue
that these bounded systems “provide a unique exawofpteal people in real situations,
enabling readers to understand ideas more cldaaly simply by presenting them with

abstract theories or principles” (ibid.181). Thesean this study is Lungelolethu Lower
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and Higher Primary School, looking specifically ftod gardens and curriculum
development in the Grade 1 and 2 Life Skills LeagriProgrammes.

Cohen et al. (2001:181) write that “contexts argua and dynamic, hence case studies
investigate and report the complex dynamic and Idinfg interactions of events, human
relationships and other factors in a unique insgan&s a case study conducted with the
purpose of influencing a situation, Stenhouse 1@83assey, 1999) describes action
research case studies as being concerned withlmaimg to the development of the case
or cases under study by feedback of informatiorctvicen guide revision and refinement
of the action. In this study | used action resedccimprove my practice, which | also
interpreted using an interpretivist orientation. Tdggart (1991) describes this as
practical action research. Action research canlasmore socially critical, but | chose to

focus more on practical knowledge interest to prtetrand improve my own practice.

3.2.3 Action Research

Cohen et al., (2001:226) described action reseascta powerful tool for change and

improvement at the local level”. They further arduleat:

Action research can be used for continuing profesdidevelopment of teachers
to improve teaching skills, develop new methodseafning, increase powers of
analysis and heighten self-awareness.

(Cohen et al., 2(226).

Furthermore, Griffiths and Davies define actioreash as a focus

on the vigorous examination of a single situatissing knowledge drawn from
experience and research findings to illuminateintorder to improve it. The
purpose is always to improve practice, rather tt@rind truths, universal or
particular.

(Griffiths & Davies, 199%A4cited in Hitchcock & Hughes, 1995: 28)

The process of action taking, observing and ingtgtion in this study enabled me to look
for areas that needed consideration and improveramt and Kemmis (1986) observed
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that action research is a form of self-reflectinguary that can be undertaken in social
situations in order to improve the rationality godtice of practitioners’ own practices,

understanding of these practices and the situatiowsich the practices are carried out.

Throughout the preliminary analysis stages infadl three cycles there is evidence that |
found myself being a researcher and a co-learnéna@nprocess. For example with the
help of my critical friend during this process, wentified missed learning opportunities

in the form of problems with the planning and impéntation of the lessons.

Action research is also a form of praxis rathernth@actice (McNiff, Lomax &
Whitehead, 1996). Praxis takes place when “actesearchers are intent on describing,
interpreting and explaining events while they seekhange them for the better” (McNiff
et al., 1996:12). The above statement is also stergiwith the interpretive researcher’s
viewpoint mentioned above of describing and intetipg in order to make things better
(see section 3.2). As much as | aimed to influemyeown practice | had the same

ambitions of sharing new ideas and perceptions thgdH Programme.

Action research is characterised by spirals of eya@f planning, acting, observing and
reflecting which are not simple or linear but améerrelated, with each phase informing
the action to be taken in the next phase (Carr &nkes, 1986). Lotz (1996) believed that
action research is an orientation to research wikiomgoing. In my case | designed three

cycles of inquiry which | briefly explain below.

3.3 DESCRIPTION OF ACTION RESEARCH CYCLES

My study involved three action research cycles. Tiheormation gathered from
reflections on the first cycle was used to infotme second and the third stages of my
research as both were about planning and trialesgon plans. In Cycle 1, | conducted
focus group interviews in which | aimed to sensitisyself about the kind of lessons to
plan for Cycle 2 and 3 associated with the gardemext. In Cycles 2 and 3, | was
engaged in the planning of curriculum-related atoéis, the implementation of these
activities (action), observation of activities, aaaalysis of activities and learners’ work

(interpretation and reflection). The process ofwengleft me with many questions and
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concerns that influenced adaptation of my lessan9IA diagram representing the action
research cycles is shown in Figure 3.1 and discussmore detail below.

Plan Act
Cyclel: focus group Conduct focus group
interviews. interviews.
Cycle2: lesson plan 1. Implement lesson plan 1.
Cycle3: lesson plan 3. Implement lesson plan 2.

Reflect
Cycle 1: on how focus group
interviews information can inform
lesson planning.
Cycle 2: on activities drawing from th
learners’ work, tape recordings,
observation and journal entries
Cycle 3: on activities drawing from the
learners’ work, tape recordings,
observation and journal entries

Figure 3.1: Action research cycles

Cycle 1

Figure 3.1 shows that the focus group interviewsewsanned and conducted in the first
cycle with a group of educators from the 4-H Pragrae schools to probe how they
understood curriculum links with school food garslefhe discussions were captured on
a video tape and transcribed in my journal. A vidamera was used to capture the data
as raw and absolute as it could be. The focus gmaepviews provided insights into the
kind of lessons to be planned for Cycles 2 andtBpagh | did the in-depth analysis after

I had conducted the lessons in Cycle 2 and 3. agxceliminary analysis soon after Cycle
1.
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Cycle 2

For Cycle 2, | planned six activities for Grade rbumd the ‘caring for nature’ theme.
This was influenced by my reflections on the opisi@xpressed by teachers in the focus
group interviews. Their opinions were that we ngeldave an environment that is healthy
and beautiful, that our actions should acknowletigeinterrelatedness between human
and non-human, and that we should play a role mmpting ideas of sustainable
development. | reflected on and observed the lesssomy classroom and made notes in
my journal after each lesson. Photographs werentékgrovide evidence that the event
had taken place (McNiff et al.:1996). The tape rdeo was also used as a tool
supplementing sources of evidence and later trdoeztin order to remind me of issues
that | might have missed in my journal writing.ded the code ‘L’ to represent learners
and they are numbered L1 through to L21. | analysathers’ work to find out whether
the learners achieved the Skills, Knowledge, Adiisi and Values as planned for in the

activities.

Cycle 3

| used the same methods and tools as with CycReflective observations, document
analysis and a journal were the methods used tegetith photographs and a tape
recorder as tools to gather information for thisley Five activities were planned and
implemented in Grade 2. These are detailed in @naptA theme on ‘the richness of
soil’ was planned which was also informed by thstfcycle focus group interviews. The
code ‘BL’ was used to represent learners’ work ytl€ 3 and these are numbered BL1
through to BL10.

The data generation techniques used in these cyaeatiscussed in more detail below.
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3.4 DATA GENERATION TECHNIQUES

3.4.1 Focus group interviews

Cohen et al. suggested that:

Focus groups are a form of group interview, thouwmit in the sense of a
backwards and forwards between interviewer andgyrdbe groups are a chosen
few in the population, selected with the aim tocdss a particular theme or topic
that will lead b data and outcomes through the interaction oftbap.

(Cohen et al., 200Bp8

The focus groups consisted of fourteen 4-H edusatodivided the educators into two
focus groups. The purpose of doing focus groupriige/'s was to create a collegial
atmosphere for the interviewees to become colldaberan understanding gardening in
the curriculum. The questions for the interviewsreveemi-structured (Appendix 1) in
order to develop a situation whereby the partidipavould feel free to participate and, at
the same time, | would be able to control the n&v process. This process provided me
with richer feedback through probing further witblléw—up questions and making
comments on some of the issues raised (McNiff .etl@096). The sharing of knowledge
and experiences of the participants provided aebeithderstanding of the issues than |

had prior to interviews.

3.4.2 Observations

| reported in section 3.2.2 above that this studg wesigned to investigate a single or
particular case in the context of a school. Asseaecher, educator and co-learner in the
process, | was faced with the challenge of havimgeflect on and observe my own
teaching and associated learning processes, taigeaa narrative on how things worked
and could be improved the next time. For that nreasaised unstructured and reflective
observations. McKernan (1996:60) refers to suclefadions as ‘participant observation:

narrative’. He explained:

It is unstructured in the sense that strict costiale not placed on the context,
action or the type of data collected, as well @edmot being any jariori research
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hypotheses to test in the field setting. The ciyziablem is to be able to render
interpretable the process of events and behaveirogcurs naturally.
Becker (1958 cited in McKernan, 1996:60) providaegher perspective on the process of

unstructured observations as follows:

The participant observer gathers data by partitigan the daily life of the group
or organization he studies. H&eid watches the people hsif] is studying to see
what situations they ordinarily meet and how thehdve in them. Hesic] enters
into conversations with some or all of the pari@eifs in these situations and
discovers their interpretations of the eventsdig has described.

| recorded my reflective observations in my reskegournal. This was the best way to
record informal observations, as | had no time almhplementing the lesson plans to
make use of structured observations. AccordingzznyE2002) journals and memos are a
systematic attempt to facilitate the interpretivegess that is at the heart of qualitative
research. Journal writing was useful to me in réicay thoughts and actions immediately
after every activity during the research procezzyK2002:71-72) claimed that “keeping
a journal and regularly writing memos encouragssaechers to reflect on their emerging
understanding of the data”. The tape recorder wsel wWduring Cycles 2 and 3 as a
supplementary tool to my observations. | codedtépe recordings for Cycle 2 as TR1
and TR2 for Cycle 3.

3.4.3 Document analysis

The NCS (R-9) policy documents, Outcomes Based &t (OBE) textbooks, and
NGO learning and teaching support material werdyaed with the purpose of exploring
the opportunities the documents might provide forinmental learning through school

gardens.

The lesson plan | drafted for Cycle 2 was consedi¢tom the Oxford University Press’s
Life Skills books: a) a teachers resource book hizde, Saadien-Raad and Siegrihn
(2003C) and b) a workbook book by Sotashe and Jok{&®03). For Cycle 3, | also
consulted Oxford University Press’s Life Skills lilsoa) Successful Life Skills Grade 2
Teacher’'s Book by Paizee, Saadien-Raad and Sied@2@@®3b) b) Successful Life Skills
Learner's Book by Saadien-Raad and Siegriihn (200B&uccessful Life Skills: My
Workbook by Saadien-Raad and Siegrihn (2003b). Fbendation Phase teacher
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resource material from the Schools Environmentaldaton and Development Project
(S.E.E.D, 2004) was also useful for planning mysdes Patton (1995) observes that
documents prove valuable not only because of wérabe learned directly from them but
also as a stimulus for a path of inquiry. | alsalgsed learners work to get rich feedback

about learning associated with the school foodegaehd curriculum activities.

3.5 DATA ANALYSIS

| systematically collected and reflected on thedhtoughout the research process and
that led to theory building which according to Gaand Strauss (1967) is a grounded
theory approach. Glaser (cited in Ezzy, 2002:18)es that “the first step in gaining
theoretical sensitivity is to enter the researdtirspwith as few predetermined ideas as
possible ... not to read the literature or developdtliyeses before entering the field”.
Corbin and Strauss (cited in Ezzy, 2002:63) cldiat tin grounded theory, the analysis
begins as soon as the first bit of data is colt#ct€he data collected in my case was
analysed as it emerged, not deduced from any ptadacsingle research problem or
hypothesis (Charmarz, in Denzin & Lincoln, 2000)this research project, | did
undertake a literature review, and have used ehiisform a commentary on the data, so
have not used ‘pure’ grounded theory as originaityposed by Glaser and Strauss
(1967). Later versions of grounded theory acknogéetthe validity of existing theoretical

perspectives in data interpretation (see for exar@arbin & Strauss in Ezzy, 2002).

As my research consisted of three consecutive sytleid a preliminary analysis of the
data generated in each cycle where | coded andaréded data into emerging issues or
themes (see Chapter 4). Strauss and Corbin (1@9iéyvb that coding helps in finding or
identifying the commonalities and contradictionsthe data generated. The synthesis of
the emerging issues was further developed intoyical statements that helped to make
sense of the data and reflect whether the resegueltion had been answered (see
Chapter 5). According to Bassey (1999:70), “a usefy of handling and trying to make

sense of the data is analysis which seeks to ceed#ata into meaningful statements”.
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3.6 ETHICS AND TRUSTWORTHINESS

I informed teachers in schools working within thél4rogramme about the purpose of
my research and requested their participation tugogroup interviews (see section
4.2.1). | asked them to fill in consent forms whtrey agreed that they wanted to be part
of the interview process (Appendix 2). | asked pesmn from the principal and the
school governing body to use the school as a@itenf research with the motivation that
| was trying to improve my teaching practices foe benefit of the school and learners.
As suggested biMcNiff et al. (1996) researchers should check with principals and
managers before undertaking research that is cteth@gth their organisation in order to
reach a consensus about what they may and mayondtadso asked the parents of the
learners to sign letters of consent giving me pssion to work with their children
(Appendix 3). This letter included an explanatidrin@ research goals. These letters were
distributed and explained at a meeting at schodi wie permission of the principal.
Some parents signed the letters on the day of #eting. The need for this letter was
motivated by McNiff et al. (ibid.) who advocate tivehen working with children or other
people under supervision, permission has to bewedtdérom parents or other supervisors
to involve those people in the research. For Cateat. (2001:51) such informed consent
“protects and respects the right of self deternmmaand places some of the responsibility
on the participant should anything go wrong in tesearch”. Bassey (1999) advocates
this process as respect for democracy. Furthertheraames of the participants were not
revealed so as to assure the participants thatitfeemation they gave remained
anonymous. By ensuring anonymity | was advocatiagsgy’s (1999) view of respect for

persons in case study research.

3.7 VALIDITY

For this research, | am working within an interpy@torientation in a practical research
design, as described above in section 3.2. Thigsoit significance to validate this study
along the lines of interpretive validity as desedbby Maxwell (1996). He states that

“Interpretive validity” can be described as:

appropriate primarily because this aspect of undedsng is most central to
interpretive research, which seeks to comprehemragrinena not on the basis of
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the researcher’s perspective and categories, bot those of the participants in
the situations studied.
In this research | tried to put the participantshet centre of what was being done and
explored by not necessarily detaching myself aesearcher but by respecting and
understanding their and my own experiences in ifld.fMy role as a researcher was to
mediate and facilitate learning while researching mterpreting my own practice.

According to Maxwell (1996:290) accounts of pagamts’ meanings are never a matter
of direct access, but are alwagenstructedby the researcher(s) on the basis of
participants’ accounts and other evidence. Basethisnunderstanding the information,
which | reported for Cycle 1 focus group interviewsChapter 4, was constructed by me.
However, | believe the constructions | have madeeves true to the intended meanings
of the educators because the video transcriptctefiedetailed information on what took
place and what was discussed. Through careful drgion and thick description
(Lather, 1986) | was able to ensure a trustworttopant of those focus group interviews.
As reported in Chapter 4, | relied on my journatesoand the tape recordings for the
observations and processes involved in capturiagi#ita for Cycles 2 and 3. My journal
notes (Journal, 09-05-2005) (see example in Appefdieflected how | probed learner’s
meanings of drawings and interpretations in oraerensure that | was realistically

interpreting their meanings.

The interpretations of the data were also triartgdlahrough the use of multiple methods
of data collection because “it is essential thatrésearch design seek counter-patterns as
well as convergences if data are to be credibleitier, 1986:67). | used various
techniques such as focus groups interviews, obsengaand document analysis to gather
information. Various tools of research such asvideo, tape recorder, photographs and
journal writing also supplemented these data ge¢ioeranethods. | also applied Lather’s
(1986) concept of catalytic validity through myention to know reality in order to better

transform the situation (ibid.), see Chapters 4%and

3.8 CONCLUDING SUMMARY

The story narrated above forms a true reflectiothefprocesses undertaken to fulfil the

objectives and goals of this study. The data arafy®cess in this study is influenced by
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a grounded theory approach. Action research has described as a useful and practical
approach for understanding a particular situatiornoider to improve on it, and this
approach has been widely used in classroom practieearch (McNiff et al., 1996).
Through an interpretive action research proces$gsigned a study to investigate the
implementation of the new curriculum policy withthe context of my school with a
focus on school gardens. | report on how | appdidcs in my study by recognising the
rights of my participants through getting permissior their involvement in the study
and not revealing their names. | also report on howgtworthiness was considered

through using multiple research methods, thick dgson and triangulation.

45



CHAPTER 4

REPORTING AND ANALYSING THE ACTION RESEARCH
CYCLES: USING THE SCHOOL GARDEN FOR TEACHING AND
LEARNING

4.1 INTRODUCTION

This chapter describes the action research prausssiluminates emerging issues from

each cycle. In the first section | report on theuf® group process of Cycle 1 and on the
findings from the focus group interviews, which e@onducted with the educators from

the 4-H schools. In Cycles 2 and 3 | report on phecesses and findings from the

planning and implementation of the lessons in Giaded Grade 2 respectively. The last
section provides a synthesis of the issues emefgnythe three cycles of research.

4.2 CYCLE 1 - EDUCATORS’ PERCEPTIONS OF THE LINKS BETWEEN THE
SCHOOL FOOD GARDENS AND THE CURRICULUM

4.2.1 Planning and implementation

To start the research process, | organised a ngefetireducators participating in the 4-H
Programme to decide on the date and the venuékitar the focus group interviews |
was to conduct. In that meeting, | explained my i@d a researcher interested in knowing
how the 4-H Programme, in particular the food gasgés supporting curriculum-linked
activities in the schools. | also explained to @aeicators that | did not intend to impose
changes in the 4-H Programme but hoped that througlhesearch findings, | would be
able to illuminate needs and opportunities for iovement in the 4-H Programme. |
explained to the educators that the informatiommfrime focus group interviews would
help me to plan lessons and that the lessons viimutdalled at Lungelolethu School with

the aim of reflecting on my own practice.

The focus group interviews were held on th& Mpril 2005 at the agricultural office hall

(see section 3.4.1). Out of the 22 4-H educators add committed to attend the meeting,
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14 attended. Two schools sent two educators. Theators’ attendance revealed that
there are schools that are interested in transfgrand improving their situations when

there are chances to do so. For example, aftantéeriews some of the educators asked
if we could form a cluster in which we could helgch other to design lesson plans that

would incorporate the school garden into curriculnork (Journal 14-04-2005).

| gave the consent forms to the educators to slgowing that they had understood and
agreed to be part of the study. | divided educatdstwo groups and named them focus

group one (FG1) and focus groups two (FG2).

The purpose of focus group interviews as statedRiochard et al. (2000:5) is “a better

way to understand how people feel or think aboutane, product, or service”. | told the
participants to feel free and comfortable during fnocess. All the members of a group
were expected to participate in discussions, aaldd explained that there was no right or
wrong answer. | explained to them that a videoeranwould be used to capture all the
information that would be shared. | started posjngstions as planned in the interview
schedule (Appendix 1). There was a little tensioomf the groups during the first

guestion, which | suspect was because the situattas somewhat unfamiliar. |

encouraged the groups to speak isiXhosa so thay eve could understand what was
being said. | noticed as the process went on tleaindividuals were no longer hesitating
and elaborated on their arguments, as they feltenommfortable with the process.
Unfortunately the group discussions were not clesr the videocassette. The
videocassette captured the information when onebeerfnom each reported back to the

larger group, so | was able to capture the mosbitapt points in the discussions.

4.2.2 Feedback from focus group interviews

In the next sections | consolidate and report am fiedback from the focus group
interviews, according to the following sub-themdsenitified through an analysis of the
focus group interview data:

. Role of school gardens in responding to environaléssues,

. Life skills developed by school gardens,

. Opportunities provided by school gardens for preifesal development,
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. Opportunities provided by school, gardens for nrmgetiurriculum
requirements,
. Opportunities for developing school /community tielaships, and

. Clarifying concepts.

4.2.2.1 Role of school gardens in responding to eronmental issues

The respondents indicated that the garden is a sne@aaddress environmental issues in
their schools and communities. Both the group®dttiat the food gardens are useful for
the eradication of poverty and that some of theetadges are sold to address financial
problems in schools, which are small and have noayo

The groups noted that in their communities mospfeeare not working and the children

come to school with empty stomachs. The hungerhesé communities encouraged
schools to start food gardens to provide vegetdblethe learners. FG1 said that learners
have to know which plants to plant and what thdaetp do in our bodies. They said food

from the garden promotes health in schools andtodight diseases like HIV/AIDS.

They also mentioned that a healthy environment r@@=ognised in LO1 of Life
Orientation and Principle 1 of NCS (R-9)) creatppatunities to teach about recycling
and beauty. FG2 stated that an environment witdr lgan’t be healthy. They indicated

that papers and peels have to be thrown on a cdrhpap for use in the garden.

4.2.2.2 Life skills developed by school gardens

Educators from the focus group discussions indic#hat learners develop skills when
the school food gardens are integrated into theatdmm. Below | report on the skills
that they mentioned when learners are learningergarden.

Respondents indicated that the 4-H Programme develearners to become young
farmers, and respondents in FG2 stated that yoammgefrs are necessary for agriculture
and the economy. Respondents also indicated tlatcttoking in schools provides

opportunities to develop consciousness of the caod appearance of food for the hotel

industry. They mentioned that on some days wheridihe is cooked for the learners, the
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learners are taught about what to include in atlweaheal. The garden also provides
opportunities to develop agricultural skills thrbugrojects like animal handling and

handwork. Teamwork was another idea that camearp the groups. They indicated that
learners are seen to be working in the garden migtas individuals but also as a group
sharing ideas about what to do in their plots. k@licated that learners acquire skills of
communication through the garden, in the processgusoth English and their mother

tongue, which is isiXhosa. Respondents in FG2 mtdit that the garden encourages
cleanliness amongst learners as the plots are gadlaand prepared to show beauty,

cleanliness and attractiveness, and learnersiaralated to be independent citizens.

It was also noted that the co-operation betweenastand communities could encourage
unemployed youth to understand that they can dceiung with their hands in order to

earn money (FG2), indicating entrepreneurial padém school gardens.

4.2.2.3 Opportunities provided by school gardens foprofessional growth and

incentives

In FG2, group members noted that the Departmefidoication does not support school
gardens, not even through its Special Programmats(8RU) project. Another problem

associated with school gardens is that they ararded as an extra—curricular activity.
Despite concerns about the extra-curricular natfreschool garden work, educators
reported that there were two good incentives feoivement in garden work. Firstly, they
commented that educators could be evaluated uemgdhool food gardens to achieve
the Integrated Quality Management System (IQMShiregents (FG1). The IQMS is a
system for educators used by the Department of &uc to appraise educators’
performance (this IQMS system will be discussedgieater detail in section 5.2.2).
Educators on the programme start with self—evalnatihey get time to do introspection
of themselves, thereby gearing themselves towashi®wng goals set by departmental
norms. The educators viewed the IQMS system aspaortunity for critical thinking,

creative thinking and self—evaluation.
Educators felt that a second incentive for themolaement in school gardens would be a

financial incentive in recognition of work that addalue to the schools through creating

a good impression.
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4.2.2.4 Opportunities provided by school gardens fo meeting curriculum

requirements

FG1 stated that the Department of Agriculture helfhee schools by introducing the 4-H
programme with food gardens as a resource for ilegrm their schools. Learning in
school gardens enables learners to be fully ineblire the learning process and to
understand environmental issues in their contedticBtors mentioned, for example, that
Mathematics is made easier for the learners ingdrélen as the plots are designed in
shapes such as rectangles and learners learn haeasure the length and the width of
the plot. FG2 mentioned that the food garden coutes to the teaching of Economics
and Management Sciences. They believed that uaaeisgs of words like budgeting,
selling, profit and loss could be explored in arofamics and Management Sciences

lesson through garden produce marketing and sales.

FG2 stated that Natural Sciences concepts sucbilatyges could be taught before the
learners’ plant plots. In Natural Science they ako learn about the insects and animals
that live in soil and the importance of aerated 8wi the survival of these organisms.
Furthermore, FG1 advocated that learners can leabhout how ecosystems work, and
develop an understanding that in order for lifedatinue, we need to have birds, insects,
animals, and people living together. The learnendct explore the correct seasons for
planting different plants. Both groups mentionedttm Life Orientation learners learn
about vegetables and how they help children proranteachieve healthy lifestyles and
diets. FG1 mentioned that discipline is also tautfitbugh Life Orientation. They
mentioned that discipline is shown through learnaking responsibility for watering the

garden in the morning and during the weekends.

To understand the curriculum and the food gardéwes educators were expected to
explore the links between the NCS (R-9) policy pipies and the Learning Outcomes
(LOs) and Assessment Standards (ASs) in Learnirgpg\using the school garden to
explore possible learning activities. Responsews fiooth the groups showed that there are
links between the Principles and the Learning OQues FG2 gave an example using
Principle 3 ‘Outcomes Based Education’ (OBE) of €S (R-9) and the Languages

Learning Area. Highlighting the importance of leamtentred education in support of
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this principle, the group described how Languag@s tListening’ and LO2 ‘Speaking’,
where learners have to listen to one another anthumicate their views, can support

learner-centred activities in the garden.

The response from FG1 showed links between Primdiplwhich is ‘an understanding of
the interrelationships between social justice, althg environment, human rights and
inclusivity’, and LO1 of Life Orientation which i$lealth Promotion’. The group stated
that the garden addresses health issues througiideaation of vitamins and nutrients
and healing properties of plants. For example #gylained that garlic can be eaten to

boost the immune system.

The discussion also indicated that other Learningc@mes and Assessment Standards
could be achieved using the food gardens. FG1 gavexample of a lesson where
learners were taught about cleanliness throughnapettion to keep their plots clean.
They linked that lesson to LO4 of Life Orientatiavhich is ‘personal development’, and
AS2, which requires learners to describe their dedy in a positive way. FG2 linked
LO1 ‘Number Operations and Relationships’ and ASauhting’ of the Mathematics
Learning Area to the garden (ibid.). This was tlgloa suggestion that when learners are
busy working in the garden they could count how yns@edlings are needed in a plot.
They indicated that asking learners to count howymseedlings have died and how
many are left so that they know that other seedlioguld replace those which wilted,

could follow this.

4.2.2.5 Opportunities for developing school / commity relationships

The groups viewed school gardens as an opporttmisgrengthen cooperation between
the school, the community and government deparsndiitey argued that their schools
no longer operate as isolated entities but are eplam accommodate different
stakeholders. FG1 noted that there are also stWlessosuch as businessmen who
sponsor schools to run food gardens. Umthiza bssirenterprise, for example, is
sponsoring some of the schools with packets oftpa@eds.
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4.2.2.6 Clarifying concepts

During the interview process, | found that the edoars’ responses were not always
addressing what was asked. There were new condbptsthe educators did not
understand such as ‘contextualising the curriculamd ‘active learning’. For example,
the response which was given to the question otegtralising the curriculum showed
that educators understood the concept as a waymlify the curriculum whilst the
concept is much more complex (see section 2.5.Adt)ve learning was understood as
just physical involvement in a learning activitytlihere are many aspects to the concept
as discussed in section 2.5.2.3.

4.3 SIGNIFICANCE OF FOCUS GROUP INTERVIEWS FOR CYCLES 2 AND 3

In chapter 1, I introduced the purpose of this gtwtlich stated clearly that my intentions
are to understand the NCS (R-9) curriculum betggngithe school food garden. | was
therefore intent on exploring the links between gheden and the curriculum. The focus
group interviews were of significance in exploritngse links as | was expecting them to
make links between NCS Principle 1 and LO1 of IGfeentation. The links between the
garden and the curriculum were further exploredthsy group participants suggesting
links with other Learning Area Learning Outcomesl akssessment Standards. These
links influenced the choice of topics which for eya@le emphasised the right of all things
in nature to live; and content knowledge such asMedge of soils which were included
in the lesson plans developed, as reported in yknd 3.

| considered it significant that the garden is stimes considered to be an extra-
curricular activity by educators (see section 43).2This supported the need for my
research which aimed to explore how gardens camsee as a resource to improve
curriculum work. Thus | hoped to show in my lesstans that the food gardens are not
there to add something new to the ‘formal currimillbout are a ‘resource’ for the

improvement of teaching and learning.
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4.4 CYCLE 2 - TRIAL LESSONS FOR GRADE 1

4.4.1 Planning and implementation

As a multi-grade teacher, teaching Grade 1 angBrined a lesson for Grade 1 in Cycle
2 and a Grade 2 lesson was planned for Cycle 3.183s®n | planned for Cycle 2 was

informed by the focus group interviews where a gstjgn was made for a focus on the
right of all things in nature to live, and whereetlimportance of ecosystems was
highlighted (see section 4.2.2.4). Therefore mgdasplan focused on developing respect

for living and non-living things in the environment

| consulted different documents to plan this cydlewent through the Life Skills
Outcomes-Based Education textbooks at school tk foolessons that would suit the
level of my learners. The lesson plan | drafted wasstructed from the Oxford
University Press Life Skills books: a) a teache€source book by Paizee, Saadien-Raad
and Siegrihn (2003b) and b) a learner’s book bashat and Jokweni (2003). The lesson
plan topic was about ‘caring for nature’, whicheltfwas appropriate for the garden
context (Appendix 5). | used also the Foundatioagehteacher resource material from
the Schools Environmental Education and DeveloprReaject (S.e.e.ed, 2004). | used
the analysis of Principle 1 and LO1 of Life Orietida of the NCS (R-9) documents (see
sections 2.5.4 and 2.6) to plan the lesson — datdiat by my research focus. The lesson
plan was designed to teach the learners to under#ita relationships between health and
the environment (see section 2.6). LO1 in thisdasslan was interpreted together with
Assessment Standard 2 (AS2), which says that asiment of the outcomes is evident
when the learner ‘explains steps to ensure persiygiene and links these steps to
environmental health’ (South Africa, DoE, 2002c).

There were different activities for this lessonmplavhich were performed over six days. |
have used the code L for the names of learners $o @nsure anonymity in my research
as discussed in section 3.6. The code TR was usa@present tape recordings of

observations.
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4.4.2 Description of activities and preliminary daa analysis

4.4.2.1 Activity 1: Story about the Amazing MarulaTree

» Activity description

For this activity, | used a story about the ‘AmagMarula Tree’ (Appendices 6a and 6b).
The story introduced the concept of ecosystemsugfirashowing how living and non-
living things depend on each other. The intentibthis story was to illustrate that people
can utilise but not destroy the natural environmespeople; animals, insects and birds
destroyed the Marula trees. The story was in Englisd translated into the learners’
languageisiXhosabecause the language of learning in Grade 1 idethmers’ home
language. | read the story on the first day ofdbevity and noticed that the learners did
not respond to the questions asked in relatiohdastory (Journal, 05-05-2005). | decided
not to continue with the lesson on this day as $t@y was to provide learning
opportunities for the coming activities.

| asked and gave two Grade 7 learners picturesgedvn the story to draw and colour
on big charts so that they looked attractive for legrners. Instead of reading the story
the next day, | narrated, showed the pictures aadengestures to arouse the interest of
my learners. The learners showed interest in utatedsg of the story as they listened
attentively and responded to the questions askadr{dl, 06-05-2005).

* Preliminary data analysis of Activity 1

On analysis of my journal notes, | noticed someatsiamings in the way | introduced the
story the first time and how | managed to addreesd shortcomings. That is:
* The story was too long and needed to be summainsedier to develop learners’
listening skills at a more appropriate level.
* Narrating the story was more successful becausaslable to make gestures and
imitate what was said in the story. In this waglréw on learners’ familiarity with
mythological stories being narrated instead of peead — as is traditional in their

culture.
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» Visual reinforcement through using pictures wagrefat help in making meaning
and developing understanding of the story.

» This activity would have been better utilised inlerto meet the requirements of
LO1; AS2 of the Life Orientation Learning Area,egtated with Social Sciences
LO3: AS3 (see Table 1.1). The Life Orientation L@id AS2 provided more
opportunities than | had originally intended forstlactivity. There were values
suggested by this activity that learners shouldeustdnd. These included an
understanding that they could utilise the resoutmgisnot destroy them, which
added to the concerns and challenges of sustaidabklopment as discussed in
section 2.2.2. With a deeper understanding of ggol@ould have helped learners
to probe the concepts of sustainability in moretllepcould have asked leading
questions for example about interrelationships iwitacosystems to develop
learners’ understanding of ecosystems. This woakkhelped learners to make
informed decisions by proposing solutions or akékes that would reduce the

risk to personal health or safety.

4.4.2.2 Activity 2: Identifying environmental issue

* Activity description

The learners were given worksheets from the bogksSdtashe and Jokweni (2003)
which contained paired pictures of activities tleauld be interpreted as the right or
wrong way to care for nature (Appendix 7). Theyeavasked to discuss these pictures and
to explain why they thought some pictures were trighd others wrong. They also
discussed what could happen in nature if peoplevdahg things all the time. The groups
reported their discussions about the pictures e¢octhss (see Figures 4.1 and 4.2) but at
this stage did not complete the worksheets. Thpqaar of the exercise was to explore if
they could identify environmental issues.
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Figure 4.1 Learners discussing Figure 4.2 Learner reporting back

The learners then continued the activity workingiraividuals. Each learner was then
asked to complete the worksheet and to choose icheegof interest to him or her and

write a sentence about it. In their sentences thfained what was happening in the
picture (Appendix 7). Their sentences were asses®edrding to whether learners

interpreted the pictures, as | understood the t®klhad intended them to be interpreted.
Table 4.1 shows a summary of the learners’ intéapioms of the environmental issues
represented by the pictures.

Table 4.1 Identifying environmental issues using ptures

Issues identified in pictures | The number of learners per issue
Littering 14

Picking flowers 8

Killing wildlife 14

Wasting water 14

Vandalising trees 6

Playing with water 12

Total number of learners 14

* Preliminary analysis
Picture interpretations by learners: Some of the pictures in Activity 1 were interpreted
in different ways. Table 1 shows that picking alviers, vandalising trees and playing

with water as the issues that not all learnersrpnéted as expected. The learners gave
different reasons. (Journal, 09-05-2005). The nea$got were:
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Picking flowers:
L1, L2 - the flowers are picked at home to put veae.
L7, L8, and L9 - the child in the picture pickec tthower to plant at another place.
L13 - this learner associated the flowers with éhbsought to school on Valentine’s Day.
| asked what he thought the flowers were for onléviine’s Day’ and he told me that he

did not know.

Vandalising trees:
There were eight learners that did not identifydadising of trees as an environmental
issue. L1, L2, L5, L7, L8, L9, L11 and L14 thoughe child in the picture was picking

some fruit from the tree and that there was notngng with that.

Playing with water
L13 and L14 did not see anything wrong with thelcthising a hosepipe because they
thought the child was watering some flowers.

In my analysis | considered how the lesson mighehaeen taken further in future. The
lesson could have been taken further with a disonssn the right time to pick flowers,

how flowers reproduce through seeds, and howallright to pick small samples of plants
in order to propagate them. The learners could lase learnt about the sustainable
harvesting of plants through considering the wayvhich plants are harvested and the
amount that is harvested. On the issue of playiitlg water, a discussion could have been
generated about how to have fun with water witheasting at the same time. On
reflection | felt that Life Orientation LO1 and ASgere not successful and that Social
Science: Geography LO3, AS1 (see Table 1.1) woualdehbeen a more appropriate
Learning Outcome. For example, as the learners \abte to identify and describe

environmental issues that they saw in picturesy steuld have told how these issues

affect their personal health or safety in the stlooohe home environment.

| also identified that LO2; AS8.2 and LO4; AS2.2 banguages — English Home
Language (ibid.) could also have been met throbghdctivity. The learners were able to
communicate their ideas confidently and effectivatybehalf of their groups. They were
also able to write down their ideas in sentencesuathe environmental issues they

identified. This means that the lesson focused nworéhe Languages Learning Area
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integrated with Social Sciences Geography rathan tthe Life Orientation Learning
Area. This indicates that Life Orientation is nacassarily the best Learning Area to
respond to a variety of environmental issues &s pirescriptive in the lower grades and

thus limits the issues to those prescribed, forrgta ‘hygiene’.

I noticed that not all learners participated equak some learners dominated the
discussion. | walked around the groups and encedrdige quieter learners to respond
(Journal, 09-05-2005). The age of the learners alss a problem in group discussion.
The under age learners did not want to talk anés wot sure whether they understood

what was discussed in their groups.

4.4.2.3 Activity 3: Response to environmental issaepicture drawing

* Activity description

The learners were asked to think and decide almmoéthing that they would enjoy doing

for nature. They drew pictures and wrote sentembesit their drawings to show what

they had chosen to do (see Figures 4.3 and 4.4).
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Figure 4.3  Learners busy drawing Figure 4.4. Sample of drawings

Table 4.2 Summary of the learners’ action for natue drawings

Action for nature Learners

Watering garden L3, L8

Picking up litter L1, L2, L5, L8, L10, L14, L15, 61
Digging the garden L1, L3, L5, L11
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Smelling flowers L1

Sitting under the tree L1

Watering flowers L9

Raking grass around the school L4

The drawings and sentences on the action for nattiréty (see Table 4.2) reflected that
Grade 1 learners are able to select actions toeagdssues in nature. From this activity

learners displayed knowledge and understandingwf@anmental issues in their context.

Actions such as smelling flowers, sitting under titee, watering flowers and raking grass
around the school were identified as possible astloy a very small number of learners
(e.g. one learner each). Picking up litter wasation highlighted by more learners than
any other action, watering the garden was the nedt favoured action. Possibly those
learners that drew pleasurable things such as isgpdlbwers and sitting under a tree

were thinking further than action in the senselt@raative ways of being in nature.

Through analysis | identified other LOs and AS4 tih@ activity could be linked to. As
much as the activity helped to achieve the stated and AS2 of Life Orientation, there
were possible integrations across other learniegsathat could have made LO1 and AS2
more successful. For example | worked with Geogydph3; AS3 (see Table 1.1). This
outcome has a strong focus on environmental hebithalso links to personal health,
particularly the issue of litter as an environmérgsue. To be free of litter reduces risk of
personal injury and pollution of air, water and|seith which learners have direct

contact.
4.4.2.4 Activity 4: Responding to environmental sues

* Activity description
This activity was planned to narrow down and reioédowhat was learnt about doing
good things for nature. On the worksheet, as iddials, the learners were asked to
suggest three priority actions for nature. Theyterhree sentences deciding on what

actions they would enjoy doing for nature as tles€lgroup (Appendix 8). It was also an

exercise to develop learners’ ability to priorifiss there were many suggestions from the
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drawings. Only three suggestions were to be chasethe most practical and popular
exercise that could be done by the class. In daldecide on the class priority | collected
the worksheets and added up the total number eferees to each activity. As shown in
Table 4.3 the total number of issues does not ggdtou36 as some learners repeated

iIssues. Issues in order of priority are listedable 4.3 below.

Table 4.3 Action for nature priority issues

Suggested action for Learners
Picking up litter 12
Planting in the garden 9
Watering the garden

Total number of learners 12

We picked up litter around the school including lb&ves that had started to fall because
of the winter season. We threw the papers andeheek into the garden compost but
things like plastics and tins were burnt. The sstjiga of throwing leaves in the garden
was made in the focus group interviews (see sedtiar2.4). We decided that from then
on, we would come to school early so that we cqutdk up litter around the school
before school started (Journal, 10-05-2005). Theratwo prioritised actions were taken

at a later stage in the lesson plan.

* Preliminary analysis

By looking at the priority issues listed in Tabl&4l found that the discussion which we
had when we were doing Activity 1 contributed tarteers thinking of the priority issues.
For example, we discussed that to prevent soili@mose need to plant trees and have
vegetable gardens. The learners also showed in tesponses for this activity that
Activity 3 influenced the choice of issues. Leamir Activity 3 wrote sentences for their
drawings telling why they had chosen to do thirtgs they had drawn. For example L2
wrote for her drawing Umntwana wesikolo ulahla amaphepha emggomeni uiledth
indalo ka Thixd (Journal, 10-05-2005). This means that the ctiifdws the papers in the
dustbin because he cares for God’s creation. Tatigity where learners were required to
suggest priorities contributed to learners’ abittymake informed decisions as required
by Life Orientation LO1: AS2.
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4.4.2 5Activity 5: Designing and developing garden beds

* Activity description

Before we went to the garden we discussed whatdMoagppen if we planted in weedy or
rocky soil. We agreed that the soil had to be hgdiefore we planted in it. We discussed
the possibility of designing our garden using diéfg shapes, which was followed by

starting work in the garden.

The learners were grouped and asked to name thesasatcording to shapes (e.g.
triangle, square, rectangle and circle). In theostHood garden they designed plots
according to the shapes they belonged to. Theyapeeptheir plots for planting and
reminded of the things we discussed in class abealthy soil and beautiful gardens. As
mentioned above in section 4.4.2.4, during thisogethe leaves from the trees in the
school yard began to fall and the learners coltettem and threw them in the garden to
fertilise the soil. | told them that when the lesvare mixed with soil they would
decompose and fertilise the soil. They communicéitea to design their plots in their
groups and took turns to use garden tools whilserst were weeding the plots. | was
walking around the groups asking probing questainsut the shapes they were creating
to help learners to design the correct shapesHigeee 4.5).

Figure 4.5 Learners designing plots
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e Preliminary analysis

The learners were excited to work in the garderistvl@arning was also taking place. For
this activity, the second part of the AS (knowledgeout personal hygiene) was not
achieved. There was no discussion that was linkedxample to learners considering

their personal hygiene as they learnt about healtidybeautiful soil.
4.4.2.6 Activity 6: Planning for planting in the gaden

» Activity description
The lesson in the garden about healthy soil angeshavas continued in the classroom
through learners’ drawings on blank sheets of papeey were expected to suggest in
their drawings what vegetables they would like lenpin their plots in the garden. They
coloured in their drawings to see if they knew thierent colours of the vegetables

(Appendix 9). Table 4.4 summarises my assessment.

Table 4.4 Summary of assessment of learners’ work

No. of learners that got colour correct 8

No. of learners that got shape correct 16

No. of learners that successfully drew realisooking vegetables 9

No. of learners that used the space in the shgmeppately 15

Total number of learners 16

* Preliminary analysis
This activity could have been used as the planartgyity for planting in the garden. It
was a missed learning opportunity in the sensethigatearners planted vegetables in the
garden that were different to those they had draWre planting took place in the

following lesson plan, but was not researched as# outside the scope of the study.

The fact that some learners used inappropriateuc®lfor their drawings of vegetables
showed a loss of connection between the real amdlistract (Appendix 9). In future, |
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will bring concrete material (real vegetables) eer packets of seeds to enable the

learners to draw the correct colours of vegetables.

| could have also integrated Life Orientation LQYS2 with LO1: AS10.1 and 10.2 of
Arts and Culture (see Table 1.1). Assessment aarsio Table 4.4 provides evidence
that the activity was intent on developing learhdasowledge of vegetables, while
developing drawing skills. Learners were expectedecognise colour and represent

items spatially in their drawings.

4.5 CYCLE 3 - TRIAL LESSON FOR GRADE 2

4.5.1 Planning and implementation

The same NCS (R-9) documents that were consultpthtoCycle 2 were useful for this
cycle as well (see section 4.4.2). | also consultiéel Skills books by Paizee, Saadien-
Raad and Siegriihn (2003b), Saadien-Raad and Sre@2@i®3a & b) and the Schools
Environmental Education and Development Projea.€sd, 2004) As with Cycle 2, this
cycle was strongly influenced by the Cycle 1 fogusup interviews. As noted in section
4.2.2.4 teachers envisaged opportunities for laegrrabout ecosystem health in the
garden. As healthy soil is an important aspect aifsgstem functioning, | decided to
focus my next lesson plan on the ‘richness of géippendix 10). As with Cycle 2, the
lesson plan was designed in order to address thereenents of LO1: AS2 of the Life
Orientation Learning Area. The lesson took sevepsda implement with different
activities. |1 have used the code BL to represeatlé#arners, and code TR2 to represent

tape recordings for this cycle.

4.5.2 Description of activities and preliminary daa analysis

4.5.2.1 Activity 1: Describing Soils in the Classiam

* Activity description

For this activity | brought a selection of diffetegpes of soils to class. Prior knowledge

was mobilised in this activity through the learndescribing different types of soil using
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their senses to differentiate between the colaxtute and smell, and guess where the
soils were found. The samples were brought fromaInearby river, 2) the school

vegetable garden, 3) dongas around the schoadhed)oad next to the school and 5) the
ground outside the classroom. The words that thenégs used to describe the soils were
written on the chalkboard. The learners used fiimsir language isiXhosa to describe the
soils. | translated the words into their secondylege, which is English. The reason for
the translation into English was because the lesrimoks were written in English. |

explained the meaning of the words as | wrote @libard. The discussion was taken
further by asking learners to look at a handouimfr&aadien-Raad and Siegrihn
(2003a:41) and to describe the soils they saw é fdictures (Figure 4.6). After the

discussion they completed a workshéappendix 11) referring to the pictures they

discussed in class.

Figure 4.6 Describing soils in pictures

| assessed the learners’ worksheets using facesfatles were categorised according to
the NCS (R-9) national code, which is as follows:

* © Smiley face — achieved

» © Straight face — partially achieved

* ©® Sad face — not achieved.
(For each description of soils in six different tpies) the faces were allocated these

marks:
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* Achieved — ranges from 6-4
» Partially achieved — ranges from 3-2
* Not achieved - ranges from 1-0
The faces for the overall interpretation were dieows:
* Achieved ranges from 12-24
» Partially achieved ranges from 11-8

* Not achieved ranges from 7-0

Table 4.5 Recorded learners’ Assessment of soil itgfication

Learners | Type of soil Colour Texture Where do Overall
we get assessment
BL1 © © © © ©= 24/24
BL2 © © © © ©= 24/24
BL3 © © © © ©=23/24
BL4 © © © © ©=23/24
BL5 © S S S ©=10/24
BL6 © S S © ©=14/24
BL7 S S S © ©=13/24
BL8 S S ® S ®=9/24
BL9 S ® ® S ®=3/24
BL10 Absent Absent Absent Absent Absent

e Preiminary Analysis

| transcribed the audiocassette of this activitgt analysed it to see if the learners could
use their everyday experience to describe soilg diecussion from TR2 showed that
learners had knowledge about the different typesodé found in their own immediate
environment. Evidence of this is the way they desct the two different types of sand in
terms of colour and texture and were able to tedl places where they were found. For
example, one sand was yellow because it was fautigei stream and the other sand was
brown because it was from the river (TR2). We dised the features of sand that comes

from the sea and some learners knew that sandtfrersea is also yellow. For the texture
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of soil, the learners were able to tell that clay s hard. For example | asked what clay
feels like and what could happen if | threw it laém. One learner saidiginile kwaye
ndingaphuma ingongoma xa unokundibetha ngaf&®2). This means that clay is hard

and she can be swollen if she gets hurt.

My assessment of this activity was initially alétmisleading in terms of analysing this
activity because 6 out of 9 learners were giveraahieved’ symbol. However, they had
not achieved to the fullest extent possible in ttagegory. A more qualitative analysis
evident in my journal notes indicated that durihg tliscussion learners were not able to
identify soils easily from pictures compared to tteal soil samples. Only through
significant prompting were learners able to maleitientification (Journal, 25-07-2005).
The failure of all learners to identify soils castly could be for many reasons, and it
should not necessarily be assumed that the less® net successful in terms of
understanding and skills developed. In some casaédrs did not finish their work
although | allocated some extra time to work onabivity. For example learners L5, L6

and L7 did not complete the worksheet.

Other learners completed the worksheet but weleustable to identify the soils. This
could be due to the quality of the pictures thegdus'hese pictures created confusion, as
we came across colours in the pictures differemmnfthe real samples we had worked
with. For example picture two showed loam soil wathred colour different from the
black or grey loam soil taken from the school gardeasked if they had seen red soil.
Some responded by saying they had seen it at ttledfaheir homes, next to the dams
and in the forest. | told them that those soils @s® loam soils. A lack of scientific
knowledge on my side as an educator was evidethteiescription of soils here. It was
not easy to describe other soils in pictures aetivere many colours shown and they did
not know exactly which part was the soil. For exngor picture six | had to explain
that the place is a desert. In a desert, thera@stones, no grass, no trees and it is a very
dry place. The soil from the desert is sand anigmiht types of sands can be found in the
desert. | found that these pictures had limitationgrms of facilitating discussions about
soils because they did not represent the soilering of particle size. It is in fact particle
size and subsequent texture which is the key defifeature of soil type. This could have

contributed to the fact that learners were unabldéntify soil types correctly.
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LO1: AS2 of Life Orientation was not achieved darithis activity as expected and in
retrospect | feel that it was an inappropriate icutum link. At this stage learners were
not expected to carry out investigations about sodrder to decide whether to say the

home and school environment are healthy.

In the process of analysis Geography LO1: AS2 Tsd#e 1.1) was identified as another
possible integration opportunity within this activi A skill outlined in this assessment
standard was evident when learners demonstratezhse ©0f place through describing
soils taken from their immediate environment. Witktter Learning and Teaching
Support Material (LTSM) they could achieve the AS.

4.5.2.2 Activity 2: Field walk - Investigating types of soill

* Activity description

Learners participated in an activity taken fromirtheorkbooks (Saadien-Raad and
Siegrihn (2003b:34).Learners walked around the dclod the surroundings, and
observed the soils in the dongas, school food gandlayground and river (see Figures
4.7, 4.8, 4.9 and 4.10). Back in the classrooma evorksheet (Appendix 12), they noted
the different types of soil, the place where thagne from and then drew each sample.

Figure 4.7 Soil investigations in dongas  Fegd.8 Soil investigation in the garden
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Figure 4.9 Soil investigation in school yard Higé.10 Soil investigation in the river

* Preliminary Analysis

Table 4.6 Analysis of Learners’ soil samples worksets

Learners | Soil type &|Soil type & | Soiltype & place | Successful
place place matches

BL1 Garden soil from Clay soil from | Sand soil from 3/3
garden dongas river

BL2 Clay soil from | Garden soil from Gravel soil from | 2/3
dongas garden road

BL3 Garden soil from Gravel soil from | Sand soil from 2/3
school dongas river

BL4 Clay soil from | Sand soil from | Garden soil from | 2/3
dongas river garden

BL5 Garden soil from Garden soil from Gravel soil from | 1/3
forest garden school

BL6 Sand soil from | Clay — no place | Garden soil from | 2/3
river mentioned garden

BL7 Sand soil from | Garden soil from Clay soil from 2/3
river garden dongas

BL8 Garden soil from Garden soil from Clay soil from 2/3
garden garden dongas

BL9 Sand soil from | Garden soil from Clay soil from 2/3
river garden dongas

BL10 Absent Absent Absent Absent

Table 4.6 shows that some learners experiencedepnsbin accurately reporting what
soil types they had seen and where. For exampledsd ot tell where he saw clay soil
in his drawing. BL5’s response also indicated tietsaw garden soil in the forest whilst
we never went to the forest. It seems that thismkyawas thinking about what had been
discussed previously in Activity 1. This | took @ inability of the learner to use what
was learnt in the previous lesson in a differenttert. This problem could be the result
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of not allowing the learners to record their oba#ions on the site where they had
collected the samples so that they returned titignin the abstract when they were no
longer in the real situation. Moreover, | have il that to expect Grade 2 learners to

report their observations at a later stage waspirgggiate.

On analysis, my critical friend has since explaitteat one cannot assume that garden soil
is good soil and that ‘garden soil’ is not a sgpe¢ per se. She mentioned that it was
important to support the learners to identify tiyeet of soil found in the school garden:
that is clay, sand or loamy soil (I. Schudel, peedocommunication, November 12,
2005). Because of the above critique, from herendnen learners refer to ‘garden soil’, |
will interpret it as their word for ‘loamy soil’ athis is how their understanding was

developed through the activities for this research.

In this activity | feel that the expected Life Qrtation LO1: AS2 was not achieved
because the goal was to assess whether the leamedsreport their observation of soils
in writing. The activity may have been better lidki® the Languages — First additional
Language Learning Area LO4: AS1 integrated with @aphy LO1l: AS2 as
recommended in activity 1 (see Table 1.1).

The skills of enquiry developed in this activityeaevident in figures 4.7, 4.8, 4.9 and
4.10, which illustrate learners investigating diffiet type of soils in the vicinity of the
school. The learners helped in the process of tigagsig soils by showing me these
places, as they know them better. They also inyastd the relationship between place
and soil type in their immediate context. Invediga skills indicate a potential
curriculum link for future lesson plans with Natuciences LO1: AS2. The activity
itself was aimed at developing scientific knowledge environmental awareness but at
this stage not at solving any problem. A missednieg opportunity that my critical
friend (I. Schudel, personal communication, Noverniig 2005) had also identified was
not having explored with my learners places inghelen that could have been too clayey
or too sandy and not suitable for planting. Thatldchave been followed with a soil
enriching activity linking it with the Grade 1 |less when they prepared soil before
planting to increase the loam content of the ssele(section 4.3.2.5). This leads to an
observation about how useful and important it isptan garden activities across the

grades with a focus on different aspects of theegain different grades.
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On the same worksheet learners identified whichtgpe they thought was the best and

gave reasons for the response. Learners’ respanséabulated in Table 4.7 below.

Table 4.7 Learners’ identification of best soils

Learners Best soil Reason What doesHow does it
it look like? | feel?

BL1 Sandy Plaster homes Brown Soft
BL2 Garden soil Plant vegetable Brown Rough
BL3 Sandy Plaster homes Brown Soft
BL4 Garden soil | Plant vegetable Brown Rough
BL5 Sandy Plaster homes — Soft
BL6 Sandy Plaster homes - Soft
BL7 Sandy Plaster homes - Soft
BL8 Garden soil | Plant spinach - Rough
BL9 Garden soil Plant spinach - Rough
BL10 Absent Absent Absent Absent

Table 4.7 shows that out of nine learners five ified sandy soil as the best soil because
it is used to plaster their homes. Four learneestified loamy soil, which was found in
the garden (identified in Table 4.7 as garden sasl)best because it is used to plant
vegetables. | was surprised to find five out ofeniearners describing ‘sandy soil’ as the
best soil. | assumed that the learners would seeny soil’ as the best soil from the point
of view of suitability for planting vegetables, esmlly considering previous lessons
linking vegetables to personal health. In this daseners used their prior knowledge to
describe the soil. | did not try to change learnpesception of sand as the best soil as |
had not clarified for learners the context in whitley should decide on the best soil.
Despite the unexpected conclusions drawn by thredes, their ability to chose and argue
for the best soils is evidence that learners cakent#ormed choices as required by Life
Orientation LO1: AS2.

4.5.2.3 Activity 3: Soil test
* Activity description
In groups, the learners did a soil test (see Fggdrél and 4.12). Different soils were

tested to see their capacity for absorbing andnietawater. For example, sand absorbs

water well but is but poor in retaining water afats very loose soil particles and loam
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absorbs well and retains for a long time. The leeswere given a worksheet to record
findings for the solil test. | helped them to contglthis worksheet by walking around the
groups. Their findings are recorded in Table 4.8.

Figure 4.11 Group A doing soil test  Figure 4@@up B doing soil test

Table 4.8 Records of soils tested in class

Group Soll Poor in | Good in | Loose Closely | Average
name sample retention retention particles | packed | particles
particles
Group A Loam X X
Sand X %
Clay X x
Gravel X X
Group B Loam X x
Sand X X
Clay X x
Gravel X

The results were discussed and evaluated agairiags ¢the next day. The learners
individually completed a second worksheet on sestdd. The instruction on the

worksheet was to investigate the process of fiiratising loam soil (see Appendix 13).
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e Preliminary analysis

Table 4.8 shows how the groups managed to obskeveetention of water by different
soils. The records on Table 4.8 show correct resg®im the worksheets of both groups.
This was due to the fact that | was helping thenreacord their findings as | was

concerned about the language of the material ustteiactivity.

On discussion with my critical friend (I. Schudeérsonal communication, November 14,
2005) | found that the recordings on the secondiidual) worksheet were all wrong,
because | had helped them to complete this workshmé | did not follow the
instructions in the worksheet. | should have usetkar bottle filled half with loam soil
and half with water and shaken the bottle so thgether with the learners we could see
which soil particles (the bigger or smaller) sanktf Instead, | used open and opaque
containers as shown in Figures 4.11 and 4.12, wtachd not be shaken and which we
could not observe as a cross—section as requirgrkiaxperiment. This reflected my lack
of scientific knowledge and lack of exposure tcestfic investigations throughout my
learning and teaching experience. Thus | expertddéculty in doing new experiments
as an educator, and noted a need for the develdpofeoross-curricular skills for

teachers engaging in environmental learning.

Natural Sciences LO1: AS2 and AS3 could have pexyianother integration opportunity
for this activity (see Table 1.1). If | had done txperiment properly, the learners could
have developed the skills to explain what was belnge and to communicate their
understandings of what they saw.

4.5.2.4 Activity 4: The importance of soill

* Activity description
| read information about the importance of soilthe learners from Saadien-Raad and
Siegruhn, (2003a:42) (Appendix 14). We discussedup@s from this resource, which
illustrate how soll is important for all life. Aftehis, the learners were tasked to complete

an exercise from Saadien-Raad and Siegrihn (208B8m3vhich they were required to
write five sentences to explain why healthy soilingportant, and to draw and label
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pictures of creatures thatgardsoil as a home. The drawings they were expected to
produce in the worksheet were expected to come ftain imaginations or their prior
knowledge. | decided not to assess the sentencdélseiractivity because | wrote the

sentences on the chalkboard for them to copy duimgliscussion.

Some learners experienced difficulty in drawing ¢heatures. There were no labels to the
drawings so that | did not know the names of theatures that had been drawn

(Appendix 15). Some of the creatures such as tleerkat’ that they were to draw were

unfamiliar to me and | was not sure how many arsnoal the worksheet the learners had
seen in pictures and in real life. For that reasgave them homework. As homework

they drew pictures (Appendix 16a) to show the ingoare of soil, and gave a description
describing their pictures (Appendix 16b).

e Preliminary analysis

The implementation of the lesson showed gaps inlékson plan. | found that the
discussion about the importance of soil could haeen followed by activities for
studying insects. Prior to this they could haveedan enquiry to see how many different
insects live in different types of soil. The leaeould have learnt why insects like to
stay particularly in the loamy soil and not in atlseils and how they become harmful
and helpful to the plants. Furthermore learnerdccbave understood insects that live on
top of the soil and those that live under the dahrners’ drawings of insects and animals
were not linked to the authentic setting, thaths, garden (Appendix 16). Activities in an
insect theme might have helped learners to do thraivings better. | could have maybe
replaced this activity with a drawing of real anlsmmaformed by a collection of insects

from different soils as described above.

For the second set of drawings, which was the hamew used Table 4.9 to analyse the

learners’ work.
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Table 4.9 Responses to show the importance of soil

The importance of soil: learner's| Learners

explanations

Build houses BL1; BL2; BL3; BL6; BL9; BL10
Insects live on soil BL1; BL2; BL3; BL7

Plant on sall BL1; BL5; BL6; BL7; BL4; BL9
Walk on soll BL2

Grass grow on soill BL2; BL3; BL10; BL4

Water is under the soil BL10

Cars go on soil BL3

Plants grow on soil BL3; BL5; BL6; BL7; BL9; BL1BL4
Animals live on soil BL4

The discussion we had about the importance ofisdle classroom gave learners more
ideas for their drawings, which they did as homdw®&eading from Table 4.9, learners
were able to assimilate information from the clasan discussion and some took it
further by adding their own everyday experience. &@mple learner BL10 wrote about
water that is under the soil. This reasoning wasdved from a misleading class
discussion whereby we said it is necessary to Baileso that we do not end up walking
on water. We discussed that as we dig downwardsdbmes wet because there is water
underneath soil. | also related this wrong infoliorato the same predicament mentioned
above, that of being a non-scientist and not hainrgepth knowledge of soil and its
relation with water. My critical friend suggestdtht | should have told the learners that
to be more accurate water runs within soil rattrantunder the soil although in some
places where you dig down you will find water (kchBdel, personal communication,
November 14, 2005). BL3 wrote about cars goingah O1: AS2 of Life Orientation
(see Table 1.1) was partly met in this activitytlas activity showed that learners were
just describing how soil is important to the livaifghe people and the entire environment.
The learners did not explain what steps could kertdao ensure that soil is kept healthy.
Had they done so then the requirement for LO1: A8ald have been met.
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4.5.2.5 Activity 5: Understanding soil erosion

* Activity description

| read information about healthy soil from (Saadiamd & Siegriihn, 2003a:43) to the
learners (Appendix 17). We discussed how plantsrdaild the soil and what would
happen to the soil if there were no trees, grask fand gardens at our school. |
introduced the new concept ‘soil erosion’ thatasetimes caused by natural processes
and sometimes by human interactions with naturethdsame page there were pictures
that showed the natural processes that causeresibae, that is, wind, rain, drought and

veld fires (Appendix 17)

We discussed the pictures from (Saadien-Raad &ri#eg 2003a:44) that showed how
people caused soil erosion and how the problenddoeiladdressed (Appendix 18). After
the discussion | gave each learner a blank shepapér to draw pictures that showed
cared for and neglected soil. In their groups tpagted their drawings on the charts
provided to design posters so as to relay a megbageeglected soil is not good for our
living. Table 4.10 was used to assess the podterses were used for assessment in

accordance with the NCS (R-9) rating scale.

Table 4.10 Assessment of Groups’ drawings about wedared for and uncared for

solil

Group name | Attractiveness of the poster Message ceeyed by posters
Cared for soil | Neglected soil| Cared for soil Negtted soll

Group A © © © ©

Group B S © @) ©

* Preliminary analysis

The analysis of this activity revealed that Lifeigbtation LO1l: AS2 has not been
achieved because learners through their drawinlysstwow that when soil is neglected it
would result in soil erosion. On the other hand mviseil is well cared there are no
chances of soil erosion. They were not expectedm@ke any suggestions and

investigations based on taking action for a heaittiome or school environment (as
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required by AS2) about for example what to do ideorto care for soil in order for us to
live better. The activities could have been belitdted to a Geography LO2: AS3 (see
Table 1.1). This LO and the AS could have beenarepl further through taking learners
to their immediate environment, identifying plaedfected by soil erosion, and predicting
the causes of the erosion. In this way they coalkehexplored real effects of human or
natural causes on soil health rather than beingddto information from pictures in their

books.

4.6 Emerging Issues

From the three research cycles the issues desciibeéde preliminary analyses are

synthesised below for further discussion in thet mbapter.

4.6.1 Broad curriculum links

In all the cycles there was evidence that utiliging NCS (R-9) Principles and Learning
Area statements could link the garden and the aummn. The possibilities for learning
are explored through achieving the Learning Outaral the Assessment Standards in
different Learning Areas as articulated in focusugr interviews (see section 4.2.2.4).
Thus, the examples given in this section influenibedchoice of topics for Cycles 2 and 3
(see sections 4.3.1 and 4.4.1).

4.6.2 Gardens as extra — curricular activity

The garden is sometimes seen as an extra—curraxctiaity that educators felt could be a
means to get incentives (see section 4.2.2.3) wdtihat supports teaching and learning.
The group participants raised concerns about h@hstie educators’ expectations for
financial reward for garden work might be and howe @an convince them of another
incentive.

4.6.3 Gardens as means to eradicate poverty

The focus group discussions noted how the gardeulsl @ddress the issues of poverty in

schools (see section 4.2.2.1). Teachers reportdctildren come to school not having
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eaten anything and that influenced the establishroérschool food gardens in their
communities. The gardens were also reported to baea responding to many issues
associated with poverty such as health and disdi&sdsdIV/AIDS.

4.6.4 Community links

There were missed learning opportunities in the ta® action research cycles. For
example it was a pity that | did not consider polgscommunity links in Cycles 2 and 3,

as these were mentioned by focus group participasifglaying a role in the garden. It
would have been a good thing to develop activitiemy lesson plans that would have
fostered cooperation between school, community aass other departments (see
sections 4.2.2.2 and 4.2.2.5).

4.6.5 Further themes

In Cycle 2, Activity 2, | considered how the lessoight have been taken further in the
future with a discussion on plants, water and susidity (see section 4.4.2.3). The
implementation of the lesson showed gaps in theoleplan as | found that the discussion
about the importance of soil in activity 4, secti®.2.4 could have been followed by

activities for studying insects, for example.

4.6.6 Learning in context

Section 4.4.2.5.2 showed some gaps in the planwfitige activities as Activity 5 could
have been taken as the planning activity for ptenin the garden. There was also a loss
of connection between the real and the abstraceaas from the colours used in the
drawings for the vegetables by some learners. Tlhere also gaps between the lessons
planned for Grade 1 and Grade 2 which could haea beked to study the type of soil in
the garden as the Grade 1s had lessons on sodrptiem. We could have explored with
my learners places in the garden that could haea beo clayey or too sandy and not
suitable for planting. A problem was identified whthe learners encountered a problem
in recording their observations after having ldfe tsite where they had collected the
samples so that they returned to thinking in th&trabt when they were no longer in the

real situation (see section 4.5.2.2).
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4.6.7 Learning Area selection

Life Orientation as the backbone of the Life Skillearning Programme in the

Foundation Phase was not the best Learning Areaespond to a variety of

environmental issues as it is too prescriptiveha tower grades and thus limits the
themes or topics to those prescribed. For exantipdeissue of personal hygiene in LO1:
AS2 of the Life Orientation was not particularlyeeant in my planned garden activities.
Most Cycle 3 activities led to broader speculatdrschool food garden opportunities in
other LOs and ASs within Life Orientation as wedl within other Learning Areas. The
integration within and across Learning Areas waswshin my lesson plans but not
considered during implementation of activities, ¢teethere was a problem in order to

achieve the goals of some of the activities planned

4.6.8 Teaching methods and materials

The use of pictures had unexpected results in sactigities as some learners gave
unexpected interpretations. In other activitiestdretesults were achieved. In Cycle 2
Activity 1 the use of pictures was very helpful, ilshin Cycle 3 Activity 1 the use of

pictures caused confusion amongst learners.

4.6.9 Teacher skills

A need for the teacher to have multiple skills frdiffierent learning areas in the teaching
of Environmental Education was evident in the sdcand third cycles. | have noted in
section 4.4.2.1 that if | had a deeper understandinecology | could have provided
opportunities for learners to learn about sustalitvalin more depth. | also struggled to

do scientific experiments as explained in sectidn243, Cycle 3.
4.6.10 Assessment systems
Tables 4.5 and 4.10 showed some of the complexifidse OBE assessment system. The

faces used raises questions as to who the kindssésament helps, the educator

concerned, learners or the Department of Educatiof@und however that careful
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analysis of learners’ work provides very usefulghs into both the teaching and learning

process, and | was able to gain much from carefadiessing learners work.

4.7 CONCLUSION

In this chapter | shared information from the Cytléfocus group interviews’ which
informed my lesson planning for Cycle 2 and CycléN8table from this study was that
learning does not have an end, as | found myselipg the role of a co-learner and
mediator in the process. For example, | came to oaderstandings of the current
curriculum policy NCS (R-9) and explored the usetioé school food garden for
curriculum work. The issues raised by my critig@rid during the analysis of my work
also provided evidence of my role as a researchdraalearner in the process. The
synthesis of the emerging issues is further dewelgnd discussed in Chapter 5 through

a set of analytical statements.
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CHAPTER 5

SCHOOL FOOD GARDENS, ENVIRONMENTAL ACTIVE
LEARNING AND LESSON PLANNING IN THE FOUNDATION
PHASE LIFE SKILLS LEARNING PROGRAMME

5.1. INTRODUCTION

This chapter illuminates and discusses issuesthatged during the analysis stage of the
data generated for this study. It provides a riodasstanding of the data presented in
Chapter 4 and further discusses and makes meafitite adata by drawing from the
literature reviewed in Chapter 2. It also explohesv the data contributed to answering
the question and goals of this research. In additioeport on how action research as the
methodology chosen for this study has been sigmifi¢or informing classroom—based
research and reflexive practice. It further elumdahow the analysis of the NCS policy
and OBE material have helped me to understandrgsismning and implementation of
activities based on environmental learning in tler€ation Phase Life Skills Learning

Programme.

For this chapter to present a clear and meanimjglission of the issues emerging from
the study, it is presented in the form of analyts@mtements as discussed by Bassey
(1999) (see section 3.5). The analytical statemamtss follows:

« Analytical statement 1. Focus group discussions$ wither teachers helped to
define the focus for lesson planning using the stfand garden.

« Analytical statement 2: Using active learning apggites, the school food garden
and immediate environment as the context for leggdanning in the Life Skills
Learning Programme opened up space for environineataing.

* Analytical statement 3: The Life Skills LearningpBramme with Life Orientation
as its backbone has both enabled and limited emviemtal learning.

* Analytical statement 4: Community links and valuiofy school food gardens

could have been strengthened through the Life Skéarning Programme.
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* Analytical statement 5: Action research allowed #oreciprocal relationship to
emerge between teaching and assessment practicemgnawn reflexive

curriculum development competence.

5.2 ANALYTICAL STATEMENT 1: Focus group discussions with other educators

helped to define the focus for lesson planning usirthe school food garden.

5.2.1. Teacher collaboration in planning

In this section, | draw on the literature and dgscthe data described in Cycle 1 section
4.2.1. Cycle 1 was designed to be a scoping agtteitexplore educators’ perceptions
about the links between the school food gardenstlaaaturriculum. | draw on the data
through highlighting the importance of recognisiegcher collaboration for an individual
like me found to be faced with challenges of beanggsearcher of her own practice. The
information from the teachers helped me to plarsdes that would be trialled in the
context of my school, Lungelolethu, and to refleetmy own practice.

On the day of the focus group interviews we exmidiee links between the school food
gardens and the curriculum. The process of wortoggther was viewed by some of the
educators as of great help even for them and tlayesd to know if we could continue as
a cluster group to plan lessons that would incafeothe school food garden into the
curriculum work (see section 4.2.1). This addshe meaning | gave to focus group
discussion for this particular study in section.B,4hat they are conducted with the aim
of creating a collegial atmosphere for the intemges to become collaborators in
understanding gardening in the curriculum. | viewegyself in this process as a
newcomer in a ‘community of practice’ (Lave & Weng&991) as | learnt things that
were of great help for planning lessons for thetrmpcles. As argued by Lave and
Wenger, in a community of practice learners acqkimewledge through collaborative

social interaction and the social construction abwledge. Rogoff referred to such
collaboration and understanding between partieslved as ‘intersubjectivity’ (section

2.5.2).
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5.2.2. School food gardens perceived as extra-cigular

According to the information gathered from the fegwoup interviews, the gardens were
regarded as extra—curricular work that the edusat@re faced with in their schools. The
educators felt that the gardens were adding tevtir& load in their classrooms, although
they could see its value in making their teachimgl dearning easier without being
confined to the classroom. The opinions may retatehe South African history of
teachers using the teaching of gardening as attoaoksist apartheid education (see
section 3.2.1). Apartheid education perpetuateddgerstereotyping and subjugated
Blacks under the ruling White race. For that reat@ngardens were used as a place of
punishment for misbehaviour in schools. As desdrilve section 3.2.1, the use of the
garden as a place of punishment may well have agtgd the perception that there were
in fact little or no learning possibilities in gaming and added to the list of negative

associations with it.

In response to the portrayal of school food gardensextra-curricular, it was also argued
that the garden could play a vital role in devabgpeducators’ professionalism through
achieving IQMS requirements (see section 4.2.E8J. example in the South African
document for the training of educators, the IQM$e$ined as a system that consists of
three programmes, which are aimed at enhancingnaomitoring performance of the
education system. These programmes are as follows:

* Developmental Appraisal,

» Performance Measurement, and

* Whole School Evaluation.

(South Africa, DoE, n.d)

This means that for educators to achieve the 1Q&tfsirements, they need to understand
the purpose of the three programmes listed abosealefined in the IQMS document the
Developmental Appraisal system is aimed at proggrgrammes for the development
of educators in a transparent manner since the afestrength and weakness would have
been identified. Using the school food garden fas kind of professional development
would help educators to develop lesson plans thatldv take into consideration
contextual factors affecting their teaching andreay such as the issues of poverty. In

section 2.2 | have discussed my assumptions amefdeh the role of the school gardens
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in addressing some of the poverty traps that hasmigted the life of African families

especially in rural communities.

Moreover the quality of teaching and learning israportant dimension of Whole School
Evaluation hence the school food garden could darter to better quality teaching and
learning (South Africa, DoE, n.d). Therefore théuesof using the school food garden for
Whole School Evaluation should demonstrate appimtpetences in their teaching and

learning practices, as demonstrated in Cycles Zandhe context of my own practice.

The discussion on the IQMS issue helped me alsanterstand that in my lesson
planning, | need to show how the school food ga®id be used for improved teaching
and learning processes rather than as a finaresalrd. It is stated for example in section
2.3.2 that the 4-H Programme to which these eduséiglong was introduced to schools
not only to alleviate poverty but also to developl &ransform the curriculum. Therefore
school food gardens can form part of the formalkiculum rather than being extra-

curricular, as shown in Cycles 2 and 3.

5.2.3. Focus groups influencing the choice of lesstopics in the garden

| have indicated above that | worked together weitlucators exploring opportunities the
school food gardens could provide for curriculumreadepment. This helped to raise some
ideas on lesson topics with a focus on the rightlbfthings in nature to live, and

understanding of ecosystem processes. For Cyckesl 23, therefore, | planned lessons
that were focused on developing respect for liviemgd non-living things in the

environment (see section 4.3.1). The groups eléddran the issue by mentioning the
need for a healthy environment and how this caddre through recycling (see section
4.2.2.1). For example, from the focus group in®mg reported in section 4.2.2.4, | got
ideas for developing mathematical concepts suahessuring of plots and the designing
of shapes in the garden. Those ideas were usefuCyole 2 as the learners designed
shapes in Activity 5 for their plots. For Cycle [#tidea of studying soil types was also
amongst those suggested by the teachers. In Aesivit and 2 in Cycle 3 the learners
were engaged in studying soil types in picturesfamah the immediate environment (the

school garden and the surroundings).

83



5.3 ANALYTICAL STATEMENT 2: Using active learning a pproaches, the school
food garden and immediate environment as the contéxor lesson planning in the

Life Skills Learning Programme opened up space foenvironmental learning.

5.3.1. Recognition of prior knowledge as central tactive learning

In the following sections | discuss evidence ofréag reported in Chapter 4, Cycles 2
and 3. These sections show how active learningat&itl learning and curriculum as a
contextualised social process (see sections 2ri12&.3) complement each other. In
Activity 2 of Cycle 2, learners explored environrtenissues in pictures in order to
establish a foundation for exploring issues inrtloeintext. They learnt about good and
bad things that people do in nature which affeasptes’ lives. The learners’ prior
knowledge and critical thinking in this activity wa&hallenged. This was evident in the
analysis stage as | looked at the justificatiothefr responses. The response given for the
reasons for picking flowers, vandalising trees aidying with water (see section
4.4.2.3.2) were interesting. Their responses ohgdld me to understand and
accommodate learners’ perceptions and views orsibgct matter. As put in the DoE

Educator’'s Manual:

Learners’ points of view are windows into theirasening. Awareness of
learners’ points of view helps educators challehgarners, making school
experience both contextual and meaningful.

(South Africa, DoE, 2000:19)

As they participated in the activity they drew fraimeir knowledge of having been
exposed to such issues in their context, henceezg able to perform the task. Their
prior knowledge helped them to perform the tasketlasn understanding environmental
iIssues even through using pictures and gave thgoo@ foundation for proposing actions
at a later stage. They suggested in Activity 3 g¢I€ 2 the action to be taken to address

some of the issues that they felt they would exjoiyng for nature.

The fundamentals of active learning, one of whishracognition of prior knowledge,
were also prevalent in Activity 1 of Cycle 3. Thata as analysed in section 4.5.2.1
showed that the learners had knowledge of soilsypat they brought to their classroom

interpretations of pictures. They associated thveitle soils from their environment and
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their experiences of having been exposed to othatexts such as areas on the coast. For
example, they told me that the colour of the santhfthe sea is yellow whilst there is no
sea in their environment. Their active involvemshbwed the importance of taking the
context of learners into consideration when plagréessons. The discussion on situated
learning referencing Lave and Wenger (1991) inisec2.5.1 highlighted situated
learning and legitimate peripheral participation @exjuiring an understanding of

knowledge and learning in context.

5.3.2 Learning in context

This section articulates some critiques based an glanning and implementation
processes of the lessons planned for Cycle 2 ahtealised during analysis that Activity
6 in Cycle 2 (see section 4.4.2.6) could have lee@banning stage for planting in the
garden. | expected learners to draw the garden wabsdifferent vegetables planted in
them. My assessment as recorded in Table 4.4 set#02.6 showed that not all learners
were able to draw realistic looking vegetables give the correct colour. This reflected
their lack of knowledge of a variety of vegetable&s the mediator of learning | could
have provided opportunities for them to explore Hegetables first whether through
concrete items or in pictures. Expanded opporesitdr learning could also have been to
actualise planning. In that way they would haveo dilsen engaged in decision-making
since they would have planted things of their omteriest. The discussion could have also
been taken further for learners to explore corseetsons for planting different vegetables
as was discussed in focus groups in section 4.2.2.4

In Cycle 3, Activity 2, the learners were engagedinvestigation in their immediate

context — the garden and the surroundings (se@set.2.2). On analysis | noted that
there was a loss of connection between the realthedabstract when the learners
recorded their soil observations after they hatl tle¢ sites where they collected their
samples. The observations could have also beemdedeto understanding more about
the types of soil in the garden, which could haa tb the understanding of whether our
garden had soil suitable for planting. In NEEP-GE&004b:28) it is stated that “The

emphasis on investigations in the curriculum presitearners with many opportunities to
explore the diverse and contextual nature of enmrental issue and risks ... and often

unique solutions are needed in different contexiéiis means that having explored the
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soils in the garden the learners could have deeelap strategy for keeping the soil
healthy and suitable for planting. In this wayputd have supported progression between

the Grade 1 activity 5 of preparing soil and thadgr 2 activity on soil investigation.

Thus for meaningful active learning it is importdaatconsider that learning should be
relevant to the learner’'s context and level of ustdading. The school food garden in
this case was relevant to the learners since itinvdlseir context. But as mentioned in
section 1.2 the Foundation Phase learners werenmotved in the 4-H Programme
activities including the garden, hence learnersvgublittle knowledge about the colours
of vegetables. As described in section 2.5.1 schaminds (in particular the school food

garden) are a resource and a potential placedoniley (Malone & Tranter, 2003).

5.4 ANALYTICAL STATEMENT 3: The Life Skills Learnin g Programme with Life
Orientation as its backbone has both enabled andniited environmental learning.

5.4.1 Broad curriculum links

In section 2.6 | briefly discussed how | attemptedink the NCS (R-9) Principle 1 to
Learning Outcome 1 of the Life Orientation LearniAgea (see Table 1.1). These
attempts are evident in sections 4.4 and 4.5 thrdlg lesson activities | planned for this
research. These activities demonstrated a need ldamers to understand the
interdependence between humans and non-humansetithyn ecosystems (healthy
environment), as lesson topic for Cycles 2 and f8rseto caring for nature and the
richness of soil which supports a need for humansecome responsible and respectful
for processes of creating healthy environments.elbeless a healthy environment also
refers to the rights of humans to healthy food Wwitltrough the garden activities could
have been taken further through a focus on hedatil into planting activities (see
sections 4.4.2.5 and 4.4.2.6). The activities alsmved evidence of how learners together
irrespective of gender, age and cultural backgreuigsues of poverty) have rights to
education. For example, in section 4.4.2.1 | reggbrhow | struggled with the story
activity but because | considered the aspect dusndgty in my teaching and learning

processes | made use of the older learners toschg goals.
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5.4.2 Learning Area selection

| found during the analysis of the data that soctesities performed in Cycles 2 and 3
enabled environmental learning using LO1: AS2 dE L@rientation. For example, the
story narrated and discussed in activity 1 of Cylsee section 4.4.2.1) helped learners
understand how ecosystems work and the values pinderg sustainability. As
described in section 2.3.2, learners had to thibkua how to use resources in a
sustainable manner to meet their present needsathat way allow future generations

also to meet their needs.

On the other hand limiting environmental learnig the Life Orientation Learning

Outcomes in the Life Skills Learning Programme caean missing further learning
opportunities. This results from a narrow interptiein of Learning Outcomes in lesson
planning and implementation. This was evident irstrad the activities as LO1: AS2 of
Life Orientation could have been achieved betteough meaningful integration with

LOs and ASs within other Learning Areas. Flexilgiliand integration could have
complemented and extended planning and implementafi lesson activities focused in
Life Orientation LO1: AS2 as recommended by NEEPFGEO004c) which emphasises
meaningful integration in the Life Skills learningogramme. In section 4.4.2.2 for
example it is discussed how Activity 2 developed $kill of enquiry in the learners and
how that could link better with Natural Sciencesl.(AS2 instead of Life Orientation

LO1: AS2. The activity could have linked to personammunity and environmental

health if | had asked learners to look at the headltthe soil and related that to the soil's
ability to provide food for the health of the indiual and the community. Had | brought
in these issues of personal, community and envietah health when looking at the soil,
| could have met the requirements of LO1 througHressing health promotion more
broadly. This shows that Assessment Standards d¢Hmulinterpreted in relation to the

Learning Outcome.

| discovered in Cycles 2 and 3 that in the procgsmplementing some of the activities,
possibilities for environmentally focused themeseeged. On analysis of Cycle 2 (see
section 4.4.2.3) learners’ responses revealed a rfee further exploration of

environmental issues in their context. Expandirgglédsson plan beyond Life Orientation
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could have opened up discussion on the right toradk flowers, how flowers reproduce
through seeds, and how it is alright to pick smalhples of plants in order to propagate

them vegetatively (see section 4.4.2.3).

In Cycle 3 section 4.5.2.4 the discussion on thpoirtance of soil could have been a
platform to study insects. It is stated that leesn®uld have studied insects’ lives and
how they may be harmful or helpful to plants. Ifidu_O1 quite individualistic in that it
is focused largely on personal development butulctdiave had a parallel Literacy
Learning Programme integrated with Natural Scienoeshich | could have supported
learners to use insects as a theme around whidénvielop language skills.

The discussion above provides insight into how dbgiculum can be constructed and

reconstructed in situated practice (Cornbleth, 1990

5.5 ANALYTICAL STATEMENT 4: Community links and val uing of school food

gardens could have been strengthened through thefei Skills Learning Programme.

5.5.1 Community links

There were places where | could have expandeditgpopportunities in the last two
cycles. For example, | could have involved the camity in the garden. It would have
been a good idea to develop activities in my lesglams that would have fostered
cooperation between school, community and acrdssr government departments (see
sections 4.2.2.2 and 4.2.2.5). It was stated in foes group interviews that the
unemployed youth from the community could be enaged to work in the garden in

order to earn money.

Good relationships between the school and the camtynwere manifested through the
establishment of the 4-H Programme in schools astioreed above. In section 1.2, |
reported on how the goals of the 4-H Programme werebe achieved through
collaboration between parents, teachers, agri@allextension officers and the youth. |
also found it significant to look at the issue olprty as an issue that | had not addressed
in my lesson plans although it was mentioned inftloels group interviews (see section

4.2.2.1) and is also one of the 4-H Programme gd&ls ideas raised on poverty in the
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focus group could have been linked to the discassisection 2.2 where | was reporting
on the levels of poverty in South Africa and hotthidught the school food gardens could
play a role in addressing the issue. In sectior22l4comment on how community school

gardens in the USA were found to create a spacedomimunity school relationships

whereby the child’s individuality is repeatedly wukd in the social context. In that way
academic subjects are connected with the learmsve’ experiences. Lessons from the
history of the UK (reported in section 2.4.1) atsmld have strengthened the Life Skills
Learning Programme. For example if my lesson pleat considered school community
relationships, | could have supported greater nomtial awareness and consequential
positive changes in eating habits for studentst thmilies and communities at large.

5.6 ANALYTICAL STATEMENT 5: Action research allowed for a reciprocal
relationship to emerge between teaching and assesmmh practice and my own

reflexive curriculum development competence.

5.6.1 Considering language in learning

In Cycles 2 and 3 | created a learning environnteraddress the issue of language in
teaching and learning. In Cycle 2 Activity 1, Insdated the story of the Marula Tree
from English to isiXhosa which is the language of lmarners. In Cycle 3 Activity 1, |

allowed my learners to use isiXhosadescribe the soils and | translated the wortts in

English so that learners could actively participatkearning.

5.6.1 What do | understand about assessment?

Tables 4.5 in sections 4.5.2.1 illustrated a complgreaucracy in the assessment system
that | am using. This raises questions regarding this assessment practice helps: the
educator concerned, learners or the Departmento€d&ion as shown in my lessons in
Cycles 2 and 3. Assessment is not something thatskiould think about at the end of a
unit of work, it must form an integral part of yopkanning and preparation for effective
teaching and learning in your grade, especiallypasgression is based entirely on

continuous assessment in the Foundation Phaseh(8éida, DoE, 2005).
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Assessment, as shown in Cycles 2 and 3, can becapm@d in a formative and
continuous way so as to inform both the teachertardearner for improved teaching
and learning and what kind of lessons to plan tarii Formative assessment is the type
of assessment that | used. | found that it hast gretential to form and shape teaching
and learning. It involves a developmental apprdaelh supports the learning process. It is
a continuous process that uses constructive fekdbdwelp learners grow (South Africa,
DoE, 2005). It is stated from the document for begis INSET Programme that “as
teachers we need to be creative, considerate aheldsik helping learners to develop
their full potential” (South Africa, DoE, n.d). Thexamples of assessment processes
reported in Cycles 2 and 3 show that formative essent activities can be made up of

careful assessments of a diverse range of learwers.

5.6.1 What did I learn from assessment and the assated research process?

Activity 1 Table 4.5 in Cycle 3 of my research igypical example of assessment where a
rating scale was applied. The rating scale in¢hgse was in the form of symbols such as
faces. | used three fac€s © ® (smiley face, straight face and sad face) tosssse
learners work for activity 5. Firstly | allocatedanks to the learner’'s responses and
converted the marks into symbols. On analysis isfdhtivity | realised how the research
process helped to understand how assessment sh@uldione according to the
Department of Education’s requirements. Accordmghte Department of Education the
faces are used for the Foundation Phase for assesgurposes but are supposed to be
interpreted along the lines of the national cotlés recommended that teachers use the
national code system, for example:

e 4 — has exceeded the requirements

* 3 - has satisfied the requirements

* 2 - has partially satisfied the requirements

* 1 - has not satisfied the requirements
This means that four faces instead of three ougbttused for assessment. As shown in
Cycle 2, Table 4.5 however, using symbols suchhaset does not necessarily ensure
accurate assessments, as | found that reflectiomsyijournal provided further details on

learning processes that helped me to address ergesgues in the lesson.
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The research process helped me to reflect on nesas®nt practices. As stated in the
Norms and Standards for Educators policy, a gosdsz®r is one who can reflect on the
appropriateness of assessment decisions made ticupar learning situations and
adjusting the assessment task and approaches wileesssary (South Africa DoE,
2003Db). The reflective process in the action reseaycles helped me to achieve this, as
shown in Cycles 2 and 3.

5.6.2. Teacher skills

A need for the teacher to have multiple skills frdiffierent learning areas in the teaching
of Environmental Education was evident in the ttogatle. | struggled to do scientific
experiments as explained in section 4.5.2.3 Cygclehgre different soils were tested for
their capacity to absorb water. Through my resedrttave developed my reflexive
competence which according to the (South Africa DRED3b) is evident in educators
when they are able to make educational judgemamtsdocational issues arising from

real practice or from authentic case study exescise

5.6.3. Teaching methods

The use of pictures had unexpected results in sactigities as some learners gave
unexpected interpretations. In other activitiestdretesults were achieved. In Cycle 2
Activity 1 the use of pictures was very helpful ghiin Cycle 3 Activity 1, the use of
pictures caused confusion amongst learners. | abelicin section 4.4.2.1 that pictures
were used for visual reinforcement and that heljredlearners to understand the story
better which was useful because of the story’s tlengn this activity | showed
competence practically as a learning area specialibeing able to select methodologies
appropriate to learners and contexts (South Afbode, 2003b). It is further stated in
South Africa, DoE (2003b) that classroom lessommlag includes teachers deciding

how they will approach their teaching and what radththey will use.

5.7 CONCLUSION

This chapter has provided me with the opporturatyefflect more holistically and deeply

on the study as a whole and what | have been ableatn through the study. The key

91



insights were captured and reported accordinggetaf analytical statements, and each
was discussed in some detail, drawing on insigiots the data reported in Chapter 4 and
the literature presented in Chapter 2. In the ohapter | summarise the study and make

recommendations and reflect on the research process
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CHAPTER 6

SUMMARY AND RECOMMENDATIONS

6.1. INTRODUCTION

This chapter provides a summary of the study, ecgflas on the processes undertaken to
answer my research question and goals, and a systbiekey issues that have emerged
and need further consideration. It gives recommemas on how the school food garden
could be a useful learning resource in developiregdurriculum. My recommendations
also serve to open up space for critical and coatste engagement for others who may
want to conduct studies on the use of school fardens for curriculum and educational
transformation. | am also intent on challenging 4hd Programme schools to critically
look at my findings and consider revisiting theittians, especially by considering

involving Foundation Phase learners in the prograraotivities.

6.2. SUMMARY OF THE STUDY

| have reported a case study investigating theofisehool food gardens in developing
the Foundation Phase curriculum with the Life Skilearning Programme as the area of
focus. The experiences and feelings | had in tegclirade 1 and 2 learners and being
involved in the 4-H Programme led me to considexeaeching how the Life Skills

Learning Programme could set the platform for esvinental learning in the early years

of schooling within the NCS (R-9) curriculum.

This study had three action research cycles asrtegpan section 3.2.3. Cycle 1 was
planned as a scoping activity for understanding ledwcators view school food gardens
and the curriculum. In Cycle 1 semi-structured foguoup interviews were conducted to
allow open discussions about educators’ views dangig how the NCS (R-9)
curriculum could relate to the context of learneEducators provided important
information on how these gardens might be usefuldaveloping learners’ skills,
knowledge, values and attitudes. The discussiam fiee focus groups further suggested
the potential for school gardens to develop edusapyofessionalism and support close

co-operation between schools, communities and othevernment departments.
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Responses from the focus group interviews provigeful insights and ideas that helped

me plan my lessons for Cycles 2 and 3.

Cycles 2 and 3 (trial lessons) for Grades 1 anespectively were planned to research the
effectiveness of school food gardens in developihg curriculum through active
involvement of learners and contextualising thericulum. Unstructured reflective
observations were used as data gathering toolsubedavas both the researcher and the
mediator of learning at the same time. | also ys®l the learners’ work to get a richer
feedback of how effective and efficient the schémbd garden and the immediate

environment were in developing the curriculum.

In order to develop my lesson plans for Cycles @ &n curriculum documents and
relevant learning and teaching support materialsewsmnsulted. Initially 1 proposed

Principle 1 of NCS (R-9) and LO1l: AS2 of Life Ortation as key performance
indicators for this study. In the process of resleig | found that the Life Skills

Learning Programme has limitations in terms of eantif Life Orientation Learning

Outcomes are not meaningfully integrated with ootes from other Learning Areas in
lesson planning. This resulted in looking at Lifeedtation on the one hand as a limiting
factor for environmental learning and on the othand enabling other processes in
environmental learning to be functional. | founattia narrow interpretation of the Life
Orientation Learning Outcomes could result misdungher learning opportunities that

are relevant to the Life Skills Learning Programme.

| researched the concept of the garden as a plateaaesource for learning through
investigating how learners learned about the raghall things in nature to live and the
importance of ecosystems. The Grade 1 learnersmdsg positively to the lesson topic,
which was about ‘caring for nature’, and the conadplace and a learning resource was
developed through the activities performed. Thedéra learners were engaged in an
investigation to study soils as the lesson topis &Bned at developing understanding
about ‘the richness of soil'. The data generateccaked how |, as a researcher, was
exposed to learning new skills and knowledge thihowgrking in the Foundation Phase
curriculum. Throughout my study | became successfuhaking sense of what | was
doing and | was able to reflect on my strengths\aedknesses. This | have done through

detaching myself, in the form of being an obsefeactivity, a process that | achieved
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through careful analysis of the lesson process laahing outcomes produced by the
learners. | have developed an in-depth understgnofinnteracting with the NCS (R-9)
curriculum policy, how environmental education da@ integrated into teaching and

learning, and a better understanding of specifiergific experiments for young learners.

The processes involved in my study showed thabagh | was successful in answering
my research question through the methods | useste tivere also methodological
dilemmas that could have distorted my progresddifiinot find means to address them.

These are discussed below:

* | needed an ‘outsider to help me look into whawds doing and how | was
interpreting data. | have mentioned above thatahet@nt was the strategy |
applied in order to avoid bias in my study. My swsor played an important role
especially in the analytical stage of my data. &ted as my supervisor and at the
same time as a critical friend, providing me wittalytical skills such as positive
criticisms on what occurred in the lessons, whielpéd me to achieve a critical

vantage point on my own practice.

e The amount of time in which the study was to bedcmted was inappropriate.
Because it was action research, | was expectedalyse my data for each cycle
before the start of the next cycle. This was imfmssbecause of the time
scheduled for the study which was to be concludesi period of a year. | decided
to do an informal analysis for each cycle whichl#ed me to collect and co-
ordinate data which helped me to move on with mglesy of research. An in-

depth analysis of all the cycles was done aftey baal all been implemented.

6.3 RECOMMENDATIONS

Chapter 5 provides a detailed discussion on thesgmerging from the study. These
issues provide insights for the following recommainehs. Through my practice, | have
demonstrated that
* Educators can play a role as researchers and neeltsan the process of teaching
and learning. This means that through the procdstearhing and learning

educators can become more self-reflexive, thus rstateding a need for change
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in their own practice. Self-reflexivity, for exangpl could enable educators to
better understand opportunities that the schooll fgardens may provide for

curriculum development instead of seeing garderanasctra- curricular activity.

In this research | have shown a

Working understanding of how the first principletbE NCS (R-9) can be linked
to Learning Outcomes in Learning Area Statemenitss Tielped me not only to
ensure the development of learners in the subjatiembut also to respond to the
government’s expectations concerning the holistieetbpment of South African
children. | learnt in the process of interpretiig £.Os and ASs that sometimes
the Life Orientation Learning Outcomes become toesgriptive and can limit
environmental learning if narrowly interpreted.dentified possible integration
opportunities that could have helped to achieveettpeected goals of the activities
planned. | also mentioned the need for consideflagibility in my lesson
planning and implementation further of themes coludve extended learners’
knowledge understanding of issues in context. atisst to the view which says
“The historically fragmented nature of knowledge &g overcome if attention is
paid to relevant integration both within LearningeAs and across Learning
Areas” (South Africa, DoE, 2003: 6).

As shown in this research,

Assessment practices are integral to educatorsrbagaeflexive practitioners. |
have learnt in the process of this research thassessment practices are well
planned with clear statements of what the learaeesto achieve, this can help
educators identify areas of concern and how theybeadealt with. The research
process also enabled me to understand departmregtalements for assessment
practices for the Foundation Phase, and | leama&daissessment practice requires

more interpretation than simply allocating symbmisating scales.

This study has also shown that

Context is important in environmental learning aibhdcan encourage school
community relationships. | mentioned that learndasbwledge and experience
could have been enhanced through interactionspeitents and the community in
general, thereby strengthening the Life Skills b&ay Programme. | learnt that

opportunities for learning could have been exteniéa educating the learners

96



and their families about correct eating habits twauld help them overcome
illnesses that are poverty related.

e« There is a need for development of professiondlsskind knowledge in both
educators and learners such as scientific skilladdress all Learning Area

requirements.

6.4 RECOMMENDATIONS FOR FURTHER RESEARCH

Having focused in this research particularly on agssroom and school, it would be
beneficial for other schools, especially those wvitie 4-H Programme, to consider the
findings of this research. The practical gardenkatbat my school (and hopefully most
of the schools) are doing needs to be combined thigbretical curriculum knowledge
that would develop an understanding of the gardera @lace and aresource for
learning in both educators and learners. Akerblom (citedMitkenberg et al., 2004)
reported that learning in the garden occurs orefit levels, where the challenge for the
teacher is to combine practical garden work withrentiheoretical reflections together

with the pupils, as shown in this study.

Interactive methodologies that would allow closeoperation between schools and
communities would be another way to understandrthe of school food gardens in
curriculum development and their potential in rextinog to environmental issues and
risks. Through sharing the findings of this studithwthe 4-H Programme schools |
believe that we could together address communitiests in terms of contributing to the
alleviation of poverty as it is the goal of the 4Rdogramme. Although the scope of this
research was limited, it has opened up some peahgtassibilities and important ideas for
using school food gardens in curriculum work witthe learners’ immediate context, and

in the context of the NCS (R-9) requirements.

6.5 CONCLUSION

In concluding this research | would like to syniBests main contribution as providing
evidence of the potential of establishing strongeks between school food gardening,

curriculum implementation and teacher growth anitexesity. | am hopeful that the

findings contained in this research project, maylleo more researchers unearthing other
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methods and provide solutions aimed at alleviapogerty through seeking ways of
making school food gardening more relevant to #aerling that takes place in schools. In
particular | hope that the insights | have gainkeaugh this study can inform further
development of the 4-H Programme. As shown in ghigly teacher reflexivity is an

important dimension of this process.
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Appendices

Appendix 1

What do you think school food gardens are for inngchools?

1.
2.

9.

Who is responsible for the school food gardens?

Do you think the school food gardens are playingta role in contextualising the
curriculum?

If they are, how are they contextualising the cudum?

Could you find the links between the Learning Af@atcomes, RNCS Principles
and the use of school food gardens?

If there are links what are they?

Do you understand what the Learning Outcomes amdAidsessment Standards
expect you to achieve in relation to the schootifgardens?

Can you think of an example of a Learning Outcome Assessment Standard that
can show an achievement of expectations throughgsbef school food gardens/
Could you easily design lesson plans that havecsimealearning focus, drawing
from the RNCS Principles, Learning Outcomes ancesssient Standards using the
school food gardens?

Do you have an idea or understanding of what grlactan inform the Life Skills
learning and teaching processes?

10.What environmental issues do you think the schootifgarden is trying to address

in your school or the community, be it social, emmical, biophysical, health,
political etc.?

Prompts:

Poverty

HIV/AIDS

Soil erosion

School improvement etc.
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Appendix 2

Food gardens, environmental lesson planning and active learning in the Life Orientation
Learning Area — Foundation Phase.

I wish to conduct focus group interviews with regard to my research project on creating
links between the food gardens and the curriculum. My research entails working with
educators in schools that have an interest in understanding the 4-H programme better as
far as the curriculum is concerned. My study will be an action research case study at
Lungelolethu L/HP School.

e The aim is to develop 2 environmental lesson plans with an active learning
focus.

e The lessons plans will be trialed and reviewed with a view to making
recommendations to the 4-H programme for improving links between food
gardens and the curriculum.

The focus group interviews will help in the review practice on how food gardens are used
for the implicit and explicit learning processes. In carrying out the research [ promise to
acknowledge the help of those who will participate and also to respect their
confidentiality. You may withdraw from the research project at any point should you feel
that [ am not honoring the terms of the agreement.

Signature of the research coordinator:
N.S. Ncula

school agree to participate in this research project on school food gardens and the
curriculum. | agree that the research may improve the links between the school food
gardens and the curriculum.

Signature of the educator:
Date:

A. ,nm(/@ rvjou]os
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Appendix 3

Lungelolethu L/HP School
P.O. Box 159
Keiskammahoek
22-March-2005

Mzali womntwana

Ndiyacela ngemvumelwano yethu sobabini ukuba umntwana wakho abe yinxalenye
yophando oluzakuthi lughubeke kwizifundo zakhe kuwo lonyaka sikuwo. Wonke
umntwana ofunda kwibakala lokuqgala nelesibini uzakusetyenziswa kweli phulo
ngenjongo yokuphucula indlela abafunda ngayo. Ndiyakuginisekisa akukho bungozi
okanye kungathembakali kolu phando koko kukuncedisana notitshalakazi wabo
kwizifundo azenzayo phaya kwanokholeji obizwa ngokuba yi ‘Rhodes University’.

Ukuba ukholwa ukuba amagama omntwana angasetyenziswa ngobunjalo bawo koko
kuthiywe magama wambi ngokuphathelele kwezi zifundo kuyakwenzeka njengoko
uthanda. Ndicela usayine ngezantsi.

Enkosi mzali
N.S. Ncula (Mrs)

Parent Signature =Z. . .Yk FE’VL% ¢
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Appendix 4
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Appendix 5

LESSON PLAN on: Caring for nature GRADE1
DURATION: 6 days LEARNING PROGRAMMELIFE SKILLS
LEARNING OUTCOMES AND | INTEGRATION: (INTEGRATION ACROSS)
ASSESSMENT STANDARDS: Languages: LO1- Listening

LIFE ORIENTATION: LO1- HEALTH | Social Sciences: LO3- Geographical issues
PROMOTION- The leaner will be able toArts and Culture: LO1- Visual arts

make informed decisions regardind.ife Orientation: LO4- Physical Development
personal, community and environmental
health.
AS2- Describes steps that can be taken to
ensure personal hygiene.

Learners have learnt about different featurdigks between a healthy environment and persoredtiine
of the earth e.g. Water
CORE KNOWLEDGE: Can learners CONTEXT : School environment and the surroundings
identify environmental issues and what

actions can be taken to prevent harm to|the

environment.
LEARNING ACTIVITIES: Activity 1 - Story telling
The teacher reads the story of the ‘Amazing Mailukee’. The pictures about the story are pastecher
chalkboard for the learners to follow the storyairsequential order. They are asked question albey
story and to imagine how it would be like to hawematural resources like water, trees, soil etc.
Activity 2- Identifying issues

The learners are given an exercise from the Oxfachers books to discuss about the pictures oa pag
and 75. They are to discuss which pictures shotweadrrect and which pictures showed the wrongyth
that people are doing in nature. In their discussidhey are expected to explain why they think e
pictures are right and others wrong. They also havdiscuss what could happen in nature if people
wrong things all the time.The groups have to reflweir discussions about the pictures to the dasthat
they could be able to understand the activity &y twould be doing it as individuals after the grg
reports.

Activity 3- Identifying issues
Each learner have to complete activity on pagerth . they write a sentence on the space prowde
page 75 about the picture that interests him/hee. Sentence should tell what is happening in tbkis.
Activity 4

Learners think and decide about something that ¢émggyy doing for nature. Fro example, watering fda
planting flowers, preparing soil for planting, picg up litter etc. They draw pictures to show wttaty
have chosen to do. They show and tell the drawtmgse class.

Activity 5

The learners suggest three things that they thiekveost practical, popular and need urgent coresicer
to be addressed in their environment. They redwd suggestions on page 76 of their workbooks.
Activity 6

Using the number heads together method for groupeagners, the groups are instructed to n3
themselves according to shapes they are to desighei garden. Back from the garden they draw
shapes they belong to, showing which vegetablgswioeild like to plant in their plots.

LINKS WITH PREVIOUS LESSONS: | LINKS WITH NEXT LESSONS: Explore and report

tt

i

=)

bm
> d

ame
the

PLANNED ASSESSMENT TASKS FOR | RESOURCES:

RECORDING: Pictures, Learners books, Crayons, Pencils, Gafders,
e Can learners identify environmentalGarden, Worksheets.
issues?

* Can learners see the need to take
action to prevent harm to the
environment?

e Can learners present their ideas
art form?

e Can learners perform tasks in the
garden using garden tools?

n

» Can learners work in groups?
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EXPANDED OPPORTUNITIES: TEACHER REFLECTION:
Getting to know the environment in whigh
the learners live. Understanding how the
environment helps to explore learning
opportunities.

CRITICAL AND DEVELOPMENTAL OUTCOMES:
e CO1: Identify and solve problems; make decisionisgusritical and creative thinking.
e CO2: Working effectively with others as memberadéam, organisation and community.
* CO3: Communicate effectively using visual, symbali@ or language skills in various modes.
» DO1: Reflect on and explore a variety of strategielearn effectively.
» DOZ2: Participate as responsible citizen in thediféocal, national and global community
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Appendix 6b

Stories for page 60

The amazing marula tree

Tiw prople, animals and insecs of Ingweze
village were arguing. There were only [wo
Lurge marals trees left in the middle of a ficid
- & male and a female teze. The people, ani-
wals aned tndects wers worrisd. Thie Eress gave
many gists, but wers two trees enough? The
fruit was coming saon. Who waould sat it?

They asked the Great Chief to help them.

‘Let's have a cour: casc,” said the Great Chick
"Fach of you must tell me why vou need the
trees. Bur, you must alse show me how yuu
are helplul and respecthil to the maruala frees
In rerurn, Whoever wins the cas2 can use the
lrees. W will fence the trees and  lock the
gate. The winner wilZ get the key to tas lock”

‘Burwe love you all,' said the great obd Maroulos
i Their deep, wondy voices. Thon't fence us
in. Ifyoulook after us, and oespoct us, wowant
e share our gifts with vou a1l

T, Greal Trees' sald he Chiell ‘There are
only two of you left, and many, many of us.’

S each group came and sald thelr case for
bcizng thie cownies af 1T lrees

Micture 2;

‘I'he 4rreat Mamulas were just growing their
flowers. ‘Dzzzzzz, oh Chief.' said the bees amd
wasps, "The [reeseraz need us. 57777 We carnry
pollen from the flowers of male trees to fe-
muale trees. This i bow the'loees can make
seeds mrow into baby trees. Beeez ., And the
fnaeila Hemwers give us nectar boosat and nec-
tar to feed our baby bees and wasps.’

Teees, tweet, twirrr,' chirped the birds. ‘Dirds
need the tree to make our homes in. We eat
the reciar in (e lowers and we #al the in-
sects which eat the Eowers,’ sang the blrds.
Wi rnades sure there are pot b naoy nsects
i the trees.

Toktok ok, knocked the weodpecker.Tlove
thie i ruias’ sobt wood to rake ey home. Tok
tak tok!”

90
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We respact the ree dand do it e harm,” sang
all the birds.

Thue Marulas began diopping great heaps of
vellow fruls to the ground. Elephants, buck
ard baboons roshed Lo oeal il Theis stoanachs
swiiled ot with the dellcious frult. "This fruit
skin and flesk 15 ¢ healthy, Oh, and the nut
insidc - full of rich oll and puip. Tummy
yummy! barked the baboons. ‘And don's for-
get how we carry the seels,” romibled the ol
ephants shyly bacause they were embarrassed
to tallk about such things ‘We eat the whole
fruit. Then we excrete the seeds away from
bere so new mamild Tees Cdn Soow i g e
open place’

Picture 4;

"We also love to 2at the marula fruit - all that
hzalthry fruit 18 good Lor us Woo,” said e vil-
tage people. ‘We can eat the fruit fresk, and
put it intoour pozridge. We crush un the nots
and make 2 delicious marala-nut Dutter Lo use
moonz cooking, W also oike oil Lo
crushed nuts. We make a donk by soaking the
fruics, arwl make beer for the elders to drink,
Some of ui offer the beer on our ancestors'
graves,” said the people.

"We carve the wood to make bowls and
spionnis, we use the hark to make dve for our
baskets,” said the crabtspeople.

fAnd we nse the tree Teaves sacd bark 10 snabe !
many medicines, szid the healers,

"“We dafinitely use the trees the most.’ shouted
all the villagers.

hew!" said the Chief. You viliage people cer-
tainlv ase the tress for lots of thirgs. But wait
What do vou give the trees in return? i
e honour tha trees as facred and special,’ |
sald the people.




“Then why have they all heen cut down, ex-

cept these rwo?’ asked the Chief angrily.

The villagess looked ashamed. "W necded
wood to conk with. We needed to clear the
land for vegerables and c¢rops. We needed
buediding materials,” they said,

"You did nol leave enough! And now you have
zlmeost nothing!' shouted the chief angrily.
‘When vou cut a tree, always plant and look
after a4 new one in its place.’

Mow an old, old  manand woman came for-
ward. The old man sald in his soft, wavering
voice, "We were fanners, Thes field with the
marulas was our field. When we grew toc old
we wenl o live with our children in kgoli.
MNow we have come home again for our last
years. You bave heand how the teees help Lhe
insects, hirds, animals and people. But do vou
krow how they help fermers - the same San-
ers who in this place foolishly ¢ut all the
marilas ot of their fields?

The old mare went o, "We kepl our marnlas
because the roots hold the soll and stop it be-
ing washed away in heavy min. They stop the
wind blowing away our soil. The trees give
shade 0 vs and our coaps, They deap theic
leaves and old brancheas as food for the soil.
They give us food in the drought when other
crops fail.'

Welcome back, old friends:!” creaked the old
Marulas, and they shed slow, sticky sap tears
at seeing their old farmer friends again,

‘Now | have a surprise for you,” sald the old
woman. ‘Follow me! She ook the village:s,
animals and Insects on a long walk through
the koppies oa hidden keaal.

The people stared, amazed. There were hun-
dreds ol strong, proud young maralas grow-
ing in old drums. ‘This is my plantation,’ said
the old woman proudly. “Fach vear | planted
arud cared for a few new trecs, for [ knew they
would be needed in future, When ey were
tiny seedlings | covered them from the frosts,
and watered them in the terrible droughts, I
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put thorns round them to protect them from

‘animals. Now, [ give them 10 you people and

animals, o plant in the fields and near your
homes. We can see you now undeistand the
value of marula trees,” said the old man and
womar.,

The Chief smited. ‘Old people — welcome
home! 1 declare vou to be honoured  villagers
and we will all care for vou unrti! vou die. That
is small repayment for the gift of these young
Irees. And now we do not need to lock up
vour old trees! YOU can decide who will visit
vour [rees, until fhese new trees start hearing.’

o1



Appendix 7

114



Neobo<ineiso
e ;

~

isivuku]iﬁi.ﬂé [i :
Lol ONAOMOZh LA

73

115




Appendix 8
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Appendix 10

LESSON PLAN on: The richness of sall GRADE: 2

DURATION: 7 days LEARNING PRGRAMME: LIFE SKILLS
LEARNING OUTCOMES AND | INTEGRATION: (INTEGRATION ACROSS)
ASSESSMENT STANDARDS: Languages: LO4- Writing for different purposes.

LIFE ORIENTATION: LO1- HEALTH | Natural Sciences: LO1- Scientific investigations.
PROMOTION- The leaner will be able toArts and Culture: LO1- Visual arts; creating, ifeting
make informed decisions regarding personand presenting.

community and environmental health. Life Orientation: LO4- Physical Development.

AS2- Describes steps that can be taken to

ensure personal hygiene.

LINKS WITH PREVIOUS LESSONS: The | LINKS WITH NEXT LESSONS: Explore ways of
learners have learnt about the importance wfaking soil healthy e.g. making compost.
water which is the natural resource like soil.

learners have to understand human and non-

human interaction with the environment. All

living things depend on soil. Soil has to pe

sustained for living healthy.

LEARNING ACTIVITIES: Activity 1- Understanding soil

The teacher brings the different types of soil daspo the class e.g. sand, gravel, clay and laathd
learners. The learners describe the soils accotdirmglour, texture, smell and where they think sbéds
were taken from. The learners are encouraged tohesefirst language Xhosa. The teacher transities
Xhosa words into English and writes on the boafthe learners have to look at page 41 in the le&m
book and discuss the pictures. They complete ttigitgaon the worksheets.
Activity 2- Field walk — investigating types of soll

The teacher reads on page 34 of the learner’s woks The learners have to understand what is éagbé
of them on page 34 as they are to take a field webcribing different types of soils at differemqes.
Back from the field they complete activity 34.

Activity 3- Soil test

The learners work in small groups to do soil t&ifferent soils were tested to see their capaaity

findings for the soil test.

Activity 4- The importance of soil

The teacher reads from the learners books aboutrihertance of soil. She also bring in the inforimat
she got from S.e.e.d material to explain the inguré of soil. For example she tells that the mastrg
layer of the earth is covered with soil with roeksderneath. Animals, people and plants need sdiVveo
and they all depend to each other. The learnerasked to do exercise on page 33 of their workhooks
Activity 5- Understanding soil erosion

T teacher introduces the concept of soil erosiomeyTdiscussed the ways people cause soil erd
referring also to the information on page 44 of kbarners’ books. They also discuss how soil ero
happens because of natural causes like rain. Tiseyss how they can prevent soil erosion. The &ar
were tasked to design posters that show carechfbuacared for soil

CORE KNOWLEDGE: Life and Living-| CONTEXT: School environment and the surroundings.

D

er

£C

f

absorbing water. The results are discussed in @assthe learners given worksheets to record their

sion
510
n

PLANNED ASSESSMENT TASKS | RESOURCES:
FOR RECORDING: Samples of soil, learners books and workbooks,
» Do learners use their senses|toorksheets, crayons, pencils, glue, blank papergdsters.
describe different types of soilsp
e Do learners use descriptive
language to describe soils?
* Can learners follow instructions
to observe record and repg
their findings?
e Can learners investigate and
identify causes of soil erosig
and how they could prevent it?

t

=
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Can learners the main points
when making posters?

EXPANDED OPPORTUNITIES: TEACHER REFLECTION:
Caring for soil at school, home and the

community.

Caring for the environment and

investigate what measures can be takep to

respond to environmental issues.

CRITICAL AND DEVELOPMENTAL OUTCOMES:

CO1.: Identify and solve problems; make decisiorisgusritical and creative thinking.

CO2: Working effectively with others as membersadéam, organisation and community.
CO3: Communicate effectively using visual, symbaliw or language skills in various modes.
DO1: Reflect on and explore a varietysitategieso learn effectively.

DO2: Participate as responsible citizen in thediféocal, national and global communities.
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Appendix 11

Unit 11 | The richness of soil

Looking at soil

Talk about the pictures ...

* What does soil look like?

* What does soil feel like?

* What does scil smell like?

= Is the soil at your home and your school
the same as the soil in these photographs?
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Appendix12

.L, Léabohq 2u-July-225

soil around your schooi or home

What is the soil like around your school or home?
Let’s find out.

1 Look at soil samples from three dlfferent places around
your school or home.
2 qu'w each sample and say where | o?)véjrd it.

oy

3 Which sample had the best soil?

AdeEn s o,
4 Explain why this was the best soil.U
What does it look like and what does it feel like?

AML@QN \/"U" s

%QK SD\ \ NIV OTAN

™ : ,
araeh 508 H T’?‘J&%J L

See Learner’s Book, page 41
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Appendix 13

~t4 this soil test

Wairdisa = el

You will need:

* a medium or large sized
glass jar with a lid

+ some soil from the garden

* water

-2 90 ?
J

“ut the soil in the jar.

L =il the jar almost to the top with the water.

3 Shake the jar.

¢ Now put the jar down and see what happens to the soil.
Fili in the missing words to describe what happens.

sink smallest

biggest  slowly

The _cMdlie pieces 5 1hK __to the bottom first.
These are the sandy pieces. The b! O\G.\e?t
sieces sink giow ‘ii.g . These are clay pieces.

-eave the jar and look at it again tomorrow.
Joes it look different? Draw what you see.

- — ——

«arner’s Book, page 41 35

z
o
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Appendix 14

Whuy soil is so important

Plants, animals and people
need soil to live. If we had
no soil, there would be no
plants or trees to give us
wood. We would have no
food to eat or things to
build our homes with.
Animals and pecple would
die if there was no soil.

Talk about the pictures ...

« Why is soil important to us?

* What can soil be used for?

* Which animals in picture 1 use
soil to make their homes?
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___——
Sl

it 11 The richness of soil

ooking at soil
hwethu? —~ o2-Audust—200s

~ite five sentences to explain why healthy soil is

portant. LNE Pk L TN So, 1D Ln:/fno ob Suhﬂgal

) - Mgt Plants orow in sailiand
| JII?T waltely, J/ i
3% e aniecls e 1IN soik

1 r\/‘\: (4Se C,J c,blol +nlﬂ/ ?;?{‘e C L”ﬁ CCU;?

L We bund nmou Cgls WJthe Aile Cx,g’?oc;;g;;g <l

~cw and label an underground picture of creatures that
& the soil as a home.
se the following labels and add more of your own:

earthworm ants mole snake meerkat mongoose

]
&

PN

AN
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Appendix 16b
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Appendix 17

Caring for our soil

The earth is covered by layers of soil that are very thin in
some places and very deep in other places. There are
rocky layers under the soil. The roots and leaves of plants
hold the top layers of soil together. The roots and leaves
also protect the soil and keep it healthy.

If there were no plants in the soil, the wind would blow
the soil away and the rain would wash it away. We call
this process soil erosion. Droughts and fires can also
cause soil erosion. During a drought or fire, the plants die
and are no longer able to protect the soil. The soil is then
washed or blown away.

Think about these pictures ...
* What caused the soil erosion?
* What has happened to the land?
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Appendix 18
Harmful humans

Humans sometimes cause soil erosion because they do
not look after the land properly.

Think about these pictures ...

* What has caused the erosion?

* What will happen to the land now?

* What can be done to stop this happening again?
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