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ABSTRACT 

The study aimed at researching the role of materials in flexible learning teacher education courses, 

specifically looking at the Eastern Cape Teacher Course as a case study. The research aimed at exploring 

how courses and materials were developed, selected, used and adapted or redeveloped so as to support the 

course orientation and the intended outcomes. I did this with the hope that my research might inform the 

process of improving the role of course materials in flexible learning teacher education courses. 

I did a naturalistic enquiry within which I interviewed 39 participants (teachers and teacher educators) and 

two course co-ordinators. I also analysed documents such as the course materials, nine participants' 

journals and seven of their assignments. The observation notes compiled during the early days of the course 

were not used as a main source of data but as support to data sources mentioned above. Questionnaires 

were handed out to all the course participants, i.e. course co-ordinators, tutors and student participants. The 

questionnaires were intended as a means for pre interview and post interview reflection for interviewees. 

Through this research, I have learnt a lot about the role of materials in professional development courses, 

including the importance of mediation of materials and their overt use during course sessions, the 

importance of providing and encouraging a culture of reading through time allocation during contact 

sessions, through discussions on materials, and also through providing orientating comm~nts on materials 

rather than just handing them out to participants. Readings that are more focussed do better to motiArate 

participants to interact with them. 
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CHAPTER ONE 

CONTEXT 

1.1. Origins of the research 

The title of this research indicates the curiosity and the discomfort that motivated me to 

carry out this study. These feelings emerged during a meeting with colleagues to plan a 

teacher education course we were running, while trying to clarify, rethink and re-negotiate 

amongst ourselves the purpose(s) of what we do, how we are doing it and why. For me a 

key question which came up during that meeting concerned the role of materials given to 

course participants to help with ongoing study between contact sessions on the part­

distance course. 

In order to answer the question, I undertook to dlfry out an evaluation case study of the 

Teachers' Course (known in full as the Gold Fields/Rhodes University Participatory 

Course in Environmental Education for Teachers and Teacher Educators in the Eastern 

Cape) carried out between March and December 1998. This course originates from a 

'family' of Gold Fields/Rhodes University Participatory courses for environmental 

educators which were conceptualised in 1992. The history of these courses will be 

discussed later on in chapter two (2.1. 2.2 and 2.5.). 

As will be noted in chapter two under 2.1., the national course was adapted to the 

Teachers' Courses. There was a need to meet specific and changing needs of teachers and 

teacher educators (in this research referred to as participants to reflect the participatory 

nature of the course), especially in the light of educational transformation in the country. 

Educational transformation entailed paradigm shifts from teacher-centred approaches to 

learner-centred approaches, from behaviourism to social constructivism and also a change 

of curriculum to one that is outcomes based (Department of Education 1997 and Course 

Structure and Outline Sheet, T998). 



My involvement with the Teachers' Course came as a result of my work at Delta 

Environmental Centre, a non-governmental organisation (NGO), based in Johannesburg. 

For the past three years one of my responsibilities was to run Pre-Service (PRESET) and 

In-Service (INSET) teacher education programmes. As a result of this responsibility, I 

became involved with the Teachers' Courses both in Gauteng (as a co-ordinator) and in 

the Eastern Cape (as a participant and tutor). 

From January to December 1997, the first Teachers' Course was run in the Eastern Cape. 

I joined this course with the purpose of gathering first-hand experience as a participant 

and secondly to develop course co-ordination skills. I joined the second course as a tutor 

in March to December 1998. The purpose of that involvement was to gain a different 

angle on course co-ordination, that is from a co-ordinator's perspective. All this was 

aimed at enabling me to implement the Gauteng course in July 1997 and again in 

September 1998. 

Before the second Teacher's Course was started in the Eastern Cape, a meeting was held 

between the national co-ordinator, the two Eastern Cape co-ordinators and myself. It was 

at this meeting that I gained greater clarity on the course orientation and intended course 

outcomes. As a result of this meeting, I started to wonder how supportive and responsive 

the two Teachers' Courses were to the course orientation and the intended butcomes. It 

was as a result of this reflection on the two courses which I was involved in and co'~ 

tutored that the idea for the research originated. 

1.2 Aims of the Research 

My aim was to look at the role that the course materials played in supporting the course 

orientation and the intended course outcomes. The course materials were evaluated in 

terms of how they were: 

• developed 
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• selected 

• used 

• adapted/redeveloped. 

The evaluation was intended to establish how the materials were supportive or not of the 

course orientation and intended outcomes. Four focus areas around the course orientation 

and intended outcomes were looked at, namely: 

• participation 

• conceptual understanding 

• development of praxis 

• development of critical reflection. 

Although the focus was on the role played by course materials, I realised that the 

materials are not the course (Janse van Rensburg in Lotz, Le Roux and Ward, 1998:39). 

The research recognised the 'fluid' nature ofthe many aspects or dimensions of the 

course such as activities, lectures, group discussions, assignments, etc., which influenced 

each other all the time. As a result, the research focus was over time refined to include 

these many aspects of the course. The findings presented will therefore reflect these many 

aspects of the course, but will focus on the role that the materials played specifically to 

support the orientation and intended outcomes. Therefore the results, the discussions and 
~ 

the recommendations in this thesis do not only reflect the focus of the study (i.e. the role 
l 

of materials), but also contextualises the discussions on the role that materials might have 
. 

played through discussions on the four focus areas of the course orientation and intended 

outcomes (namely, participation, conceptual understanding, critical reflection and praxis). 

The discussions will therefore encompass an evaluation of the development of the four 

focus areas of the course orientation and the intended course outcomes as well as the 

significance of the course materials in supporting the development of these four focus 

areas from the research participants' view. I saw the evaluation of the significance or 
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effectiveness of course materials as necessary so as to improve our understanding of such 

materials, thus perhaps contributing to an improvement in our practice. 

1.3. Thesis Outline 

Chapter two of this thesis will give the reader background and history to the Gold Fields 

Courses. This is aimed at explaining the Teachers' Course orientation, which forms the 

basis of discussion in the other chapters. This chapter will also give a brief overview of 

key developments and ideas in professional development and adult learning with 

particular reference to the commonalties with features of the Teachers' Course. 

In chapter three, I will discuss my understanding of what interpretivistlnaturalistic 

enquiry involves, based on the experience I gathered during the actual process of the 

research and my reading on research methodology. Throughout the chapter, I share my 

experiences and the lessons I learnt from doing research within an interpretivist paradigm. 

In chapter four I discuss the data collection techniques used in this research. Here I 

explain my understanding of the particular technique, how I used it and what I learnt from 

that experience. 

As to be expected chapter five, which is on the findings of my research, forms the hulk of 

my thesis. The results are discussed under the four focus areas of the course orientation 

and the intended course outcomes introduced in section 1.2. For the findings relating to 

each focus area I also provide some discussion and recommendations with due emphasis 

on the role of materials. This structure above was designed in order not to loose the 

research focus while at the same time not decontextualizing it either. 

The last chapter, six, discusses ideas that could serve as pointers to course developers 

when conceptual ising and running courses of this nature. Again I divided the chapter into 
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discussions on the four focus areas of the course orientation and the intended course 

outcomes. A separate section on the role of materials is presented for the reasons 

explained in the preceding paragraph. 

The manner in which chapter five and six are written (i.e. with separate sections on the 

role of materials) show the recursive and contextual nature of knowledge. If separate 

sections on the role of materials were not written, the research focus might have been lost 

for the reader. Trying to strike a balance between giving too much context through 

sharing the results on the four focus areas and decontextualising the role of materials by 

not giving adequate context was a battle that illustrates that knowledge is not linear, a 

point made in the Course Structure and Outline Sheet (1998:3) for the Teachers' Course. 

I now invite the reader to discover how in a naturalistic setting and through observations, 

focus group interviews with both the participants and the course co-ordinators and 

through document analysis of the participants' journals, assignments and course materials 

I have come to learn the importance of course co-ordination that emphasises overt use 

and mediation of course materials, the tensions created by time in semi-distance courses 

and the need for adequate tutorial support if we as course developers are to run better 

courses for teachers and teacher educators in environmental education. 

5 



CHAPTER TWO 

LITERATURE REVIEW 

2.1 History of the Gold Field Courses 

The early days of environmental education in this country are associated with field 

centres usually based in national parks or nature reserves and leadership schools (what 

used to be known as 'veld' schools). During those early days the assumption was that the 

environmental crisis would be solved through 'earth love education' (Lotz, 1998:8). This 

meant that there was a strong move towards exposing people to natural experiences with 

the hope that such experiences would affect and change their attitude. 

This belief in natural experiences led to the erection of many field centres across the 

country often staffed by 'field staff' with scientific backgrounds. Gold Fields, a mining 
"-.... 

company, became the major funder of such field centres and their associated programmes. 

Gold Fields also provided funding for an annual weeklong workshop for field staff to 

improve their understanding of and practice in environmental education. However, lanse 

van Rensburg and Le Roux (1998:3) point out that there was a growing perception that 

the field staff needed more professional support than this annual weeklong workshop, for 

they usually worked in physical and conceptual isolation. It was in response to this 

perception that South African environmental educators started a one-yeaf semi-distance 

course in 1992, with Gold Fields as the sponsor. 

From 1992 to the present, the Gold Fields course has continued to grow in many respects. 

For example, participants broadened from field staffto include teachers, lecturers, 

officials from government departments, journalists, etc. The course also became 

certificated in 1995. As a result the course name became the Gold Fields Participatory 

Course in Environmental Education leading to the Rhodes University Certificate in 

Environmental Education. This course is now familiarly called the 'national' course, 

general course' or Gold Fields Course. 
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The word 'participatory' in the name of the course is important. This word indicates the 

strong orientation of the course towards notions of professional development through 

participation, critical reflection and the integration of theory and practice (Janse van 

Rensburg and Le Roux, 1998 and Lotz, 1998). These ideas on participation, critical 

reflection and the integrated nature of theory and practice will be discussed later under 

2.5. 

The support and popularity of the course grew to include its curriculum adaptation, not 

only within the country, but also in other African countries such as Zanzibar (1995) and 

Zimbabwe (1996-1999). Within the country, it was adapted for conservation educators in 

the then Natal Parks Board (1995), the WWF International Certificate Course (1995), 

now known as the Rhodes University/SADC International Certificate Course in 

Environmental Education Course, an Industry Course (1998-1999) and the two Teacher's 

Courses in Gauteng (1997-1999) and the Eastern Cape (1997-98). The Teachers' Course 

that I researched was run from March-December 1998. 

Janse van Rensburg and Le Roux (1998) pointed out that initially there were doubts 

whether to run the national course on a locallprovinciallevel or on a larger scale. As a 

result of continuous consultation and feedback a semi-distance format was decided upon. 

With the national course three national workshops are held in a year with the bulk of the 

meetings taking place at regional tutorials. In the Teachers' Courses, there are six,(o 

seven contact sessions and in the Gauteng course specifically, there are about the same 

number of tutorials sessions arranged and held according to towns or suburbs (e.g. in 

Gauteng all the CarItonville people would decide on a common venue, the same would 

apply for people coming from either the northern of southern suburbs of Johannesburg). 

The workshop sessions or contact sessions are usually organised at an overnight venue for 

sessions of between two to four days where an introduction to the four themes intended to 

be covered during the courses are given. For examples of these different themes in the 
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Gauteng and Eastern Cape Teachers' Courses respectively, see figure l(a) and (b) below. 

The tutorial sessions are used for more individualised attention to further clarifY the course 

content, assess assignments and for further discussions on course readings based on the 

foundation laid during the workshop or contact sessions. 

Figure l(a) - Introduction of Four Themes 

Eastern Cape Teachers' Course 

(from Janse van Rensburg and Le Roux 1998) 

Figure 1(b) - Gauteng 

Teachers' Course 

From the brief history, it seems that the Teachers' Course and the national course have a 

lot in common in terms of structure. This is because the two courses have the same origin. 
\ 

The history of the courses, i.e. structure, content and orientation was not an imposed nor 
I 

was it static one. It was negotiated as the discussion in 2.5. will show. 

2.2 Previous Evaluations of Gold Fields Courses 

In my research proposal I pointed out that my research forms part of a collaborative effort 

with other environmental educators involved in the Gold Fields courses. This is so 

because these educators (Eureta Janse van Rensburg, Glenda Louw, Gill Boltt, Heila 

Lotz, Kim Le Roux, Nicola J~~s, Noreen Burton and Pippa Heylings) have already 

researched and evaluated parts of other Gold Fields Courses. For example, Janse van 
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2.2 Previous Evaluations 0/ Gold Fields Courses 

In my research proposal I pointed out that my research forms part of a collaborative effort 

with other environmental educators involved in the Gold Fields courses. This is so 

because these educators (Eureta Janse van Rensburg, Glenda Louw, Gill Boltt, Heila 

Lotz, Kim Le Roux, Nicola Jenkins, Noreen Burton and Pippa Heylings) have already 

researched and evaluated parts of other Gold Fields Courses. For example, Janse van 

Rensburg and Le Roux (1998) evaluated the National Course with the aim to investigate, 

clarify, question and record its contribution to the environmental education movement. 

Lotz (1998) in collaboration with other environmental educators, including Bolt and Van 

Harmelen, who co-ordinated the Eastern Cape Teachers' Course, evaluated both the 

Gauteng and the Eastern Cape Teachers' Course. Her aim was to evaluate and monitor 

the role of course mediation and course materials. Burton (1997) researched the pilot 

Eastern Cape Teachers' Course (January - December 1997) with the aim of evaluating 

which aspects of the course influenced the teachers to change their world view so as to 

inform decisions about INSET programmes. Jenkin (2000) has researched the industry 

derivative of the course. Her aim was to understand the meaning-making process among 

participants on the course. Heylings (1999) researched the notion of professional 

development in her Zanzibar, Tanzania course. Louw (1999) is currently researching the 

role, competences and accreditation on the 'general' Gold Fields Course. Other initiatives 

are continuous evaluative processes that form part of the running of the cou}ses. 

I think Janse van Rensburg and Le Roux (1998:4) captured the collaborative views and 

feelings of the above-mentioned environmental educators (myself included) and others 

regarding these evaluation efforts when they said, 

" .. .it is important to clarify ... collective thinking ... to share ... with others but '" to 

critically review and refine and possibly change ... illumination will ... not simply 

encourage us to continue as we had before, but. .. show up ways in which to enhance 

environmental education processes through this and other projects". 
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2.3. Professional Development 

Leach (1996:101, my emphasis) described professional development as a "career-long 

process." 

She continued, 

"it is not a single event, ... Rather it is a continuum; a complex, often uncertain ... 

journey ... For if professional development is about real change, ... [it] take [ s] place over 

time and in the context of continuity of personal goals and aspirations as well as 

institutional purposes .. .include periods of supported training, study or 

research, .. .involving risks, ., .doubt but hopefully also exhilaration and insight". My 

interpretation of Leach's definition especially with due emphasis on words in bold is that 

professional development is a life-long process that involves a willingness to take part in 

and try to learn things by adopting a questioning stance that seeks clarification and 

improvement of past actions. This understanding of professional development also 

emphasises the need to strike a balance between skills development and broader 

continuous cognitive growth. Many environmental educators consider professional 

development to be not only competency or skills driven (Lotz et aI, 1998). This 

perception seems to be shared by the Teachers' Course developers as later discussions in 

this and subsequent ones will show. For example, Usher et al. (1997: 14) traced the 

emphasis on skills acquisition or 'performativity' to a post-modem context where 

institutions of learning are viewed as market places selling competencies 'in operational 
l 

skills required by industries. In this way, institutions of learning are then used as places of 

dissemination of vocational skills. This 'view is supported by McKernan (1997: 1 ). 

Robottom and Lotz (1998) encouraged that adult learning courses should provide the 

opportunity to challenge narrow, technicist educational systems (i.e. only focusing on 

skills development) in a bid to develop a fom1 of education which can better respond to 

contextual and complex environmental issues. 

Robottom (1987:296-297) described five principles, on which he believes professional 

development in environmental education should draw. These principles are that 

_ professional development in environmental education should be: 
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• enquiry-based 

• participatory and practice-based 

• critical 

• community-based 

• collaborative 

The principles will be used as a springboard to discuss professional development as 

intended and experienced on the Teachers' Course. 

• Enquiry-based. 

According to Robottom (1987), this principle'means that participants should adopt a 

research stance to their education practices, thus seeking to identify potential problems in 

their activities where there is room for improvement. In the Teachers' Course, this 

principle was interpreted as encouraging and taking a critically reflective stance towards 

the way participants do their jobs. McIntrye (in Leach, 1996) pointed out that the ability 

to critically reflect on one's practice is not easy. This is so because the students might 

have limited perceptions, information-processing skills, understanding and awareness of 

alternatives. The findings presented in chapter five, section 5.5. indicate both the "ability 

to develop the skill of critical reflection among participants and the problems that might 

be encountered. The Teachers' Course encouraged participants to reflect on their 

practice by keeping journals. 

• Participatory and practice-based 

This second principle is linked to the first principle because the critical reflection required 

is very much located within our practice (in other words, in the way we do our job). With 

regards to this principle, Rob"Ottom (1987) pointed out that there are two problems that 
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can cause division between the way people think (theorise) and they way they do their job 

(practice). He said that these problems could be caused by problems associated with 

"false consciousness" and " institutional pressure". False consciousness is when there is 

a gap between what practitioners think they are doing and what they are actually doing, 

while institutional pressures relates to what practitioners want to do and what they are 

able to do. 

In the Teachers' Course this principle was interpreted as the development of a 

praxiological approach among participants. Problems of false conSCIOusness and 

institutional pressures become imminent in the evidence gathered around the 

development of a praxiological approach. For example of these, problems see chapter 

five, section 5.4.3. 

Elsewhere, Robottom (1991) referred to this division as "technocratic rationality". This 

means that there is a division between those wh~ think or theorise (usually the academics) 

and those who implement (usually teachers in schools). For a long time in this country 

this division between "theorist" and "implementers" existed. Teachers were expected to 

implement school syllabi to which they had made no contribution. ,Lotz (1997) pointed 

out that the Research, Develop, Disseminate and Adopt (RDDA) approach was also 

prevalent in resource development. This means that expert researchers usually wrote 

resource materials then disseminated them down to schools or field centres for adoption 
\ 

and implementation. The view of teachers regarding such syllabi and resource materials 
l 

are that they are authoritative and 'givens'. As a result such materials and syllabi were not 

questioned and challenged. The result of this perception is a 'false consciousness' 

exacerbated by institutional pressures, because teachers are not given the space to 

question such materials, but are expected to accept them as they are. 

The sketched problems above indicate the level of difficulty that practitioners concerned 

with professional development face in this country. The solution to these deeply 

entrenched beliefs does not lie in over-night strategies but in long-term support for 

participants. Robottom (1987) suggested a process orientation of working through the 

relationship between theory and practice. Leach (1996: 108) supported this view by 
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saying that "support in [the] professional development context must ensure that 

opportunities for learning continually challenge traditional dichotomies of theory and 

practice, teacher and learner, institutional learning and everyday experience". 

• Critical 

This principle encourages participants to question and be critical about their and other's 

underlying values and assumptions including those prevalent in environmental education. 

Such critical inquiries are seen as useful in building their own theories about practice in 

environmental education. This principle supports the first principle (Enquiry-based, pIO). 

In addition to what has been discussed earlier, I would like to point out that critical 

reflection is linked to praxis. Keiny and Dreyfus (1989:54) noted that "like other 

practitioners, teachers learn from their practice. By approaching the problems within, and 

reflecting-in-action, they develop their theories-in-action". These authors also encouraged 

people offering professional development support to teachers to enhance teacher's 

individual classroom practice with a dialectical process of reflection with and amongst 

others in a group. 

I think Fien and Rawling (1996:14) encapsulate the importance of the development of 

critical skills in professional development when they note that, "reflective practitioners do 

not accept the everyday reality of their work as the only alternative ... [they need ]courage 

and desire to recognize and experiment with alternatives. They ... use critichl reflection to 

break out of the mechanical routine of making decisions based on intuition, irfipulse, 

tradition and authority". 

• Community-based 

This principle emphasises the point that environmental education problems are usually 

contextual and their solutions do not always lie in generalisations or universal rules. In 

the Teachers' Course, this -principle was realised through the social constructivist 

approach related to conceptual understanding. Greeno (1999) and Schunk (1996) talked 
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about "situated" cognition. This is the idea that thinking is situated or located in a 

physical and social context and that thinking and learning should be considered as 

involving relationships between a person and a situation rather than an activity that solely 

resides in the person's mind. 

Leach (1996) added that this dialogue between a person, situation and other knowledge is 

continually constructed and transformed. This therefore implies that dialogues have the 

potential to yield new understandings and highlight different perspectives. Leach pointed 

out that the advantage of the view of knowledge as socially constructed is that it raises the 

importance of issues such as social diversity, inequality, co-operation and conflict, 

differences of power and knowledge and the way in which these are socially produced, 

reproduced and transformed in educational institutions and everyday settings. This view 

of knowledge as socially constructed is useful in environmental education because of the 

contested nature of environmental issues due to political, social and economic factors 

influencing them (O'Donoghue and Janse Van Resnburg, 1995). 

The social constructivist approach is not easy to adopt, as is discussed in chapter six, 

section 5.3. Cohen (1988) in Prawat (1992: 357) pointed out that "teachers who take this 

path must work harder, concentrate more and embrace larger pedagogical responsibilities 

than if they only assigned text chapters seatwork". Prawat (1992) reckoned that teachers 

would not be willing to complicate their lives in this way unless they have experienced a , 
significant change in the way they think. He listed four problems, which can be 

! 

encountered when trying to develop social constructivism in a professional development 

courses. They are: 

a. The view that content and students are static and non-interactive, therefore it is 

necessary to deliver such content with less emphasis on content selection and 

meaning-making by students. 

b. The second problem is what he termed "naIve constructivism". This is the belief that 

activity equals learning. __ 
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c. The third problem relates to the split or distinction between comprehension and 

application. 

d. The last problem IS the VIew that curriculum is fixed or static. This belief 

predetermines the course materials to be used and the outcomes that are to be 

achieved. Prawat (1992) suggested that an interactive and dynamic approach to 

curriculum is better since it allows a matrix of ideas to be explored over a period of 

time. 

All the above problems show that to adopt a 'community-based' or socio-constructivist 

principle in professional development courses is not easy. Participants on such courses 

are often unwilling to engage in the process of finding solutions to contextual problems 

(because of their difficulty), and they tend to seek universal techniques of environmental 

education which they can learn and apply to all situations (Janse van Rensburg and Le 

Roux, 1998:101). 

• Collaborative 

This is the last principle that Robottom (1987) suggested professional development in 

environmental education be based on. Collaboration calls to environmental educators to 

work together. Robottom (1987) said that there are two reasons for this. Pirstly, because 

of the existence of 'false consciousness' and 'institutional pressures' there is a deed for 

assistance and support from colleagues: Secondly, forces against improvement of 

environmental education are usually political in nature, for example, the government's 

tendency to emphasise ecological principles in the school curriculum, rather than 

contentious local issues. In challenging such 'hegemony', co-operation amongst 

environmental educators is beneficial as many voices usually make a bigger difference in 

political matters than one voice. 

Participation in the Teacher's-Course could be interpreted as one focus area that is in line 

with this principle of collaboration. This is not to say that this focus area belongs to this 
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principle only, as it is impossible for anyone to be an enquirer, be critical, have a practice 

and community-based approach without actively 'participating'. In chapter five, section 

5.6.4. I discuss ways in which participation occurred in the Teachers' Course I studied. 

In concluding this section, it is important to incorporate these principles into professional 

development courses so as to prepare practitioners for the dual challenge of actively 

working together to solve environmental and educational problems (Robottom, 

1987:298). 

2.4. Adult Learning 

The notion of adult learning can be associated with the latest trend in perceptions about 

adults in an educational setting. Before authors such as Usher et al (1997) popularised 

adult learning, educational processes for adults were referred to as Adult Education. 

Adult Education itself has its roots in the thipking, that adults learn differently from 

youths. As a result of this thinking, Alexander Kapper coined the term androgogy in 1883 

as the opposite of pedagogy which means the art and science of teaching youth. Authors 

such as Malcolm Knowles (1984) could be seen as having - contributed to the 

popularisation of androgogy. Knowles (1984) made the distinction between androgogy 

and pedagogy because he believed that unlike youth, adults' orientation to learning is life­

centred or problem-centred. He also believed that adults are more capable of self-
\ 

direction in the learning process and they draw a lot from their past experiences"and as 

result require active participation in the lea!lling process. 

The oppositionalisation of pedagogy and androgogy has been criticised by authors such as 

Jansen and Van der Veen (1992) and Tight (1996). Their argument is> that this 

oppositionalisation is over-generalised, simplistic and mythological, because like adults, 

youth also learn best when they are actively involved in a learning process, which can be 

problem-centred. Like adults, learning takes place among the youth because they draw on 

their past experiences and have the capability to determine what they want to learn. 
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Usher et al (1997) also question the premise of androgogy primarily because of its 

instrumentalist orientation. This orientation could be associated with the notions of 

'perfomativity' and 'vocationalism' of the post-industrial era. These two ideas and their 

associated market-related forces put pressure on learning and experience (including that 

of adults) to be accredited. Adults' experiences were therefore only seen as useful if they 

could be turned into skills and certificated by institutions of learning such as schools, 

universities and colleges. 

However, this monopolisation of learning by formal institutions did not go unchallenged. 

The rise of conceptual and intellectual frameworks such as feminism, critical and 

emancipatory pedagogy (by Paulo Freire in the 1960's), developmental theory (Pretty et 

aI, 1995) and social theory (Popkewitz, 1984) offered alternative ways of conceptualising 

and practicing teaching and learning to the old idea of androgogy. As a result of these 

alternatives, learning, including that of adults, had the opportunity and possibility to draw 

information from a wide array of sources rather than just from formal education and the 

premise of androgogy. This wide array of alternatives I think helps to make the point that 

knowledge is socially constructed within specific historical contexts, values, time and 

space. As a result the field of formal education or institutions can no longer monopolize 

learning. It is now recognised learning can therefore take place anywhere, even at places 

that are not linked to formal institutions such as non-governmental organizations and 

community-based organizations. 

l 

Within the above-discussed frameworks (i.e. challenges to formal education or 

institutions), Usher et al (1997:23) came up with the notion of adult learning. The idea of 

adult learning instead of adult education carries with it the affirmation of the learners' 

place in the education process, against institutionalised or traditional forms of learning. 

The implication of this is that there is a move towards the leveling of the power gradient 

between the learner and the educator. What constitutes worthwhile knowledge is 

therefore no longer put in the hands of one person (namely the educator), but it also has to 

accommodate and allow itself to be shaped by the learners from their diverse cultural and 

socio-ecological contexts. The implication of this for courses in adult learning is that the 
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course developers might have to adopt the principle from the International Council for 

Adult Education (1992) which says that "we are all learners and educators". 

It appears that there are principles which most of the authors contributing to adult 

learning literature agree upon as cornerstones, which should inform this type of learning 

process. They are: 

• Participation 

• Contextualilty 

• Reflection-in-action 

• Participation 

Adult education literature reveals that adults learn best when they are actively involved in 

the learning process. Apel and Camozzi (1996:52) described this type of participation as 

involving problem-solving activities, usually done in small groups where there is co­

operation, dialogue and shared decision making in terms of what, how and when to learn. 

The two authors also say that participation among adult learners also involves taking part 

in shaping and solving political and environmental problems. The two examples of 

participation given by Apel and Camozzi were noticed in the Teacher's Course as 

evidence presented in chapter five, section 5.6.3. 

I 
However, participation is not something that comes easily to most adult learners.' This is 

so because most of the adult learners in thIS country come from a vocational/neo-classical 

background (Fien, 1993), which encourages them to be passive consumers of knowledge, 

rather than active creators (Criticos, 1993). As a result of this background' and even 

certain cultural practices, some adult learners enter a learning environment with 

expectations of being told by educators, whom they perceive as experts. In order to ensure 

participation, in these circumstances, the educator cannot assume a neutral facilitator 

position, but has to actively mediate learning ensunng a balance between non-
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intervention (which could lead to aimlessness and confusion amongst learners) and too 

much intervention (which could block self-discovery) (Behr, 1971:3). 

• Contextualilty 

The second principle of adult learning, according to most adult learning literature, is that 

it must be contextual, thus revealing real life problems. Adults tend to engage actively in 

learning experiences that include their real problems because of the immediate benefit of 

reaping the fruits of their learning experiences. In such learning experiences, adult 

learners show interest not only in understanding the subject matter (product), but also in 

understanding the processes which were employed in achieving or understanding the 

product. In doing this, adult learners not only master application, but are able to transfer 

the skills learned from a particular experience to solve problems in other areas. Lynch 

(1991) in Fien and Spork, 1993:160) note that such contextual learning experience would 

ensure that learners leave the experience "cognitively aware of what they experienced, 

how they experienced it and why." The Norms and Standards Document for Educators 

(1998:50) makes the same point through what they term 'applied competence' which 

includes development of practical, foundational and reflexive competence. 

• Reflection-in action 

This last principle should be seen as embodying other related ideas such as praxis-based , 
learning (Grundy, 1987) and reflective practice (Cornbleth, 1990; Doll, 1993; Schon, 

(1983 & 1988; Tight, 1996). 

Reflection-in-action involves thinking about and critically reflecting on one's actions 

with the aim of improving both thought and practice processes. 

Reflection-in-action-in can be done individually or in the company of others. The 

advantage of individual or collaborative action-in-reflection is that it transforms 

"information into useful knowledge" (Center for Development and Population Activities, 

1994). This is because, ~through action-in-reflection, information is considered, 

_questioned, examined and analyzed. Whitaker (1995:14) referred to action-in-reflection 
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as "critical reflection". According to him critical reflection is a "process whereby we 

submit to examination incidents and events in our past [and present] in order to make 

sense of them and place them within our framework of developing ideas and values". My 

understanding of Whitaker's statement is that as learners we are engaged in the process of 

interacting with and questioning our past experiences and seeing how through those past 

experiences we can arrive at an organizing framework for our new ideas and values. 

The implications of action-in-reflection for adult learning is that adult learners do not just 

get involved in activities. Instead, adult learners interrogate what the activity or learning 

experience means to them and they also record the lessons learnt from such an 

experience. Such interrogation could be done through trying to relate what was learnt 

from the activity to their own workplace experience, making associations with what was 

learnt elsewhere in the past and sharing with others how they think they benefited from 

the learning experience. 

Attempts to encourage reflection-in-action or 2ritical reflection in the Teachers' Course 

are discussed in chapter five, section 5.5. The move by the Teachers' Course to encourage 

critical reflection is also in keeping with the educational transformation of the country as 

the Norms and Standards Document for Educators (1998) emphasised the need for 

educational activities to develop applied competences, (i.e. practical, foundational and 

reflexive which means being able to reflect on what was done and make changes to our 

practice in the light of this reflection). \ 

! 

In conclusion, the principles discussed both under professional development and adult 

learning can serve as guidelines when developing courses of this nature. The two sets of 

principles themselves reflect the synergy between the two areas (i.e. professional 

development in environmental education and the broader concept of adult learning). 

These are also ideas and developments (trends) which have shaped the Gold Fields 

environmental education courses as the next section will illustrate. 

2.5. General Course Orientation 
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The course orientation can be explained as a 'particular outlook' and a 'position' within 

the socio-epistemologicallandscape of social, education and environmental education 

theory (lanse van Rensburg and Le Roux, 1998). As explained at the beginning of the 

chapter, the Teachers' Course originated from the national Gold Fields Course. The 

implication of this is that some of the ideas in the national Gold Fields Course were 

transferred to the Teachers' Course. The course orientation is an example ofthis 

particular point. 

Given the period 1992-1999 one can appreciate that the national course has been around 

for some time in comparison with the Teachers' Course which only ran for two years 

(1997 -1998). As a result of its longer duration, the national course has had the 

opportunity and time to change and renegotiate and reshape its orientation based on the 

collaborative and critical reflection-in-action of the developers or co-ordinators and the 

participants. This implies that the orientation of the national course' "was not a 

framework which the course developers had planned or taken from somewhere in a ready­

made format. But it was developed and was clarified over time, evol~ing as the course 

did, in a reciprocal manner" (lanse van Rensburg and Le Roux 1998). 

To a large extent, the orientation of the Teachers' Course was not an emergent one, but , 
rather it was 'picked up' and 'added to' to suit the teachers' context almost in a ready 

l 
made format from the national course. This was shown by the fact that the Orientation 

Sheet from the national course was given to the participants in the Teachers' 

Course unaltered. 

However, in order to contextualise the national course orientation, the course developers 

wrote and distributed the Course Structure and Outline Sheet to participants. This sheet 

explained the vision and the approaches that would be used in the 

Teachers' Course. 
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Although it could be argued that there were advantages in adopting the national course 

orientation, the two courses belonging to the same 'family' of professional development 

in environmental education courses, there seem to be risks as well. The risks are that the 

deliberations for ongoing clarification of the orientation were limited in terms of time and 

the number of people involved. Another risk is that the Teachers' Course orientation did 

not emerge out of the course processes, but was decided upon before the course was 

started. This pre-determined orientation left little room for continuous refinement, review 

and improvement. The result was that the orientation was adopted unchanged in the 

second year of the course, despite problems in the first year of the course. This meant that 

tensions on issues such as tutor support, perceptions and practices about educational 

theories, etc. were carried to the second year of the course. 

The national Gold Fields course has six strands underpinning its orientation (lanse van 

Rensburg and Le Roux 1998). These strands are: 

• history 

• content 

• critical reflection 

• the social construction of meaning 

• the integrated nature of theory and practice 

• process. 

l 

The Course Structure and Outline Sheet in the Teachers' Course described its vision as 

that which "is based in social constructivism, the body of theory that underpins the 

thinking and practice for both Environmental Education and OBE in South Africa" 

(Course Structure and Outline Sheet, p2). The Course Structure and Outline Sheet then 

listed eight aspects embodied in social constructivism. Examples of these aspects are: full 

participation from students and teachers, an acceptance that teachers and student are co­

learners and educators and active use of critical thinking. 
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Within the same sheet, the course developers explained their approach to learning and 

teaching and detailed what they believed to be essential aspects of the learning and 

teaching process. They stated that their approach to learning included assuming different 

roles in the teaching and learning process. These roles included among others, being 

facilitators, scaffolders, co-learners. They regarded critical reflection, recursive learning, a 

plurality of answers and equal responsibility for learning by the teacher and the student as 

essential aspects in the teaching and learning process. 

The essential aspects of teaching and learning as described by the Course Structure and 

Outline Sheet have similarities with the strands of the orientation of the national Gold 

Fields course. For example, a notion that there is plurality in answers rather than 'one 

right' or 'one wrong' answer correlates with the strand, history and context. This is so 

because this strand emphasises the contextual nature of knowledge based on the history, 

time and other socio-cultural factors rather than embracing universal or global norms and 

standards. This point rests on the idea that knowledge is socially constructed, a belief 

listed by both the national course orientation and the Course Structure and Outline Sheet 

of the Teachers' Course. 

There seems to be a similarity between the 'process' orientation of the national course 

and the belief in the 'recursive nature of knowledge' in the Teachers' Course. This is so 
\ 

because the two aspects (i.e. process and recursive) recognise that knowledge is not 
,I 

straightforward nor is it linear, but takes a process orientation. Jenkin (2000) in chapter 

five, under the subheading, Inter-text, encapsulates this notion of knowledge through her 

analogy of the lava lamp. 

The 'process' orientation of the national course also emphasises evolvement. Such 

evolvement can be seen through the manner in which the tutor system was adapted, the 

continuous rewriting of the course materials, etc. These examples illustrate the reflection­

in-action of course developers on the national course to allow the course orientation and 
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the other course practices to emerge out of interactions during course sessions. Such an 

open-ended approach is not as evident in the Teachers' Course. 

The strand from the national Gold Fields course on the integrated nature of theory is 

explicitly stated. However, the same cannot be said about the Course Structure and 

Outline Sheet of the Teachers' Course. This possibly explains the different approaches 

that the two courses had to educational theories. For example, in the national course, 

there is only one set of Core Texts which explore educational theories. In the Teachers' 

Course there are two sets of Core Texts, one set is for environmental education and 

another is for educational theories. In chapter five, section 5.4., I discuss the advantages 

of looking at theories as narratives and the problems that can be created by separating 

theory and practice. 

In conclusion, one can say that the advantages of adopting an open-ended and reflexive 
"-,-

attitude to course orientation and development may outweigh a ready-made, imposed 

orientation. However, for an orientation to be open-ended, time, effort and space to 

continuously reflect-in-action are required. The commitment to do this is in keeping with 

some of the principles listed under both professional development and adult learning 

discussed earlier in this chapter. Both the orientation documents of the national Gold 

Fields Course and the Teachers' Course indicate that the course developers have drawn 

on these principles, although to a varying degrees. 
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CHAPTER 3 

RESEARCH ENQUIRY 

In this chapter I will explain the research methodology within which I worked. In so 

doing, I review both the strengths and weaknesses of this paradigm as adopted and 

implemented within the research. In the last section of the chapter, I present my 

understanding of the case study approach as used in this research and also point out the 

advantages of the three areas of case study approach, i.e. evaluation, educational and 

action research. 

3.1. Naturalistic enquiry 

Naturalistic enquiries are called by various names by different authors. Lather (1991) for 

example said that there has been an explosion of social enquiry to include approaches 

such as interpretive, phenomenological, hermen~utic, critical, feminist, neo-Marxist and 

constructivist. Dison (1998) following on the work of Popkewitz (1984) added symbolic 

to the list. 

The quotation below by Bhola (1990: 155) illustrates the many characteristics which all 

the above-mentioned share, in other words, an understanding ofthe nature of naturalistic 

enquiries. He said that: "Naturalistic evaluation seeks to study reality natur~lly, as a 
I 

whole, in all its complexity, in its own particular context, in its perpetual flux, witll0ut 

trying to simplifY and reduce it to a manageable evaluation design". 

People working within a naturalistic paradigm believe that "reality is not out there for 

everyone to see and record" (Bhola, 1990:155) but that reality is a social construction 

based on our own special interpretation and the meanings that we make about the world. 

In other words, as Lather (1991: 9) pointed out, the focus here is on constructed vs. 

found worlds. 
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Popkewitz (1984:41) pointed out that these 'constructs' happen as a result of interactions 

and negotiations in social situations where expectations and appropriate behaviours are 

reciprocally defined. This explanation by Popkewitz is useful as it cautions against the 

dangers of relativism. Bhola (1990) supported him by pointing out that the 'constructs' 

are based on social interactions that produce shared commonalties, but also reveal unique 

individual realities. 

With all these in mind naturalistic enquiries then set out to seek understanding of and the 

meaning that people make of their activities. These understandings and meanings are 

studied within their contexts. People in these contexts are seen as collaborators in the 

discovery process and the discoveries made are not there for generalisation purposes 

(because of each individual's unique context), but are seen as contributing to the sharing 

of transferable 'insights' to other contexts. 

All the above characteristics of naturalistic enquiry were appropriate to me when 

conducting this research in the course context. The context of the course meant attending 

all six contact sessions spread over the nine-month period of the cour~e. My involvement 

included participating in course activities at times, reading the participants' journals, 

making presentations and taking part in or listening to group discussions. This 

involvement in the course, and the data gathered through the tools explained in chapter 
~ 

four, enabled me to gain an in-depth understanding ofthe ways in which participants 

engaged in the meaning-making process around the four focus areas of the course 

orientation and the stated course outcomes, and the role that materials played in 

supporting these processes. 

,I 

Although the focus of the study was on the role that materials played in supporting the 

four focus areas of the course orientation and the intended course outcomes, other course 

interactions were also taken into account. The course materials were not considered to be 

the course itself, but only as part of it and therefore the role of materials were researched 

within this broader course context. The findings of the research show that it was not 
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always easy for participants to isolate the role that materials played in the development of 

the four focus areas, but they attributed this development to the course in general. 

Participants' understandings and the meaning-making processes were contextual and 

were therefore researched as such. 

I saw the research participants as collaborators in this study. This was because I thought 

that while answering my interview questions, the research participants would gain an 

opportunity to reflect on the course experiences and thus an opportunity for reflection on 

their own development. Furthermore, I saw the study as providing the opportunity to 

contribute to course co-ordinators' better running of the Teachers' Course (especially 

with regard to the role of materials). As a course co-ordinator myself, I was an 'inside' 

participant researcher. 

Bhola (1990) recommended that naturalistic enquiry is probably the best methodology to 

use if the researcher is unsure about the processes that he/she is researching. He said 

(1990:158) that "naturalistic evaluation is perhaps the only way to go when we do not 

even know what to look for and what questions to ask people". This statement by Bhola 

indicates that undertaking a naturalistic enquiry will enable one to understand the 

processes that are at play within the research. Connole (1998: 15) recommended active 

involvement rather than detachment in the process of negotiating meaning, with the 

researcher using her social competencies. It is in this social process of negbtiated meaning 

that the ambiguous is interpreted and understanding reached. The research therefole 

becomes a large enquiry that is exploratory and therefore open-ended. 

The position of ambiguity described by both Connole (1998) and Bhola (1990) is further 

seen by Bhola (1990) as fit for naturalistic inquiry since he saw questions within this 

enquiry as excuses to start long and rambling conversations between the researchers and 

the respondents. It is in these ramblings that the researcher is supposed to be 

nonjudgmental, thus encouraging unanticipated questions and the construction of many 

meaningful answers. Dreyfus and Rabinow (1983: 180) in Lather (1991: 1 0) encouraged 
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this nonjudgmental position by saying that to do the opposite is to be the "Great 

Interpreter who has privileged access to meaning thus playing the role of adjudicator of 

what is really going on, while insisting that the truth uncovered lie outside the sphere of 

power". 

The above descriptions of the purpose of conducting a naturalistic enquiry become 

relevant in this study. Before the study, I did not really know what the role of materials in 

the Teachers' Course was. However in the 'long rambling conversations' as a response to 

the interview questions, I discovered instances where materials were useful in the 

development of the four focus areas of the course orientation and the intended course 

outcomes, instances where the role of materials could be enhanced, and the fact that co­

ordinators saw materials as just playing a supportive role. I did not come to the given 

examples of findings through what Wills (1980) in Lather (1991: 1 0) described as "an 

assumed politically neutral position, covert positivism seeking objectivity by creating 

distance between the subject and object. The filldings were reached through an 

empathetic identification with the other, a grasping of their [and my own] subjective 

experience" (Giddens, 1976 in Connole, 1998: 19). 

The last point that I would like to discuss regarding naturalistic inquiry is how the study is 

structured. Authors like Lincoln and Guba (1985) and Bogdan and Biklen (1986) insisted 

that when one conducts a naturalistic enquiry, the design (i.e. research focnrs, data 

collection techniques, etc.) has to be an emergent one rather than predetermined. My 

study did not follow this recommendation in its strictest sense. The focus of my study, 

which is the role of materials, was already decided before I started the research, although 

it was not entirely clear at the start of the study. I already knew that I would need to 

interview the research participants if I were to gain a sense of their understanding 

regarding my research focus. I knew I would also need to analyse their assignments, 

journals and the course materials. 
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However, there were parts of my research design which emerged. For example, as I was 

analysing the data, I realised that it would also be worthwhile to report on the 

understandings that the participants had regarding the four focus areas of the course 

orientation and the intended course outcomes and not, only to focus on the role of 

materials. This meant that my research focus was refined over time while the study was in 

progress. The strategy to analyse the assignments, journals and the course materials also 

only became clear later, after I had finished analysing the interview transcripts. My point 

is that my research design process was not as orderly as Lincoln and Guba (1985) and 

Bogdan and Biklen (1986) suggested. Some decisions were taken prior to the study, 

primarily because, even though the study had not commenced, I had thought and talked 

about it to a number of people, my supervisor included, and these thoughts and 

discussions influenced my decisions. 

Perhaps others might argue that having made those decisions I put blinkers on the 

research. I tend to agree with Patton (1990) who said that 

"there is no rule of thumb to tell the researcher how to focus a study. The extent .. .is 

broad or narrow and [which data collection techniques to use] depends on purpose, the 

resources available, and the time available and the interests of those Involved ... these are 

not choices between good and bad, but choices among alternatives, all of which have 

merit". 

In concluding my explanation of my choice of naturalistic enquiry, I would say that I 

found the 'hammer' analogy used by Mark 'Twain and described by Cantrell (1993:81) 

very useful. The naturalistic enquiry opened a 'toolbox' for me from which I could choose 

what was appropriate to use, from the hammer itself through to screwdrivers, wrenches, 

scissors, or human hands. As a result the choices made in terms of the methodology and 

the data collection techniques were based on what appeared functional and optimal for me 

at the time. 
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3.2. Case study approach 

Feuerstein (1986:48) described a case study as a "detailed description, and analysis of a 

single event, situation, person, group, institution or programme within its own context". 

She also stated that a case study can provide a deep look at something. I chose to use the 

case study method because I thought this approach would give me the opportunity to 

access the "meanings constructed by individuals [i.e. the students and the course co­

ordinators] and the complexities of educational situations" (lanse van Rensburg, 

1995:30). The meaning that the participants and course co-ordinators were making and 

their understandings regarding the role of materials in the development of the four focus 

areas of the course orientation and the intended outcomes represented for me the complex 

educational situation referred to by Janse van Rensburg (1995). 

In doing my fieldwork, which is described by Keeves (1988:50) as a process of "evoking, 

gathering and organising information which takes place on, or in close proximity to the 

site of the events or phenomena being studied", I switched between the positions of 

observer and participant. This was done with a view to gathering and relating my own 

experiences to those of the participants and as a result to gain better understanding of the 

meaning they were making out of their experiences on the course (Burton, 1997). Details 

of the experiences in the field are given in chapter four, section 4.4. 

I find that my case study approach has elements of evaluation, educational and actiUn 

research. 

The evaluation component of my case study approach does not at all align itself with the 

description of evaluation processes described by authors such as Nevo (1983 :XV) or 

Keeves (1988:50). The evaluation component in my research existed not purely for 

judgmental reasons, but to share socially constructed, critical perspectives based on the 

meanings that I gathered. In this way the evaluation is not used to judge the worth of a 

programme, but to assist in providing a clearer picture of what was going on. In providing 
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this picture, the desire is not to produce generalised results, but to give insights that can 

be transferred to other settings and times. Bhola (1990:162, my emphasis) echoed this 

sentiment when he said that "people will be able to hear in the descriptions echoes of 

their own reality and be able to receive not instruction but useful insights -

generalizations rich with particulars". 

The educational component of my evaluation, exists because I am concerned with 

enriching the thinking and discourse of educators (Keeves, 1988:50). I hope that through 

analysis of the data, thus a reflection on the course process, the other course developers, 

both for the Teachers' Course and other courses of a similar nature, might be able to 

better understand some of the educational processes and action that takes place in courses 

of this nature. The other educational aspect of this case study is reflected in the fact that it 

was done within the corpus of other case studies, for example Burton (1997), J anse van 

Rensburg and Le Roux (1998) and Lotz (1998). This shows that this case study is part of 

a collaborative educational endeavour aimed at sharing understandings on what we do 

and how to improve it. 

The action research component of the study is not the type that is strictly described in 

most literature as a methodology. As explained in chapter 1, section 1.1 I identified my 

research question as a result of the review meeting that was held between colleagues and 

myself. As a result of that meeting, I started to reflect on the role of the materials on the 

Teachers' Courses in relation to the development of the course orientation and intended 

outcomes. Out of that reflection came discussions with colleagues (my supervisor 

included) and a decision to undertake the research. 

Once this decision was taken, the process of writing and refining the proposal and 

drafting questionnaires ensued. It was in this process of acting and reflection onlin action 

that I further clarified my assumptions about my research question. I came to realise that 

my question was really 'how were materials used' rather than 'are materials used or not'. 

My ability to articulate my research focus as briefly as this conceals the many days of 
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confusion. Now almost at the end of the cycles ofthis action research component, I 

realise that the struggle to identify my 'true' research question, the process of refining it 

through the many rounds of reflection-in-action, the interpretation and establishment of a 

framework within which to present the results are subsumed in the 'neat and orderly' 

research title on the cover page, the research proposal and the results, recommendations 

in chapters five and six and the ordered nature of the research text. 

Another research component of this study is highlighted by the fact that the findings will 

be shared with other course developers, including those who conducted the Teachers' 

Course. It is through this sharing of results that I think, we, as course developers might be 

able to find guidelines on how to possibly revise and refine our courses. The findings of 

the study have already been of benefit to other educators. For example, in personal 

conversation with Adeline Sejane, a former participant on the national course and 

education manager at Delta Environmental Centre, (1ih September 1999, Grahamstown), 

she mentioned that while I was presenting the report at the EEASA Conference, 1999, she 

was able to identify with some of the examples that I gave regarding the four focus areas 

of the course orientation and intended outcomes. Eureta lanse van Rensburg, a course 

developer and my supervisor, mentioned during one of our supervisory meetings how 

useful she was finding some of the results. She has referred to the research results in their 

paper with Heck (1999) and in the Environmental Education Curriculum Initiative (EECI) 

course development. 

In concluding my analysis of my case study approach I would say that some of the 

advantages and disadvantages of action research within a case study approach listed by 

McKernan (1991 :76-77) were true in my case. For example, he mentioned that 9ase study 

approach has the advantage of using multi-methods to corroborate and validate results. As 

indicated in chapters four and six I employed triangulation (Lather, 1986) by using 

different data sources. For example, the findings made during the interviews with the 

participants were triangulated with those from interviews with course co-ordinators, 

assignments, journals and co-urse materials. 
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I also agree with McKernan's (1991) identification of the disadvantage of doing a case 

study, in that the results are suspended until action is concluded. This is so because it is 

only now, at the end of the research, that I am able to share my findings with the broader 

community of course co-ordinators and developers. I believe that it could perhaps have 

been more useful if the results had been shared throughout rather than at the end because 

in that way the findings can immediately start to inform the course processes and 

decisions, rather than informing the following year's course decisions. This statement 

reveals for me why the action research methods sometimes work better than the case 

study approach. 

Lastly I share McKernan's (1991) sentiments regarding the features of a naturalistic case 

study. He said that a 

"case study is eclectic, using a variety of research styles and methods, it is ... specific, it is 

process rather than product oriented, and it is riCh in description, interpretation, 

explanation and narrative, working more for understanding ... [than for] measurement, 

prediction and control of settings, respondents, actions .. .It is qualitative as opposed to 

quantitative, yet ... [ can] quantify masses of qualitative data". 

Finally, much as it is important to know and understand the research methodology within 

which one is working, it is equally important to choose and use appropriate data 

collection techniques that are in keeping with one's research paradigm. It would bel 

fruitless to embark on a naturalistic enquiry, but at the end use data collection techniques 

which mask the individual voices and their understandings. In the next chapter, I describe 

the data collection techniques that I used in this research and indicate what makys these 

techniques relevant to naturalistic enquiries. 
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CHAPTER FOUR 

DATA COLLECTION TECHNIQUES 

4.1. INTRODUCTION 

In this chapter I will describe the techniques used to collect data for this research. I will 

also explain why and how the data collection techniques were used and lastly the lessons 

learnt in the process. 

I chose data collection techniques that were in keeping with the naturalistic or 

interpretivist paradigm described in chapter three. These techniques were interviews, 

questionnaires and document analysis. Cantrell (1993) and Hart (1990) pointed out that 

these techniques assist in developing an in-depth understanding of a phenomenon, in my 

case, the role of materials in the Teachers' Course. 

Before discussing the data collection techniques used, I would like to discuss briefly 

myself as a human instrument (Lincoln and Guba, 1985). The data was collected through 

other human beings, i.e. the teachers and college lecturers on the course and the course 

developers. This was done not only by interviewing them, but also by analysing the 

documents that reflected their thoughts, feelings and value systems. For example, I 

analysed the course materials developed by the course co-ordinators andl also looked at 

the journals which the participants kept during the course and the assignments they wrote. 

I agree with Lincoln and Guba (1985) that data gathered on its own does not bear results, 

but it is through the interpretation, shaping, appreciation and evaluation, based on my 

own values, that it is rendered meaningful. This stance will obviously raise qqestions of 

reliability and validity, which I will respond to later on when I discuss the lessons learnt 

from using these data collection techniques. 
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4.2. INTERVIEWS 

Although there are many descriptions as to what an interview is, many authors agree on 

the point that it is about talking. For example, Robson (1993:228) described an interview 

as a "conversation with a purpose" which Morgan and Spanish (1984) expanded on by 

saying that such a conversation is usually of mutual interest to the researcher and research 

participants. 

Euvrard (1999: 1) described an interview as a "two-person-conversation initiated by the 

interviewer for the specific purpose of obtaining research-relevant information and 

focused by him on content specified by research objectives of systematic description, 

prediction or explanation". His explanation and description reflect the focus that the 

interviewer brings to the interview, hence the name focus group interviews given to some 

forms of interview. 

Focus group interviews are described by Folch and Trost (1981) and Morgan and Spanish 

(1984) as a technique that involves audiotaping a small group of people exploring a topic 

selected by the researcher. Focus group interviews could be classified as belonging to an 

umbrella type of interview known as "semi-structured" (Robson, 1993) or "unstructured" 

(Euvrard, 1999). In semi-structured or unstructured interviews, the research purpose is 

used to govern the focus. The questions asked are usually prepared in advance. However, 

the interviewer is at liberty to change the sequences and wording of the questiorls, give 

explanations, omit or add new questions. The interviewer is responsive to the context of 

the conversation held with the interviewees. 

I chose to use focus group interviews with participants and course co-ordinators because I 

wanted to gather descriptive data in the subjects' own words and to access the 

unobservable - "walk in the head, so to speak" (Cantrell, 1993:96). This was useful as it 

enabled me to gain and develop insights into how the course participants were 

interpreting and making meaning regarding the four focus areas of the course orientation 
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and the intended course outcomes, and the role that materials played in supporting the 

development of these four focus areas. 

Another reason why I chose interviews is because of the face-to-face opportunity that they 

provide which gave me the immediate opportunity of following up on interesting 

responses and investigating underlying assumptions. For example, one participant 

mentioned that his critical reflection skills have not developed to the standard expected 

by the course developers (Appendix B p4 - Interview Transcripts for Participants). I was 

able to immediately respond to this by pointing out that there is not a standard measure 

for critical reflection, and as a result the participant was able to share his experiences 

regarding this skill. If I had only used questionnaires I would have missed this 

opportunity to explain and respond to questions which the focus group interview 

provided. 

I agree with Robson (1993) who pointed out that the use of language during interviews 

opens a window on what lies behind our actions. It was through such language use that I 

gained perspectives from both the course co-ordinators and participants regarding my 

research goal. In conclusion then, focus group interviews were chosen because they gave 

me the control to pursue my research goal while at the same they allowed other peoples' 

views and feelings (namely participants' and course co-ordinators') to emerge (Robson 

1993:240). 

I conducted two focus group interviews with the thirty-nine participants. Because of their 

large number, the participants were divided into two groups. The interviews were 

conducted at the second last contact session of the course. Each participant had received a 

copy of the questions the night before the interview and the questions were centred 

around the research aim (see Appendix G - Interview Schedule for Participants and 

Course Co-ordinators). The interview questions were handed out to the research 

participants beforehand because I wanted them to have ample opportunity to reflect on 

the questions before the interview itself or even after it. I thought that this reflection on 
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questions would minimise the risk of participants' failure to recall events or course 

processes which Cantrell (1993: 97) pointed out as a weakness of interviews. On the 

night the questions were handed out, the purpose for doing the research was explained. 

Other ethical questions such as anonymity and willingness to participate were also 

explained. 

To set up for the interviews, a round table arrangement was made. This was intended to 

create a situation which resembled that to which participants were used and in which they 

could converse naturally (Taylor and Bogdan 1984:93). This round table arrangement had 

been used for group work activities during the course, as well as for meals or tea breaks. 

Because I had been a tutor on the course, the atmosphere was mostly relaxed and we were 

able to relate on a personal level. However, it should be noted that although all the 

participants attended the interview session, extracts from the interview transcripts 

(Appendix A&B) revealed that only approximately four to six out of 19 people actively 

contributed during the interview. This 'silence" was a feature also common during the 

course sessions themselves. As a result of this, I felt a more pressing need to analyse the 

participants' journals, which I hoped would give me insights into their thoughts which 

they had not communicated during interviews, possibly because of shyness. 

Permission to use the tape-recorder was obtained from the participants and I also 

explained the ethics around its use to them. I believe that it might have cdntributed to the 

'silences' as I know from my own personal experience that it can make one fe'el self­

conscious. I attempted to record field notes during the interview, but abandoned the idea 

since it appeared to hamper the flow of the conversation during the interview. 

The tape recorder did not work as well as was intended. Although it had a voice detector, 

it turned out that some of the interviewees' voices were not audible during transcriptions. 

Attempts to follow-up proved impossible for logistical reasons. Perhaps I should have 

held smaller group interviews with participants and used a tape-recorder with a 

microphone. 
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Another focus group interview was conducted with the two course co-ordinators for the 

same purposes as described for participants. The interview was conducted five months 

after the completion of the course, due to busy work commitments at the beginning of the 

year. The interview was held in the office of the co-ordinator. Despite this environment, 

there were minimal interruptions from the telephone and people at the door. Although 

Robson (1993) cautioned that, as an interviewer, one should not appear scared or bored, 

rather should enjoy the interview or at least look like as if one was, I was very nervous at 

the beginning of this interview. I attributed this nervousness to my inadequate confidence 

in myself since I regard the two course co-ordinators as more experienced than I am, by 

nature of their university careers. I was also nervous about the clarity of my questions 

regarding my research goal, which has a lot to do with the course orientation, an area with 

which they were more familiar (because they are also the developers) than I was. I had to 

constantly remind myself that part of the reason for doing this research was so that I could 

clarify such areas for myself, and this helped to restore my confidence, although not 

completely. 

During the interview itself, I had some anxious moments centred on the questions on the 

intended course outcomes and the role of materials (Appendix C pp 5-6, pp 12-13 -

Interview Transcripts for Course Co-ordinators). I felt uneasy because I wondered 
\ 

whether the co-ordinators thought these questions were worth researching. This illustrates 
l 

my uncertainty about research as a 'utility' therefore its ability to produce knowledge that 

can contribute towards positive change in a situation (Burt, 1999: 1 07). It was reassuring 

to learn from reflections such as Le Roux's, (1999) that this nervousness is 'normal' 

among novice researchers and that the lesson of research being an "uncovering of the 

unexpected" (Le Roux 1999) and as a "process of learning" (Burt, 1999) is an important 

one to learn. 

In drafting the questions for both the course co-ordinators and participants, I used mostly 

open-ended questions because such questions have the advantage since "they are flexible, 

38 



they allow the interviewer to probe so that [s]he may go into more depth ... they encourage 

co-operation and rapport ... Open-ended situations can also result in unexpected or 

unanticipated answers which may suggest hitherto unthought of relationships or 

hypotheses" (Cohen and Manion, 1989: 313). This last statement was true for me. For 

example, it was a startling discovery for me to learn from the interviews that the co­

ordinators did not see the course materials as having a significant role to play in the 

course (see chapter five, section 5.2.). 

In asking these questions, I made an attempt to avoid problems such as jargon, lengthy, 

leading or double-barrelled questions. As many authors pointed out (e.g. Cohen and 

Manion (1994), Jackson (1995), Kidder and Judd (1986) and Munn and Drever (1990) 

such questions can yield poor data due to bias, misunderstandings and forgetfulness. I 

discovered that taking all these precautions did not prevent things from going 'wrong' 

during the interviews. For example, I found myself having to explain or re-phase the 

questions or words in a question, which I thought, was straightforward and commonly 

used in the course. This therefore led me to agree with Le Roux's (1999:3) statement that; 

"however much one reads or is told about research, it is only by actually doing that one 

develops confidence". 

The timing of the interview is also important. This does not only refer to morning or 

evening when people are active or tired, but also to the precise point in a project, course, 

etc when such interviews are conducted. In my case, I thought doing interviews alrhost at 

the end of the course was advantageous, but I learnt that if they had been done 

throughout, the discussion of the results could have contributed significantly to the 

understanding of the course participants. This is so because feedback could have been 

given while the course was still in process. This perhaps points out the value of action 

research in courses of this nature, as already discussed in chapter three, section 3.2. 
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Finally on time, it is important to budget time for transcriptions, which are usually time­

consuming. An hour's interview took approximately six hours to transcribe, something I 

had underestimated. 

Euvrard (1999: 1) described interviews as "a means of collecting talk, but talk is dynamic 

- a quality it loses as soon as it is collected in some way. It is like catching rain in a 

bucket for later display. What you end up with is water, which is only a little like rain." 

This statement by Euvrard alerts us to the personal influences that we bring to interviews 

as researchers. As a result, although useful, interpretivist data collection techniques are 

not flawless. Researchers need to be aware of personal biases for example, so that we can 

recognise and acknowledge such weaknesses and try to avoid them. 

Personal bias is something that I was wary of from the beginning of this research. I 

continually refined my research focus and the interview questions so that they reflected an 
-. 

open-ended hypothesis in order to accommodate the unexpected and unanticipated. The 

discussion in chapter three under the action research component of the case study 

approach (3.2.) reveals my efforts to avoid bias. This hazy and uncertain journey is 

usually concealed by the destinations reached, as I have explained in chapter three. To 

this end I support Burt (1999) who recommended the keeping of a reflective journal when 

carrying out research of this nature. 

l 
Finally, my conclusion as a 'human instrument' involved in this research is that I find the 

words of Lincoln and Guba (1985) and Patton (1990) in Cantrell (1993) encouraging. 

They said that individuals can learn how to observe and interview as well as improve 

specific skills related to those tasks through education, preparation and practice. Patton 

(1990 :20 1) emphasised that "to become a skilled observer is no less rigorous process than 

the training necessary to become a statistician. People don't 'naturally' know statistics 

and people do not 'naturally' know how to do systematic research observations". Cantrell 

(1993: 93) emphasised that through education, inquirers can learn how to observe and 

interview as well as what to look for and what to ask. Through preparation, they can 
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become physically and emotionally ready to make observations and conduct interviews. 

Finally, through simulations and apprenticeships, novice enquirers can practice their new 

skills and receive valuable feedback aimed at improving their observational and 

interviewing abilities. 

4.3. QUESTIONNAIRES 

In keeping with their name, questionnaires could be described as a series of questions set 

out to be asked to the respondents. These questions are usually related to a single topic or 

a focus area of interest (Irwin, 1999). In my case the focus area was my research goal. I 

hoped that the answers provided would give insight and thus yield further and better 

clarity on the interviews. 

The questionnaires were handed out to all the course participants i.e. two course co-. 
odinators, seven tutors and thirty-nine participants. The questions asked were the same as 

in the focus group interviews conducted with both the co-ordinators and the participants. 

As explained earlier (under interviews), the arrangement was in order to give the course 

participants time to reflect on the course processes before or even after the interview. 

My other intention was to use questionnaires as a post-interview exercise. In other words, 

I saw the questionnaires as providing a further opportunity for course parti6ipants to 
! 

comment and answer the questions to which they might have not been able to respond to 

during interviews due to forgetfulness or ally other reason as I have pointed out earlier 

under section 4.2. However, of the thirty-nine questionnaires handed out to participants, 

only two were returned. The two course co-ordinators also did not return the 

questionnaires. My intention to use questionnaires as a post interview exercise for further 

comments on the interview questions therefore did not work. Possible reasons for this 

will be discussed towards the end of this section. 
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Originally the intention was to interview seven tutors. Due to logistical problems this did 

not happen and as a result the second questionnaire (first one handed out to them at the 

contact session when it was distributed to the rest of the course participants) was faxed to 

five of the tutors. However, none of them were returned. 

Davidson in Cohen and Manion (1994) described a good questionnaire as having the 

same properties of a good law in that it is supposed to be clear, unambiguous and 

uniformly workable. To ensure the above I took a number steps. 

For example piloting as described by Munn and Drever (1990) was used. The questions 

were repeatedly re-worked until I was reasonably satisfied that they were free of jargon, 

would take a reasonable amount of time to fill in and lastly that the respondents would be 

able to express themselves to their satisfaction. 

Open-ended questions, with their advantage of getting deeper insight, unlike closed 

questions, were used. Although I was aware of the lack of probing opportunity, when 

open-ended questions are used in posted questionnaires, I was not pa:ticularly concerned 

since I knew that the interview data would augment the questionnaires. 

The lesson learnt from using this data collection technique is in the design of the 

questions. Through the repeated re-drafts of the questions with my supervi~or, I learnt 
I 

about the risk of opinion questions, jargon, leading questions etc. Unfortunately the 

majority of the participants did not return the questionnaires nor did the tutors and the co­

ordinators. I can only speculate that possibly they felt they had said all that they needed to 

say during the focus group interviews. The tutors, however, did not have that opportunity, 

I can therefore only speculate that they might have been unable to fill them in because of 

time and workload pressures. This poor return rate indicated the value of data collection 

techniques that are part of a course rather than if they are an added extra. 
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4.4. DOCUMENT ANALYSIS 

Hockett (1995) in Cohen and Manion (1980:49) likened the researcher using 

documentary data sources to a geologist. He said that such a researcher deals with man's 

past acts and thoughts. The data sources that I used in this research would be categorised 

by Cohen and Manion (1980:50) as primary sources. They described primary sources as 

"those items that are original to the problem under study and have a direct relationship· 

with the events being reconstructed". Examples of data sources that I used are 

assignments, journals and course materials. 

4.4.1. ASSIGNMENTS 

A sample of seven participants' assignments was analysed. In the sampling, I ensured that 

the three categories of the participants that emerged from observations during the .. 
interviews and the course sessions were represented. In other words I ensured that I 

selected assignments from those who were active, those who were quiet and those who 

made occasional comments during the interview session and at course contact sessions. 

Participants on the Teachers' Course were expected by course co-ordinators to complete 

four assignments. The assignments topics were: 

• Exploration of possibilities to implement Environmental Education in cine's 

institution or school. 
! 

• Identification of a local issue or problem in one's community and the solutions to the 

identified problems. 

• Learning programme development based on the identified local issue. 

• Development of an Enviro-Fact sheet based on the identified local issue. 

The assignments were examined with a view to the understanding that the participants 

had developed regarding the four focus areas of the course orientation and the 

actualisation of the intended course outcomes. Furthermore, the assignment writing 
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process naturally required the use of course materials. I saw the assignments as a source 

that could inform me whether or not the participants were using the course materials, how 

often and for what purpose. I obtained permission from the participants to use their course 

assignments. The seven assignments were then obtained from the course co-ordinators 

and copied. 

Results in chapter five, section 5.2., will show that, through the assignments, information 

was matched and verified from interviews and journals and provided some possible 

explanations for the observed patterns. This is referred to as triangulation by some 

authors, for example, Lincoln and Guba (1985), Lather (1986), Miles and Huberman 

(1984) and Patton (1990). 

4.4.2. JOURNALS 

All thirty-nine participants on the Teachers' Course were required to keep a journal for the 

purpose of critical reflection on the course. 

Biddle (1997) said that a reflective journal can be used to record the meanings that a 

writer attaches to experiences. These experiences could range from comments as a result 

of interaction with course materials, reaction to learning and teaching experiences or even 

thoughts and feeling about general life situations. 
\ 

! 

I therefore saw the journal as a rich source, which could provide me with an 

understanding of what the participants' saw as the role of materials in the course, as well 

as development of their understanding with regard to the four focus areas of the Course 

orientation and the intended outcomes. In short, the journals were used with a view to 

confirming, refuting or discovering new things that might not have been raised during the 

interviews or revealed by the assignments. 
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Nine journals kept by participants were chosen for analysis. The selection ofthe nine 

journals was based on the patterns and categories that emerged from the course 

observations, interviews and the assignment analysis. In other words, the selection criteria 

included journals of those participants who were vocal, silent and those who made 

occasional comments both during the interview and the course contact sessions. 

The journals were obtained from the course co-ordinators, selected, copied and analysed. 

In contrast to what was said during the interviews, the journals revealed that all nine 

participants had interacted with the course materials though, in varying degrees (Details 

of this are provided in chapter five, sections 5.3.3.,5.4.3.,5.5.3 and 5.6.3.). 

I concur with Burton (1997: 87) that journals are time-consuming to analyse. Although a 

very rich source of information they are usually very bulky thus requiring considerable 

time to be read and a lot of money to copy. 

4.4.3. COURSE MATERIALS 

The course materials specifically developed for the Gold Fields/ Rhodes University 

Participatory Course in Environmental Education for Teachers and Teacher Educators 

were: 

• COURSE ORIENTATION SHEET 
I 

• TWO SETS OF CORE TEXT (covering Environmental Education and Education 

respectively) 

• Additional readings which give extended perspectives on themes covered by the core 

texts 

• Orientation of the readings 

• Assignment titles and guidelines on the writing process 

• Activity sheets 
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the Environmental Education and Educat Core Texts were the specific course materials 

analysed for the purposes outlined under the research aim. 

THE CORE TEXTS 

EE Core Texts 

Education Core Texts 

The File Structure 

THE CORE TEXTS 

EE Core Texts I 

Figure. 2 - File Structure (indicating course materials in the Teachers' Course and the national 

Gold Fields Coarse, the top section of the diagram indicates the different courses). 
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Figure. 2 - File Structure (indicating course materials in the Teachers' Course and the national 

Gold Fields Course, the top section of the diagram indicates the different courses). 

Due to my participation as a participant and tutor on the course, I was able to collect all 

the course materials mentioned above. After analysing the materials, it became clear that 

the Orientation Sheet, (Appendix F) the Course Structure and Outline Sheet (Appendix 

F), the four Environmental Education Core Texts and the four Education Core Texts 

reflected the course co-ordinators' intention to develop the four focus areas of the course 

orientation and the intended outcomes. 

The research goal was a useful guide, enabling me to analyse the course materials. The 

SAIDE (South African Institute for Distance Education) literature on material analysis 

was also a useful guide on how to analyse the course materials. My findings on the course 

materials are shared in the sections on Description and Intention under each of the focus 

areas in chapter five. 

4.5. OBSERVATION 

Cantrell (1993 :93) described the purpose of observation as that of giving the researcher 

direct first hand experience of the phenomena under study, "walk in the shoes", so to 

speak. After I had taken the decision to carry out this study, I commenced by making 
\ 

observational notes during contact sessions. My aim was to record experiences during the 
I 

sessions as they unfolded. 

My observations were those of a mixture of both participant and observer (Bogdan and 

Biklen, 1982 and Guba and Lincoln, 1981). This was so because in some instances I 

would take part in the course activities and record them later while it was also sometimes 

possible for me to just record my observations of the activities immediately. 

However towards the end oUhe course I stopped making observational notes. This was 

_because of my uncertainty about what to record, because at that time I had not finalised 
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my research goal, which could perhaps have helped me to refocus. As a result, my data 

analysis does not rely heavily on this tool, but rather it is used to supplement what the 

other tools yielded. Despite the lack of an on-going record of my observations, I was able 

to reflect and use what I had observed during the interviews in my data analysis. This was 

possible because I had been involved with the course for two years and as a result I think I 

could draw on earlier course experiences and therefore use them up to a point. 

I do not think I used this data collection tool very well. My lesson is that it is easier to 

know what to record and how such observations are to be used if one already has an 

established focus. Caution must be exercised if one is using the research goal to provide a 

focus for a study, because if not used cautiously, the research goal might sometimes limit 

what could be observed, thus turning a description which is usually thick with detail into 

a mechanical account to suit the research goal. This means that other voices in the 

research apart from that of the researcher, might not be heard. 

Despite the shortcomings of this research, I feel that this study has increased my 

awareness of the taken-for-granted, habituated ways of doing things as a course 

developer. The themes that I discuss in chapter six are very well knoWn to me, but I never 

realised the big price that I was paying in not giving them the adequate attention they 

deserved. 

In the next chapter I discuss the findings of this research, as interpreted from 1be data 

gathered by using all the tools described above. 
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CHAPTER FIVE 

FINDINGS 

5.1. INTRODUCTION 

The presentation of the findings will be done in the following manner. The findings will 

be divided into four focus areas reflecting chosen key aspects of the course orientation 

and intended course outcomes. These areas are: 

• conceptual understanding 

• development of praxis 

• development of critical reflection 

• participation. 

Firstly, I will explain the intention of the course developers (also the course co­

ordinators) with regard to each focus area. In tHe explanations, I will give a description of 

the understanding about each focus area which the course co-ordinators intended the 

course participants to have. Findings which reflect the course developers' intention to 

develop the participants' skills to understand and practice each focus area will mainly be 

drawn from the Course Orientation Sheet and what the course co-ordinators said during 

the interviews. 

Secondly, I will present the findings gathered from other data sources i.e. observations, 

journals, assignments and two focus group-interviews. Thirdly, I will discuss the findings 

around the role of materials in relation to each focus area. 

First, I will make some general comments on the role of materials. These comments are 

the result of analysing the interview, journals and assignments data. 
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5.2. THE ROLE OF MATERIALS: IMPORTANT GENERAL FINDINGS 

The interview with co-ordinators revealed that they did not see materials as having an 

important role to play in the course other than in a supportive capacity. In examining 

course materials such as the Core Texts and the Orientation Sheet, (Appendix F) it 

appeared that there had been a departure from the intended role of materials, because in 

both texts the importance of all course materials is emphasised. 

During the group interviews it was noted that the participants talked mostly about the 

course in general, rather than the contribution of the materials to the four focus areas of 

the course orientation and intended course outcomes. This was despite my questions 

focussing specifically on the role of materials. While this confirms the point about the 

'fluid' nature of course aspects, it could also indicate that the role of materials in 

developing and supporting the four focus areas of the course orientation and the intended 

course outcomes was not an explicit focus of the course itself. However, through 

reviewing other data sources such as assignments, journals and the course materials, the 

specific role that materials played in supporting the four focus areas was evident. 

Three categories of participants regarding the use of materials emerged. There were those 

participants who used materials well, those who did not use materials and lastly those 

who did use the materials, but needed guidance on how to use these course materials 

better. This set of categories is similar to that which emerged from my obs~rvations 

during contact sessions and focus group interviews. During the two interviews, I Mticed 

that there were participants who were very. active. This was the group of participants who 

mostly used the materials well. There was a group who made occasional comments at 

contact sessions and during the interview. This group of participants did use course 

materials, but still needed further guidance as to how to do this better. Lastly, from the 

group of participants who did not make any comments at all during the interviews, some 

of their assignments and journals indicated that they did not engage with course materials. 
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5.3. CONCEPTUAL UNDERSTANDING 

5.3.1. Description 

The course covered key concepts such as the environment, environmental education, and 

sustainability. Amongst these key ideas, a social construction of meaning (Orientation 

Sheet p7) was emphasised. This is the idea that people make meaning and construct their 

understandings of the world on their own, based on their life experiences and everyday. 

interactions with others. This understanding is seen as important because it suggests to 

learners that social systems are created and interpreted by people and are therefore open 

to change (at least in theory). For example, learners might realise that the environmental 

crisis is a reflection of constructed systems that are problematic and therefore require 

change. The quotation from Leach (1996) in chapter two, section 2.3. revealed the 

importance and influence of power in the social construction of knowledge. This suggests 

that although knowledge is socially constructed, some 'constructs' are more privileged 

than others, depending on the power that the institutions which produce, reproduce and 

transform them hold. 

In the Teachers' Course, an emphasis on the social construction of meaning was adopted 

because of the belief that it would create an awareness among participants that there are 

many different views and understandings of reality, the world or the environment 

(Orientation sheet p7). Reality is therefore not a uniform idea out there to Be discovered 

by everybody in exactly the same way. J 

5.3.2. Intention 

Examples of the intention to cover the above mentioned concepts is illustrated by 

Environmental Education Core Text 1 which explained that a social constructivist 

approach was used in developing the Core Texts and that as a result there was co­

ownership, co-operation and collaboration among the educators who developed them. 

This development of the CoreText by different educators illustrates the open-ended 
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nature of the text as different educators contributed to its construction. Participants were 

invited to examine the text and comment on how this idea works in the course and the 

materials and also to contribute to the Core Texts, based on their experience and their 

engagement with the texts. The following Core Texts are examples of course materials 

which covered the concepts to be studied in the course. They are: 

a) Environmental Education Core Text 1 and 2 covered 'environment' and 

'environmental education' 

b) Education Core Text 1 covered 'views of knowledge'. 

During the interviews with the course co-ordinators, they indicated that the main concepts 

that the course covered were views about knowledge and learning. To them it was 

important that the participants should understand how the philosophy of knowledge has 

evolved to the idea of social constructivism (see Appendix C, pI8 - Course Co-ordinators 

Interview Transcript). 

c) Education Core Text 4 covered 'sustainability' 

The course co-ordinators' view that there are many understandings and views of reality, 

the world and environment is illustrated in Education Core Text 1, pp 2-4. The course co­

ordinators' intention to develop conceptual understanding is also illustrated by the 

additional readings in the margins of the above-mentioned Core Texis. For example, 

participants are referred to a diagram in the EECI Enabling Document (a booklet 

provided in the course file) for further clarification of the concept 'environment'. 

5.3.3. Findings I 

Some conceptual understanding, especially of the social construction of meaning seems 

to have developed among participants but not very deeply. To begin with, none pfthe 

participants mentioned the social construction of meaning as one of the key ideas covered 

in the course during the focus group interview. I had to explain and give examples of 

what I was referring to by concepts or key ideas taught on the course. This uncertainty 

was not experienced with the course co-ordinators who were thorough and clear in 

answering the question during interviews. Their understanding of the key concepts 
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covered in the course seemingly did not reach some of the participants. It should be 

noted however that uncertainty when answering questions during interviews and failure to 

mention or list anticipated answers could not conclusively be taken as an indication of a 

lack of conceptual understanding. 

I will now present examples of evidence from some of the participants' journals and 

assignments so as to further explain and back up my claim about the failure to develop a 

deep conceptual understanding. During the interview one participant mentioned that 

recycling was a concept that she had learnt on the course, because before she had not 

known what to do with the cans, but now she knew that she could recycle or collect them 

for sale. This participant equated conceptual understanding or what constitutes a concept 

with knowing what to do with a can after the contents had been used. I think this 

example indicates that perhaps because concepts were not explicitly taught, some 

participants were unable to recognise and sift out the main ideas that were covered on the 

course. 

In almost all the journals, the participants indicated that as a result of the course they have 

come to know and understand the social constructivist approach. Even though they did 

not mention it as a key concept covered in the course in the interviews (unlike the course 

co-ordinators), they all wrote about how they had come to value it as an approach to 

teaching and learning. As a result some of the participants indicated that tI\ey had trialled 

this approach at their workplaces. Experimenting with a social constructivist appr~ach 

seems to indicate that in 'theory' some participants understood such an approach, but in 

practice the conceptualisation of this approach was not very clear. This is indicated by 

the fact that as soon as these participants were confronted by problems, they resorted to 

telling others what to do rather than negotiating together the solutions as the Orientation 

sheet (p7) suggested. For example, one participant mentioned Huckle's paper as having 

contributed to her understanding of a social constructivist approach, but when faced with 

littering, neglect of the botanical garden and non-payment of rates she wrote of her wish 

for a "big voice" which she could use to "tell people" not to do the things mentioned 
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above. Another example of a 'telling' approach amongst the participants was one who 

said that he "wished he could sit for an hour with his headmaster and talk a hole through 

his head" so that environmental education could be included in the school's mission 

statement (Appendix A, p8 - Interview Transcript for Participants). The last example is 

from a participant's journal. He wrote about how knowledge should be "transmitted" 

(Appendix E p23 - Participants' Journals), of a "reservoir of knowledge" and the "passing 

on" of the sustainability debate. These ideas contradict a social constructivist approach; 

Some participants' understanding of the concept 'environment' could indicate a further 

example ofthe participants' problems with conceptual understanding. During the 

interviews some participants did mention the 'environment' as a concept covered in the 

course and wrote about their broadened view and understanding of what the environment 

is in their journals. Bya broadened view ofthe environment, they meant that they now 

understood that the understanding of the concept environment did not only include the 

biophysical world, but also the social, political and economic factors as well. The 

assignment writing processes of two participants, however, did not reflect this newly 

acquired broadened understanding of the environment. While these two participants did 

well to identifY a local issue of concern in their area, their discussion of the causes and 

effects of the issue ignored the role which political, economic and social factors might 

have played in creating the issue. For example, one participant wrote about his college's 

plan to write manuals and then holding' cascading' workshops on how to u~e the manuals 

and their activities in order to overcome the problem he identified in his assignmetft at the 

college where he teaches (See Appendix D'pl and 2- Participants' Assignments Results). 

His assumption that only his college should be involved in the writing of the manuals and 

therefore solving the environmental problem does not show an acknowledgement of the 

contested nature of the environment. 

The other saw 'telling' people not to pollute the stream as a solution to the problem of 

littering he identified in assignment one (Appendix D, p4 - Participants' Assignment 

Results). These participants did not consider the contested nature of the environment. 
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Their view of the environment reflected its biophysical or ecological nature and ignored 

its socio-political and economic factors. To ignore the socio-political and economic 

nature of the environment reveals narrow perceptions of the environment, the results of 

which are depoliticised ecological solutions which only serve to perpetuate the status-quo 

(Robottom, 1990). 

Some participants' limited conceptual understanding of a social construction of meaning 

and the notion of 'environment' could be due to a number of factors. One of these 

reasons could be the inadequate use of course materials during the course sessions. I base 

this conclusion on my observation that question 1 in the activity box on p15, of 

Environmental Education Core Text 1, asked participants to reflect on the concepts that 

had already been covered on the course. Of the nine journals I analysed, none of the 

participants had answered that question, but the rest of the questions were answered in the 

journals. 

The limited development of conceptual understanding can also be linked to the poor 

development of reflexive competence in some participants. Reflexive competence is 

explained "as the ability to integrate or connect performances and decision-making with 

understanding and with the ability to adapt to change and unforeseen circumstances and 

to explain the reasons behind these adaptations (Norms and Standards for Educators, 

1998: 26). 
I 

The lack of conceptual understanding is linked to poor development of reflexive 

competence, because, from the evidence gathered, some participants did not consciously 

reflect on what had been covered in the course. 

Firstly, they seemed to have failed to understand (since none of them referred to this in 

their journals or the assignments) that views about knowledge, the learner and teacher 

expressed by course co-ordinators during interviews, were other key ideas that were 
~~ 

covered on the course. Secondly, they seemed to make insufficient links between what 
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was learnt in different areas of the course, making connections or integrating one area of 

learning with the next. For example, Environmental Education Core Text 1, p2 explained 

why the 'environment' is seen as a key idea that the course was covering. The Core Text 

went on to further say that this view of the environment as a concept could also be 

applied to our view of knowledge. The ideas about knowledge as a key concept are not 

covered in the same Core Text, but in Education Core Text 1 and Environmental 

Education Core Text 1. Despite the explicit statement in Environmental Education Core 

Text 1 about what concepts are and that the same understanding should be transferred to 

views about knowledge (in Education Core Text 1) none of the participants were able to 

mention views about knowledge as a key idea either during interviews, or in their 

assignments and journals. This might show that what was learnt in Environmental 

Education Core Text 1 about what constitutes concepts was not transferred to Education 

Core Text 1 despite explicit encouragement to do so in the text itself. Participants made 

insufficient links and failed to integrate the ideas expressed in Environmental Education 

Core Text 1 and Education Core Text 1. This might indicate a lack of meta-cognition or 

conscious development of concepts by the participants since they seem to have been 

unable to pull together "seemingly disparate bits of information [differently placed but 

related] into an analytic framework" (Guiltig, 1998). It could also indicate that the course 

developers' intention to have "recursive" learning in the course (Course Structure and 

Outline p3) was not always successful. 

5.3.4 Discussion and Recommendations J 

In summarising the observations discussed above there is evidence that suggests that 

some participants have: 

" inadequate understanding of what constitutes a concept or key idea. 

" inadequate conscious development of concepts (meta cognition) 

" limited conceptualisation of the application of a social constructivist approach to 

their teaching as their actions or descriptions of their actions reflected 

contradictory authoritative approaches. 
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The summarised findings suggest that more explicit teaching of concepts through better 

use of materials is needed so as to overcome problems of this nature in teacher courses. 

Mouton (1996) pointed out that key concepts formulated in the social science field tend to 

be abstract. He explained that they are usually a result of a complex new theory and, 

because of this, their ideological status is often disputed since they cannot be easily fixed 

like other 'concrete' concepts such as dogs, furniture, etc. The statement by Mouton 

(1996) helps to make the point that conceptual development, which was the aim of the 

Teachers' Course, was not an everyday occurrence, it was in fact new and difficult to 

grasp for some participants. Time should have been set aside to ensure that the activities 

in the Core Texts which were meant to develop conceptual understanding, were 

completed and feedback given. 

Furthermore, Selikow (1999) pointed out that skills and processes by which conclusions 

are reached (meta-cognition or conscious development of concepts) are not transferred by 

osmosis, but need to be made explicit. This could be achieved through interrogation of 

text, by for example, critically and overtly using Core Texts during contact sessions. If 

time had been allocated for such overt use of course materials, course co-ordinators 

would have realised that there had been no transference of skills in recognising concepts 

between Environmental Education Core Text 1 (concept 'environment') and Education 

Core Text 1 (views about knowledge), as they had intended. 
, 

J 

Furthermore, more time needs to be allocated to group work or individual work to answer 

questions in the course materials during contact sessions, in this case the activity boxes in 

Environmental Education Core Texts and Education Core Texts. Course co-ordinators 

would then be aware that certain questions (like question I in the activity box of 

Environmental Education Core Text, pI5, on concepts, provided below) had not been 

answered, possibly indicating that some participants had difficulty with conceptual 

understanding. It also seems important to allocate time for follow-up and feedback on 
~~ 

actvities given as homework such as the one discussed above. If we check participants' 
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journals, as co-ordinators we will have the opportunity to pick up some of participants' 

possible conceptual problems and be in a position to follow-up. 

What do you consider to have been the key concepts that were presented? 

What do you consider to have been the most valuable teaching and strategies that were used? 

What teaching and learning skills have you acquired that you may not have had before 

Actvity 5.1 - Environmental Education Core Text, pIS. 

Group work activities on materials seems to be an opportunity to share and improve 

conceptual understanding through the discussions and negotiations that can take place 

during such group work activities. 

Lastly it would seem as if the fragmented approach to developing Core Texts and the 

manner in which Core Texts were used during contact sessions might have contributed to 

limited conceptual understanding among some participants (see discussions in section 

5.3.3.). As explained, knowledge and environment are both introduced as socially 

constructed concepts (Environmental Education Core Text 1&2) yet they are split and 

separately discussed in two separate texts. Environmental Education Core Text 1 does 

well to encourage participants to transfer their understanding of socially constructed , 
concepts to their understanding of a view of knowledge to be discussed in Education 

J 

Core Text 1. However, Education Core Text 1 does not pick up on this link in its 

introductory pages nor was the link emphasised during the contact session. As a result, 

the foundation laid by Environmental Education Core Text 1 on the skills of identifying 

concepts was not followed-up in Education Core Text 1. As course co-ordinatois, we 

need to avoid implicit approaches when dealing with the development of concepts as such 

approaches can contribute to the failure of conceptual understanding among some 

participants. Selikow (1999:9) cautioned against this implicit approach by pointing out 

that "ironically, because so many educators are intent on covering content they often do 

not make explicit thinking skills and processes by which conclusions are reached." She 
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therefore recommended that, as course developers, we need good learning materials that 

will enable learners to apply their skills in new and different contexts. Such an ability to 

transfer learning could be evidenced by whether or not a participant is able to generalise 

and apply skills taught in one particular context to other situations (reflexive 

competence). 

5.4 THE DEVELOPMENT OF PRAXIS 

5.4.1. Description 

Course developers believe that theory (thinking) and practice (doing) are not two 

opposites, but are interwoven and inseparable aspects of our work. The Course 

Orientation makes it clear that the course developers do not support the popular 

distinction between 'academic' versus 'hands - on' approaches but that the course is 

based on the assumption that every idea is rooted in practice just as every practice reflects 

some underlying idea (theory). The Orientation "Sheet (P7) further states that the course 

and the material writing process recognise that theoretical assumptions are often not very 

clear to people and the course developers' intention is therefore to explore these 

theoretical assumptions and the way they affect our work with the aim of understanding 

them better and therefore being able to put them into practice better. 

5.4.2. Intention 

J 

Materials supporting praxis are: 

• Environmental Education Core Text 2 which explicitly draws links between the 

games such as the woolly web, which illustrates ecological interrelationship~, and the 

lectures, group discussions and other activities happening during contact sessions. 

This Core Text supports praxis because it explains why the woolly web game and 

others are used in the course, thus establishing a link between 'what' and 'how' to 

teach and 'why' we teach in a particular way 
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• Education Core Text 4 where participants are asked to evaluate existing assessment 

strategies in schools and then formulate their own assessment strategies. 

• The additional readings such as a booklet on co-operative learning, the activity sheets, 

OBE materials and assessment strategies, all of which relate directly to participants' 

practice. 

• The 'on the job' assignment topics given to participants also reflect the intention to 

develop praxis. (See section 4.4 .1. for titles of the assignment tasks. 

The four assignment tasks show that participants were encouraged to implement the ideas 

that they learned on the course in their own local contexts. 

5.4.3. Findings 

The data gathered show some instances where 'praxis' had developed well among some 

participants and other instances where it had not. For example, from the interviews, one 

participant's understanding of praxis seemed to refer to what he was practically able to 

do. He said, "It [activities done on the course] made it practical. When I went to the 

OBE workshops that the teachers association put together for us it was all theory, I didn't 

get my teeth fully grounded, but now I feel [it, implementing OBE] is possible". Some 

participants saw the activity sheets given on the course (see Figure 2, File Structure in 

chapter four) as contributing to their praxis since they offered variations in their teaching 

methods to alleviate boredom among their learners. For example, one intehriewee said, 

"I felt that really I was not bored because we were really doing many activities anithey in 

a way like interested and involved us. Therefore after that I felt like changing my style of 

teaching whereby I just go teaching just writing on the board and teaching the kids" 

(Appendix B, p3 - Participants' Interview Transcript). Heylings (1999: 108) noted that the 

students on her Zanzibar (Tanzania) course also had the same keenness for "practical 

activities". This problem could be associated with what Prawat (1992) termed "naIve 

constructivism" as discussed in chapter two, section 2.3. and also what he saw as a 

distinction between comprehension and application. 
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From these two examples, one can say that some of the participants' emphasis on how to 

do the activities rather than to understand the ideas underpinning and informing those 

activities was not really an instance of praxis. 

Five of the participants' assignments I analysed also revealed that as mentioned before, 

while participants understood and appreciated the value of a social constructivist 

approach to teaching and learning, when action was required both inside and outside their 

classrooms, they resorted to authoritarian approaches. The example of a participant 

wishing for a "big voice" detailed earlier under 5.1.3 reflects that in practice this person 

still saw herself as an 'expert' who can 'tell' others what to do (authoritative approach) 

rather than jointly or collectively (social constructivist) finding solutions or constructing 

solutions to problems, as suggested in Huckle's paper (1990) and the Orientation Sheet, 

p7. If she could have involved others her word (thinking) would have matched her deed 

(action) instead of having her proposed actions contradict her thinking. 

Other examples of action which is inconsistent with some participants' theoretical stances 

on social constructivism were vague and generalised suggestions that "education" and 

"legislation" are solutions to their identified issues/problems in assignment one. The 

suggestions around education and legislation are presented as somebody else's 

responsibility (e.g. government), instead of a joint effort between themselves and other 

people. 
J 

Co-ordinators did not always support a praxiological approach. In the interview, the co­

ordinators referred to "the business of education preceding environmental education". 

They saw a familiarity with the knowing and understanding of educational theories as 

preceding an understanding of and the implementation of environmental education 

processes. This can create an impression that general educational theories are different 

from those informing environmental education. It could even mean that educational 

theories were being reified instead of being explored within practice as was intended in 

the Orientation Sheet. The co-ordinators' statement could also suggest that they assumed 
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that the participants did not know 'the business of education' and therefore they needed to 

be told or taught. This possible assumption does not reflect an instance of a social 

constructivist approach nor a praxiological approach in which the belief is that we act 

with, not upon, others (Grundy, 1987: 105). During contact sessions, the educational 

theories were mostly presented through a 'lecture type' method instead of through 

activities that drew on participants' experiences. This type of presentation might have 

contributed to a reification of these educational theories. 

The co-ordinators also seemed to accept that some participants would only be able to look 

and use the "recipes" [activities] and not other course materials like the Core Texts. For 

example, one co-ordinator during the interview said, "So, I think if you are looking at the 

ordinary classroom teacher, it's probably the materials within the activities that are going 

to be their real first line of defence ... they are going to use those [activity sheets] over and 

over again and then I think they will come to the Core Texts. Those activity sheets I think 

will be used ... because where our teachers are at1he moment is that 'give us a recipe for 

teaching' ... because that's the first stage of development". This perspective could have 

contributed to poor integration oftheory and practice among some participants because 
, 

co-ordinators saw this difference in material use among participants as appropriate. 

Another example reflecting an inconsistent praxiological approach was the way in which 

Environmental Education Core Text 4 was written and used. The focus o~his Core Text 

is the search for environmental education for sustainable living. Sustainability is J 

presented as an "ongoing debate". As a result, one participant wrote in his journal that 

sustainability is a talk or conversation that needs to be "passed" from one person to the 

next. This participant's reflections about the Core Text and its theme shows that he did 

not associate any action with sustainability except to pass it on to other people as a 

debate. Another participant showed an almost similar perspective by saying that he did 

not know how to "convince others about sustainable living". The way in which Core Text 

4 is written also confirms that sustainability is a debate. 
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The two examples above show that little was done to explore and ground the participants' 

ideas on sustainable living in action. As a result, sustainable living is seen by some 

participants as something to aspire towards, but they find themselves seemingly paralysed 

in practical terms. 

On the other hand, there were also examples of a good development of praxis. Some 

participants recognised the integrated nature of theory and practice as reflected in their 

comments about the need to adapt teaching methods to changing educational demands. 

One participant said, "a system of education whereby the teacher is in control is 

outdated". He was supported by a few others who explained that their choice of teaching 

methods were determined by the outcomes they wanted to achieve. The examples 

illustrate that some participants gave thought not only to how they taught, but also why 

they taught in that particular way. Some participants used course materials on assessment 

to uncover that summative assessment has been 'dressed up' as continuous assessment in 

their schools simply because it was carried out throughout the year. 

5.4.4. Discussion and Recommendations 

To summarise the findings related to the development of praxis, one could say that there 

was uneven development in this focus area. The main points illustrating good 

development are: 

• Some participants' realisation of the need to adapt their teaching strategies. J 

• Their ability to choose appropriate assessment strategies in their practice. 

• The nature of assignment topics. 

Findings illustrating that praxis was not well developed among some participants are: 

• The fact that some participants equated praxis only with variation of teaching 

methods. 

• The participants' authoritative actions even though they were "professing" (0' 
-~ 

Donoghue, in Janse Van Rensburg and Le Roux, 1998) social constructivism. 
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• Reification of educational theories by course co-ordinators. 

• The manner in which the course developers presented sustainability in Environmental 

Education Core Text 4 on Sustainable Living. 

In her research on other aspects of this course, Lotz (1998: 26-27) supported my finding 

that teachers on courses of this nature appreciate and value new methods that they 

encounter on these type of courses. She pointed out that texts and resources that help 

teachers towards the methodological shifts required by OBE (a learner-centred pedagogy) 

are crucial. Burton (1997: 79), who also evaluated aspects of this course, expanded on 

this view when she said that teachers were keen to use teaching methods which were 

different from the ones that they had personally experienced as learners, hence their 

willingness to try group work, activities, games and new assessment methods. 

Ironically, it would seem that even though some participants seemed to have changed and 
"'-

adapted their teaching methods, this change was only at a superficial level. During the 

focus group interviews, some participants showed keen interest in the new activities that 

they learnt about as a result of the course. Most of them talked about how they had tried 

course activities in their school. (Appendix A, p4, and Appendix B, p2, 3&7- Participants' 

Interview Transcripts). However, when a follow-up question was asked on why they had 

changed their approaches most of them explained the reasons behind their change as to 

avoid boredom among their learners. This seems to imply that some partic\pants were 

equating learning with fun. 
J 

The tendency to focus on activity rather than praxis seems not to be unique with this 

group of teachers. Janse van Rensburg and Le Roux (1998:101) noted a similar'focus 

among participants on the Gold Fields National Course. They also found that participants 

on the national course were replacing one set of techniques with another, without any 

deep understanding of 'why'. 
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Closely linked to this lack of deep understanding of why we do things in a particular way 

is the above-mentioned inconsistency between some participant's 'actions' and their 

'theoretical stance'. As already discussed, some participants talked about the value of a 

social constructivist approach while their actions usually revealed authoritative 

tendencies. lanse van Rensburg and Le Roux (1998: 85) made the observation that 

usually such a discrepancy between 'thought' and 'action' may be created by the 

acquisition of more 'politically correct' rhetoric without necessarily understanding why 

one does something in a particular way. As discussed in chapter two, section 2.3. 

Robottom (1987 and 1991) associated this problem with 'false consciousness', 

institutional pressures and "technocratic rationality". These three reasons are in line with 

what Lotz (1997) called the Research, Develop, Disseminate and Adopt (RDDA) 

approach. It is perhaps due to these factors that some teachers do not have a culture of 

teaching that engages with theory. 

The solution I recommend to the problem of splitting theory and practice will centre on 

how, as course developers, we deal with educational theories during contact sessions and 

when we develop, select and use materials. 

The Orientation sheet, p7 (Appendix F), states that the course is " about exploring our 

own theories and coming to think more clearly about what we do in order to 'do' better." 

The implication of this statement is that it is not enough to separately 'think' or 'do' but 

that there should be an inseparable interaction between thinking and doing (Heylinb, 

1999). It was the aim of the course to explore with participants the theories prevalent in 

our work and to ground them in meaningful action. 

The manner in which Environmental Education Core Text 4 on Sustainable Living is 

written and presented for example, seems to depart from this original aim. 0' Donoghue 

in lanse van Rensburg and Le Roux (1998: 128) said that materials which focus on theory 

in isolation from learners' life world experiences seem to carry the "stamp of 

philosophical mediating authority in its academic defining of knowledge". The res.ults of 

65 



this are a disempowering relationship between the students and a body of theory 

(Heylings, 1999: 1 08) and as shown the participants feel paralysed instead of taking 

meaningful action. Possible solutions to this type of problem do not lie in the 

oversimplification of materials as Lotz (1998) cautioned. She suggested that instead of 

reifying education theories, the theories could be perceived and presented as a "series of 

historical narratives within socio-historical contextual location". 1 think this perspective 

is useful in making participants realise that theories are just historically powerful ideas. 

that are formulated by people and therefore open to limitation and change, a perspective 

that is in line with social constructivist ideas proposed in the course orientation. 

It is also equally useful to emphasise, and for participants to understand, the concept of 

theory-in-practice. This implies fostering an understanding that there is usually an 

underlying reason why we act in a particular way even if that reason could be something 

as simple as 'I was told to do it that way' as the Course Orientation (p7) points out. This 

understanding will encourage participants to question their actions and also to detect 

inconsistencies between their thought processes and their actions. The two ideas on 

theories as narratives and theory-in-practice are in keeping with Robottom' s (1987) and 

Leach's (1996) suggestions of a process orientation in dealing with 'false consciousness' 

and institutional pressure as previously discussed in chapter two. 

Assignments such as the task of developing learning programs offered tangible 

opportunities to link theory and practice if such tasks also included theoretical reflettion. 

The Norms and Standards Document/or Educators (1998:50) also supports a 

praxiological approach through what it calls 'applied competence.' The notion of 

'applied competence' is seen as a "strong commitment ... synthesising the old dichotomy 

between theory and practice, ... academic and occupational dimensions ... 

qualifications ... indicate a mix of foundational, practical and reflexive competencies . 

.. . qualifications [and by extension, course processes] must.. . consider options, make ... do 

things (practical); understand what and why we and/or others are doing these things 
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(foundational); and be able to reflect on what we have done and make changes to our 

practices in the light of this reflection (reflexive)." 

There are good examples supporting the development of praxis in the Teachers' Course, 

on which, as course developers, we can draw. For example, 

• 'on the job' assignment topics. These type of assignments provide participants with the 

opportunity to practice what they have learnt on courses not just as an academic 

exercise. 

• Opportunities for setting examination questions. This group exercise was useful to 

participants as it gave them the opportunity to assess the value of including all types of 

questions instead of just questions requiring recall. 

• Group work activities on analysing assessment strategies used in schools helped 

participants discover the type of assessment they have been practicing, why and what 

they can do to improve their assessment practice. 

5.5 THE DEVELOPMENT OF CRITICAL REFLECTION 

5.5.1. Description 

Critical reflection in the context of the course is seen as "taking a long, hard look at 
~ 

various teaching approaches with an open mind and a questioning attitude" (Orientation 
J 

sheet, p7, Appendix F). The aim is to evaluate these so that a better understanding of 

teaching approaches can be reached. It is also seen as useful because it enables 

participants to improve, stimulate and shape changes in their teaching activities. 

5.5.2. Intention 

The course developers intended to develop and support critical reflection among 

participants. Firstly, Environmental Education Core Text 1 states the views and 

explanations it provides will be presented from a critically reflective position. Secondly, 
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almost all the Core Texts encourage critical reflection by the way in which they were 

written. For example, the Environmental Education Core Texts have the 'activity boxes' 

while the Education Core Texts have the 'stop and reflect' boxes (See Figure 3 on the 

next page for examples). The Education Core Text activity boxes almost order the 

participants to stop to read and do reflections in their journals. Reflections on the 

Environmental Education Core Text seem to be more subtly prompted, as the titles to the 

activity boxes do not have the firm voice seen in Education Core Texts. Instead the boxes 

are just entitled 'Activit(ies)' and whether or not they get to be completed, reflected upon 

and recorded in journals is dependent on group work, individual motivation or some form 

of probing from co-ordinators. 

'Activity' Box 

Activity 1. 1 

Reflect on these definitions. If they differ 

from those you may have heard, consider 

how they are different and why. 

'Stop and Reflect' Box 

• Stop and Reflect 

( Include these reflections in your journal) 

• How have you thought about 

Do you think these definitions presented knowledge in the past? Is what has been 

here give a more or a less 'real' picture of presented above different from what 

the 'environment'? your conception of knowledge is? How 

What is the meaning of the term below: is it different? What have you believed 

• Systems 

• Social 

• Biophysical 

• a construct 

• a social construct 

constitutes knowledg~? Why do you 

think that you thought this wat? 

• How do you think the 'old' curriculum 

reflected the political and economic 

conditions that prevailed in the 

apartheid era? How do you' think that 

this curriculum reflected the value 

system or philosophy of the dominant 

or ruling group? 

• What do you expect the 'new' 

curriculum to reflect? Why do you 

expect-this? 
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• What do you think our role, as teachers 

should be in considering ANY 

curriculum? 

Figure 3. - Stop and reflect box and activity box (From Environmental Education Core Text J and 

Education Core Text J) 

Thirdly, activities such as identifying the Tbilisi principles of environmental education 

that are appropriate for one's workplace (in Environmental Education Core Text 2) and a 

review of papers on claims of Curriculum 2005 indicate the intention to develop critical 

reflection. Fourthly, Education Core Text 4 asked participants to question what, how and 

why they assess. Fifthly, additional papers to encourage and indeed to explain critical 

reflection were also introduced during the course. For example, participants were 

encouraged to read a paper by Splitter on critical reflection, which was recommended 

along the margins of Environmental Education Core Text 1. Furthermore, co-ordinators 

indicated that papers appropriate for different 'cpmfort zones' (i.e. varying accessibility) 

were introduced and selected for the course. Including a variety of papers of different 

levels of accessibility was a deliberate attempt to challenge participants to think more 

critically and to reflect such thoughts in their journals. Lastly journal keeping was 

specifically introduced in the course to encourage reflection on the readings, lectures and 

all the other activities on the course. 

5.5.3. Findings J 

It seems that critical reflection was well encouraged on the course and realised amongst 

many participants. For example, most participants commented that the sessions were 

"probing" and "challenging". 

Most ofthe participants showed critical reflection on some activities carried out during 

the course e.g. a trail. They saw the large number of people per guide as interfering with 

better interaction between the-group members themselves and between the group and the 

guide. Although limited in depth, these comments by participants show that they did not 
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always accept activities at face value but engaged with them and offered suggestions for 

better practice. 

Deeper critical reflection was also evident when some participants started to point out the 

strengths and weaknesses of a social constructivist approach to teaching and learning. 

One participant wrote that she appreciated this approach because it transformed 

classrooms from areas of power struggle to areas of sharing of ideas. Another warned . 

however, about group work. He said that the assumption that equal responsibility is 

shared during group work activities is not always true. He pointed out that during such 

activities, some group members shift responsibility to others for the completion of the 

given tasks and fail to contribute to the task. As a result, the assumption that a social 

constructivist approach (involving group work) will bring about an equal sharing of 

opinions, responsibility and shared progress (in other words shared constructions) in the 

given tasks, is flawed. 

A third participant sounded a warning about limited understanding of the social 

constructivist approach in his journal. He said that the course developers' assumption that 

all constructs that are formulated during group work activities on the course are good and 

therefore do not require active mediation from course developers to check them against 

social or physical realities could be misleading. He gave an example of a course activity 

called the 'first aid kit' where participants were required to discuss global i~sues as 
J 

groups and present such discussed ideas. He mentioned that during some presentations 

such as the one on acid rain, there were factual inaccuracies in the group presentation but 

neither the participants nor the course co-ordinators questioned these inaccuracies. He 

saw this as dangerous because the inaccuracies will not only be planted among members 

of that group but will be passed to other participants and possibly to their learners back at 

their work-places. This participant was therefore reflecting critically on an absence of 

critique in this particular instance. 0' Donoghue (1999:15) support this critical stance to 

'narratives' by saying that, "continued participation ... mean that all narratives and voices 

must be given equal amplitude in interactions that. .. help us pI:obe the habitual and 
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pressing risks in developing contexts. Participation ... remains open to steering narrative 

but.. .need to be wary oflimits lest a zealous quest for definitive steering ... that shape and 

sediment. .. developing and hopefully sustaining humanity". 

On both the co-ordinators' and participants' sides there was evidence of reflections on 

past work. For example, co-ordinators indicated that they were implementing the lessons 

they were learning by running this course, in other courses that they teach such as the B 

Ed programme. Furthermore, they were implementing the lessons learnt from past 

courses on this Teachers' Course. Examples of participants , reflections on past work 

informing present were: 

" 

" 

" 

Three out of the nine participants' journals analysed showed that thinking about 

how and why they assess helped them to adjust their assessment strategies to suit 

their purpose and thinking. 

Two participants mentioned that they would use more activities in their teaching 

because they have discovered that the best learning is achieved through doing. 

One participant wrote in her journal that she was able to teach Grade Ones about 

seed dispersal, a topic that in the past she had thought was too difficult for 

learners of that age. 

Course co-ordinators also encouraged critical reflection through individual or group work 

activities on course materials, especially at the beginning of the course. Thb participants 
J 

were sometimes asked to read the 'additional papers', in the file between contact sessions 

and were also organised in small groups during sessions to work either on Core Texts or 

'additional papers' especially at the beginning of the course. This strategy was recorded 

by most participants both in their journals and during the interviews (Appendix A, pI and 

Appendix B, p6 & 8 - Participants' Interview Transcripts) as useful because it helped 

them to share ideas about the papers, thus making the papers easier to read, assess, 

contextualise and use to support their viewpoints. 
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Most of the participants regretted during both the interviews and in their journals, that 

group work diminished towards the end of the course. Participants saw diminished 

opportunities for group work activities as contributing to their inability to cope with 

difficult course materials. 

Still on material use and selection, the course co-ordinators mentioned during the 

interviews that a wide range of materials was selected for the course. As mentioned 

above, this was done with the intention of challenging participants' viewpoints, but 

mostly to also develop their "critical lenses" for interpreting materials (See Appendix C, 

p4, 5, 8, 12, & 17 - Course Co-ordinators' Interview Transcript). 

Most participants saw assignments as a way through which the course co-ordinators 

challenged them to take action in their local areas. One participant mentioned that the 

assignment forced her to "get up and do something" in her area, and another said it 

involved him in "doing practical rather than abstract things". Two participants wrote in 

their journals that the assignment topics helped them to realise for the first time the 

environmental problems in their area. 

Journal keeping, specifically introduced to develop critical reflection (Course Structure 

and Outline, p5), were sometimes not used as intended by some participants. For 
1 

example, participants used the journals for note-keeping, recording of events or just for 
J 

trivial entries so as to fill up the pages. One participant wrote that she now had a better 

understanding of journal keeping, but her very next entry showed only a record of events 

and notes taken during sessions. Another participant wrote about how she had benefited 

from a water study activity, because she now realised that the buffaloes and rhinos also 

use the darn - a rather superficial insight. 

One participant indeed questioned the necessity for keeping a journal. She felt that critical 

reflection could still be done without compUlsory journal keeping. 
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Lastly, in analysing the nine journals, two of them proved that some of the tutors' 

comments were weak and misleading. For example, one tutor congratulated a participant 

for gaining better clarity on OBE while all that the participant had done was to rewrite the 

notes which had been presented during the lecture. Another participant was encouraged 

by a tutor to cut out any newspaper article which had anything to do with the environment 

and paste them in her journal. This comment did not encourage any critical thought about 

why the newspaper clipping might be relevant to the participant. These examples also . 

indicate a lack of critical reflection among some tutors. 

5.5.4. Discussion and Recommendations 

My key findings on the development of critical reflection can be summarised as follows: 

1. Examples of diverse abilities to critically reflect among participants and course co­

ordinators. 

2. Their ability to critically reflect on course activities such as assignments, lectures and 

games, as well as their past work, so as to inform present and future work. 

3. Examples of course materials and processes encouraging critical reflection - course 

materials of differing accessibility, assignments, probing from co-ordinators. 

4. Examples of limited development of critical reflection are misguided us6 of journals 
J 

e.g. note keeping, record of events and trivial entries and weak and misleading comments 

by some tutors. 

As illustrated under the Findings, some participants were able to meaningfully reflect on 

the course processes. This point illustrates why some participants felt that the course was 

useful. However, other participants recorded that the activities or the course was 

"wonderful", "interesting" etc., but never really substantiated their claims. Such 

comments, although positive, appear to be empty, as there was no explanation why they 

73 



were made. I suspect that in some instances they were just a repetition of what other 

people had said (without understanding why) or they were made out of politeness. 

Regarding course materials, most participants complained during the interviews that the 

materials were inaccessible. Journal entries of all nine participants reviewed, however, 

reflected that all of them made an effort to interact with the materials. The interactions 

ranged from reading and interpreting the materials and making their own notes from, and 

questioning the relevance of some materials and using and contextual ising some papers. 

The majority of the participants however contributed this ability to interact with course 

materials to the group work, which was organised especially at the beginning of the 

course. It would appear that time allocation for group work and follow-up on materials 

given as 'homework' would be essential if participants are to use course materials more 

often. The point made by co-ordinators about developing "critical lenses" among 

participants by reading course materials is important, even though they felt that materials 

were not an essential part of the course, but merely played a supportive role. 

The use of journals as tools for critical reflection needs to be maximised in courses that 

aim to assist with development of critical reflection. This could be done through regular 

reading of the participants' journals by the co-ordinators, tutors, or both. This is 

important not only to the participant in terms of feedback but also for the c6-ordinators. 

(There are, for example, issues which participants raised in their journals that were/not 

raised during sessions.) 

If critical reflection is not a key aspect of the course, Lotz (1998) recommended that 

journals should not be made compulsory. This would, I think, alleviate the burdensome 

feeling sometimes associated with journal-keeping, as indicated in Burton (1997) and also 

by a comment made in one participant's journal on this course. 
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In order to maximise the effectiveness of a journal as a critical reflection tool, Lotz 

(1998:26) recommended that both co-ordinators and tutors need clarity on the conceptual 

frameworks guiding courses and the design and orientation of the course if they are to 

facilitate learning. It is therefore important to provide professional development and 

support for tutors which include guidelines on how to keep ajoumal and assess one so 

that misleading comments on them can be avoided. 

5.6. PARTICIPATION 

5.6.1 Description 

The course Orientation Sheet (p2, Appendix F), states that the Teachers' Course is 

different from many other environmental education courses in that participants' 

participation rather than marks is required for a 'pass'. As a result, the course developers 

encouraged the participants to attend all sessions and to actively participate. Examples of 

active participation are by making contributions' to the course through presentations, 

inputs during discussions and a general sharing of experiences during contact sessions 

and back at their workplaces. Participants also participate through completion of all 

assignments to the satisfaction of the tutor (Orientation Sheet, p2-3). Reworking of 

assignments based on the tutor's feedback is seen by course developers as something that 

can contribute to the improvement of the reasoning and writing skills of the participants. 

Active learning on the part of the participant is seen as action (an aspect of participation) 

that could lead to the participants' growth. I 

The course developers also saw the 'on-the-job' based assignment topics as contributing to 

the participants' growth because they directly contribute to the improvement of,a 

participant's contribution. Action (an aspect of participation) as a result of completing 

assignments could be seen as giving participants an opportunity to participate 'off' the 

course. Because active participation is a key focus in all the 'family' of the Gold Fields 

Courses, the Teachers' Course included, all are referred to as 'participants'. The course 
~~ 

co-ordinators and the 'students' are seen as playing reversible roles (i.e. being learners 
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and educators) and as a result it is fitting that they be referred to as participants, together 

engaging in the learning and teaching. 

5.6.2. Intention 

The above ideas drawn from the Orientation Sheet (p3) as well as the Education and 

Environmental Education Core Texts as well as the name of the course itself reflect a 

strong intention on the part of the course developers to encourage participation among 

participants. 

The Core Texts seem to do this through the 'activity' and 'stop and reflect' boxes (Figure 

3) as the questions asked in the boxes could be done in groups or individually, thus 

participation in a form of interaction between the texts and participants and among 

participants themselves. Participation in the form of interaction with texts is also 

encouraged through encouraging participants to-read additional papers or other Core 

Texts mentioned along the margins of the Core Texts. An example of this 

encouragement to interact with course materials is illustrated in Figure 4. on the next 

page. 

Looking at something critically Read the extract from Ellul Read the papers on 

involves asking Why, and Who and (1990) Group Work 

What benefits? We will be exploring Activities on IJames 

the notion of critical thinking in the and simulations that 

next session. Read Splitter's paper have been included 

titled "Critical Thinking: What, Why 

and How" 

Figure. 4 - Additional Papers (From Environmental Education Core Text and Education Core Text) 

Interaction among the participants themselves was seen through group-work activities and 

discussion. Interaction amorig the course co-ordinators, tutors and participants was 
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encouraged through the discussions during lectures, and the interactive feedback given in 

journals and assignments. 

Course co-ordinators encouraged participation as involvement in activities, games, etc., 

by modelling these activities on the course with participants. In the interviews, the 

participants claimed that they had subsequently tried most of these activities at their 

institutions or schools. These experiments could be interpreted as action taking since 

participants were actively practising what they learnt on the course in their classrooms. 

The course developers' intention to encourage participation on the level of action in the 

classrooms, schools and at community level can be seen through the 'on-the-job' 

assignments given to participants to complete during the course. Examples are 

assignment topics such as the identification of a local environmental issue and the 

exploration of opportunities for environmental education implementation in one's 

institution or school. (see list under section 5.4.3.). 

Examples of activities encouraging action taking by participants in their classrooms are 

listed in section 5.4.4. Activities based on examination questions gave participants the 

opportunity to review the type of questions asked in the examination papers and 

encouraged action on the part of the participants. The participants recognised the mono­

type questions asked in examination papers (namely, recall questions rather than critical 

analysis ones) and as a result their need to improve this situation. I 

Course developers created opportunities for action-taking through course materials such 

as the Enviro-Fact sheets, puzzles and the activity sheets. During the interviews and in 

their journals and assignments, participants claimed that the above mentioned course 

materials helped them to start up projects (such as can collection and gardening) in their 

local areas. 
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Journal-keeping could be seen as encouraging both the interaction and action-taking 

aspects of participation since participants reflected on course materials, activities done on 

and off the course, their previous actions, etc. so as to better inform their present and 

future practice. 

Another point made with regard to participation as action-taking is the observed increase 

in confidence in the participants' ability to do things. Most participants said that the 

course helped them to believe in themselves and in their ability to take action in their 

areas. For example, they referred to running workshops for colleagues and teachers in 

their local areas thus contributing to their professional development and that oftheir 

colleagues. Other examples mentioned in the interviews included establishing or 

becoming members of environmental education forums and confronting municipalities to 

address the problem of illegal dumping. 

~ 

During the interviews, the co-ordinators indicated that it was their "unwritten outcome" 

to develop the participants' confidence. This confidence was to encourage participants to 

believe in themselves and their ability to take action to solve environmental problems. 

The course co-ordinators also mentioned that their material selection was intended to 

increase the participants' confidence. They said, for example, that the course materials 

were selected according to the "zone of proximal development", a term from Vygotskian 

educational psychology. By applying the 'zone of proximal development' ,\he co­

ordinators believed that every participant had the potential to develop (and in this ~ase 

specifically to interact with materials at different levels at different times) and as a result 

at one or another point all of them would be able to access and interact with all the 

materials. The co-ordinators speculated that it was partly due to the course that some 

former participants were now holding senior positions at their workplaces and also that 

they were able articulate their viewpoints at a meeting held at Butterworth on the 

development of the Eastern Cape Environmental Education Forum. 
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5.6.3. Findings 

In analysing data related to participation, I arrived at three different aspects of 

participation, namely, activity, interaction and action taking. These three aspects are not a 

feature of the course, but my way of trying to interpret and organize data on participation. 

By participation on activity level I mean the actual doing of activities both on and offthe 

course. Interaction refers to interaction with materials, other participants, tutors and co­

ordinators and action-taking means taking action in school or community contexts to 

solve environmental problems or improve their own teaching methods (e.g. starting of 

recycling and gardening projects, trialling of games). 

Participation on the course was uneven at times. The example given under section 5.5 on 

tutors' comments in participants' journals indicates the unevenness of participation on the 

part of some tutors. Another example of limited tutor participation is the limited number 

of sessions that they ran during the course. Eight participants from the 1997 course were 

recruited by co-ordinators to be tutors on the 1998 course. The co-ordinators' intention 

was that the participants' tutoring skills would be developed parallel to the running ofthe 

Teachers' Course. At the beginning, tutors were given the opportunity to make 

presentations on certain issues during the sessions, but this practice disappeared after the 

third contact session. This could be interpreted as reduced tutor participation, which to 
~ 

some extent might explain some of their 'inappropriate' comments since there was less 
J 

opportunity to share the course orientation with the co-ordinators. The reduced tutor 

participation was regretted by both the participants (Appendix B, p5 - Participants 

Interview Transcript) and co-ordinators (Appendix C, p7- Course Co-ordinators' 

Interview Transcript) during the interviews. 

There was a noticeable absence of some tutors from the contact sessions. One of them 

mentioned informally to me that it was due to their lack of visible participation during the 

sessions. Her feeling was tQat they were expected to attend the course for a second time 

_ rather than being actively involved in its running. The tutors' absence from the contact 
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sessions poses questions not only regarding their level of participation, but as to whether 

or not they were able to provide meaningful support to the participants, thus perhaps 

contributing to the participants' reduced participation and growth. 

An example of uneven participation on the part of some participants would be that 

towards the end of the course both group work and individual work on the activities in the 

Core Text boxes and on the materials mentioned along the margins of Core Texts had 

dwindled, an observation that was made by participants during interviews and in their 

journals with much regret (Appendix A, pI - Participants Interview Transcript). 

Participants felt that group work around materials, especially 'difficult' papers, improved 

their participation since they usually gained greater clarity of such papers from 

interactions and sharing of ideas in group activities. Group work promoted interaction 

with materials and amongst participants themselves and contributed to better 

understanding in the course. 

Some participants on the course noticed uneven participation amongst fellow participants. 

When participants were asked to comment generally about the cours~ and what it meant 

for them in their journals, some participants commented on less 'active or visible' 

participation from their fellow students and wondered whether indeed such participants 

met the requirements for the course certificate. 

I 

Another finding relating to participation is that there seemed to be 'misguided' action 

taking or 'false' confidence amongst some participants. The course co-ordinators 

indicated during the interview that it was their 'unwritten' course outcome to develop 

confidence (through both the contact sessions and course materials) amongst participants. 

As pointed out in section 5.6.3, some participants were able to take action to solve 

problems in their communities and improve their classroom practice. However, others 

seemed to have misunderstood this notion of confidence or ability to do something, 

because their comments anclactions seem to indicate 'false' confidence or at worst 

_arrogance. 
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For example, some participants seemed to have misunderstood the "development of a 

stack or capital of ideas, words and understanding" (Orientation Sheet, p7). One 

participant talked about the course materials on assessment and sustainability as having 

given him the "scholarship". Others mentioned during the interviews that the course 

materials had helped them to understand the terms pertaining to the environment and also 

that they were now being recognised by other stakeholders (Appendix B, p2 -

Participants' Interview Transcript). Another participant mentioned that he had been 

elected to committees in his community and he is "able to answer questions from any 

direction" during such committee meetings (Appendix B p7- Participants Interview 

Transcript). Two participants stated that they had been elected as members of 

Environmental Education forums or in committees to establish resource centres. These 

participants were not clear as to what their role in these committees was to be, but were 

happy that they were doing "something". The examples above indicate that some 

participants were happy to act and be recogniseJ by other people even though such 

actions and recognition might not have had anything to do with the solving of 

environmental problems. The examples also suggest that some participants seemed to 

elevate themselves above others as a result of what they gained from the course 

processes. 

5.4.4. Discussions and Recommendations 

J 

In summarising the key findings under participation I can say that there is evidence that 

suggests that to a large extent most participants took the opportunity to participate both 

'on' and 'off' the course. At the same time it appears that participation was not fully 

realised due to inadequate tutorial support and due to reduced group work activities on 

course materials. 

Recommendations on how to improve the use of activities in order to enhance 

participation either individually or in a group have already been made in section 5.3. 
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With regard to interaction, especially with course materials, time needs to be set aside for 

individual and group work on difficult readings. Lotz (1998:27 & 28) suggested that 

during contact sessions, time should be allocated for the reading of course materials as 

individual or group work. She said that such reading sessions, together with the 

associated discussions and reflections, enable participants to engage with course materials 

and contextualise their content. One interviewee expressed a similar recommendation 

when she said, "there is a tremendous amount that one can discuss by just working 

through the papers". 

Closely linked to this point is the provision of feedback on work done. This could, for 

example, be feedback on whether the participants had had the opportunity to read or find 

papers that were given as 'homework' between sessions. These readings are usually 

given as 'tasks' along the margins of the Core Texts as Figure 3 illustrated. 

Lack of feedback on whether or not participants had found and read the papers could lead 

to reduced interaction with course materials and thus less participation. In order to 

enhance participation through interaction, such materials need to be introduced during 

contact sessions with a clear explanation of how they can be used rather than simply be 

handed out as a mass of readings to participants. During the interviews two participants 

pointed out that materials were not referred to during sessions. The cours~ materials were 

given as 'homework', "which was never checked or referred to again", but "more ahd 

more readings were just being piled on". Insight into the seriousness of this problem and 

a solution to it is given by the following comment from Lotz (1998: 8): "My concern is 

that additional materials were given just as a package and very few ofthem were used 

during the workshop. The value was therefore never established, except being told that is 

a good paper and therefore the motivation to read was very little. The readings should be 

focused because if too many are given out they are overwhelming and one just feels 

paralysed by them." 
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The reflections by Derick du Toit in Janse van Rensburg and Lotz (1999:9-10) further 

illustrate that teachers on professional development programmes need to be continuously 

encouraged to interact with materials, despite the difficulties that course co-ordinators 

may face in correctly selecting and using materials for their courses. He noted that 

teachers had "some problems with 'work away' readings ... Teachers report difficulty with 

reading Spady, some read it twice to understand, others not at all. Motivation for 

reading is essential. ... Shorter readings are popular. .. Readings ... to be located into 

a frame of reference, not just given ... main ways of getting learners to do readings: 

second chance, summaries discussed, break document down for different groups; 

shorter readings. Readings ... NOT a strong part of. .. teachers ... " 

These reflections can serve as indicators of the problems that teachers on professional 

development programmes can experience (written in italics) if too many materials are just 

handed out to them without any proper orientation or mediation and also if materials are 

not overtly used by course co-ordinators during contact sessions. Du Toit's reflections (in 

bold) offer tangible suggestions to course co-ordinators on how to solve some of the 

problems associated with course material selection and use. 

Careful attention needs to be paid when we as course co-ordinators encourage action or 

confidence during course sessions and in the way we write materials. Materials and 
~ 

experiences gained from professional development courses seem sometimes to be used as 
J 

'ascendancy tools' (elevating course participants above other people) since words such as 

'scholarship' or ability to answer questions from any direction in meetings suggest 

individualisation of knowledge rather than a meaningful sharing of ideas. The co­

ordinators' comment during the interview (Appendix C, p14 - Course Co-ordinators' 

Interview Transcript) that once a participant has mastered the difficult readings they will 

have a "feeling of up yours, I can do it, nobody is going to stop me, is fantastic" may 

encourage self improvement through mastery rather than joint effort with others and 

learning with the aim of sharing which is what professional development in 

_environmental education should be (see chapter 2 section 2.3_). 
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Some participants claimed that the Enviro-Facts Sheets had helped them start up projects. 

There is no clear evidence that this happened except in the case of running workshops for 

colleagues and teachers in the area and also for use in preparing for environmental days' 

celebrations. There is also no clear evidence of whether any action has been taken 

following the identification of environmental issues in assignment one, as the course did 

not have follow-up mechanisms for this. It is therefore recommended that school visits 

and the establishment of Environmental Education Forums (as the one suggested in the 

Eastern Cape Province) be devised as this will not only contribute to better action-taking, 

but will also reveal the conceptual development and praxis intended by the course. 

Assignments could have been valuable learning opportunities. In the Teachers' Course, 

there is little evidence that suggests that the assignment writing process became a learning 

opportunity, either for individual writer or for the rest of the participants. In the 

interviews, journals and the seven analysed assignments, some participants mentioned the 

benefits gained from assignment writing such as editing, referencing, and reasoning skills 

and the identification and solution of local problems. However, some participants still 

struggled with skills such as referencing (Appendix D, p3-5 - Participants' Assignment 

Results) despite the available opportunities for sharing expertise among them (Appendix 

D, pI - Participants Assignment Results). 

One participant commented during the interview, "I think we all benefit from eacltothers' 

experiences so that was very important to share our assignments in one group session. 

Maybe firstly is for Ursula to mix the group well so as to share with a totally different 

group." (Appendix A, p2 - Participants' Interview Transcript). Her comment J;eflects a 

recommendation that I would like to make namely more effective use of assignments as 

learning opportunities. Similar ideas have been implemented in other courses of the 

family of Gold Fields Courses. For example, lanse van Rensburg and Le Roux (1998) 

reported that Glenda Louw's assignment has been included as a resource in the 1998 
~~ 

version of the course file. Heylings (1999: 121) also reported that certain participants' 
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assignments became part oftheir resources in the Zanzibar, Tanzania, course file because 

not all the course materials from the South African National Gold Fields Course were 

relevant either in terms of language or regional context. 

To take the idea of turning assignments into resources further, it was the co-ordinators' 

intention to develop the participants' first assignment (identification of local issues) into 

an Enviro-Fact Sheet on local issues around the Eastern Cape schools. To date this 

intention has not been acted upon although it has potential to benefit the broader 

environmental education community of the Eastern Cape Province. 

As discussed in the chapter on context, 39 teachers and teacher educators were admitted 

into the Teachers' Course. The two co-ordinators could therefore not have been able to 

give individual support to the participants. This makes the tutor support introduced in the 

course very crucial. One participant wrote in her journal that she did not always receive 

feedback on her work. In analysing the assignments, I found that hers and one other had 

no comments made on them. As a result, the participants re-wrote the assignments 

exactly, including the previous errors and only added photographs as the suggested 

change from the tutor. This example and the one on limited tutor participation discussed 

under section 5.4.3 show that tutor support was inadequate. It is apparent that tutors need 

to become part of the course (orientation) development process as Linda Paxton rightfully 

points out (in lanse van Rensburg and Le Roux 1998:48): "the course stands or falls on 
I 

the strength of the tutors." The idea of a tutor workshop initiated by the National Gold 

Fields Course (lanse van Rensburg and Le'Roux 1998: 50) seems like an ideal 

recommendation for courses of this nature where ideas on "process-based learning" are 

shared and clarified rather than an induction course on how to do it. 

The last point I want to discuss here concerns what counts as participation in these types 

of courses (i.e. so-called 'participatory' courses). As pointed out under section 5.4.3, 

some participants questioned the value of the certificate since it was awarded to 

everybody, even though there was no visible participation by _some participants. Asimilar 
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problem was also noted in the national course. Jackie Kruger (noted by Janse van 

Rensburg and Le Roux 1998: 56) said that the "[certificate] which does not discriminate 

between 'good' and ' not-so-good' participants fails to adequately recognise people's 

efforts on the course". 

My recommendation in this regard hinges on the broad question of how professional 

development and personal growth can be measured or assessed. This question was also 

raised by the course co-ordinators during the interview (Appendix C, p9 - Course Co­

ordinators' Interview Transcript). The research done by Louw (1999, in process) on this 

question might offer more tangible pathways to follow. 0' Donoghue (1999:15) 

questions whether there is always opportunity for participation by all in participatory 

courses and whether this is an unproblematic idea ( see quotation under section 5.5.3. I 

concur with 0' Donoghue (1999) that participation is a moral imperative, best left to 

emerge out of located, informed and developing contexts rather than to try to 
>-,.. 

predetermine and legislate it. Despite its novelty, participation as an idea needs to be 

problematised due to the dangers that the example on the 'first aid kit' activity (see 

section 5.5.3.) given by a participant on the Teachers' Course illustrate. The suggestion 

then is that participatory processes are usually complex and multi-layered in courses of 

this nature. Predetermining what will count as participation is therefore unfavourable as 

opposed to allowing participation to emerge out of course processes. 

Finally, the presented evidence indicates that the participants engaged with the coth-se 

materials, but to varying degrees. I also noticed the same unevenness with regard to the 

development of the focus areas of the course orientation and intended outcomes. As a 

result I have used the word 'some' so as to indicate this difference in development and in 

engagement with course materials. I have also learnt that a reading culture constituting 

more than whether materials are 'difficult' or not, seems to determine the level of 

engagement with course materials. Du Toit in Janse van Rensburg and Lotz (1999:10) 

noted that "reading was not a strong part of most teachers [in his] cluster". The same 

seems to be true in the case of the Teachers' Course as most of the teacher educators' 
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journals and assignments revealed that they interacted with course materials more than 

the teachers did. Motivation to encourage a reading culture might be necessary for 

courses of this nature if participants are to engage adequately with course materials. 

J 
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CHAPTER SIX 

SUMMARY OF FINDINGS AND RECOMMENDATIONS 

6.1. Introduction 

This chapter aims at summarising the findings of this research. It will also identify 

themes that emerged as the data was analysed and the findings discussed. These themes 

could serve as pointers for course developers to bear in mind when conceptualising and 

running courses of this nature. It is through these themes that I am specifically making 

recommendations for this study, and for other professional development courses in 

environmental education generally. 

In concluding this chapter I will summarise the main points of the recommendations in 

relation to the research question. 

6.2. SUMMARY OF FINDINGS 

This summary provides the main findings of the research in relation to the research goal 

which was to explore how materials on the Teachers' Course were developed, selected, 

used and could possibly be adapted or redeveloped so as to support the four focus areas of 

the course orientation and the intended course outcomes. 

6.2.1. Conceptual Understanding 

6.2.1.1. Development 

~ 

I 

The findings discussed in chapter five, section 5.3.3, suggested that the fragmented 

approach to writing Core Texts (i.e. to have two sets of Core Texts, one for 

Environmental Education and one for educational theories) did not provide a positive 

contribution to the development of conceptual understanding. Concepts such as the 

views about knowledge, the social constructivist approach a~d the environment were 
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written about in different Core Texts. Although these different Core Texts were aimed at 

developing the concepts mentioned above, there were no clear links between them. One 

Core Text did try to establish a link with the subsequent ones, but the link was not 

reinforced in the introductory pages of the other texts, nor was it referred to by course 

developers during contact sessions. In this way, links were not established between what 

was already learnt and what was introduced, and as a result the fragmentation was not just 

physically visible in the Core Texts, but also in the understanding that the participants 

developed. 

6.2.1.2. Use 

The above problem was exacerbated by the way the Core Texts were used during the 

contact sessions by course developers. Links between the two Core Text were not clearly 

outlined during sessions thus creating an impression that the Core Texts were dealing 

with two distinctly different issues. Although the course co-ordinators intended the 

learning to be "recursive" (Course Structure and Outline, page 3) this recursive nature 

was not always explicitly stated and demonstrated during sessions. 

Group work on the questions in the 'activity' and 'stop and reflect' boxes of the Core 

Texts also dwindled towards the end of the course. This was unfortunate as it meant that 

peer support on difficult materials and feedback to co-ordinators on 'problem areas' were 

also lost with the lack of time allocated for group work activities. J 

6.2.1.3. Selection 

There is no evidence of additional papers chosen to support the development of 

conceptual understanding. I think this is because the course developers underestimated 

the difficulty that participants would have in recognising and understanding concepts. 

Materials clarifying the nature of concepts and how to recognise and link similar concepts 

could have contributed signIficantly to the participants' understanding of concepts. 
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There was no follow-up strategy to check whether participants had read the materials that 

were mentioned along the margins ofthe Core Texts. 

6.2.1.4. AdaptationlRedevelopment 

As the course co-ordinators pointed out during interviews, it is not always easy to adapt 

or redevelop materials. This is so because the contexts and the people using materials 

differ from one year to the next. However, given signs of fragmentation, I think ideas on 

redevelopment and adaptation of both course materials and other course processes should 

centre on better and more focussed organisation of the course. 

6.2.2. Development of Praxis 

6.2.2.1. Development 

Education Core Texts 2 and 3 dealt with educational theories. Environmental Education 

Core Text 3 dealt with OBE, while Environmental Education Core Text 4 dealt with 

sustainability. The manner in which these Core Texts were written has contributed to 

some limited praxiological development among some participants as pointed out by the 

discussions in chapter five, section 5.4.3. In this case, it appears that the~ 'philosophical' 

approach to writing the Core Texts only contributed to the rote learning of the theories. 

This rote learning is indicated by the fact that participants could say what the theories on 

the course were, but their actions did not reflect understanding of them. The newly 

adopted approach by the National Course, to writing these theories as 'narratives' may 

have the potential to better ground such theories in meaningful action rather than result in 

their reification. 
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6.2.2.2. Use 

The 'lecture presentation style' of using the above-mentioned Core Texts only succeeded 

in strengthening their philosophical status (see for example comments made by 

participants regarding sustainability in chapter five, section 5.4.3. Group work on the 

Core Texts seemed to have produced different results. For example, see participants' 

comments about assessment in chapter five, section 5.4.3. It is therefore necessary that, as 

course developers, we consider how we are going to present the ideas in our course 

materials. Approaches that invite student participation by tapping into their life 

experiences and engaging them in discussions seem to do better in contextualising 

learning. 

6.2.2.3. Selection 

Although there were plenty of additional papers to support the development of praxis, 

little was done to overtly refer to or use these materials during the sessions. Participants 

were left to read the bulk of these papers on their own, with little or no orientation at all. 

Perhaps as a result of this, some participants struggled to see the refevance of the papers 

while others did not read them at all. 

6.2.2.4 AdaptationlRedevelopment 

J 

Careful thought and attention needs to be paid when additional papers are being selected. 

Equally important is the provision of 'good' orientation sheets (as described by Gibbs 

1994, see 6.3., the role of materials) to the additional readings so that such papers can be 

contextualised for participants. Orientating sheets are also useful because they increase 

the potential future use of additional papers since they provide key points about such 

papers. 
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6.2.3. Development of Critical Reflection 

6.2.3.1. Development 

Materials like the Core Texts, which included activities as part of their text, seem to do 

well to develop critical reflection among participants. This is so because such materials 

invite 'talk back and talk about' through challenges, puzzles, rhetorical questions, 

presentation of doubts, reference to other materials, etc. Du Toit's reflections as discussed 

in chapter five, section 5.6.4. also offer further ideas as to how to encourage course 

participants to engage with course materials. 

6.2.3.2. Use 

All the features of a good text described abovelinder development are only as useful as 

the paper they are written on if time is not allocated to study them. Providing feedback is 

another effective form of using materials to support development of critical reflection. 

6.2.3.3. Selection 

It is important to provide materials that encourage both better understanding oflcritical 

reflection skills as well as those designed to develop such skills. This will ensure that 

guidelines on how to improve this 'new' skill (i.e. to critically reflect) among participants 

are provided. Such guidelines could be useful to participants for their pwn self­

assessment regarding their progress in such a new skill and for meta cognition. 

Guidelines on how to use the 'tools' effectively for critical reflections (e.g. journals) seem 

important as well. According to Janse van Rensburg and Lotz (1999:14-15) guidelines to 

journal writing should include a clear structure or a focus on which participants should 
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reflect. Journal reflections should also be made part of the course processes by allowing 

time during contact sessions for participants to have group discussions before individual 

writing of journals commences. Participants also need to be given an opportunity to share 

with others their reflections in a supportive environment. 

6.2.3.4. AdaptationlRedevelopment 

Careful consideration needs to be given to whether journal-keeping is at all necessary to 

develop critical reflection. The evidence presented in chapter five and in this chapter 

under section 6.3. showed that neither the tutors nor the co-ordinators had time to 

regularly check the journals, and some participants only reflected on course proceedings 

(due possibly to time limitations or limited understanding on their part to reflect about 

their professional lives). It might therefore be necessary for us as course developers to 

rethink the compulsory nature of journals in such courses, especially in circumstances 

were the above problems are prevalent and also because it looks as if compulsory journal 

writing can induce trivial entries rather than true critical reflection amongst some 

participants, unless the way they are used is more focussed. 

6.2.4. Participation 

6.2.4.1. Development 

Materials can enhance participation through their 'accessibility'. Accessibility J should 

however not be equated with oversimplification of materials. A decision as to what the 

role of materials in a course is, is essential since materials can play a central role in 

holding the course structure together, while in other instances they can be extra readings 

given to participants to go through if and when they want to do so. 

6.2.4.2. Use 
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Group work on materials enhanced participation as it brought interaction not only with 

the materials, but also among participants themselves and between participants, co­

ordinators and tutors. Orientations to the readings need to be provided not only as typed 

sheets of papers, but to be overtly used and linked to the materials. This will ensure that 

the participants know what the course materials are, so that even if they are not used 

immediately, their possible future relevance is established. Orientation sheets to the 

readings therefore can transform a course file full of materials into a resource file for both 

present and future use (Orientation Sheet - Rhodes University/GoldFields Participatory 

Course in Environmental Education 1999 and Orientation Sheet - Industry Course 1999) . 

Participation could also be enhanced through participants' contribution to the course 

processes. For example, assignments could become resources to be included in future 

course files so as to contribute towards the learning experience of other participants. 

Their comments and feedback could be used to shape newly reviewed course orientations 

and outcomes. 

6.2.4.3. Selection 

The selection of additional papers could enhance participation if time is allocated for such 

papers to be read. Careful explanation needs to be given to participants as to why papers 

of different writing styles and 'complexities' are chosen. This explanatiori might help to 
J 

prevent the participants from equating their understanding of 'difficult papers' to being 

'better' than other people and rather to help them see themselves as having the 

opportunity to enable others to acquire the understanding of such papers as well. 

6.2.4.4. AdaptationlRedevelopment 

Participation could be enhanced through including participants' comments and suggested 

changes as appropriate whellmaterials are reviewed. 
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6.3. RECOMMENDATIONS 

When data from the interviews, assignments, journals and course materials were analysed 

there were certain themes which seemed recurrent. Those themes were: 

• time and workload pressure vs. good intentions of the course developers. 

• meaning making in relation to the course orientation and intended outcomes 

• the need for adequate tutorial support 

• outcomes in isolation or integrally knitted together 

• Time and workload pressure vs. the good intentions of the course developers 

The written course orientation and intended outcomes of the course reflect the course 

developers' intention to develop critical reflection among participants through 

participatory approaches. Their intention was that these participatory approaches would 

lead to better understanding of the concepts covered on the course amongst participants 

and as a result a clearer and more critical reflective praxiological approach to their 
~ 

teaching. The discussions and recommendations in chapter five indicated that this 
J 

intention was unevenly achieved. Part of the reason behind this uneven achievement is 

the time allocated to realising these good intentions. It appears that six contact sessions 

dotted over a nine month period were not enough to develop better understanding of 

concepts, critical reflection and a praxiological approach. 

Apart from allocating more time to the running of courses of this nature, as course 

developers, we need to pay attention to course support systems such as the role of 

course materials, the tutor system, the role of feedback mechanisms and group work 

activities. These course support systems will be discussed belQw. 
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* The role of course materials 

The Course Orientation (p.6) (Appendix F) states that the file is the participants' main 

material resource for the course. It describes the Core Texts as the 'heart' of the apple 

containing seeds of ideas complimented by compulsory additional readings and 

assignments. The descriptions of the course materials indicate the original intention of 

the course developers that the materials had a vital role to play in the running of the 

course. 

This idea about course materials is a common feature of most part-distance courses. 

Course developers invest time and other resources to produce such course materials and 

then present them to participants. All these efforts reveal the significant role which course 

materials are accorded in courses of this nature. 

Usually at the beginning of courses, course developers pay attention to the role of 

materials by using them overtly during sessions and also organising group work activities 

around them. As time progresses we start to feel time pressures to finish the content and 

our original intentions about the role of materials are forgotten, especially those which do 

not necessarily carry the 'content' to be covered (in this case, additional readings more 

than the Core Texts). As course developers we need to be careful of neglecting the role of 
~ 

materials as this might have significant implications for the realisation of the course 
I 

orientation and intended outcomes. 

The evidence presented in chapter five, section 5.3. can serve as an example of problems 

that might be experienced regarding the course orientation and the intended outcomes if 

there is inadequate overt use and mediation of materials. Selikow (1999) suggested that, 

as course co-ordionators, we need to be more explicit about questions such as 'what we 

have learned, why we learned and what helped us learn it.' In support of this point, 

Marland (1990:90) emphas~ed the need for cross-referencing so as to make the links 

_ between the elements in the text explicit. If such an explicit .approach to course materials 
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is taken, the relationship between the text and units of work are made to hang together 

thus plugging conceptual gaps and enhancing the course (Rowntree 1997 and Parson and 

Gibbs 1994). 

All the above suggestions require course developers to allocate time in their courses for 

such processes. Selikow (1999) pointed out that such time allocation will assist in 

reducing inconsistencies with regard to what participants 'say and think' and what they 

practice in the classrooms, schools or community, thus an instance of praxiological 

approach. The course developers will have to choose amongst the pressures of finishing 

other course commitments and workload pressures. As course developers, we also have to 

identify, choose and decide on the role we want materials to play in our courses. For, 

example, are they going to be for purposes of self-study or a central teaching medium? 

Once such decisions are made, we will have to strive for consistency between such 

decisions and their implementation so as to avoid confusion and unfulfilled potential. 

*Tutor system 

Problems with the tutor system is an emergent theme, which will be discussed later on in 

this chapter under the heading, the need for adequate tutorial support. As subheading 

under time and workload pressures vs. good intentions, suffice to say that if it is our 

intention as course developers to use tutors in our courses, careful thought needs to be 

given as to their role and the time that should be allocated for their professibnal support. 
I 

* Feedback mechanisms 

Professional development is an integral part of courses of this nature. A praxiological 

approach is one aspect of professional development (see chapter two, section 2.3). In the 

Teachers' Course, the course developers used the 'on-job' assignment 

topics as a strategy to realise their intention of developing a praxiological approach 

among participants. Such an intention ensured that assignments became a learning 

opportunity, especially with regard to the development of praxis, rather than just another 

extra in fulfilling the course requirements. If we take such an-approach to the 
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development of praxis amongst participants it then becomes important that as course co­

ordinators and tutors we ensure that all assignments set for the course are completed and 

feedback is also provided. 

Evidence provided in chapter five, section 5.4., illustrated the problems that we may have 

to face as course developers if we do not allocate enough time to go through the 

participants' assignments and to provide adequate feedback. Spinks and Clements (1994: 

37) emphasise the importance of giving feedback by saying that feedback is "facilitation 

in its purest sense. It is the act of [or it helps with] transposing experience into 

meaningful learning." In order to realise our intention of developing a praxiological 

approach among our participants, as course developers we need to allocate time to giving 

the participants individual feedback on their assignments and also generally to discuss 

such comments during contact sessions so as to ensure a meaningful learning experience 

among participants as Spinks and Clements recommend. 

*Group work activities 

Many course developers see participation as an important aspect in both 

professional development and adult learning courses. The Teachers' 

Course developers seem to share this view because in their Course Structure and 

Outline Sheet (Pp2-3) they mentioned that a wide variety of teaching strategies, with 
~ 

particular emphasis on activity-based and participatory learning, would be used. 
J 

In order to realise the intention of using the activity-based and participatory learning 

strategies the course developers provided opportunities for individual and small group 

activities at workshop sessions. 

Evidence provided in chapter five section 5.6. indicates that the course developers' 

intention to employ group work among participants was realised. Time allocation for 

group work on readings at t~is stage of the course was useful as it enabled participants to 

'cope' with course materials. The findings also suggest disillusionment and 
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disappointment among participants about the reduction of group work towards the end of 

the course (see Appendix A pI, Participants Interview Transcript). 

It is commonly known amongst course developers that group activities are time­

consuming. As a result of time pressures especially towards the end of our courses, we 

tend to sacrifice group work activities in order to finish the intended content. We tend to 

use transmission methods as they are quicker in covering the content than group work. 

However, such a sacrifice is usually at the price of undermining our original intentions, 

orientation and intended outcomes, specifically our participatory orientation and 

approaches. 

Cutting back on time for group work discussions is something that some writers caution 

against. For example, Baume and Baume (1996:9) emphasised that a good way of 

learning something is to actually do it, preferably in a group since discussions will be 

generated. Parsons and Gibbs (1994) maintained that making sense of written texts can be 

very difficult, and group work and discussions are essential since much meaning IS 

generated during the negotiations which can take place in such discussions. 

Another point regarding course materials that we may need to pay attention to as course 

developers is the volume of the course materials that we hand out to learners. Deciding on 

the volume of course materials is usually a difficult point for course develoJers since there 
I 

are often contradictory opinions about this among learners. One group of learners might 

find the readings to be too many, while others might feel they are too few. In the National 

Gold Fields Course there is an attempt to address this problem through providing a Tutors' 

File which contains additional readings which the tutor could introduce to individual 

participants as deemed appropriate. 

Problems of providing too much course material go deeper than just the intimidation of 

some of participants. For ex~ple, too heavy a reading load can induce what Marland et 

al (1990:89) called "survival mentality" and cause students to become "surface 
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processors" in order to get by or through the given load. Such 'survival mentalities' 

(evidenced by a quotation from a participant given in chapter five that materials were just 

being piled on and they did not have a choice, but to get them into their heads) reflect the 

intention to engage superficially with course materials (maybe through cramming) rather 

than to critically reflect on it. Such an instance would not reflect meaningful participation 

or learning through interaction with materials. 

In order to alleviate the problem of superficial interaction with course materials Cox and 

Gibbs (1994) suggested that course developers should provide reading guides to materials 

i.e. extended reading lists with annotations, advice, abstracts, suggestions for alternative 

key texts, etc. 

In the Teachers' Course, reading guides were called orientations to the readings, but 

providing orientation sheets or reading guides participants is not enough. We need to 

emphasise and demonstrate the value of these papers so that they can be fully utilised by 

participants. If we emphasise the value of such papers, the participants will realise that 

these orientation sheets or reading guides can help them engage with course materials 

either individually or in a group. Again orientation sheets or reading guides could also 

enable us as co-ordinators to better guide and organise our readings for participants in our 

courses. 

J 
In concluding this section, I would like to say that, as course developers, we need to 

constantly remind ourselves of our intentions when we conceptualised our courses, their 

orientations and intended outcomes. It is in these reminders that we might re-discover for 

ourselves our original thoughts regarding the role of materials, the importance of the 

overt use of course materials and mediation of such course materials, the importance of 

providing orientation sheets or reading guides, the role of tutors and of group work 

activities in our courses. 

• Meaning-Making in Relation to the Course Orientation and Intended Outcomes 
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I identified meaning-making as a theme in my findings because I think it can serve as 

an indicator for us as course developers of the kind of progress that has been made on a 

particular course. The different discourses used by both the participants and the course 

developers respectively could indicate different understandings (subsequently practices) 

they have of a particular aspect of the course orientation or its intended outcomes. To 

this end I will also recommend that the reader consults Jenkin (2000) as her study looks 

at theme, meaning-making in more detail. 

Like many other adult learning and professional development courses, the Teachers' 

Course is orientated around participation, (see chapter five, section 5.5. and section 5.6.). 

The course developers believed that through active participation with other participants, 

course material and other activities on the course, and also by being able to critically 

reflect on such participation, the participants would gain better understanding of the 

concepts covered on the course and therefore take a more critical and praxiological 

approach in doing their work. 

Findings presented in chapter five, section 5.4. and 5.6., indicate the different 

understandings and practices that the participants and the course developers had of a 

praxiological approach regarding environmental problems. For example, some 

participants seemed to have a limited understanding of the notion of praxis, since they 

saw activities on the course as contributing to their praxiological approa~h only because 

the activities provided an alternative (novel) form of teaching, apart from the ~teacher 

tell' or 'talk and chalk' approaches. Such an understanding by participants reveals their 

interest in only the 'what' and 'how' of teaching, ignoring the 'why' of particular 

teaching methods which the course developers saw as significant in the teaching and 

learning process. 

Another example of differing meaning-making was that action-taking or the confidence to 

do something. Some participants seemed to have developed 'false' confidence on the 

course. These participants equated action-taking or confid_ence to do something about 
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environmental problems to any form of doing or acting, even though they might not know 

how such actions could contribute to environmental education. This type of action seems 

to be different from the one intended by course developers as they advocated action­

taking to resolve environmental problems. 

The two examples on praxis and action taking indicate the different understandings that 

the course co-ordinators and participants had of the course orientation and the intended 

outcomes and how such different interpretations might have impacted on their practice. 

In order to address the problem of differing meaning-making, it might be necessary for us 

as course developers together with participants to continuously revisit the orientation 

sheets throughout the course rather than only at the beginning of the course as Lotz 

(1998:27) suggested. This I think will ensure that understanding (and possibly 

subsequently practice) regarding the course orientation and intended outcomes are 

negotiated and shared amongst co-ordinators and participants. The revisits and 

discussions around the course orientation sheets might also lead to clarification of the 

intended meaning of these aspects of the course.-

The idea that participants might have misunderstood the notions of praxis and action­

taking intended by course developers should not be interpreted as saying that there is only 

one understanding of praxis or action-taking. The point itself should be seen as a 

reflection of the provisionally and constructed nature of "truth" (Guiltig, '1998) and as a 
J 

result the pressing need for continuous negotiation and understanding of the course 

orientation and its intended outcomes. My intention is therefore not to privilege one 

understanding over another, but to highlight these parallel understandings, of which as 

course developers we need to be aware and decide whether they are healthy or not -

depending on our contexts. The discussion in chapter two, section 2.3., specifically the 

principles of being critical and the last principle of action-in-reflection under section 2.4. 

illustrate some of possible benefits of such explorations and clarifications in courses. 
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I suggest that meaning-making regarding the course orientation and the intended 

outcomes can serve as indicators to course developers of the progress that the course 

participants have made. However we need to be careful that we do not impose our own 

meaning regarding the course orientation and the intended outcomes on the participants 

(Jenkin 2000). We should rather allow this discourse to be an open-ended framework that 

will evolve with the course and its participants in a reciprocal manner over time. At the 

same time, one needs to be critical, conscious and have an ongoing reflection on this 

open-ended framework. Such an open-ended framework needs to be articulated, 

consulted and reviewed, otherwise, if ignored and not used to guide the course processes, 

then it becomes easier to 'cut comers' to save time. 

• The need for adequate tutorial support 

In general adult learning and professional development courses tend to have a group of 

tutors so as to facilitate individual attention. This is due to the fact that usually large 

numbers of participants register for courses of this nature and as a result it becomes 

impossible for one or two co-ordinators to cope. In the Eastern Cape Teachers' Course 

particularly, eight participants from the 1997 course were recruited to be tutors on the 

1998 course. Apart from facilitating workshop sessions and giving support to 

participants, the course developers also hoped that this second round of participation for 

this group of tutors would give them an opportunity to further grapple with the ideas 
~ 

contained in the course. It was thus an opportunity to contribute to better and deeper 
I 

understanding of the course processes by these tutors. 

If as course developers, we choose to select or recruit tutors from our previous courses, 

who do not necessarily have experience and the necessary tutoring skills, we rieed to pay 

strong attention to the tutorial support provided by these tutors in terms of the following: 

feedback on assignments and assessment of assignments 

feedback on journals 

support with the readin~and interpreting of course materials 

tutors' role in facilitating workshop sessions 
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The above four tasks indicate some of the roles that tutors can play on these type of 

courses. The need for their continuous professional support could be through ensuring 

their thorough understanding of the course orientation or otherwise their active 

engagement with it along with participants. This would ensure their better understanding 

of what the course is about thus improving the quality of feedback and support that they 

are able to give to participants. 

Again co-ordinators could provide guidelines and support to tutors on course 

management processes like assessment of assignments and journals. If such guidelines are 

not given, this could possibly start a chain reaction of limited participation starting with 

the tutors themselves, then participants (because of lack of feedback on assignments or 

journals, for example) and then passed on to the participants' learners (due to their 

teachers' limited understanding) and so on. 

In conclusion, the tutors, like the co-ordinators, need to have a thorough understanding of 

the course orientation and the course management processes so as to enhance the 

participants' participation (and therefore learning) in terms of their ~ssignments, journals 

and their interaction with course materials either individually or in small groups. 

• Outcomes in Isolation or Integrally Knitted Together 
~ 

As explained in chapter two the orientation of the Teachers' Course has largely been 
J 

translated into the course's intended outcomes. To use 'outcomes' as a possible theme to 

guide the course development process, has great potential to stir trouble as some 

educators and learners have shown a lot of resistance to the idea of 'outcomes' (Le 

Grange and Reddy, 1997). Such resistance was marked during the interview with course 

co-ordinators by comments such as, "I get so bored with outcomes," "all the other 

outcomes are written beautifully as window dressing", "come out like sausage in a 

sausage machine" and "outcomes are putting ceilings" (Appendix C, pp5-7). Fien (1993) 

talked about the dangers ofjearning that is outcomes-driven as based on a "technocratic 

Jationality". He said such learning promotes 'mastery'. Usher et at (1997) wrote about the 
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purposes of knowledge being to increase 'performativity' if outcomes are used to 

determine what is to be learnt. McKernan (1997) in assessing outcomes-based education 

referred to outcomes as some form of 'standard packaging'. 

All the above cautions are valid to a point. I used 'outcomes' as a possible theme to 

guide course development processes because I concur with Doll on curriculum 

development (1989:50) when he said: "ends [outcomes] become beacons guiding this 

process" [of course development and management]. 

It is in this context that I believe that course outcomes represent a way of using a course 

orientation or framework, but at the same time outcomes cannot conclusively encapsulate 

a course orientation. Outcomes can therefore be used to guide the course processes, but at 

the same time, as course developers, we need to be open to 'incidental' or unintended 

outcomes. 

I think the need to use outcomes, as 'guiding beacons' is very relevant in the Teachers' 

Course particularly, and possibly in other adult learning and professional development 

courses. This is so because in the Teachers' Course outcomes were very interwoven (in 

other words the four focus areas of the course orientation which were also the intended 

course outcomes were related to each other). Because of the interwoven or interrelated 
~ 

nature of these outcomes, it became necessary for them to be developed holistically. The 
J 

evidence provided in chapter five, section 5.3. - 5.6. showed that a weak development in 

one focus area (outcome) had an effect on the others. 

For example, limited development of conceptual understanding of a social constructivist 

approach did not only end up with a participant's inability to recognise it as a key idea 

covered on the course. It may also have contributed to inadequate praxiological 

development because such a participant tended to revert to authoritative approaches when 

action was called for on her part. This shows that although the participant had acquired 

_ the rhetoric of a 'new approach', she did not understand its 'action' implications. The 
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inconsistency in what the participant has come to know (i.e. social constructivist 

approach) and what she does or how she acts (i.e. authoritative approaches) reflect limited 

development of critical reflection skills. This is so because the participant just 

assimilated the new approach without critically questioning or reviewing its implications 

in her practice. 

All three focus areas discussed have a bearing on the fourth area, participation. The 

effects of a failure to understand all these three focus areas is that there is going to be 

reduced action-taking (which is an aspect of participation) since the participant will be 

trying to 'implement' action which is at loggerheads with the socially constructed nature 

of environmental issues. 

To conclude I think, as course developers, we can perceive outcomes as the 'glue' that 

can hold the course processes together and ,give direction in times of uncertainties 

associated with course development and management processes. 

6.4. SUMMARY OF RECOMMENDATIONS 

6.4.1. Development of course materials 

I 

When writing and organIsmg materials, as course developers we need to adopt a 

conversational style of writing which invites interaction, participation and critical 

reflection by the users. It is also important to develop clear links between one set of 

materials and another, between the known and unknown, between new and old concepts. 

As course developers, we also need to be cognisant of the skills that we are trying to 

develop among users and to explicitly point this out to the users and give guidelines and 

feedback on the progress made regarding the skills acquisition. 
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6.4.2. Use of course materials 

For course materials to have any significance to the users, they need to be mediated, 

overtly and constantly used during sessions. Orientations to the readings and group work 

could be ways of establishing this 'hidden value' of course materials among the users. A 

lecture type approach to presenting ideas on materials and vague references to materials 

result in less interaction with course materials. 

6.4.3. Selection of course materials 

Clarity as to why additional readings are given and orientation regarding the link between 

these papers and core themes is important to both developers and users. Follow-up and 

feedback on discussions held on these papers are necessary so as to establish their value 

in supporting the core themes. 

6.4.4. AdaptationlRedevelopment 

This is not an easy area of the course material development process as intended users of 
~ 

these materials vary in ability from year to year. The idea then is not to develop materials 
I 

'suitable' for a particular group of people, but to develop materials around competencies 

which require enhancement. Evaluations of how effectively materials are used to support 

such competencies should be held regularly with the comments or feedback received used 

to improve the quality of such materials. 

6.5. CONCLUDING COMMENT 

Central to all the four areas, ie. development, use, selection and 

adaptation/redevelopment of materials is the decision about the role of course materials 
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on a course. Once we have made such a decision, as course developers, we then need to 

strive for consistency between this intention about the role of materials and how we 

develop, select, use, adapt and redevelop the materials in relation to our course 

orientation and intended outcomes. 

I hope this research has contributed to the foundation already laid by other researchers of 

professional development programmes in environmental education, namely, Noreen 

Burton, Pippa Heylings, Eureta Janse van Rensburg and Kim Le Roux, Nicola Jenkin, 

Glenda Louw and Heila Lotz. It is also my hope that it has raised other significant 

questions, apart from the one I was addressing, regarding adult learning and professional 

development courses in environmental education. To this end, I call on my colleagues in 

environmental education and course development in general to take this work further and 

to provide further insights that can contribute to improvement of our practice as course 

developers and environmental educators. I think that the question of assignment writing 

as a learning opportunity in courses of this nature requires further investigation. This 

question is related to accreditation which Louw (1999) has already begun to research. 

Apart from accreditation, I think that research on how to better give '9n-site' support to 

participants so as to enhance their praxiological approach to their work is necessary. I 

think that research into this area will also illuminate better ways of helping participants 

deal with 'false consciousness', institutional pressures and 'naive constructivism which 
~ 

are some of the problems that participants on courses of this nature sometimes face at 
J 

their work-places. 

And finally it is important to note that this study was not a general evaluation of the 

Eastern Cape Teachers' Course, but was focused on the role of materials. As a result, the 

other positive aspects of the course related to dimensions other than the role of materials 

are not covered here. This study also acknowledges that participants interacted with 

materials on varying levels. Different levels of development regarding the focus areas of 

the course orientation and intended outcomes were also noticed among participants. I 

_have therefore frequently used the word 'some' to indicate varying developmental levels 
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among participants and their interactions with course materials. The exact differences of 

achievement in terms of the course outcomes and orientation could form the subject ofa 

research project broader in scope and depth than this half-thesis. 

J 
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P2.USe 

p \\n.en I carne to the CO,-,75e I felt that. ... 
\' Reallv [0 this Goint 03.:e::12.1s have not conrr:cuted to your underst2...-:di"c>: ofY01.lr ",'orl< 

~ J. . --

:::.:::d your ability to do y01.::' \vork better 
F iI~ \Ve look 2t th~ last thre~ sessions ... 
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I ' ~"C; c~;,","''''; a lot from +i- cow'" I' "" :::1 0 c";T'ed -om"'rnina fro t' ,-~~, n.:l.,. .=; ___ ............ u .. J..J. 1...1 .. ,:) ...... s ..... n~ye ...... s .::;- .. ~... ~ ....... '-'"...l -=' ... m '"-DE: CQul~e. lhere 
is onething that I will never forget which Ursula said that confusion is the oegiILling of 

. • ~ -1'" . '1 ' ~-learnmg. 1 IOunu tillS to oe encourazmg because real v ,;vnen you are cODrused vou "'2..;--
,.... ~ ~. ........:-- , • 01 1 01 "y . .. L ~ 

IO !md out [Sore. Tne conlUSlOn that I nad on tms course nelped and encouraged me to gO 
out and firrG out more. A..L'"1d to me just like Zelda oy students are so happy Tlo\v, thev 2:~ . 

active in class, thev a..;.-e doing oroiects md mv teaching sty'le h2.s ch2..;T} a ed '0' "~"O'l,'" 0-1":";-
... ......, J.. ..I '" ~ J ,::, "-' ............ 1..4., .. 11.... l .... ..:.~ 

course. 
c For me it '.'(2.S learning about this new thing t.1.2.t we should not have t0jS u'-'l.ho:::l'nv 
::;; '"-" '"-" ....... _~~ ... 1,. ...... 

cOITloeti:i·JTl among stude::::ts beca\2se pecmle le2.J.--:1 2.ccording to their abilir;eo:: :::,..,.-1 n-01""1 
.. '"-' ... .... _ - ... w ....... --. ...... .l. 'v 

feel mo:~ comfo~2.ble \Vi:rl illV \vea..,.l{ st"tldents or \v::o 2.:"e slo\v le3.2ers. T~;~ C'(ill-::::'? h~~ .. - ........... -' ~ ........... ~--..:::. 

.... 1,-0 hPl.,......;..r1 .. o o"""'on-" eyes """orea. .... :.....0 ".,.. ~ ~ ~" l' c·~-·--'" T ... ;- l~'''''='' 1 .... C,lY 1.v_}'vU. L :''''_ 1'1/ ,L '-' a.' .. i UL ll,Y ::,llITOc..en ·u~=::'. H.::' .l."\.'- ln my no:..:s:: 1 no 
lom<:er leave mv lights on \vhen I am not using t.'lem. I understand thar it is no lODCer cr'tV - ,./ '-' ....... .....0... .....f 

the matter of I \vill not be able to pay for t.'le elecillcity but t.~ere is more 1:0 it th2..:.-l jus: 
beirlg cO Ie to pa)' a.'1d oIhe7" things like ieaving L~e \vater lea..lcing. 

\,,, ., .. , . ~.. hId 'j.," ~. 1 .. , ~. , mcn O[2.er elements or tne co;rrse 1.e pe WIL. tLlS nroteSSlOna growln ,¥1.Cl personal 
develooment? . 

~.l. ~ 

.P All of them have been an integral pan: of L~e course. I don't think I C3..t1. sep2Iate or si:1gle 
out any aspect. I thin...\ it has been' an integrallea..r;:ling process. One C8..T} come to the -
sessions 2..:.'"ld go back wiLh. great ideas 2.J.id great emhusiasm md you C2.J."1 try out tPings. 
So then you fu""1d that some of the ideas h2.ve \vor:<ea and others did nOI so L~::n "'ihen we 
COffi~ back again :you can check out "\"\li"Eh other people if they are encountered the S2..J.lle 

problerr_s 2.S \'/ell.. 1"1 t11is \"\/3.:l ODe recei~/es feedb2C~{ fuld ca.TJ. acruall;! vlork ~~~OllS~ tJ.'-:e 
problem 2..:."1d houefullv fix UD 2.J.1.d tel again. ... ......... ~-

.0 T d' . . 1 \- . .., I ' OBE " ".' , . .' ~Jlt me. e It praCIIC3.. \' n.en \y'etit to tDe \vor:<:snops. tnat L.ne tl~ac.ners 2.SS0Cl2.tlon p:.2I . ..-
" ;; . l' .' T .. , '. '" - 11 ' " T;; , . . ., .. lor lIS Ie "\"\"2.5 a 1 tJleOr~l, ... UlC1n. L geI my teetn !U.l ..... )t ~01J.nc.ec. out no\v ... leel IllS POSSI0ie, :::... 

even though \ve still stuck with double periods of how there is a light at ti1e end of ttc ,,_ 
IDfl..Ilel. 

Conceptuai Underst2..."'lding ofE.E. and its processes. 

The key concepts that I have learned relate to OBE 2..;T}d its terminology, assessment. ,I, 

, Anv elements of the course that vou fill helped \'Yitn. the conceptu.al underst2.:lding ? ~ ,./ 0/ __ 

)/Ihe n::<1~gf~i~~~c~o;:J~;r~X:~TU(1Sses~iisu~t.sSUP~m:~~~ I t.1..L-:-1.:: ~l.~ , 
. presentatlOD. Dl s presentatlOn on assessment. I nad reae. all tnat cunng the nol;e.ays DL:.t I 

must say she put it together nicely for me. The workshop sessions were for e.e most 
useful because of the interactions find I'm ahvays looking for new ideas fOf teaching. I 
belief if I Ca..T1 exclain t:hen 1'C rr:e2.1-:'s I underst3.!."1d iL. Some of tr~eSe C:JDceDts 1i~e 

.... ... . .....-...-"'-"\ . ,... d'" r ........ ,- 1 ..... ~ ' ... 1 -t.... . ~ . 1 ' .. "\1"-
susralnaOlllt'j 2.Il ot.i.lel C.l:. pa....rt or t.::le course 1 Gon L fl2..,:/e LL.em nIcety lD"'i'1eJ.J yeL. 1'1' ~ 

fighting a big battle at our school to include the environment in the mission st2.~emer:: 2.:..""1d 
I must go back to my school 2.J."1d explain \vhy do I fed it should be in.eluded md I feel the 
E.E. part of the course! I could..say ql.cite a lot about assessment and cooper:nive le3.ITj:1.g 

. and OBE bur maybe the adv2.nt2.ge here is that I \',"3.S not hearing them fctC.tl~ first time 
and they have been rdramed \vi-jch is quite nice b~fth",;e~E:E:cb·ncepts·-I;Je'~ftilTIlii3.r~ 

:1 

; /1 

; I I 
i i 
:' ~ 

Hd i? 
! 
! \.-.. 

'-' 
; \ 

~ 
i , 
bUR~' 
TUD'r 
! 
! 



--
" ,. 

(f 

\vi:n.the Ere2.C deb:::tes lli--:C ho":; &.tins::s are hannemns:: and develoDins:: s::Iobalb the 'm aJ' or. 
~ - 1 ... :....... '. . -~.' . .......,... ... - .. '-' -..I J , ... l.,,; 

trenQS .. J 

{enjoyed the t;'--2.ils lli--:d the act:Ylcies, 2....'1d the \'/ooly web. It showed the interrelationships, 

E.£. processes 

Iv l The gameS 2.nd trzc:ls. \'1 2.~er a.::2.1vsls was for me ver'; re\'1arding. Tnls is because Vie 
- -. 1 •• ~ '" 'i c..; ~ \ " '" 

re2.11y e.o not k.c""loW \Vna, IS 1n ,~-:e water. It was a verj,.( actlvny even though It IS not 1Il our 
svll2.0i [he:.--e is 2. let one coule. ie2....rr'. about and L \vould,li~{e:our-tutors tota.'-<:e i~ fu:.-ther . 

J _",~ , _ .~ 

r C .: ". '1 ~ r' . " . ..:;:, rOSS-CUIT:CULar approacn n2..S oeen exceL!.er:t Ior Ele. -/It'e USc to stIck to O\VT: subjects in 
t~-:eiI' s82.11 boxes but r:.O'h' or:e C2..:.-: go e',:ery'fvnere as !O:1g as one ca..-: 2.chic\,:e t~-;.c Otl:COT:le. 

trBm right 2.t the begir.LJ.""ling whe::. \ve were doing "operG"1g windqv,'s" \ve did a lot ofLE. 
stuff. 'He sll"essed t2e eIlY-iror~ent enou:;::h but-in: this:last.tt-lo sessions we· seem.' to have,.,., - - ---------_. ---.. --- -"'-"-" ... . ~,,--. "'-"'" -.~--:--. --~ -.;.~ 

~ipped 2:'~i'ay from it a,-,bt- I},./ojJ.ldtave.1i...'-<:ed'to,h2..vedoriemore.E:E.-;thefuTIO-~~ 

cO!J.fer_e __ rlc_~_ 2.!."1d other ll2.j or' gle b2Tissue'S; I think everybody assumes t.hat \,,-e k,;,'l.Ow. 
'~,-,.~. -

:ll3.ytJe the ass 1..L.r:1ption is that .. ,,·e are f2..c'TIiliar with these which I am not sure is the case 
bL:.c I >,vodd' have ·li...":ed more eaviron..rnental education st'uff that we shouldknow about. I 
W2.S excited by the issue based teacr.ing. Suddenly to bring something li...l.::e that into the 
cl2.ss;:-oom which is not h"1 

tex:book bur it mig.;.':t be a nev,/spaper article or taL\ing to people and nothing much more 
th2.n that md I found it challe:r.:ged people tremendously to have to Q:O and find out stuff \ ...... "-' '" ........, ... -
h · . 1-\ , 1 - l' ',. 

tJ.21 IS not 1Il nc\..-text OOOK at 2."1, Just somet.r.Jng cu...rrent. ' 
Like ffi)'"self I 2.ffi 2. prirn2.1J school teac~e:-, so sometimes I become 2. co-le2..t-"!er tP.JO:lg:.~ 
the cooper2.[i~/e lC2-:..lling or te2.ching .. 
I remember the puzzles, I sa\v them as fascLlating oec2.USe I belie\re t.~at fLLTJ. goes \"vi:h· 
" '1 '1 --l '1' - -1 " 1 - ., .-leaD1lrlg so t.r..e cnL.llIen ViI 1 ne~ier torget someu~g tflat 'Yvas e2.meQ tr.JOUgiJ hl.!.J.o 

Being close to findh""lg inforrn2.tion. The \Vildlife Society 2J.'J.d their Share_Net resources. I 
didn't really kr10W much abouI tb.em, I have seen one or two those little pllillphlet things 
now I knO\V there is 2. lot that one caIl tape on from there . . \ 

Like myself before I C2.me onto this course I thou:::-ht t.l-J.e environ..rnent tS just 2....TJ. additional 
subject. .'\n.d so when I llill he;:-e I discover that it is not a unique different subject but is 
something within us, So L.1.is course helped me a lot to understand the meanin~ of 
environment. There is so much Ll-J.at in 9ur area -.,vhen \\--C,vere gOh""lg to hav~ a., when they 
-.,vere going to open fore us a resource centre so many.did not understa...TJ.d what is meant 
by this enviromnental education, so this course made aware about this envirowllent3.1 
education. 

V:You all seew to be excited by the E.E. processes that you learned on this course, from 
this excite~ent Clli'l. We aSSlL."Tle G':at you have been trying them out in you;,-- own wo:-k 
situ2.tion: 

V \vnich ones did you try 2...T1d v,'mch ones worked better? 
I tried tb,e wetland because at L~e back of my class there is a wetland so we did go there. 
We were doing general science 2..c'1Q, I incorporated it cross-curricularly and tried to audit 

• ~..... • ,. ~1 '\..;--<-~ 
dlt::erent amma!s wnat ~ tney eat. . 
S uz::m I tried the trail. 1;'-/ e \ver::t up the mountain and over the hilltop llild we studied the 
byout of our town the dirfere:-:t zones and all these U1.ings. As we we'e there I \Va5 like Wt. 
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in ::-~::2-:-::..::on cftomoITo\v'S l~sson bec2.USe I S2..~/ tomorro\v I'D) going to ce de23.Iino 

~ - . -y \ .:::: 

\v;':--- 7~-;:r ",..,d Dtaese read t:-hous'1 it. So i'SteSd ofJiust saying thee is a text read it I 'J,-.-, 
_I. .............. -_.......-- J. "-' I'- '- 1-, (...;..J...ll 

•. .• .,.. '1 ' k' ._. , 
ac.1.2.::Y c,e:::.::cng lc.90\vn to o:te SIze ma..."1ageaole cnum s oecause g"~ s not manageable 

. h t' . -1 • t...' 1 b .., b . - . ti:ey'il jus: g:ve up. La s "Vr:.~i a..rn saymg tHe oa.a...ice ev,veen ecause II ES too difficult 
pea;;>e e.o::', read them ane. its too easy all the time they get lazy to go. Vlnct I \Va...iL to do 
i;::1::::-o':e 0:-. lec.:nir:.g to read sD1ff like this so that I ca...ibecome part of the ceo ate bet 

... ~'::.::-.-.--.:,. - --,. -"."" ..... - ... --.-:-, 

Ip_aY'ge I need 2. little gu.id211ce .. _ .~ -.- - . 

ha';e 'Xe come We s1:med taE-cing about what is the enviroIl.-ment a...id \ve have an idea that 
is ar:.d this ar:.d what are some of the issues and what is EE and vihat is education about 
t~e err\:i:-onrnerlt aLd in the e71'/ironmer4 3....TJ.d for ~~le errvironment arld \vh2.t is thac subrle 
dis:i.lcction a.,.id then going inw the sustainabilitv debate ruid \'ihat. is sustainable zrowlh 

'-" '"-'''' '-' 

a..l1ci to\,1 does it differ from sustai2able develoccenL I find mvself often ~"1 a .' . " " 
con~/·e:s2.tion \vith colleague~:- friends or just other people \vho ~~nterested ir.. the 
ec.1.1c9 .. cion debate vlhicn COrrleS up clot bec2.use ~:OSl p·:;ople haY"c crJldre!1 2..1J.G t.hey cse 
interested in \vhat rclture education is a.,.id I find if I cen't explain it to them tten I cior:.'t 

knO\V iL Aid at the moment I can explain all about OBE 'gl~.!5_C.§l}.~(~xplain:~bQll~~2 .. .:E::~§'£~~ 
L1.at:S.N,;"l?:Y) say it stilL'verj ';":ag,ie--aIid. Ihiven't got it'so that.tcan.t2l.1.c.it:2.I).d I ~vanna_.~~:g 
able I:?J.::Ll( it people-need to hearj);,.I need to sit dOWel with headmaster and tall( a~tok 
in his head. I need to be able to eXDlain it succinctly oeautifullv within 2.li hours on tha~ he 
•.•. , +" dO '\ l 
IS convlI:.cec11s tne \vay -Lorwar . 
T: I a...il happy with FE. !ha...'} I ru'TI with OBE. I feel its quite acceptable ta be not quite 
perfect yet so I am not that :frustr~ted especially with the system in the school wher~ we 
have to fit in a fairly rigid pattern 
Is there anything about the materials and their use that you would like see changeQuiz6 
Already recorded 
S UITllTI ary 
More.use_o£materials~duri 71 g sessions) -- ~ . - - -- --".----. " .. - - .. -
\~rking::in::groups to.understar.dthe·paperS:3 
Ac.ything you \vould like to 2.dd? 
D:'{ou know what I could quite like particularly when we had long sessions of 
presentations is perhaps brea..1.: up for a short \vhile and now to say you',/e got 15rninu:es 
gO a\vav read that secDon 2.lid come back azain. A.nd then we Ca...i have ili"'10L.~er session of 
_.J' -"- .... 

presentJ.tions and ther:. go awJ.Y and read that section and corne baCK. r:,9l..t:'k.no\'0'j~~!;.t.9~ 

ki.nsi-~_~_~~~t2s0.-"e~l.9.ngtll.n~s_~siSi.pg~~j~:1::.~ru~py'being-ab1e-t6-rerruotce\vhaC\';'e hi{~?~ 
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D T~ :~~, i..., 0-':"'0 to 1;r1, ';"';..""\_. """1d n-"1C";C'" I --=",,.-i r"'ally·o tak:'" som" o:tha "'v~~ 1 
.;. • .I.e.,,",," ..... ~ :...:...," ':"1_:::::; .L,l.. ... ""-"'\.. L.;.;. .... v!./ ~...... ;;-!....- l.:. """ L,;..r.'-~ ... v L v ... 1.......!. .. 1 ..... ...... \.c....:.,;lp .. eS 

~...; : ...... -~~-.::. C-.1, .... t:::.=> -'-'A/"'t~.-?l···"O rn" '0, d --"\. '1~acru"'s Iik" t-or ex:~ 1 ~ "-- r-us~,-,- .. ; L, .. _;:;~ U_l~~ !-""-'-''''--'': L !l '-' a.r: u.y C01,_ := ~ ) ., ~ ....... JJ.p,e, tIl l;;::-:-r:S or 

t '·--~'-""-":l;l/".',...-"i;crC::,"···~I"'c.·"l\··"''''''''·' ";"--d:\·l·deyou-c'as- .1,;> ,. ill;:; ••• ::"" .. U\... ,".,-" l';~).=:_c.·" L.v '_ Yl,,-r,,Dy YOu Je.:.:>l 1" 1 1 ;:; ITlc...."\._ sure LL2.t 

eVe~,,' p::r:icip2...."'1t in (r~e class cave to parTicipate because he has to repor: back to the 
. T' , . 11' l' • ·1 ' d . . 1 .. • OIl1':::-S' ... Q2.~ ~21r...g r:;2.l1Y n.e .. pec. I:""!.y Crll;.aren 2..i.l . l~ mace tasr-: eaSler In terrr:s ot t:-;(ing to 

cove:- :::e 5"1112.'J ''';'S faster. I C2 ... :: also sav that I tried to use some of the cooDerati'ie le~i~0 . ., .. .. ... _.1._: 

a:;:::-82.ches besides the j:gS2.\~· . .. -\t sc:ne point I r:-:~d but some of lne rr:.e~.tjds ~~ev lrl to 
.. . "" ~ 

d " . - ',. 11 ' 1 Al h ' , ." e12}" us DeC2:l-se \ve nav"e to :::l13n tne Sy' aous e2I_y. ' so :you. ave to teacn Ine Klds ~' 
1',0'.'," to trV to re12.1e socia~lv :..-: t.errns of not dominating in the £lOUD. They ta2..::e th-ne in V 

~... '-' _. .. 
tec:s of t=-:/i.:-:g to use them :..-: the present system of education but as the time goes on it 

V to D \\ ::.:: cid you choose rhose :c1ethods as opposed to others lLk:e 'te2..cher tell' or talk 

ar:c. chaEc \\;::.,:/ die. you fnd yourself saying this time around I a111 going to use puzzles 
or ~~oup '.'lork. Wnat was i:::::orrning that choice 
D I thir....1,: \vha: informec. mv choice is reallY tha~ I begm to understand !J.'lat the Dresent·" ... .I J _ ... 

sys:e::" of e'::.',ucatior: \vhereb~: !J.'1e te2.cher is the o::J.e "\vho is in control is really ol.:tdated. 
So \<t-.en \':e here Ursul3. wi:.:.'-: the facilitators bey introduced to us this meL."-1oc.. I felt: thac 
real:v I W2.S not bored becal1,Se we \t'ere really.! QOLlig mmv acti.,ities and the)! in a Way .I _ J J 

like in!eres:ed a...:.-:d invoived '..:5. T1erefore after that I felt like ch2...:."'1ging my style of 
te::.chi:1g ,,':hereby I just go IO teacr.ci:1g JUSt \\TIci.c"1g on the bOald 2.1d teaCI-Dng the kids. 
T~~y \Ve1"e not follovy"iG.g ffiY Leaching because I hC've to give them a test 2-:.1C they" na'7/e to 

re':l:~ the [2.c:'-12.1 things a:.--:c I felI m::--" teeching C2.....T} ch2J.!ge, because I could see everl 
r::"\'"s~lf I \~:2.S £T2.5Dir:2 me's: oftne t~i:iQ:s here o,ecause of U.~e methods . • , _ J. _ _ 

I fOU .... ld the rEet~ods 2Ie inte:-esting to the kids a;-:d the kids sh::..re ideas Si.d sometimes 

th~:/ le2.rT~ i~ 2. pl2.~,,:ful \"\"2.y. \\~le g:-asping. 
S I: also depends on the OL::.:omes that you want to achieve at the end of lesson. I find" 
tn~: one cethod would Dring out outcomes better t.han the oif1.er. i'viaybe want to oeser-y·,' 

. .. ,.' " . 1· d f' . d" 'd 1 ~.~ sF!2.e:1ts CGlng SCr:1etn.l~~g COllectl"lie<llI1stea 0_ as In r'';l ·ua s 
\0 22.5 t:--~c D"'l2.ter12.1s con~:i:'uted tl) )"our lL.iders:2..l"1.ding. ttlC v .... ork betL~=-, cei:1g able to 

~?:2i~ L:--,e:e t~:ngs? c , . . . "~~ . ~, ".. . 
1 c.:::': one 0: Jorm Fl~e I ,:::::"-'::1S toodiIDcult to UDderstandi~Lhe b.."'1guJ.ge-1..:sed mcre-IS·lO("'" 

::b:g f0:-· us. I c.id Ilot llac..~:-s::l!:.d \\;i12..t "vas said ill that piece of p2.pe:-. 
: \ r T' ., 1 ~ ,.-., - T ' .. ' ~: -' ~ 
.l.~l ..I.: Gc?~~L.S a;:} c:.O .... v O;}:; :-e2QS L~OSc p2.pe:-S. 1 0 ~e tno~e pc.pers ... so 2.:U1Llu.lmen~lor .. 2~. 
"\' - I ., ... ..' .. 0 .' ". ' . '- -,.. n"-' -'I 0"";> ;. 
·f'. :-_~:;, i::2c' tC10S:.' ~2.P-::lS 1 see Il}2.~;'" lO~Q2.[lO:1S. ne err\-lrGnr:1e:--~:.2.7 ~.e .:Je\""'-i_~ 1. ...... l.~ 

··.·O'.l c:::u::c SI:lild 0,1 anv D 12.::oIT'.lon: Ll:le QIo\J.l.:d·· 2.:1CnIV·to addresse~ .... i,oErneDL1.tprob leGsJ 
.' - ~ .. '-' ~ 

c:::-::.::.:-d 0>: r~clpl~ '\i~/to 3-:-~ li\"ing i:: i:r-;.c e~\"iro~u""7len: outside ~r:.::re, X
9

:.:_: c~~ .... ~ also t~ ... ' to 
cC!::1vil:c~ :~t:::r?1 r:::\\" VV3.ys 2.~:d r:l::~hcds o~- tr;~.~:;.g to look 2.t t:::: en\·irQ~-:i:;7"i.:. So :0 r::~ 

t~~~~s~ p~'l;:e:-S 2:r~i::ore·~L~-:-::l;.::2.ri"'i·e~ 
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D I think on that aspect really my level or personal grov,1:h has not yet come to the level 
of expectations of the course organizers. Like in terms of trying to say that as you know 
that I am from a school or system of education whereby I accepted everything as it comes L 
but I tried to reflect on some of the things. But I don't think the way I reflected it was h_C T 
thee expected thing. 
V I don't actually think that th~ is a right or wrong way of doing this basically, what is 
expect.ed is how do feel about it, why do you feel that way and how can you make it 
better if at all. The things that you write about in your journal, like today we did the trail, 
how did I find it Was it useful or not can I use it, why can't I use it. 
D The reason why I say that is because I really took those things as they came most of 
them. It was excellent. it was something really interesting you see. I was in a way always 
appreciating everything. I couldn't find anything that was amiss . 
V Which is not wrong. That is part of critical reflection to say I accept and I find 
everything wonderful because ... Critical reflection is not about saying the negative . 
M M~:..e ~pecia~l~the part. that talked about the negotiation of the issues. The only thing -: . i-,IN.; 
that need to be Improved IS that we need to have more games because those that we went,.5'~-. . 
through'''an~ not enough for me because I was not sure when we were given the pieces of ' 
papers and we were given information that we must go and negotiate and see whether the (,-.\;,.~C(,:,. 

things are related but at the end I discovered that everything is intertwined with each ~ f?"-\)\.'':: 
other. So therefore that can be an easier way as teachers to implement it to the learners so L-

that they can see the different ways of learning things. 
V What about the assignments? Did you find yourself critically reflecting on the 
assignment topics 
M In fact the assigr:ments were ~ood beca.use w~ ,:ere. ~iven a chance to read forwa:d an<;d .lQ ,--.h·~ 
assess. T~e only ~'1ing about assIgnments IS that It IS ditficult to do a lo~ of work while ~ \..~ ~ 
also you are wor~g ~eca~e yo~ wo~t have eno~gh ch~ce to ~o outsIde and researche':1'~ ~,~ 
enough, so there IS a little bIt of cneatmg. But agam what IS makmg people feel more <~~ Ie \.,::l Q 
dov,:nhearted is the capacity of the amount of work for this certificate.· Then some,..e-:( we~~ y-,\~~: 
disillusioned because it is too much work for a certificate. That's my perception. But yes I 

we don't have an alternative but to get there and roll up our sleeves up to our shoulders. 
V D you \.\"ish to get more than a certificate? 
All" Yes 
V Like what? J 

M ftrriaybe it can be changed into an FDE or a diploma rather thanjtist the certificate. Q 
Looking at the amount ofwor~ . 
N I want to talk about the assignment on environmental issues. It was quite eye-opening 
to me because I discovered things in my environment that I always overlooked. I had to 
research about them, find out more about the problems and why there are problems. So I 
think such an assignment was very good and it correlated very well with the type of 
course \\'e are doing. 
V \\-hat about the workshop presentations 
M I can say a lot concerning the workshops because the lectures or the tutors I don't 
knO\\· ho\\ to name. They are so good, they understand their work. But it is a beat 
confusing sometimes. we are so married to Ursula then when we get someone else we get 
unsure. To show really tnat she is doing her part .. 
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V E.E. Proc;;sses Learnt 
Coopera:i,,.e leami:1g, OB2, t:-ails. Vrnar I have noticed is that kids like to be outsic.e. 
Th~}f le2Z"7: betrer outside than i:: the classroom. 
\vr'cicn elements of the couyse helped \vith better underst2.J."'1ding of E.E. processes 
Trails, assignments, tutors tmeugh lectures/workshop sessions 
Have vou usee. 2.J.-:\' of fnese a, your school? Give eX2.J.l1D!es 

..... -' ~ -' J. 

Fieldwork. They were so exci:ed. 

We v;ere doing a:-ound the school. Collecting different rocks, plants and all ~h2.t. 
M I used auditing and trails. 
V Have materials contributed to a better understa...'1ding of the above 
lvLt):ley.are·so helpful as we have mentioned. th2.Lthey help.with..conceptual underS..21J.diIig . 
·throu2:h re2.c.ins: themateriaC' . '"-.. ..., 

Materials 
\vnich ones do you use 
Thecore texts, Huckle and Fien, EnviroF2.cts, 

\Vh:~.were.~ley used f~~ ',. .. ~ ~ Q 
BM w guy:.t'.OrdlscusslOn.·~lIn enVlrOIL.'TIents especIally as pomto:trelerence.t~.b2.Ck,;.up..ri 
ffiv.rview1JDint·:::)· j 
-- • I 

"\.f - 1" ~~,. , h d J h -r + \1'" ,. 
lvJ. 1 am i3.1S0n o!:tlcer oenveen tne teae, ers an acou 1 ruSe. .; nen we 2.[e !:.avmg a hot ; 
d 

,. T "!. 1 .c ' .L. ... • ,....... ., ~ ~ 

e22..te . .i. \vas not navmg enougn laC!S to SUt;2£..1:p.."'1Ll2..Ie WIl2.Lever 1 aiu sa:.f1ng cut when 22"::. 
used the IT'taterial but 2.ny 'tJS":ml·Dard:ingquesfJikc2.J. come from any comer out I'll be u'1eie 
to ,~::1swer ,hat QuesTion. So that helDed me a lot that is ~~~.lv I was choseil t.o be the ~--:;; . 

~ J. ~ ~ y 
s;.:;o\..::esDe:-son duriI1g the launch because Ldo'havethecontenr; maybe a ]i.,.,.::. . It more i 
·h~ ~ th ~ .' -T~'.'5 L. a.il 1.). ..... Oln:::.I.~. 

\' \Vhat about during assigILTTIent process? 
D This assigwllec.t of developing you oVin lea.rrin~programed. I tried to use other 
macerials. I tried to use the Share..,NeLQ.Qokletses.jecially the En1bling,Document md 
:,,:nviro.E~c~,to a certain extend. ( I 

V>Explaln why extend 
.~~fren~.~0....;:ete.-;",zan~Iffth&.as~grmiem~ 

Tu:ors' use of materials and purpose. (£) . I~ 

DU~,:;1g .the lectures they ~.se the materi2.1~ f01 e.labfifation;.and asje-feren~~ . ~ 
M .t;bel1eve..most of us dIC! use the matenal beca ' lYe cannot come to tb.eJecture.~; 
J.?o dJingc in, oUr heads you knoyy~! So to have facts to argue because someone 2Igues \vhen 
they have fc.cts. 
l.T,.=. n" r("~'~~T"l')rors ..... \,. ...... ; .... Xy·~l. .. i.c..... ..... 

RefeTence::po.!posS;. Because ~hey Cful say look at page so and so illJ 
D Especially Ursula \vhen she was introducing ............ So this...::ncou:rage~Jo read the 
core text 
How are they used?~ 
}'1 In fact the first part is similar to the answer ~1at we have already given. Mostly our 
coordinators 2re coming prepared but in their discussions some of ~1e things willlli..j.: to 
what is in the core helts. So in other wo~ds core textY:?Ie:not.~quentlYJ used bpt what is 
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frequently used i.S:the interaction tr..rough deoates·then·whenyou· getlockedsomewhere~ 
,you.then refer to the core tex:S:';) 
V \Vhich i:l::lterials do you Sr:d easy to use 
Mos;: of them \ve 2.[e so e.se to oecause on mv pert \vhenever I am being asked to deliver - ' ~ 

certain tODic conce:-ning the envirof'..l--:1ent I a1\v2:;s 2:oinf: bac1<: to the-core.texts::, ... 
t""'" ~ - .. .., ') 

\vl1a., makes the core texts ecsv to use? 

~I~.~:...'aN~tnB~~.:m:~ --=:" ~, ____ a:' 

'V r-:.:><"n:-a'l / 
.I. ~ 1.....,..... .L lJ.:::: . ) 

a~~~~ 
Mate:iaLs that C.:-e difficult to use? 
Jolli, Huckle and Joh.Tl Fine 
M I: depends because to me those materials 2.[e so useful. It might be wise tO,have audio~· 

~ ,.. ... 
'{isu.~lll!a_ter:iaUj}:c.e!.slid_~.??? L£~ ..... I a1'n sure in the future there will be proYlslon}o:- -. 
. ~--. 
ttl:::.!. 

Ch2.Ilges to the materiels 
As \-ve have said to have slides so as that we really do not concentrate too much whereas 
we don't understand some of the concepts. 
Is there enough time for materiels dpring w/shop sessions 
M 1'~tiiT..~-:i~n.Q.t. ~y6Ug~(ras" a7ies"ulfwFiei:ieverwe.·.c~IE.e £a.:~1f.agairl~~e~e· g~~~g , 
sOp::leu.'1.iJ.'1g new\v:hprJ:you'ha-,re nor got the ~hance te' rpad ill'" ~revi('·1.s ones: i\Vedor~::'" 
h~i:·~~Ol~~·tijn.e,.j, ., ... ." . . . ,.' . '. -

\' .~y recommenaatlons 
'" II T' , . ., \..' \' - fi " l' h Xv \.1 L10ugnr we are gomg to na':e enougH nille. V Len we InlSn a 1 w_ at \ve are suppose t~ 

fnis r: Ih en w e \~lL go .. b ack 2ll~Ltry t().emphasiz~ . .on. .feV(. ~~as that need;e;nph~~~"b>"1-.s' .' 
teE:lS of:evert'reaa·.and eXDl2i..t'1 t.~ose difficult DacLS. I don't b'1oW whether we will have' 
_~. __ - ... """';"'''' ~" -.1,.:.- "' __ ., ... ' .• _. _ _ ,'" _. _ _ •.•. :._ .... _.1. -;..;. • 

enough time to do that if no: I don't have other alternative rather than to swallo\v it ruiC1~ 
trv to get in m v head. . . 

";; D- In t;ffilS 0 f ;he material, because I thir>J:: there are these tutofs at one time they were 
"',$<l;;,ving that they are memors, they are having groups to I!1onitor but I thL."L\ if this thing 

., 

can be developed further where say in a certain area let say King \Villia.m.stow'D certain'. . 
people \vho are dealing \vith this enVlrOILTIlent can just meet t.hat group so as to·~cuss,>; '.:" 
.~~e~e-.rp..§.}.e:9~aJ0 As we said our understanding differs butt some ll..T1derst2..Tlding can"be"'·.''':" 
m;~ro·;ed if we can share our ideas \vithin a certain area mnongst ourselves so that \vhen'~' . . ... . - . 
we come here now \ve 2.[e heving a better understanding of these readings 





you say in that sense that participation in that level is a strong orientation to the course? 
G. to V yes I think it is because you can't bring change, you can't do some things to the 
people but you must do things with people and I think so much in the past has been do to 
people and education must be done with people and I think yes it has been and important 
part because we wanted them to see how we work with them and how are they going to 
work with the community. What we are trying to bring about is the respect of other 
people's ideas because the fact that somebody is illiterate doesn't make them a fool, they 
can have very valuable and powerful ideas. The fact they cannot write them down do~sn't 
detract them from their ideas is one of the aspect that has come through because many of 
the praxis that has come from the 1997 courses has certainly shown as well as in the 1998 
is the great discrepancy in the academic background you have a person two year or a 
three year teaching diploma against people with Master s degree lecturing at college 
.Now I know from the work that we have done that those teachers initially felt very 
threatened by that situation, that we don't know anything, we not worth anything and the 
fact that they participated and made their voices heard contributed tremendously in their 
growth and confidence, and I think this is it. U. to V I think one of the things that we 
have overtly or covertly covered was that you can are able to do it and you can do it with 
that idea of mutual Tespect I mean this one idea that is hell of important, it is one of 
people I work with must not like see me as you are the boss and I am the learner we are 
colleagues and we can do it and this idea of mutual respect is a hell of a lot dimension 
and even though the original presenters may not have seen it I think it has become more 
and more of a structure of the course and the believe that we are all of value and of 
worth and I hope very much that that came through because any body evaluating will be 
able to see it. Even in might have not seen it because I very much aware of the problems 
of patronising, I very much aware of the problem oflooking down to people, I am very 
scared of it, I am sure sometimes it still comes through. Only in evaluating I trying to see 
if I am succeeding in putting my mouth where my money is .So you will have to come 
you with that, is definitely an area as is mutual respect. V .how do you say the course 
material supported the orientation of the course? Urs.to V. I think the real focus here is 
support .The material is not the course for me and I feel that a lot of materials were not 
read they were not internalised. That doesn't matter to me because what that material was 
that here is something if you want to read, if you feel that you need to find out something 
more to read is there you can empower yourself by reading it. You cannot make adults to 
read if they don't want read or they don't think it is important to read at that time. But I 
feel that as the course progressed people initially didn't read, I don't think th~y read. But 
I think from what I picked up from some of the people from the course myself was they 
were reading more towards the end of the course. And what are interesting were they 
were reading now, years after they have done the course. You know speaking Lungi and 
to others like that and speaking to people who have done the course 
Although Lungi did not do the course, she tells that people are now reading the materials 
because they are now seeing the value of those materials, they now going into the again 
that I find a very interesting comment, Because the feeling was that materials was that 
materials are not always accessible or too advanced or bloody argument it is. But it thin..1<. 
the argument was that those material did support for the to pick up as a reference when 
they have grown, wh~n they see the need that to me is a very thing about any course 
material, you may not see their value now but when you get into the situation you see the 
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value at least later on. Gill ,to pick up from that I thin..1.c there were things that \vere 
previously underestimated, the ability of ali participants to ~ccess materials equally. I 
always thought that they-were n,,;( going to access the material equally, but I am not sure 
that we put enough time and effort to develop the skill to enable them to access material 
.As she said we got a fair idea that a lot of material but most of them \vere not read 
initially, but we also in subsequent course took sometime in leading people into those 
ma~erial, you kno'.v we took a bit more time into leading people into those material .I 
mean \ve did some activity with the group as a \vhole into some of the core texts and 
things like that .And I think that we have found out even in the B. ED where we were 
saying that one of the most important things in the B.ED, and I think B ED is a different 
course ,is to develop and recognise those reading and fu"1alytic skills. But I also 
recognised that for a course like this you have to, (you have people coming greatly 
different levels) I mean reading journals was such W'rrS a greatly fascinating exercise 
when you h:we someone with a M.ED 2.nd post graduate work in envirol1.rnental 
education she looked at what we \\'ere a: one level she pick and said that contrast with 
so and so's views, .\Vhereas people coming \vith less experience and less expertise \vere 
picking things \vhich were relevant accessible to the at that time and they were saying I 
can use them in my class I can do this or thac with them. I also think that important with 
a course like this you also provide different levels of material but you don't look up and 
say materials .leeds to be at this level beC2.U5~ that is where people are. Because then you'­
are implying that people are not going to grO\',', sure they may not read them now but 
were are certainly getting feed back that they coming back, they are rereading them now, 
but no\v in the light of the course they are reading them now it helps to do this or that. 
i\nd I t'bin..1.c th~;: sometimes there is in risk in trying to make materials acce~sible because 
that in a \vay oversimplifies them and in away} think it is tremendously imp0rL2...:.t you 
are dealing "'lith adults and with adult educators (they are not only adults but they are also 
iIlvolved \vith education) That is you have to have this faith and believe that they are 
going to grow and deveiop a..'1d kno\'; that something \vhich is not necessarily accessible 
to them at the Doment will accessible in a year's time. I Wifl.k this is an important 
elen:er:, . V to G. what were the outcomes that the course hoped to achieve? Di you 
knO\\' I thi:-L, tr~e outcomes were put very well in the preliminary document that J . and I 
brought wilD I trJr.u.1.c those were really our outcomes.V .. Are you taL1ill1g about the funding 
proposel? No I am taL1.cing about the oraIlge document, \vhich set the course orientation 
and I thi~1.c those were very much there. I must admit that with outcomes I got so bored 

., , "1 -' 1\. -1 I h' ", 1" . wH" li1~ out.:o:nes you Wlll torgrve me . .'>..1"1"" LllI'..K. mat Wilen you 10o:-:~at the outcomes It 

is real:/very wuch the orientation Ii;. (outcomes are lin..1.ced to the orientation) the 
developrnent of self contldence, the development of seif worth and the developfnerlt of 
the feeling that We can do it and capacity to me those were the real outcomes even thougt 
th::y were nor spelled out, Sure it \vas kno\vledge sure it was skills sure it \vas other 
things .For me i: was really to say Cfu"1 you go and do something, You k.'10\V for me ali the 
other outcomes are written all beautifJ.lly as window dressing and a] Fettily se: out a!ld 
when "ve -come dQVYTi to the nirt)' gritties \ve really hope people have come cut \vith some 
that they can relate to that they C2-Tl ta.1.:e \vith them &"1d someL'-1ing that they Cfu-: ta.'-<.e 
beyor.2 V .. Do you srill r.2:,,:e copy for me V ? It should be in the file. Both 1997& 1993 
with materials given OU:.0 I 2m get:ing bored with those outco:nes G. wade: you iike 
to say something about those outcomes. V. before G does'lets talk a bit abou: all f:'lose 
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pretty and window dressing stuff. Do you feel any of those olltcomes \\ere slIccessfully 
ach~eved I mean tl:ose that were \Hitten do\\ n. \Vhat do POll meal:,_\vhat IS \Hitten do\\ 9 ~ . ;-­
I think we ~Id achieve some oftl1.e less specific ones if I look specltrcall) at,reactlon OfJ- . 
the people 111 the E.Cape now taklllg the lead in terms of the development ot the enablll1 
document in the nevv EECI I mean Gill and I \vere just amazed at the Butterworth 
meeting people were doing it for themsehes all we did \vas just to sit there and support,_ 
people have got ideas and they are moving .If you thinking of oh! Can people use 
resources that was one of our outcomes it is yes people can use resources, can they 
develc:p resources. Look I think dewloping resources is a pie in the sky and I don 'uhink 
we ever saw that .Ln terms of resources can they use resources, can they adapt them to 
their situation and I think yes they can .If I look at and say do they understand and do 
they have a sense of EE vvhat it is about and vvhy is it about yes they do they ha\'e a wry 
definite sense whether ts-the very sense as we have does it matter'? Have they the 
commitment yes they h~ve they ha\'e the complete commitment a huge one that says we 
want to do something~matter how big and lor how small that is coming out very strong 
in that Butterworth meeting. 
V. to U the participants in the course vve all in that meeting 40 of the in that meeting 
vvere ex-course participants or part of the B.ED course you see we have actually achieved 
something that we thought we will never achieve, people were articulate, they kne\v 
exactly what they wanted they knew exactly what direction to take, they had absolute 
sense that we are empowered I mean 48 out of 50 people at a meeting vvas quite I think 
an achievement you know. I think vve achieved outcomes that we were not aware of 
unexpected outcomes and I think in some sense the course in terms of its tight \vay I an -, 
sure something vvas achieved .I think those that were achieved were more interesting than 
the one that we wanted to achieve and that is wl;J,y now I am becoming more worried 
about real outcomes thing how can you predict outcomes, you can predict the by saying 
vvhat you want to achieve. I don't know if that answers your question because it is too 
bloody vague. Now you can see from the course participants and I would rather have 
them speak to it .If I have to see what they have achieved to us the most exciting thing 
was I when people we saying \\'e can do for ourselves, sure it was at different levels of 
sophistication but I am also realising that I you never gonna get people in a group vvho 
are going to come out like sausages in the sausage machine and even those who achieved 
what we would like 
G. Recognising that the outcomes are actually putting a ceilings, I mean \ve talk about it 
in educational terms about opportunity fir educators/teachers and learners to go also to 
directionscrhat to outcomes that are set 'in particular way say in a school in a conteh 
Outcomes are>been ticked out and say that we have achieved .now that is creating a 
ceiling and no\V we are not going to worry 'about it anymore .. Because we have met our 
performance indicator and range statements and tralallal so here in this course we sure set 
up within the format of the outcomes and things like that we try this with our B.Ed. But 
you've got to be in not close your mind and say we only focusing on those outc'omes but 
keen in this courSje we' have set things like that but we also are careful not to close your 
ping your eyes \vide open and saying WO\v~ We never thought of that but that's actually a 
v'aluable outcome. Sure they haven't ali achieved that but the fact that a quarter of your 
participant has achie\'ed that outcome that \\0\\. So r think there is a huge need to come 
to kinda sit a retlect and to not get into an accollnting sort of way and say that's debit 

/ 

6 

. ~ . ,. ... :;~-' . ----

I 
i 
1 

I 



1--

I 
I 
111.' t.I 

• • 
II 

• 
II 
q 

• ,. 

that's credit and I never know which is which but you know looking at two sided of 
things and saying ooh we didn't get this we got that or saying ooh we've got three 
minuses and only two pluses because what you haven't looked at is all the other pluses 
that you somehow managed to get, U. so are the other minuses. G. Ja and the fact that in 
running courses like this particularly where it was specifically geared to teachers \vithin a 
formal education system, yes there were outcomes that we never anticipated that we 
never thought about but we realise have been achieved. . 
U> The other thing that I would like to mention here is the point I realised about tutor's 
system. I realised last year that you actually can't run tutors' course parallel to the people' 
being on the course it doesn't work. You've got to have a separate teachers' course and 
this is what we looking at now in Namibia. You cannot be all things to all people all at 
the time maybe some people can but I sure as hell can't. So I think the whole tutors' story 
failed dismally in one sense because a) the course radically changed in the second year in 
many senses b) we were responding to what had happened in the first year and c) quite 
honestly is not just viable to try and develop tutors' capacity at the same time that you are 
trying to teach the course. And as I say some people might be able to do it they are 
marvellous I'm not marvellous so I think that is one of the outcomes that I feel we did not 
achieve. But I also see why we didn't achieve it and I would have done it very differently 
had I had to do it again. All what I'm praying and hoping for is that we didn't waste the 
tutors' time, that was my feeling of it. 
G. On the other hand yes I mean we had conceptualised certain outcomes that we hoped 
to achieve and I think again on the other level we did achieve a lot and I think the tutors 
almost without exception did gain a tremendous amount by going through it the second 
time and they were looking at it slightly differently I think they were looking at the 
responses of the participants and responding to some of their problems and I think 
certainly for some of them being exposed to similar materials I won't say the same and 
similar approaches but sure as hell not the same approach that had been used the previous 
year unfortunately Ursula and myself have very low tolerances you know thresholds to 
boredom in the sense that we can very seldom do exactly the same thing twice. There is 
always a change and a variation. And I think that and I thinf this is one of the unplanned 
outcomes was that the tutors could see that the course isn't an exact structure that you 
,have to follow in exactly the same way. Certain things change in th~ second year we 
couldn't do some of the things in the same way and I think they got the sense that there is 
a central set of ideas and concepts that underpin the course and that you can come at in 
different ways. You can use different examples, you can interpret it in different ways and 
my other experience is that working with other teachers in other programmes is that the 
first time around people do things doesn't necessarily give them enough confidence to 
actually do something entirely on their own. And I think that it did give the tutors the 
opportll..T1ity in trialling some things out and saying oh yes now I understand that better 
now I see what you getting at. And we did get that in informal discussion with some of 
the tutors. It was very interesting in some of them we saw an amazing growth of 
confidence in the second time around of realising that hey this is doable. 
V. Do you feel that the course materials might have helped or supported the achievement 
of these things that you mentioning Gill. 
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G. Yes I think they would have because it also facilitated the opportu;uty \\'here they 
actually had to go back and reread and rethink about some of them and I thir.....~ yes but 
again is a supportive role rather than a globaring. . 
V to U. how do you feel about that? 
U. You know again materials are pieces of paper with words \vritten on them. and it 
depends on the reader and the context and situation. I think as much as we try to make 

: course materials exciting vibrant accessible and all the rest of it they are just materials. 
And yes they are there to support and it would be nice that are supportive and they do 
achieve the outcome we want and I believe from my own experience that you can use any 
bloody materials that you like and you will still arrive at the same outcomes mat you 
want to We could have only used Hungerford and Yolk and nothing else and we could 
have still got the outcomes that we wanted because we could have looked at mem 
differently. This is why to my dying day prevent totally distance courses from developing 
with which I'm concerned. Other people look at differently and they can de\'dop distance 
courses if they like because material are just pieces of paper with other people's words 
and until you've got a frame of reference from which you can interpret those words they 
remain other people's words. And if this course did anything I'm hopping th3.t it gave 
people a perspective and a set of lenses from which to look at course materi31s. Again to 
pick up from an earlier thing I think if I were to run a course like this again and in fact 
this is what we doing in the B.ED I think much more time must be spent on developing 
people's critical faculties to look at other people's words and to make sense out of other 
people's words and to look at them critically from their own contexts ands I mink that is 
one of the weaknesses of the GlFields course in that we try to get through too much in too 
shorter time and therefore we did not actually focus on that skill of reading critically 
enough and that my opinion. As I said course materials are just simply other people 
words and what you make out ofthem is from your context, your frame of reference, and 
your social cultural sense. 
V.to e that point really come out very well in the tra.'1Script from the participants when 
I said to them that what do you think is the role of material in doing a,b,c & d? They 
would talk more about the course which I think which I think is referring to the social 
interactions in the course .more than the course material itself .50 I dC} think that it stresses 

, the point that you are saying that it is not in isolation but it is a supporting thing its not 
',{ the 'it' its not the 'whole' but.a part of. . ' 

. U. Look !"think this whole business of materials is a legacy that we have collected from 
the past I suppose the materials will always be a vital object. Until you are s3.ying what 
are we actually educating for, are actually educating for people to be able to regulate 
other people's knowledge or are we educating people to actually look critically at other 
people's 'knowledge and say to which extent can I make use oftms, what value does it 
have more, we are never going to change. So ja, books are wonderful things but I read a 
book with a pencil in my head and say bullspjt, wow. Laug..hter 
V. Let's talk about professional development and personal gro\vth because the funding 
proposal and the orientation pamphlet oithe course say is one of the course outcome 
being referred to. Have you seen evidence of professional development and personal 
growth'as a resu1t of the course in the participants or in yourself? I know \ve picked up on 
this earlier so maybe, U. Gill do you want to kick off there? . 
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G. Well, I mean (She laughs) I think that I have certainly as a participant and in this 
whole process I think firstly from my point I have learnt a hell of a lot and I think its 
being involved in something and actually sitting and being a critical observer in the 
process you just pick up and you think wow, I never thought of that before and these 
ideas and I look at something and say that a great idea and we could use it in this way or 
that way and as a result I mean things that would come up in the GlFields course we have 
certainly have done them awfully a lot in other courses. And again we have taken 
experiences from other courses and we have put them into the GlFields course. So yes it 
has got me involved and more actively reading in areas which I a fringec10se to 
peripheral understanding of so that has been greatly valuable to me. I think we have seen 
a lot of professional growth in some of our participants. We have seen some of our 
participant now go into very powerful positions, and I'm not saying by any means we can 
say it is entirely due to the course that is why they are where they are now I think the 
course when they participated in it at that particular time in their careers some of it was 
just a situation of helping them to clarify certain issues and certain things and they have 
gone on to develop professionally. I think we have seen this in a number of them. We 
have seen tremendous professional growth and development I think in some of our 
college lecturers who are now really getting quite exciting programmes. They have 
developed tremendously professionally so I think this course has just been a catalyst to 
get many things going. I think in many respects one looks at a course as a catalyst into 
sort of suddenly helping people to sort of focussing and saying that I recognise as having 
been important. I think in looking at some of the evaluations that the students have 
completed over a period of the course that they have positively commented on their 
growth in confidence. Confidence in being able to say ja now I can do this. Vie have 
actually limited our teachers so much into being sort of like mushrooms you know, kept 
in the dark fed lots you know compost but feeling that you can't survive until someone 
else tells you what to do. To move from that position of disempowered to going into 
positions of saying ja, I can make my own decisions I don't have to wait for second 
person or the EDO to come and tell me what to do. I can put forward and be confident. I 
would find it hard to pinpoint anybody in that course that hasn 't develop~d. Some maybe 
more than.others at this stage. But in some cases one needs to look carefully at tItis e 
courses ar:Id ,recognise that its kind like an exponential grov..1h curve, where you start off 
pretty level and then comes a point where you just take off. Some of those where further 
along those level phase and so we saw the take off during the course. But we have seen 
that people who were pretty good participants, now, a year after the course are really 
going places. So you can't look at all the growth and say you know this idea and that 
level and that and saying that where they are gong to continues, because its not true some 
will either grow within the course or maybe a little bit but continue to grow and it's the 
continued growth that is the excitement. 
U. You know I think the whole idea of the course participants the person grows and 

personal development it is the same as the material you can't make things grow, you 
can't force them to grow. But I don't think as Gill say that there was single person 
there who was untoucheg in some way or another by the. Course. Everybody there 
was given something that they did not have/thought bef~re and I think that is 
important thing I mean how do you measure personal growth? How do you actually 
measure growth .I don't know. But I think that if personal gro\Vih means looking at 
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Showing and alre2.dy reflecting that reflexivi~ in tenus of the praxis, .'\"'"1d again I 
thin..\ it is not even everybody is the same, But again I think not one person was not 
aware of the theory informing that practice 
G, Yes I thin..l( there was evidence in terms( I didTl't mark many of their assignments) 

But certainly there was evidence in their discussion and journals (U yes) 
\Vas, very enlightening in ho\v they actually saw that having an understanding of 
theo!j reaily did help them to understand \vhat they \vere doing and in understanding 
why they did something they \vay they did it and \\'hat they were getting out of it 
enabled them to say ja I will keep on doing it or no it does achieve \vha.t I wanted to 
achieve and realising that there are alternatives and different alternatives IDaV offer 
different and they knew to it? U. They journals are an incredibly rich source to 
understanding Volhat \vas going on in 1999 and they were intemalising theory and 
practice Have you got copies of all the journals 0' no I must anaiyse them) because I 
have got copies of a111ast year's journals so what we must do is to arrange to have 
them photocopied so L~at you have a copy, I have a copy and G~~i h2.s a copy because 
they going to playa bigger role in my research as \vell (V I \vas to going to arrange to 

have borrow them) \ve have them safely. 
V. CriticaL reflection I know \ve touched on a bit dos you \V3.Ilt to talk 2.bout it a bit 

Critical reflection on the part of the panicipaat evidence cfthat. 
G I tr..2.n..lc that again the evidence of the C' ltical reflection certainly shows up in their 

Journals. And particularly in the second half of the course it does show up in the 
Wa.y that they participated and reflected cn \.vhat \vas going or: and looked on 
Something and what, they \vere doing and ('0 intervenes: it a~s(J sho',vs in their 
Confidence in the way they were cb.a.ilenging each other) be ca'..lse we \vere very 

Polite in tile beginning but people sta::ted asking why, \vhat? ,A .. nd you I think the 
Discourse by the end of the cou!'se \"'as O:l.e of critical ret1ection .I hope in the end 
Crirical reflexivity v;ill emerge out of it but that is difficult to look at. But certainly 
It I have to go by \vhs.!is happening nov; in the E.eape in tenns of the EECI 
Movement it \vould be wonderf:.:l to f0110v,,' on and see \vhat is what. 

V, Do ''-ou feel thct course mate:ials have facilitated or plaved a role in the exa.1TlOles that . . .. 
you have giYen \\'hich sho\'; th2t p-:o'p1e hay'e achieved critical reflection? 
(Long pause) G, I don't actually h.D'.\" ho\v to a:mally ans\ver that, eh 
U.Look I know that your focus is Oll CJurse ma:erials and the anal~sis of materials 
V. Pa.;.'1ly . 
T - i1·· " " ~ . - 'T - " , 'c--' G .J 11 1 ' l). ¥~ ell, l:'S a \'~:-y s::~()r .. g: ... OCUS"CI >'Q"J:S~ bl!~ .... !l:1Q l~ Gl.!.IlCUI! 25 ~. sa~'s t~ 2..C~~::L('r" oo~ 

at the:m2.terials and say t~':ese are the materials 2.:1d wow the r::l3.ter::2.1s 2..;-:d this materia~5 
an.~ th2.t n12Ltenals, I really' find it difficult. Beca1..:se to TIle the ma:eD::.ls \v~re very r:1UC2 2-

s:.:ppon and I thjn..t: it \-vas a C2Se of sure t~ere co'..Ii(~ have been 1C~3 of\vc.:/s rh2.t they' 
could have been improved lots wa:\:5 to be de';e~o?ed lots or o:her ways ur., there 2.re 
'\~~e~ \":<\'S OfC'OI'no I" E'l'" Jr'"'I"'f'..:l>n·~1'" -;...,..;:) T"'J""<~t~[j'~l, an'; rr"l .... t~'....;~;- .-l':"D?7'1~ 'O~ \"n' 0 i-v •• , • :"'. ~. ' •• ':> L, -,L H._.\' __ .~ CJ.\. ... ~,\. 1 ... _ ._'- 1 H:'._,._.~ \..._. _,.1..'. ,. , .• ~ 

develo;Jing them but I thin..1.:: ifv,:e look at ma:e:ials gerJ.erally 2nd I'm going to aSl--: G, to 
look ~t this after I'\-e le3.c in vr'ith t~is COE"'L.~e:-:~. I ttin2...: ma:\~rials ~~1::~·~ 2:e L~"".ll'ee levels of 
lookir:g at thenl. First 0:-::: is the ill2!erial th2.t \\·c:-;; p2..rt of the 2.c~i\·ities th2t sU;J?ot:ed ~h~ 
a:[i\'it"ies~ I trli~< tr~ose v;e:-e very, '/':1). i:-:npor:2-1: ~id people :o~lc L:se them all the tir::e 
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that were given. Those I think will be used, used and used until because were our teachers 
are at the moment is that give us a recipe for teaching, okay, there are still there because 
that's the first stage of development. The other level of materials the actual core texts 
those I think people will come to when they stop to try out the recipes and starting 
thinking why did that not work or that or how should I orientated it. The actual papers the 
academic papers that are another level. Those I think possibly for the GlFields course it 
was a bit ambitious during the course, during the course but I think again for particularly 
our college lecturers I'm not sure about our teachers but certainly our college lecturers· 
have come back to those to inform them more on how to develop their courses how to put 
those recipes into practice. So I think if you looking at the ordinary classroom teacher its 
probably the materials within the activities that are going to be their real first line of 
defence if you like and they are going to use those over and over again and then I think 
they will come to the core text. But to the college lecturers who now have to develop 
courses or having to develop curricula or having to provide rationale for those curricula 
its going to be at the tears, its going to be the core papers materials. If our teachers get 
into a situation where they too have to develop their own curriculum I think they will also 
start to use those materials as to how we use materials in the course it was very much a 
case of if you want to find out more about thi s that core text tells you and that give you 
the whole detail. If you want to find out more about why we use activities this way those 
materials will give ideas. So it was really in my o~inion and what I was trying to do in the 
course was to say those papers can be used in those ways. You have to decide when and 
how you want to use them. And I'm sure they were used very differently in this course to 
the way other people have used them in other courses. That's quickly to give G. a leading 
to pick up on and will go through the others in nitty gritty if you like. 
G. I think that one would be walking in an appropriate direction by thinking that by 
refining and refining and refining materials you gonna get at something that is superb 
well rounded and well structured course. I believe that in a course such as this you 
mustn't sort of provide simplified materials which kind of don't show the rough edges in 
the sense they tend to play down the conflict areas or the tension areas or wh~re people 
have different opinions because I think that particularly we were dealing with educators 
and for too long educators, teachers particularly have been fed one line. You know tWs is 
the approach; this is how we do things. I think we still seeing it very much iri South 
African education where we looking for the way to do things The curriculum for the kind 
of the learning programme for that as if there is only one best way of doing things. There 
isn't. And by simply perhaps by refining and limiting some our readings I think you've 
got to throw in materials that are going to agitate people a little bit, they are not going to 
necessarily agree with them are going to make them recognise hell there is a lot out there 
and I need to stretch my mind a little bit and not sort of feel ag this is comfortable yes I 
can cope with this because I think that unless you put that extra step quite consciously 
increasing what Vygotsky could call the design of proximal development, you know you 
mustn't have it too small you actually have to make people realise that hang on I have to 
actually make that leap I've got to take that chance and I think this is the way that you 
get growth and development. I dQl1't believe that you can actually get the ideal set of 
materials I just don't think it exist. I think the developers kid themselves seriously if they 
Jhink that you can refine and improve again because every group that you have is 
different and if you don't recognise that and if you don't belief that you going to be 
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present them in different ways) so the core text show that essentially one person drawing 
on ideas of others and making sense out of them for himlherself. 
U. But then I mean that I thinking is another sort of thing that you might find interesting. 
In all the years that I've taught I was unable to teach from a textbook. I had to develop 
my own teaching materials from which I taught from which I gave to kids sometimes and 
sometimes not. Because I cannot work with other people's ideas I have to make those 
ideas mine. You know I have to work through them and process them and create for 
myself sbmething I can work with and this is why I am so extraordinary amazed that . 
Prescha and you can work with those materials they were not yours they were mine and I 
had a particular picture of how they could be used and why they were there and so on and 
that was mine and different from yours. You see this is the big danger, you see I can see 
the value of example other people's core texts but I can't necessarily work from them or 
work from them. I can give them to other people; I can give other people an academic 
paper then its not mine. Materials are very personal. 
G. This is where I think were I'm not talking specifically of the G/fields course we into 
this phase at the moment in our system of franchising our courses. Literally, I don't think 
we are as effective as Nando's but I mean you've got a product which is the course, the 
materials and the course outlines and everything else and we are saying we have 
developed it here now you folk in the Northern province sure you can take all this and 
you present it and we will check how closely you are following you now you following 
the same safety standards and all the rest of it And then we can say yes we will accredit 
your presentation of this course. Now again this is best on a whole of misconceptions, 
myths because really it will require a lot of discussion and debate reading to see that the 
other person you know who is going to take on some of this ideas whether they in fact 
basically are closeted positivists or whether they are genuinely social constructivists 
because you can take on a course which is supposedly a social constructivist course but 
you can teach it in a sort ofbehaviouristic way or visa versa. You can't separate materials 
from the presenter because they are regardless whether they recognise it or not are 
interpreting those materials in a specific way. 
D., which brings unto me is the key dimension of the GlFields course of our REd. We 
are not looking at materials as information about; we are looking at them as concepts of. 
So the important thing in our courses is that there are certain concepts that we want our 
participants to be exposed to and to develop. How those concepts are d~veloped can be 
done in -a hell of a different big variety of ways but it is the concepts that are the 
important things. So how those concepts are written up or written about or presented that 
depends on the setting and that's where'materials are problematic. Because so often 
people see materials as the song and the singer whereas what you have to actually say is 
lets first of all isolate the concepts that we want to develop in this course, what we see as 
the key concepts, how are they are then developed doesn't matter provided they are 
developed. 
X. G. If you have to leave you can but I thought you can take this with and fill it at your 

time (g. laughs) and I'll come and collect it. I think really what we didn't touch on is 
the point that U. has just raised on concepts, so that's the one that we going to discuss 
next. So just go through it and if you have ideas fill it in and then maybe in two or 
three weeks I'll come and pick it up. Thank you very much for your time 

V to D. these key conceptsU. what are the key concepts were aiming to develop? 
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ASSIG.7VMENTS RESULTS 
Seven participants' assignments were analysed for evidence ofCR, SC approach, 
conceptual development, praxis and participation. The assignment topics were on 
identifying possible EE implementation opportunities in one's work place and the other 
one was identification of a local environmental issue and critically discussing its cause, 
effects an¢ possible solutions. Assignment no. 1 was not gathered from all the seven . 
participants so the bulk of the analysis is mostly based on assignment two. The analysis 
proves that the participants' assignment v.TIting process could be divided into three 
categories. These are participants who used materials well in their assigIlffient writing 
process, those who did not use the materials and lastly those who did materials but not 
very well. 

Well Use of lYfaterials 

There are participants who used the materials provided in the course and from elsewhere 
well in their assignment writing process. For example, D- in his assignment one 
explores the possible EE implementation opportunities in his school. There is evidence of 
material use as he quotes Opie 1996 and does very well to contextulaise the relevance of 
this quotation within his assignment. His assignm~r c provides a map in which possible 
EE areas are demarcated and a discussion on how and why these areas are seen as such is 
provided. His ability to clearly answer how and why he thinks these areas are possible 
areas in which EE could be implemented, does not only reflect his ability to use matenals 
\yell but also PRAXIS. He illustrates his CONCEPTlJ1.A lJN"DERSTAN"DING by his 
discussion of the causes and effects of rural emigration. This is so because he reflects an 
understanding of the complexities that exist among biophysical, social, political and 
economic factors. This reflection demonstrates his broadened understanding of \vhat the 
environment is, something he mentioned as having gained as a result of the course in his 
journal in this course. His broadened view of looking at the library and the laboratory and 
again his hindsight in looking at the playground and thinking about establishing a trail 
reflect growth of his CR. His journal entries also reflect this gro\v1h better that"1 he is 
actually aware of as his interview r~sponses reOect. Other examples ormaterials he used 
provide.~,~n the course are for example, Enviro Facts Sheet 57 and a handout on Tropical 
Forest. Further proof of his good materials use is reflected by a proper reference list 
provided in and at the end of the assignments. This proper referencing could also have 
perhaps been influenced by the blue pamphlet on assignment writing provided on the 
course. 

JJ ; in his assignment 1 is another participant \vho used materials \vell. 
He identlfied Cape College as a 'site' for EE, which in turn could lead to unlocking of 
solutions to environmental issues and better utilisation of the local resource, This 
preyiOllS sentence is an abridged version of the title of his assigr.ment topic, which was 
very fascinating to read. He provides a reference list, ·which ho\vever does not cover any 
material given on the course. These materials are however well used (especially the 
groundwater one) and properly referenced in the assignment. There is however, still room 
for improvement where his CONCEPTUAL In,,1)ERSATh1)ING is concerned. This is 
ro ..... l ... o""\ ..... ~n~""' l--~C'" rl;ro ...... n,...~~ ........ .,.., C'1"l;1~ +1'"\ T"!·" ...... ,..H· .. l·~;C'(:'\ thp rI~,~,"\o~ f<:'lr-t{"\'!"(' C'll("",h "'c: T"',",1;tir~ ,("\,...;~T ~Pt1 
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discussion of the solutions become very simplistic as he sees manuals and 'cascading' 
\vorkshops on how to use the manuals and the activities inside them as most proper to 
overcome the problems. However, the participant does very little to develop the links 
between this topic and his discussion inside the paper and therefore the two remain 
ind~pende!lt of each other. Perhaps he sees the college as spearheading the writing of 
these manuals and running workshops on their use. 

There is evidence of material use in P . assienment 2. This is so because he savs the 
~ . 

assign.111ent "\vill represent the 'light green approach', an idea discussed in one of the 
course materials, core text 4. Also there is evidence of use of other materials on waste, 
e.g., 1994 Minimum requirements, \Vater Acts 1956 and Conservation Act 1989. 
Although he has used the above-mentioned materials well in the assignment, he however 
does not provide the reference list, therefore illustrating that the blue sheet on assignment 
\"Titing was not used/read. 
He discusses the issue of management ofhazardious waste in South Africa and South 
Africa. The assignment is not very specific in explaining how this becomes an 
environmental issue but the reader is left to deduce this when ground v,ater, incinerator 
and plastic burning are mentioned. The participant also implies t!1is link when he 
mentions that the area is uninhabital- Ie for humans but no full discussion is provided. The 
assigIl1Llent is \\TItten more as story telling of waSte management rather than taking a 
critical look at it. 

]v' 's materia! use in assignment two is reflected by her reference list. This list 
include the Enviro Fact Sheet 40, material supplied in the course and other materials 
include newspapers, Bank L., 1996, Grugler 1.1988 and Wanklin and Associates 1998. In 
this assignment she looked at urbanisation as an environmental issue. She however does 
not develop any link as to how this issue becomes environmental except when discussing 
the impacts. In discussing both the causes and impacts not enough li:nks are made as to 
how the political, social and economic factors int1uence these. If a discussioh of this kind 
of thinking is attempted it is jumbled up therefore making one wonder whether the ,) 
participants is aware of these factors, . 

The participant seems to be making insufficient links between theory and practice 
(PRA ... ,(IS). This is so beca,-,se in her journal she commented about how she enjoyed such 
as the woolly-web, first aid kit and the fact that these games illustrated interdepen<;ience 
amongst issues, Furthermore these liill..-::s \vere!are provided during lectures and notes from 
the core text. The failure'to make these links could also be an illustration that the 
participant did no make links between the assigwl1ent process and other course process 
like the ones mentioned above. However I think there is a fair attempt of showing the 
complexity of envirOllil1ental issues. This is illustrated by' the discussion of the 
biophysical, social and political impacts ofthe issue. The inclusion of these factors in the 
discussion of the impacts could perhaps illustrate better conceptual understanding of the 
environment. 
As reflected in the journal results, she sees assignment process as having potential to 
..contribute to her professional development and personal gro\vth if timeous feedback 
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Orientation to the Course, the File and the Core Texts 
The Course 
The origins of this course lie in the Gold Fields Participatory Course in EE. 
which started after broad consultation, in 1992. The idea was to develop a 
part-time course in EE that focussed primarily on the educational thinking 
behind our work in EE. The course was to run over a year, the intention being 
to give practitioners enough time to thoroughly reflect on their work and on 
the educational ideas influencing that work. 

The course was originally developed for education officers at EE centres. 
Soon, however, many other practitioners (such as teachers, community work­
ers, adult education materials and course developers ... ), and even people who 

., were not yet involved in EE. The course expanded - to the Natal Parks Board. 
to Zanzibar, to Zimbabwe and to another national course - and in 1995, 
Rhodes University agreed to award a formal certificate in EE to those who 
successfully complete the course. 

Today the purpose of the course is the same as when the course was initiated 
in 1992: to develop ourselves and others who participate in tbe course as 
active practitioners with a reflective orientation. This means that we are work­
ing towards a better understanding of the theory in our practice and the theory 
within new ideas. Hopefully, this will allow us to better work for change 
towards sustainable living. 

What can you expect from the course, and ... 
what do we expect: from you? 

Assessment 
This course is different from manv other EE courses and semi-distance educa-- - . 
tion courses. In order'to make the most of this course and in order to receive 
the Rhodes University'Certificate in Environmental Ed,-!cation, you have to 
participate. Assessment does not require, for example, a 50% pass, but rather 
it requires full participation as this is seen as vital to srudents' growth and 
development. Participation requires: 

• Full attendance 
In order to participate, you have to be there. The first certificate requirement is 
that you must attend all three national workshops and all regional tutorials. 
The workshop dates will be known when you sign up - you therefore sign up 
to attend the workshops. The tutorial dates are set in discussion with you, so 
you should be there, too. IF you have a reason to not attend, you may hand in 
a written apology to your tutor and arrange to cover the work of the tutorial at 
another time which suits him/her, or on your own. 

• Completion of all assignments 
The second certificate requirement is that -you should complete<ail assignments 
to the satisfaction of your tutor. Be prepared to work harder. You may be 
required to re-work assignments after feedback froTT! tutors, to extend your 
understanding and the skills of reasoning and writing. The tutor will be trying 
to get you to do better than you've done before. __ J 



The assignments are designed to support you in doing your 'job' better - in 
the assignments be sure to draw on and make links with your work. This is 
another aspect of participation, and growth through action. 

The course endeavours to support active learning in practice. The final assign­
ment (developing it resource or programme) is an important project which you 
should start working on from the start of the course. This, and all other 
assignments, ask you to focus on your own work as a source of learning. The 
learning, in turn, is aimed at helping you do the job better! 

• Contributions 
Contribute to the course, through your presentations, inputs in discussions, 
sharing anything you have found useful, and through your assignments. 

• A Livi ng File 
At the end of the course you will hand your file in to your tutor. Your file 
should reflect your work over the course of the year, so include in it any use­
ful articles, notes or resources that will help your tutor gain some understand­
ing of your work during the course. It should, of course, be neat and orderly. 

Vie have developed this approach to assessment to provide a supporting frame­
work within which students/participants can develop themselves and improve 
their work in EE. 

Taking Responsibility 
What and how much you learn in this course is largely up to you, and the 
course assessment has bee~'developed to support you in learning as much as 
possible. The course consists of some rich texts, resources, lectures and dis­
cussions - wonderful learning opportunities. What you make of all this is up 
to you. From the start, be an active learner. 

To take charge of your own learning requires, among other things, that you 
make a point of managing your time well in order to meet the course require­
ments. Adult learning is difficult because we have so many other commit­
ments - family, job, money ... Yet adults should also have' many skills to 
manage their own time! If you lack these skills, try and use the course to 
develop them. Ask your tutor or other participants for advice. 
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The Core Texts: The Writers' Views 
This file is your main material resource for the course. It contains a 4-part 
'core text' and other sections. The core texts can be seen as the core of the 
apple: they are the smallest part, the 'heart' of the apple and contain the seeds 
of ideas. An apple core does not stand on its own, and neither do the core texts 
of this file. They are not comprehensive, but simply a framework on which to 
build. The 'flesh' around the core consists of compulsory and additional read­
ings, and the assignments. Through these and through the workshops and tuto­
rials, you' will grapple with and build upon the ideas in the core text. 

The core texts are part of a conversation - a serious, lively, ongoing conver­
sation about responding better to the environment crisis. The core texts are 
our way of drawing you into this conversation. Take the ideas offered, and 
talk back. Talk in your head, talk with others, write thoughts and queries 
onto the pages of the core texts. In this way, add your voice, and your ears, 
to the vibrant, important discussion. 

As authors of the core texts, we have taken a particular approach to environ­
mental education (EE) and therefore to these materials. This approach empha­
sises the following concepts or ideas: 

• history, 
• context, 
• critical reflection, 
• the social construction of meaning, and 
• the integrated nature of theory and practice. 

These are very big ideas. Through this course you will come to understand 
what they mean in practice. To start with, a brief explanation: 

History and Context 
\Ve believe we can develop a clearer picture of the env.ironmental crisis, envi­
ronmental education and education in general if we look at the history and the 
broader social situations or context, within which these have developed. EE 
can be seen as a social process that is characterised by changes over time, i.c, 
historical shifts or trends. 

At anyone time we can also map out a variety of different approaches to EE 
(patterns). Historical shifts or trends in EE go hand-in-hand with changes in 
our understanding of the environment crisis (Theme I), and with trends in 
education in general (Theme 3). Exploring both historical changes (trends) 
and different approaches to EE (patterns) helps us to understand the bigger 
picture within which we work and of willch we are a part. 
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Critical Reflection 
Looking at history and context allows us critical reflection on trends and pat­
terns. This means we can take a long, hard look at various approaches, with 
an open mind a~d a questioning attitude. The aim of critical reflection is to 
critique so as to'develop a better understanding of approaches to environmen­
tal education. If we reflect critically on our teaching and development activi­
ties, we might be able to improve them, and stimulate and shape those 
changes. 

Social Construction of Meaning 
The social construction of meaning is the idea that people make their under­
standing of the world among themselves, within their life experiences and 
everyday interactions with others. This idea has two important implications. 
First, if it is accepted that our social systems and practices are created and 
interpreted by people, we might see that they are open to change. If we look 
critically at these social systems and practices, in the light of the environment 
crisis, we might see that they need to change. And if people made problematic 
systems, possibly people can change them. 

Second, people will develop different views and understandings of reality (or 
the world, or the environment). Thus reality is not out there for all people to 
discover in exactly the same way. 

Theory & Practice 
Finally, we write these materials believing that theory (thinking) and practice 

(doing) are not two opposItes, but are interwoven and inseparable aspects of 
our work. We therefore do noCfind the popular distinction between 'academ­
iC'(theoretical) and 'hands-on'(practical) helpful.. Every idea or theory is rooted 
in practice. Every, practice, on the other hand, reflects some underlying idea or 
theory. You may h'av"e heard people say "1 am a practical person, 1 do practical' 
EE and I do not see the point in theorising about it". Ask the question "Why 
do you do your EE action in this particular way?" and you will soon uncover 
the theories by which people work. The theory might be as simple as 
"Because I was told to do it that way" or as vague as "Because EE grows out 
of community action". 

Often our theories are not clear to ourselves. This course is about exploring 
our own theories and cOr.1ing to think more c;learly about what we do, in order 
to 'do' better. 

These are five basic ideas which underpin this course - look out for them in 
the core texts and in the rest of the course, .. 

7 

Critiqlle does !lOt mean to 
criticise ill a negative way 
so as to find fault. Critique 
im'olves plllling ollt key 
feaTlIres of something, alld 
comll/enting on their 
strengths and ~,:,eaknesses, 

III order to critique we 
need (/ s{{/ck (a 'capital') 
of ideas, words and under­
sranding with which we 
can grapple with and talk 
abollt EE This course 
shollid support liS in 
developillg this capital. 

Social systems alld prac­
tices inclllde the wars ill 
which we interact "';ith the 
physical environment; ollr 
political and economic 
systems and ollr values. 
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COURs!~ D~s!CRIPTfON 

Out vi~iotl fat ttw cout~e 

The R..,odes UniversiTy / Gold Fields course for "teoche:s or:d "teocr.e'" educ~::;'"s IS bosed 

in sociel cpnstructivism. -the body of Theory ,hOi underpins The "-:;inking c~c ::;::cc- ce fo: 007n 

:::nvironmen-tol Education ond OBE in SouTh Africo. Essen-riel ospecrs W il ; :;e: 

• 
• 
• 
• 

• 

• 

• 
• 

~n ~ccB~t~ncB th~t te~ChBH: ~nd gtudBntg ~tB Co-IB~tneH: 

full ~~ttici~ation ftom IBatneH: and tB~chBH: 

activB UgB of ctm~1 thinking 

an ~ction r-sgBatCh otient3tion to tBaching and leatning ~tOgtammM 

continu~J aggMgment and Bvaluation baged on notm-tefetencing, ctitB.tion-tBfBtBncing and on 
~etfotman cB-baged tefer-en cing 

building netwOtkg and gh~ting/ada~ting ide~g 

Ul:e of a widB vatiety of teaching gttategi@ with ~atticuJ~t em~h~gig on activity-bagBd and 
~attici~atoty IBatning 

uge of a teaching ~tOgtamme that teflectg ~outh Afti~Jg outcomM-bagBd cuniculum 

an ethog fot tBaching and l(lathing th~t jg lib(ltating ~nd ruc:citing. 

In -the spirrr of socioi consTrucrivism we believe thC7. while -rhe course neecs ,0 ::eve C Dosic 

STructure TO meeT the certification ~nd c:piomo reo:.;iremen,s. iT mus, :Je ';oe,;rced on co-. F 
~~~iz'~ l~1i I." ,@ 0 cdi r "E?f5 me 11-,8 i2Q~\iliiIQ"'+'§; We ore all "teochers c::d as SUCh 
we corry equci respcnsibilry for -:-he s\.Jccess of our Tecching ond learning. -;-~e co:..;rse desigr. 

Therefore. hos sufficien-t flexibiliTy TC carer for our needs wi-rhin ,ne cor"-ex-s- whicn we 
'. 

"teoch ond leorn. 

-.-:'> ~. 

~sil G22C&v W 'Tilt"'. ~ '1Si' . 5Q"'::;Trucri~ our Teccning ~." ee"'n~~-6~ 
, . d I h' h . h' .'" ~. 4 LV 'W '" Tile meTno cagy on w dC, -r ,IS portlculer bOGy or Tileory IS :Jesec, e W~:" -::e'"e-::;'-e, cssu:--:e 

o vorieTy of roles depending on The ,eoching ord leorning conTex-r. We w': be: 

• l=acilitatoH:, ~tOviding thB IBatning BnvitOnment and th(l O~~of'tunitiM fot Igatning; 

• ~caffo!der-g, ~tOviding the guidance and gttuctutM needed to develop patticulat gkill~, concept~, 
valUM and attitudM; 

• Co-le3thBH:, ~hating idea~, gkillg and M~etiencM in the Mchangg of knowledge; 

• ~tudentl:, Igatning ftom you ag coll(laguM and ag fellow teache~ and teachet educato~. 

As porriCiocn-rs you wiil oe exoec-:-ec -:-0 cssume -:-nese rOles os we', --~::;'..;g" ycv'" 

porticioc-rion cs students ond as col!ecgues, 
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::'sserrticl cspects of our -reaching and learning are: 

• 

• 

• 

• 

The heliBf in critical teffection that tequitgg all of us to think about out actions as te3ch~ and 
leaNl~ and to COMidet why we think 3nd act as WB do and then to think about how we ought to 
think and act. 

The belief that IBaNling is teCu~Ne, tMt is that we do not leaNl effectively if knowledge LiJI:;JceJi \ 
~QRl,MI"LtI9tt 01" if l! is t'+~" i.u...a-!il!..e~ {Psbl/Jp.. Th{l.tQfote, we will p~eni'the-­
cou~e in the fotm of a sBti~ of intetwOllen stHinds that need t~ddB~1 W.~est 

Jb2Lt men....E!!4 so CtrultihR: ~mtf~ng, a fitm and btoad-h~n;llJ :;U;:..rledge an Jill~. 
The belief that th{l.tQ is seldom one tight "aMWet and no one tight method of te3ching, but that 
teaching and IBaNling ate det>endent on the CO~te..d, the situation :;lhd the content of I eaNl ing and 
teaching. 

The belief that tGaching and leat{ling ate based on a telatioMhip wh{l.tQ the teacher- and the 
leaNlet l!te equally committed t.2.. and take equal responsibility fot the acquisition of knOWledge. 

COUR~!; D!;TAl~ 

'" 

Six participatory worksbop sessions will be run in 1998. Attendance at ALL six sessiom: 
\"" a compulsory requirement for the ce~ificate course. The course~, will run from midday 

midday on the following dates: 

Session Date 

. 1 12 - 15 March 

2 30 April - 3 May 

3 lS-16July 

4 21 - 23 August 

5 1 - 4 October 

6 9 - 12 December 
-

PLEASE NOTE: The venues for the July and October sessions will be Rhodes Urj,i 
Grahamstown. All other sessions will be held at Thomas Baines. 

I 
I 
I 
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4. • ~o N:!fiection, IimitBlf suc~[ Action ~~tCh and ~n'litOnm9l1f1l1 ru:fu~tion' 

The learning programme designed will be preserrted and critique in preparotion for 
Implementation. These presentations will form The basis from which TO re-vis;-r The ~earning 
and educational Theories. including Theories of assessment and evaluation iritroduced and 

developed Thus for. 

The. assignment will require participarrts TO implemerrt Their learning progrcmmes with Their 

sTudents with a vievv TO evaluating its usefulness and success as on environmemci education 
exercise. Participants will r.eport bock on Their classroom research in The following session. 

5. • ~;(~anding id~s: ~tOm lo~1 to global, ftom single I~Hling ateas to CtOss-cutticula,. 
~n'litOnmen~1 ~du~tion acti'litiM and IBaHling' 

In The course of This workshop participarrts will explore environmerrtal issues OUTside of -their 
local contexr. The need for addressing T[1ese issues will be considered and ideas for 

Teaching -them will be shored. This workshop will also be used TO imroduce a range of 
resources That can be used for environmerrtal educcr.ion That hove. as ye;, nor been 
introduced. The !ocol adaptaTion of resource ,material will be discussed. 

programme with colleagues and TO develop appropriate resource mater'cls. 

6. D linking school and community tntOugh [n'litOnmental [du~tion' ~ 

Ideas and.~cse-sTudies relaTing TO ·Tr.e workshop Topic will be explored. Tr.:~ workshop will 
draw The various sTrands of The cours.e Together. 

Ctitru-i~ for- the ~uccQSrlul completion of the Cru-tific~te Cout~e 

• 
• 
• 
• 
• 

CC:-:71'-;D~~;ons 70 7~e wc;<s:-,c~s 

i;"',e CO:Jrse f1:e cssessed os 0 ::;O:.7o!io 

Ajournol cccour:"t cf per-sene! gr~h a~d re7;eC7io,., of ~r-:e CQ~;se c:-c: :Jrcfe5s1:Jr.cl 

deveio;::;merrr Thro~gh 7r,e co:.;rse 

/----''', 
f ,_.-

'~ 



Appendix G 
Interview Schedule for Participants 

and Course Co-odinators 
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EASTER~ CAPE TEACHERS COURSE - EVALUATION 
INTERVIEW SCHEDuLE NO.1: EVALUATION QUESTIONS FOR TUTORS. 

Course Orientation and Outcomes. 

1. Please tell me briefly why you got involved in the course? 

2. What has your involvement been so far? .................................................. . 

3. How would you explain the orientation of the course? ....................................... . 

4. In your opinion how do the materials support the course orientation? ........................... . 

5. What do you think are the outcomes which the cour~e hopes to achieve'? ........................ . 

6. In your opinion which outcomes have been successfully achieved by the course so far? ............. . 

\ 

7. Which oute'omes if any do you think still need further development? ........................... . 
~<~ , , 

...................................................... '" •• •• , '._ ••• '_0" ••••••••••••••••• 

8. What. in your opinion. was the role of the course materials: 
a) in meeting the course outcomes? .......................................... ' .............. . 

b) in failing to meet the course outcomes? .................................................. . 
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