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ABSTRACT

This study involves researching the key factors in the development of value and attitudes on
grade 11 geography learners at Sacred Heart College. This required the design and teaching
of three units on the themes of

s Informal Settlement

e Water Access and Conservation

e Coal Mine at the Vaal River

The research methndology is based on action research and complemented by the constant
comparative method. This research is a case study in which the teacher is a participant
observer in the process. The research is designed to move beyond other studies on values
education in geography, which continue to highlight the need for values education and
justify its purpose. This study proceeds from the assumption that values education is
necessary but instead seeks to understand the dynamics and factors involved in bringing
about a change in the values and attitudes of the learners. In this sense, the study is a case
study ¢f a small group of learners to try and understand the intricate factors, which allow

values education to oceur,

The study also critiques the lack of South Afiican examples of values education in local
textbooks and proceeds to design and implement three units of South African value-laden
lessons. This study gives impetus to OBE in South Africa, which has an important emphasis
on vaiues and attitudes. The study is also located in the context of Sacred Heart College, a
school well known for its multicultural character and innovative curriculum programmes,
The study investigates the factors which, either advance or inhibit values education such
as teaching strategies, contextualisation, multiculturalism, the role of the teacher, politics,

group work, action and learning support materials,
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CHAPTER 1

INTRGDUCTION
1.1 Aim of the Study

This study is titled ‘Values Education in a South African Geography Classroom’, The
precise aim of this study is to investigate\ the factors which contribute to the
development of values and attitudes of grade 11 geography learners at Sacred Heart
College. In this sense, the research is a case study of one particular grade in one
particular school. This research will attempt to answer 2 number of interrelated

questions:

e What factors are responsible for the development of values and attitudes in
learners?
e To what extent do the learners’ values and attitudes change in the course of these
lessons? “
¢ What do the lessons as they were designed and taught reveal about values and
attitudes?
o What insights does this study afford geography education with respect to:
¢ The role of the teacher as a facilitator of values and attitudes?
e Appropriate strategies for teaching values and attitudes?

¢ The link between action and values and attitudes?

Much of the literature on values education in geography repeats itself on why values
education is an important part of the educational process. There are very few studies,
which provide direction on how values education should be done. Fien and Slater
(1980, 47), for example, bemoan the fact that the majority of articles fail to go beyond
the “repeated verification of the arguments to the provision of detailed advice”. There



are even fewer which document a particular case study. This research study will

attempt to even out the balance.
1.2  Rationale for the Investigation

There is a dearth of research in South Africa in the area of values and attitudes in
geography. Nyikana (1988) is the only person to have undertaken research on valdes
and attitudes in geography. Whereas Nyikana investigates values education with
broad strokes, this study will be a more detailed study on a smaller scale.

Most syllabus documents, internationally and South African, refer to a threefold
breakdown of geographical objectives i¢. content, skills, values and attitudes, (IEB,
1995), AIGU, 1995), (NDE, 1995), (TED, 1984). However, values and attitudes appear
to be the poor cousin to content and skills. Informal discussions with teachers, as well is
interaction at workshops and conferences have led me to the opinion that many teachers
pay lip service to values and attitudes. My observations are also based on my
participation in geography interest groups. I was an active member of the Gauteng IEB
user group between 1993 to 1998, where we held discussion on numerous issues
including values and education. Often values and attitudes are tacked onto the end of
the lesson as an afterthought or, the teacher tackles them only when they arise
spontaneously in the class. Very few teachers plan individual value-laden lessons in
advance, let alone a whole unit. The geography syllabus is predominantly content-
based; consequently teachers are driven towards completing the content, in preparation
for the examination. According to Rawling (1986a, 63), “few, if any, topics in
geopraphy can be dealt with in a coherent way without reference to the influence of
attitudes and values”.

Most South African geography toxtbooks lack values exercises. Therefore teachers
sometimes have to rely on foreign values exercises. South Aftican values education still
depends heavily on British examples. South Aftican geography is dependent on British

geography in both a positive and a negative sense. Positive in that major curriculum




developments originate there but also negative in that South African geography has yet
to find its own feet (Crush, 1994), (Wess, 1994), As Soni (1992, 87) notes, geography
was primarily concerned with the “application and testing of Anglo-Ameritan and
Eurocentric spatial models”. Wesso and Parnell (1992), in a comprehensive historical
overview of geography education, trace geography’s development in South Africa
through different contexts from colonialism, apartheid, and positivism to the new South
Africa, They conclude by asserting that South African geography needs o be africanised
and put more clearly into a third world context. In the South African context, it is argued
that values and attitudes need to be contextuali:zd in a non-racial post-apartheid society
(Ramutsindela, 1997). Contextualisation is a major challenge facing South African
geography. In another setting, Phiri (1987} has successfully demonstrated the
contextialisation of value-laden geography units in relation to Zambian geography.

Values education has grown in stature in geography over the last two decades (Wiegand,
1986). However, the process is a very uneven one with many geography teachers
paying no more than lip service to values education. Much of what passes for values
education still stresses the cognitive domain (Quina, 1989). A lot of research has gone
into the skills required in developing the cognitive domain while the affective domain
remains pootly developud. While nearly all geography teachers would agree that values
education is an important part of the discipline there remains much confusion over how
it should be done (Fien and Slater, 1980).

For many teachers, values education is a controversial area, Some geography teachers
would claim that this should not be dealt with in the geography classroom and is best
left out. According to Wiegand (1986, 58), “not all geography teachers would accept the
role of values s a natural part of the geography curriculum”. I agree with Smith (1978)
who asserts that “Whether we like it or not every part of teaching is based in some way
upon values: the values of the students, the teachers, the subjects, the resources, the
institution” (as cited in Fien and Slater, 1980, 47),




Geography has a role to play in educating students to be responsible citizens (Maye,
1984), (DEQ, 1989). Ramutsindela (1997) in particutar demonstrates how citizenship
wask viewed as separateness in apartheid regional geography and calls for the
development of a citizenship of the new South Aftica. Particularly as South Africa has
become a democracy, it is important that the curriculum should equip students to face
critical and controversial decisions e.g. justice, concern for the environment, human

rights, respect for other cultures.

This is in line with other curriculum frameworks, which strive for democratic values.
The Queensland Department of Education (1989, 5), for example, lists ten core
democratic values to develop affective learning i.e. “respect for reawning,wrespect for
truth, fairness, acceptance of diversity, co-operation, justice, freedom, equality, concern
for the welfare of others, peaceful resolution of conflict”. Given South Africa’s
appalling crime rate and the disintegration of the moral fibre in society, the stress on
values is all the more important. Religious leaders convened a moral summit to sign &
code of conduct, beginning a process of moral renewal (Nolan, 1998).

It appears to me that geography as a subject in the curriculum is well placed to develop
the affective domain in learners. According to Conacher (1993, 32), geography is
“perfectly positioned to make a significant contribution to education in South Africa -
particula;ly the so called New South Africa”. 1t is precisely the area of values education
which pfbvides “many opportunities for pupils to examine their values, to test values in
simulated exercises... and to articulate, debate and discuss those values until they
become internalised” (Conacher, 1993, 32).

L3  Context of Curriculam Change

This research study occurs in the context of major restructuring of the curriculum, In this
process, the need for values and attitudes has received significant prominence, This
process of curriculum change received a kick-start with South Africa’s first democtatic

elections. The new government promised to make sweeping changes to the old



curriculum. The NETF managed this process of modifving the curriculum. Far from
making any broad changes, the process revolved around the limited brief of removing
inaccuracies, outdated material, contentious content (e.g. racist or sexist), and
consolidating the core syllabuses of the old segregated education departments (NDE,
1994).

In terms of the geography sub-committee, the process was limited and disappointing to
those geographers who were expecting major changes. With respect to changes to the
syllabus, a number of gender changes were made, particularly in relation to “man,
mankind, man-land relationships” (NETF, 1995, 2). Keats (convenor of the
subcommittee) added that new topics were brought in to “bring the syllabus into th
1990s like AIDS, refugees, Ozone, health, and women” (Sadie, 1995a). Furthermore,
Keats argued that some of the “wrongs of the past needed to be rectified, for example in
the primary school, agriculture was always formal, white, western agriculture so we
brought in subsistence agriculture” (Sadie, 1995a). Racist sections, for example, in the
lower standards where learners are required to study “an interesting tribe in Africa” were
also looked at (NETF, 1995, 2).

At about the same time a number of geographers were clamouring for changes to the
geography curriculum. Turner (1993, 38) called for curriculum change in terms of the
changing demography of geography students: “In 1970, 70% of all the people writing
geography were white candidates. In 1992, 70% of the candidates writing geography
were black candidates”. Earle, on the other hand, described the geography curriculum
as outdated: “Schools are using the curriculum introduced in 1982 whicﬁ was developed
in the 1970s and thought of in the 1960s and is therefore out of date” (Hurry, 1994a, 4).
Geography conferences such as The Future of Geography in the South Afvican School
Curriculum: Reality, Relevance and Response (Durban) and 4 Future for Geography in
Education (Pretoria) assembled around the theme of curriculum change. Hurry (1994b,
19) compiled a collection of articles, which analysed the “role of school geography in
the transformation of South Afiica towards a just, democratic, stable and sustainable

society”. New syllabuses were even compiled in anticipation of major curriculum



renewal (Singleton, 1994). Some calls for the transformation of geography were limited
to the changing of names as in Van Rooyen’s (1993) call for Aardrykskunde to be
changed to Geografie (as cited in Ramutsindela, 1997). In 1995, I proposed five criteria
for a more relevant geography curriculum. These were that geograpity should be more
critical, more multicultural, and more integrated; the subject should have new content

and curriculum renewal should be more democratic (Sadie, 1995b).

Values education in geography came under scrutiny in this process. Conacher suggeste& :
that the values approach in the past had the wrong emphasis. He posed the question as to
whether “schools have been too involved in values transmission and missed the
opportunity to engage pupils in meaningful educational activities that\.énables them to

articulate, clarify and be responsible for their own values?” (Conacher, 1993, 27-28).

In 1996, the NDE decided on a major new curriculum framework called Curriculum
2005, which would be driven by OBE. The adoption of the OBE framework entailed a
paradigm shift from a transmission model to a more eritical one. This was a change from
the traditionas inputs of a syllabus-driven education to an outcomes-based education.
The approach was to start with the intended outcomes and then to design downwards all
the required educational processes to produce the intended outcomes. Outcomes are
divided into critical and specific outcomes. Critical outcomes are broad cross-curricular
outcomes e.g. problem solving, while specific outcomes are “contextually demonstrated
knowledge, skills and values, reflecting essential outcomes” (NDE, 1996a, 26).
Syllabuses would be replaced by curriculum frameworks which would provide the ideas

and approaches necessary for achieving the desired learning outcomes (Morris, 1996).

The inclusion of values and attitudes has risen to the fore with the introduction of OBE.
Most policy documents on OBE give major prominence to the inclusion of values and
attitudes:
“Based on the philosophy that all learners can learn, Qutcomes-Based Education
clearly defines what learners are to learn:

. Knowledge




® Their understanding
° Skills
° Attitudes and values” (NDE, 1997, 22).

Although there is unanimity on the need for values and attitudes there is surprisingly
little attention given to the theoretical foundations of this decision or the processes by
which values education should be implemented. In this regard, \his research study
hopes to fill some of this glaring gap. The policy documents of the National
Department of Education and the Gauteng Department of Education stress values and
attitudes but stop short of providing much direction on how they should be taught.
- With the exception of Gultig (1997), most of the secondary sources on OBE make
only passing reference to values and attitudes (Musker, 1997), (Tiley, 1997a), (Tiley,
1997b). For example, Pahad (1997) in discussing assessment and the NQF, does not
indicate how values and attitudes should be assessed.

The place of geography has changed dramatically under OBE: it is now placed together
with history and civic education under the HSS learning area. The human and social
sviences have three focuses: human and social processes and organisation; environment,
resources and development; and participatory citizenship and civic education. All nine
- of the HSS specific outcomes have implications for values and attitudes. Furthermore,
the NQF is based on clear principles, including relevance, which would highlight the
need for values education.

The inclusion of geography into the HSS learning area will have major implications for
the subject. One of the implications of this mave will, in all probability, raise the profile
of values and attitudes significantly. In this regard, this research study could plot out
some ideas on the possibilities and pitfalls of handling values and attitudes in the HSS

classroom.



1.4  Context of Sacred Heart College

This research took place at SHC, which is well known, for its multicultural character,
its religious identity and its curriculum innovation. The research was conducted in
1996 and 1997, 1t is important to understand the dynamics at SHC during this period

as this was the context in which the research was carried out.

The multicultural character of the college began in 1977 with the admission of black
(including Indian and Coloured) learners. There were fewer in the early years and many
more in later years so that the student body is now predominantly black. SHC was one of
the first independent schools to open in significant numbers. In 1980 the doors of SHC
wete also opened to girls resulting in a range of other changes. The influx of black learners
had direct repercussions on the curriculum. In fact, it gave birth to the IS programme which
started off as a bridging programme for disadvantaged learncrs from the townships. It
eventually became the mainstream curriculum for all because of the success of the
programme. Christie (1993, 114) specifically locates the origin of integrated studies as a
“response to school desegregation and the schools crisis”.

The opening of Catholic schools occurred and was seen as part of the broader church -
state conflict. Even though Christie points out that this struggle was limited given the
fact that these schools still depended on state subsidisation: “What the open schools
movement aimed for was the limited but sustained alternative to segregated education,
achieving what they could within existing structures” (Christie, 1990, 37). There is no
doubt that the open schools were a significant component in the struggle for & nonracial
democratic education, SHC was centrally involved in and at the forefront of the open
schools movement.

Generally a real non-racial community at SHC has developed partly because the college has
had much longer than most other schools to develop this tradition, Most of the learners are
from middle income families, which can afford the relatively high school fees. This atlows



the college to have smaller classes, lower teacher-learner ratios, better-qualified staff and a
wider choice of subjects.

A second important aspect of the SHC context is its religious identity. It was founded as a
Catholic school. This gives the school a religious flavour even though it has shifted from an
exclusively Catholic identity to more of a multi-faith approach. Not only is the school
religious in general but its religious identity is more specifically “motivated by the gospel
values of justice, reconciliation, and love” (SHC, 1994, 1), In the same vein, the mission
statement of SHC (1994, 1) takes an option for the disadvantaged: “The college seeks fo
pay special attention to the affirmation of those who have been historically marginalised
and oppressed”,

The third aspect of the SHC context is its focus on curriculum development, SHC has come
to be seen as a progressive school because of the significant number of high profile political
leaders who have children there. However, the progressive nature is more pertinent to the
curriculum changes that have occurred at SHC. SHC has been proactive in educational
reform, It did not wait for a new government to make educational changes, Instead it began
experimenting long before the advent of a democratic government with curriculum changes
so that a number of educational officials particularly from the old education departments
have visited the school to study these changes. The college is a shining example of schools-
based curriculum development.

Most of the teachers are highly innovative in their particular disciplines. A number are
involved in curriculum initiatives, for example, the IEB user groups. Generally they are
experimenting with curriculum innovation in their subjects. In addition to the IS
programme, mathematics, science and English in the lower secondary school have also
embarked on major curriculum initiatives. The college has also attracted teachers who
empathise with its non-racial progressive goals and aims, Not only does it sttract teachers
from the outside but the college has implemented a host of professional staff development
measures to continue the multicultural character (Sadie, 1995¢).
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The school published eleven Integrated Approach Series textbooks, which have made

 their mark on the style of school textbooks. These textbooks were tried out and tested in

the classtoom in the process of writing. The textbooks were a team effort with all
teachers in the IS department actively giving feedback on the textbooks. There was
generally an air of curriculum development at the college. While not calling itself OBE
at the time, the approach of IS was very similar to OBE with its emphasis on skills and

values/attitudes. Group work was central to its thrust, as was continuous assessment.

The IS department plan (SHC, 1995, 1) listed the values and attitudes that it was aiming
at;
“To develop values and attitudes that are appropriate to an open and just society
by:
educating for tolerance;
2, challenging all kinds of prejudice, particularly those that arise along lines

of class, race, gender and age;

3 educating for democracy;
4. building a national cultute;
5. developing an ecological awareness and a concer for the environment”,

IS had an overt approach to values. It dealt with hidden bias on a regular basis. Learners
were always encouraged to ask questions and to articulate their values as much as
possible. According to Butler et ul. (1992, 13) the recognition of values in a curriculum
is an “important corrective to technicism, vocationalism and the traditional emphasis on
content”.

One has to take into account that the grade 11 learners in the present research would
have been through IS. Different learners would have appropriated the above values and
attitudes to varying degrees. The geography lessons at grade 11 level could then build
upon this foundation. Certainly the learners would have participated in a number of
lessons where values and attitudes would have been focused upon, In an evaluation
report of IS, 65% of senior learners and 71% of junior learners found that integrated
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studies was helpful in understanding the world (SHC, 1991), 48% agreed that integrated
studies encouraged learners to question their values, a third were in between and 19%
disagreed. One learner commented that ‘IS taught tme a different way of looking at
certain aspects of life and made me more tolerant of other people and how to respect
them. This s¢hool will be well recommended by me to anybody and it teaches us great
values and morals” (SHC, 1991, 25).

The IS programme at SHC has been the subject of a number of studies (Brooke, 1991), .
Butler ¢f al., 1992), (Christie, 1993), (Ranby, 1994a). Christie (1993, 119) recognises
that teaching values and controversial issues “has proved to be one of the most
challenging dimensions of the IS programme”. Fortunately I also taught IS to gtide 8s
and was head of the IS department. Therefore I was well aware of the difficulties and
challenges of handling controversial issues in the classroom.

The present study therefore has to take into account the context at SHC. The grade 11
learners on whom the research was conducted were obviously affected to varying
degrees by the multicultural, religious and curriculum context prevailing at SHC during
the period under consideration in the study.

1.5  Limitations of this Study

The lessons were designed and implemented in 1996 until mid-1997. From mid-1997 to
1999, T wrote up the research. While I was writing up the study, OBE burst onto the
curriculum scene. As my writing continued, there were all sorts of developments and
changes within OBE in general and in the HSS in particular, Certain ideas only
developed with time as schools began to implement OBE. I was involved in the training
of teachers in OBE in a district and I was well aware of the initial confusion, which was
prevalent. Some of the earlier texts on OBE were rather sketchy. As time progressed, a
better understanding of OBE emerged. The changing nature of OBE obviously had an
impact on the study.
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- From the outset let me state some of the shortcomings of the research report. When I left
SHC college mid-1997 to take up a post in the GDE as an HSS facilitator, I had not

completed all the research I had hoped to do. I had intended interviewing more iearners
which, T was not able to do. In the process, I did not have the time to administer a pre-
and post-test on the second unit on water access and conservation. Notwithstanding
these shortcomings, 1 believe I have accumulated sufficient research data to write up the

research report satisfactorily.

I did a pilot study with the grade 11 classes of 1996, The main research involved the
grade 11 classes 01 1997. There were two geography classes in each year ie. 9G1 and
9G2. The names of the learners have been changed. The class was a muiticultural class.
As much as possible, the pseudonyms reflect the original cultural background, Tables 4
and 5 in Appendix J give a breakdown of the learners in terms of gender and race.
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CHAPTER 2

LITERATURE REVIEW

2.1 Introduction " p

The literature on values education in geography has been growing steadily. In the 1970s
values education was picked up more in other subjects like development education,
peace and world studies, and environmental educatién, leaving “geography a squeezed-
out lemon of map skills, regional description, and over-simplified models” (Wiegand,
1986, 52). However, by the 1980s vaiues education had become more widespread in
geography itself. There was considerable debate on the need for values education
throughout the 1980s. An analysis of recent literature in geography education reveals
that in the 1990, values education was accepted as an integral part of geography (Slater,
1995a). The importance of the topic is acknowledged by the IGU’s convening of a
special conference on Values in Geography Education in April 1997 (Naish, 1997a).
The last section of New Directions in Geographical Education focuses entirely on
values education (Boardman, 1985). Both the Handbook for Geography Teachers
(Boardman, 1986) and Geography Teachers Handbook (Bailey and Fox, 1996) have
sections on values education.

There are three essential aspects to understanding what a value is. Firstly, a value is a
judgement. A value can have a positive or negative connotation:
“Values are our standards and principles for judging worth. They are the criteria
by which we judge ‘things’ (people, objects, ideas, actions, and situations) to be
good, worthwhile, desirable; or, on the other hand, bad, worthless, despicable;
or, of course, somewhere in between these extremes.” (Shaver and Strong, 1982,

17)
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Secondly, one’s values have a bearing on one’s actions and lifestyle:
“Values are enduring personal beliefs about the morality of things. Values lie

underneath attitudes we form to issues and the judgements we make about

’ specxﬁc actions, ideas and goals. Values, in effect, are the ethical principles by

" which we live.” (Fien and Slater, 1980, 48)

Thirdly, values and attitudes should not be confused with e¢ach other nor should they be
used interchangeably. Slater (1982) provides a helpful distinction between values and
attitudes:
“Attitudes are defined as packages of beliefs which influence us in decisions.
Attitudes are those beliefs which, when focused on a specific object or situation,

predispose one to act in a preferential manner. It is the idea of revealed

preferences in relation to an object or situation, which distinguishes attitudes

from values. The first are more specific, the second more general in

applicability. Attitudes are value expressive.” (as cited in Hopkin and Morris,

1987, 3)

The key theorists on values education in geography are: (Bailey, 1983, 19%6a,
1986b), (Dinkele, 1976, undated), (Fien, 1980, 1992, 19933, 1993b, 1995), (Fien and
Gerber, 1988),‘ (Fien and Slater, 1980, 1981, 1985), ((Gill, 1982, 1983a, 1983b),
(Hicks, 1980, 1981, 1986), (Huckle, 1980, 1982, 1983a, 1983b, 1985, 1987, 1997),
(Lam, 1988), (Maye, 1984), (Naish, 1997a, 1997b), (Phiri, 1987), (Rawling, 1986a,
1986b), (Slater, 1982, 1983, 1989, 1992, 1994, 1995a, 1995b, 1997), (Wiegand,
1986).

It should be noted that the bulk of the debate on values in geography education has
occurred in Britain. South African contributions have been few and far between:
(Clacherty, 1988), (Conacher, 1993), (GDE, 1999a, 1999b), (GDE/GICD, 1998, 1999),
(NDE, 19963, 1996b, 1997), (Nyikana, 1988), (Ramutsindela, 1997), (Ranby, 1994a,
1994b).

N
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Values education in geography draws on the broader theory of values education. Some
of the key theorists are: (Dewey, 1975), (Henerson, Morris, and Fitzgibbon, 1978),
(Kratwohl et al., 1964), (Peters, 1980), (Quina, 1989), (Shaw and Strey, 1982), (Shin,
1980), (Stradling et al., 1984), and (Tomlinson and Quinton, 1986).

These contributions will be analysed under various categories.
22  Taxonomy of Values

Whilst most educational theory concentrates on the cognitive realm, attitudes and values
fall predominantly (but not exclusively) into the affective domain. One way of
describing this difference is to say that the cognitive domain covers the “head’ while the
affective domain covers the ‘heart’. Bloom (1956) divided objectives into three domains
i.e.. cognitive, affective and psychomotor. Bloom's taxonomy is well known in
describing the different levels of cognitive skills, ie. knowledge, comprehension,
application, analysis, synthesis (Quina, 1989). What is less well known is Bloom's work
together with Krathwohl and Masia developing the affective domain which also has a
number of levels i.e, receiving, responding, valuing, organisation, and characterisation
by a value or a value complex (Krathwohl et al., 1964). Kratwohl's taxonomy provides
an understanding of the structure of the affective domain. Just as cognitive skills move
from lower to higher order, there is a similar development of affective skills. The
movement along this continuum is described as a process of “internalisation”
(Senathirijah and Weiss, 1971, 18). In other words, the more a learner takes on
particular values the more he/she internalises those values and begins to act from that
value base, This gradual process of movement occurs from simple to complex and from
concrete to abstract.
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Similarly, Raths ef gl. (1966, 30) have also developed their own hierarchy which has a

similar logic:
“Choosing: 1. freely
2. from alternatives
after  thoughtful  consideration of the
consequences of each alternative
Prizing; 4, cherishing, being happy with the cho.ce
5. willing to affirm the choice publicly
Acting: 6. doing something with the choice
7. repeatedly in some patiern of life”.

Geography has tended to display a preoccupation with the cognitive domain (as is
demanded by syllabuses) and a downplaying of the affective domain, The question of

balance between cognitive and affective domains is crucial. It is argued that unless the

cognitive and affective domains are equally developed, we will not be educating the

‘whole person’ (Quina, 1989). Even the commendable development of activity-based
learning has tended to focus on the copritive domain. Peters (1974) ascribes greater
importance to the cognitive aims of education and downplays the affective side (as cited
in Slater, 1995a),

At the same time there needs to be a connection between the affective and cognitive
domains. Schnack (1995, 2&) describes this connection succinctly, “connecting
emotions, values, knowledge and action is an important part of the educational process”.
It is common practice to separate the cognitive and affective domains; however, Quina
(1957 argues that the use of affective objectives creates the possibility of developing

higher level cognitive attainments,

1t should be noted that Bloom’s (1956) taxonomy is dated and the logic contained
therein has come under considerable critique by later educationists. Bloom’s
taxonomy offers a linear and hierarchical scheme and follows in the tradition of the
objectives model as espoused by Tyler (1949) and Bobbit (1918). Cornbleth (1987)
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criticises Bobbitt’s ‘scientific management in education model’ and Tyler's
‘production model’ as confusing skills in thinking with thinking skills. Not only does
the objectives model exaggerate the difference between aims as long term and
objectives as immediate but it may be better suited to instruction than education
(Kelly, 1989). Accord:ig to Kelly (1989, 64), the objectives model sees the “process
of teaching merely as the transmission of predetermined knowledge-content chosen in

pursuit of certain predetermined objectives”.

Bloom’s taxonomy is based on behaviourist psychology and was developed at a time
when psychology had a stranglehold over curriculum, which was broken by the entry
of sociology, by the likes of Young (1971), onto the curriculum scene. Kelly (1989)
criticises the objectives model for being instrumentalist and leading to bebaviour
modification. Bloom’s divisions into clear-cut domains are unworkable. It is
impossible to have educational activities that concern themselves only with cognitive
aims without also involving affective and psychomotor aims as well (Kelly, 1989).

Despite the above criticisms of the objectives model, it had a broad appeal because
of its clear outcomes and the clear distinction between knowledge, skills and values
which provided a “useful and supportive framework for geography courses, textbooks
and syllabuses during the last twenty-five years” (Roberts, 1597, 42).

The objectives model of curriculum planning is not the only model. Out of the
criticisms of the objectives model, a process model was developed (Peters, 1959),
(Stenhouse, 1975), (Cornbleth, 1990). The Schools Council Humanities Project under
Stenhouse as well as the Schools Council 16-19 Geography Project embraced the
process model. The process model advocated that controversial areas should be more
discussion oriented than instruction oriented. The use of questions in an enquiry
approach as envisaged in the route to geographical enquiry falls squarely into the
process model. This is the approach I have adopted in the design of the three
modules of lessons. Roberts (1997, 45) contends that “the increase in the use of small

group work, role play, simulations, different genres of writing, ard learning diaries
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are all gvidence of the acknowledgement of the pupils’ role in the construction of
geographical knowledge”. Knowledge is a social construct, Whereas positivism sees
knowledge as ““objective’, ‘indisputable’ or ‘given’”, constructivism sees knowledge
as something that is “known to us through our everyday lived experience or
‘constructed’ by us according to the way we “see’ or understand a place” (Winter,
1997, 181).

The paradigm that I have used in developing the modules of lessons is
constructivism. However, I agree with Roberts (1997) who argues that we may have
to use both models possibly for different units of work although this will mean

compromises.
2.3  Strategies

It is claimed that values can be classified as substantive, procedural and behavioural
(Fenton, 1967). Substantive values are deeply held convictions of which there are fe =,
Procedural values relate to ways of thinking in geography of which there are more.
Behavioural values relate to the way in which classroom learning experiences occur of
which there are very many. Put differently, one could say “we have few values, a
number uf beliefs, and many attitudes” (Fien and Slater, 1985, 181), In a similar vein,
Raw (1989) provides a four-tier hierarchy, i.e., values, beliefs, attitudes and behaviour.
However, it is highly debatable whether values can be so neatly categorised into
different compartments. While Fenton’s ¢lassification is somewhat useful, there could
be considerable overlapping leading to confusion and misinterpretation (Slater, 19954),

Fenton (1967) argues that teachers have no right to dabble with substantive values and
furthermore, asserts that the teacher’s role “in regard fo substantive values is to keep
within the cognitive domain” (as cited in Wiegand, 1986, 61), (Dinkele, undated). In
contrast, some feel that it is exactly the area of substantive values that education should
direct itself towards (Stradling, 1984), According to Blatchford (1972), all values are
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ultimately derived from substantive values (as cited in Farmer, 1980). The debate on

values education has developed considerably from Fenton’s contribution.

While it is largely accepted that values education is important, the crux of the matter lies
in how one goes about values education in geography. Generally, there are two broad
approaches to dealing with value-laden issues ie. product-based and process-based
(Stradling, 1984). A product-based approach leans towards a content focus while a
process-based approach is more concerned with the process than the content. I concur
with Stradling (1984) that in general; a process-based approach is preferable to a
product-based approach in that specific issues may pass with time while the skills
developed will be useful for tackling new issues. However, product-based and process-

based approaches are not necessarily mutually exclusive.

Four strategies seem to be commonly practised in geography i.e. values clarification,
value anaiysis, moral reasoning, and values probing (Fien and Slater, 1985). Values
clarification is based on the work of Raths ef al. (1966), moral reasoning is based on
Kohlberg’s work, while value analysis stems from the work of Chadwick and Meux
(1971) (as cited in Wiegand, 1986). Fien and Slater (1980) developed the strategy of
values probing because they found the other strategies did not go far enough in
developing values. For example, values analysis “rarely allows students to discover the
values underlying the arguments or to clarify their own values” (Fien and Slater, 1980,
43).

Maye (1984) adds two more strategies to this list i.e, values inculcation and action
learning. Values inculcation is teacher-centred whilst the other five approaches are more

learner-centred. The more transferable skills are developed the better the approach.

A heavy inculcation of values by the teacher borders on indoctrination, which is
generally frowned upon. Gayford (1987), an environmentalist, differentiates between
indoctrination and education. He makes the point that, in trying to avoid

indoctrination at all costs, teachers can bend so far backwards that they forfeit the
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opportunity of pupils seeing strong commitment. In a similar vein, Stanley (1985),
contends that the concern of environmental educationists should be with the “values
and ends that we are secking not with worrying whether an opr  committed
approach to education is indoctrination or not” (as cited in Fien, 1995). While for
Sterling (1996), environmental lessons need to move beyond exhortations for
“environmental responsibility” to a “more difficult and slower, yet deeper and more
permanent change” (as cited in Reid, 1996, 171). Guitig (1997, 150) posits that the
essence of good values education lies in providing an environment that enables
learners to “critically assess their values, to hold them tolerantly, and be open to
changing them”,

The secret is to select the strategy appropriate to the objectives of the lesson and units
of work. According to Rawling (1986a), “teaching approaches to values education
have been designed for different valuing objectives”. Therefore teachers should
choose the approach most appropriate to the objectives of the lesson. The Geography
16-19 Project (Rawling, 1986a, 66) has developed a aseful model, “the route for
geographical enquiry”, for integrating a values enquiry together with a factual
enquiry. The model proposes a seven-step approach with a factual and values enquiry
at each step. Sorie have interpreted this diagram to indicate a separation of fact and
value. It is better understood as an equal smphasis on both fact and value.

Simulation is a growing part of geography lessons and enhances the possibility for
values education as well as making it fun and interesting. A clear distinction needs to be
made between a simulation, an educational game, a role play and a simulation game
which is a combination of the first three items (Fien ef al,, 1984b). There are different
categories of simulation such as role plays (A Fair Deal, The Trading Game, The Paper
Bag Game); operational games (Consejo, Quarry, Caribbean Fishermuan); individualised
simulations (Simcity, Action Maze), mathematical simulations (Grasslands); and
hardware simulations (A Fair Deal, Sand Harvest) (Walford, 1996). It is precisely
because of such an abundance of simulations that the development of values education
is so exciting and interesting,
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Each of the above-mentioned strategies has its own v”f:@iues position. The very strategy
that is employed has certain assumptions. However, the various strategies provide the
teacher with a substantial choice on teaching values. It may be argued that although
there is considerable difference between the sirategies, there is nothing to prevent a

teacher from using a variety of approaches in values education.

L. concluding this section on strategies, it needs to be borne in mind that South Africa
has produced its own home-grown versions of developing values and attitudes. One of
the spin-offs of the struggle against apartheid is the tremendous amount of
conseientisation or awareness raising that occurred in a host of organisations (student,
youth, women, civic, trade union, professional and religious). Much of this awareness
raising related directly to values and attitudes. These models do not always fit neatly
into the strategies suggested above. I have drawn widely upon my own experience,
particularly in the student and religious sectors, in developing models and strategies
which relate to values and attitudes.

24  Which Values?

The types of values that geography teachers in South Africa could be guided by are to
te found in the South African Constitution (South African Government, 1996, 3):
“The Republic of South Africa is one, sovereign, democratic state founded on
the following values:
° Human dignity, the achievement of equality, and the advancement of
human rights and freedoms.
° Non-racialism and non-sexism.

o Supremacy of the constitution and the rule of law”.
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Similarly, the National Education Policy Act of 1996 has a section called “Values and
Principles” which advocates that:
“The realisation of democracy, liberty, equality, justice and peace are
necessary conditions for the full pursuit and enjoyment of lifelong learning.
This requires the active encouragement of mutual respect for our people’s
diverse religious, cultural and language traditions” (as cited in Gultig, 1997,
150).

The mission of the GDE (1995, 1) also has a set of values, which stresses the newly
won democratic rights of South African citizens:
“Empower learners by:
° fostering attitudes and values
- so that they will show respect for other people, their demecratic
rights and their religious, cultural and language traditions
- so that they will have self-respect and make wise, healthy personal
choices in their lives and

- 50 that they will respect the environment;

) giving access to life-long learning;
. developing in pecple skills and broad competencies which will allow

them to take part in the economic, political and social life of the
country;

o developing in people the ability to think for themselves; and

. developing in people the ability to use and handle information
confidently”,

It needs to be acknowledged that when one talks about values education, different
teachers are likely to emphasize quite different values. Table 1 demonstrates that
there is a considerable amount of overlap of key values and attitudes from authors
who have a reconstructionist perspective. Kagiso publishers (undated) refers to this

ust of values as OBE values while Ranby (1994b, vii) and Slater (19952, 210) refer to
the list as geography values.
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Ranby Slater Kagiso

Developing active | Care  for the  environiment. | An awaréness and appreciation of the
concern for the | Responsibility towards the | environment

envir(\‘inment envirpnment

Enoodi\}ging positive | Human rights A culture of participative democracy
attitudes towards justice

and human rights

Promoting non-racist and
non-sexist attitudes

Justice — social/political/economic

A culture of lifelong learning and
development

Supporting tolerance for

Appropriateness to culture/society

A culture of peace and tolerance

the views of ofhers
Developing  empathetic | Empathy  for  cultures  and | Diligence
responses etvironments.
Respect for other cultures
Encouraging eritical | Preserving landscape quality Critical thinking and problem solving
awareness of the media skills =
Advancing opposition to | Use/misuse/sustainability Responsible citiz .. ixp
prejudice
Helping to create a | Absence of exploitation Emotional, moral and socisl
positive self image development
Table 13 Comparison of key values and attitudes

The most prolific writer on values education in geography is undoubtedly Frances
Slater. According to Slater (1995a), particular values are associated with particular
ideologies. Table 2 outlines how educational ideologies have different focuses with
different values (Slater, 1995a, 218). Slater’s classification is a usefal one for
uncovering the key values embedded in various educational ideologies. Every teacher

fits more comfortably in one or other educational ideology. This will obviously guide

their choice of work to be covered. It guides the type of learning support material they

choose as well as what they focus on in their lessons.
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My own perspective would be reconstructionist, which is society centred and values
social change. I have chosen three modules of lessons for this research ie. informal
settlement, water access and conservation, and coal mine at the Vaal river. I could have
chosen three entirely different modules for the purposes of this research, This choice
reflects my values and what I consider to be importani in geography. Slater (1995a)
analyses the different curriculum orientations of three curriculum projects i.e. GYSL,
Geography 16-19 and the Bristol Project and finds quite different content and

methodological emphases,

Ideology Focus End

Progressive Child centred Valuing development of the
whole person

Liberal Subject centred Valuing development of the
mind

Utilitarian ' ‘Work centred Valuing ‘payeff’

Reconstructionist Secie:ty centred Valuing social change

Table 2: Values contained in different educational ideologies

Different values can be found in the different paradigms through which geography has
progressed historically (Johnson, 1979). Early geographic writings were clearly serving
the interests of the British Empite (Godlewska and Smith, 1994). With the weakening of
the positivist paradigm, new paradigms have emerged (humanistic geography, welfare
geography, radical geography) which have tried to bring out more explicitly the value
assumptions on which they are based (Lambert, 1992), (Wiggand and Orrell, 1982).
Positivism, empiticism and postmodernism are three different ideologies, each with their
own outlook. Hernando (1997) analyses these prevailing ideologies and locates values
education within each of these ideologies. Hernando (1997) argues for a postmodern
approach, which uses a strategy of deconstruction to discover values inherent in national
curricula, in textbooks, and in student appraisals.
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The content of geography is related to values. As Slater (1997, 18) argues, there are a
“range of value positions or ideological and conceptual frameworks which value and
give priority to some concepts rather than others e.g. scientific objectivity or social
justice”. Furthermore, Slater (1997) argues that value positions act as “filters” both on

the perspective and content of what is taught.
25  Group Work

The literature on group work reveals that group work allows for the clarification of
values and attitudes (GDE, 1999b), (Gultig, 1998b), (HAP, undated). Groups provide
a safe space for learners to articulate their values and attitudes. Group work is one of
the methodological pillars of OBE. In fact, one of the eight critical outcomes is to
“work effectively with others as a member of a team, group, organisation or
community” (Tiley, 1997a). Group work enables learners to construct knowledge
rather than simply receiving knowledge. It also helps learners to develop respect for
the opinions of others (Potenza, 1997). Classroom organisation sends out a powerful
message. If a classroom has a dominant teacher with rows of passive learners it may
give the message that learners will acquire knowledge from the teacher, Whereas if a
classroom. is organised into groups, this may give the message that the learners can

construct knowledge themselves (Gultig, 1998c).

The GDE (1999b) list some of the characte “stics of group work: helping each other,
learning from each other, sharing information, taking responsibilities in the group,
developing values and attitudes, respecting individual differences. From my own
experience as a teacher, I have seen the advantages of group work in allowing learners
to express themselves freely and in a sustained way clarify their values and attitudes. 1
made extensive use of group work in the three modules of lessons. At times the group
work was a space for clarifying values and attitudes at other times it was cooperative

group work where the group collaborates to achieve a task,
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2.6  Mpulticultaralism

An important part of values education is in the area of race, culture and gender.
According to some authors, racist values are widespread in geography (Bunge, 1965),
(Cook and Gill, 1983), (Gi‘ll, 1983a, 183b). It should be noted that some of these texts
are a bit dated. These gecaraphers are part of a broader movement in education often

described as anti-racists,

Gilborn (1990), a protriinent commentator on multicultural education has analysed
multiculturalism as moving through five stages i.e, assimilation (1950-1965), integration
(1966-1970), multiculturalism (1970s), anti-racism (1980s) and education for ail (1985

onwards). '

A growing body of sentiment has come out against multicultural education (as it exists
in the third stage) accusing it of being ‘soft’ on racism. Furthermore, they argue that the
social, political and economic pos.cr relations that exploit minority groups are not
properly addressed (Gilborn, 1990, 153). Klein (1993, 87) puts the same critique
differently: “After all, just to learn about other people's cultures is not to learn about the
racism of one's own.” The anti-racist approach also argues that it is not good enough just
to understand racism one has to actively oppose it. The aims of anti-racist education,
according to Brandt, (1986, 125) must be, “by definition, oppositional”.

Anti-racists attack multiculturchsm for being a side issue added onto the mainstream
curriculum. The anti-racists contend that multiculturalism provides “negative,
stereotypical, and caricatured depictions of black ethnicities” (Carrim, 1995, 25). Gill
(1989, 63) accuses nmlticultural education in geography of being “patronising and
voyeuristic in that it fails to place other cultures in their political and economic context™.
Science is criticised for limiting third world science to making salt from banana skins
(Gill, 1989, 63). Biology lessons on the human body have also come in for major
criticisms with their emphasis on * ‘blue eyes’, *pink skin®, ‘blue veins® and ‘blonde
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hair® » wheri ‘eaching classes which have a majority of black students (Duncan, 1986,
7.

Gill (1982) has smnalysed the content of school geography textbooks and finds that
“Geography teaching still promotes the kind of ignorance upon which racism is
based”. A number of other studies have been conducted, analysing racism, which
have all come to similar conclusions (Cook and Gill, 1983), (Maxwell, 1989). There
has however, been considerable progress in addressing issues of race and gender in
the 1990s. The national curriculum of Britain has identified geography *“as an
important means to achieving the goal of “tolerance™ within the context of race and
gender (Gonzalez and Gonzalez, 1997, 119).

Multicultural education has accelerated in South Africa with the opening of ex-model C
schools to all races. According to Lemsmer and Squelch (1993, 79), it is not sufficient to
just add on a lesson here and there but it is necessary to “reform the entire curriculum™.
The authors argue further that multicultural education should be purposeful and planned
and not piecemeal (Lemmer and Squelch, 1993). The design of the 3 modules it an
effort to move in this direction, The Drajft Assessment Policy Document (GDE, 1999a,
22) captures this multicultural approach well:
“Care should be taken be taken to use varying contexts and examples in order
to familiarise learners, with for example, urban and rural situations, Xhosa
and Tswana traditions, Christian, Hindu, and atheist beliefs, isiZulu and
sePedi songs, Islamic and Venda arts and crafs”.

There is a growing body of theory developing around anti-bias teaching (Derman-
Sparks, 1989), (Hicks, 1980), (Koopman and Robb, 1997). Derman-Sparks (1989)
defines anti-bias as an “active/activist approach to challenging prejudice, stercotyping,
bias and the ‘ismg™ (as cited in Koopman and Robb, 1997, 7). The ‘isms® refer to
various forms of oppression such as sexism, racism, classism, anti-semitism, adultism,
ageism, heterosexism, able-ism, linguicism. Anti-bias education goes further than
multicultural education by also addressing differences other than race and culture such
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as gender and physical ability (Derman-Sparks, 1989). Both anti-bias and multicultural

education are essential for the development of values and attitudes in learners.

In an article titled “Sexism and Racism - Porallel Experiences: An Exploration”, Slater
(1983) finds similar issues at play belween racism and sexism. A whole edition of
Contertporary Issues in Geogrd;bhy and Education has been compiled on gender and
geography (Whatmore and Little, 1989). Bowlby et al. (1989, 6) argue that “materials
and methods used in teaching often work against women and girls”, Language such as
the use of “man™, and “man and the environment” is clearly sexist, as aue many of the
pictures in geography textbooks (Wiegand, 1986, 65). Rose (199'3:'):,; has analysed
geography’s paradigms, procedures and content and found “the feminist view and
influence lacking or marginalised” (as cited in Slater, 1995a, 225).

2.7 Third World

When it comes to teaching about the third world, assumed values and attitudes may need
to be thoroughly questioned. A significant number of authors allege that the treatment of
third world countries is biased Binns (1995), Hicks (1980, 1981, 1986), (Hicks and
Townley, 1982), and Stradling et al. (1984). Bailey (1983, 2) raises the question of other
groups of people: “Are they shown as being just that little bit less human, less important,
less dignified, less intelligent, less worthy of life, than we - collectively - belisve we
are?” In the same vein, Duncan (1986, 71) argues that multicultural geography reduces
“third world countries to being recipients of aid without an understending that the
western wotld has benefited from the underdevelopment ofthird world countries™.

South Africa is a third world country but pockets of wealth exist side by side with
extreme poverty. Some of the dynamics between first and third world countries exist
within South Africa itself. It is quite possible that people in rural areas and informal
settlements are seen in a similar way to those in far off third world countries. In this
vein, Pile and Potterton (1994) accuse South African geography of neglecting the rural
periphery. They criticise geography textbooks “for condemning the rural poor for
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destroying woodlands” without noting their limitations within the broader political

economy.

Fisker and Hicks (1985) describe human dignity, curiosity, appreciation of other
cultures, empathy, justice and fairness as the most important attitudes to be developed in
world studies. It is very difficult to teach about other people and cultures without an
awareness of values and attitudes (Gonzalez and Gonzalez, 1997}, Waterman and
Maitland (1984) recognise the need to step outside of one’s own complex set of
prejudices and value positions when discussing development issues. They pose a valid
question:
“How can we be realistically asked to judge development issues from non-
European, non-capitalist, and non-Christian standpoints when, for most
people, these traditions are by definition ingrained as part of our intellectual
and social growth?” (Waterman and Maitland, 1984, 104).

28 Politics

Teaching controversial issues often implies issues which are politically sensitive
(Stradling, 1984). Politics is inescapable in geography since “virtually all questions
about the use of space are political in some sense” (Naish, 1997, 45). In any curriculum,
politics is unavoidable. Steedman (1988, 135) captures the link between curriculum and
politics clearly.
“It is fitting that democratic people understand that both what their children learn
and how they learn it must involve the most subtle and powerful questions of
legitimation. To debate such issues is not to betray a herivage, but rather to act

democratically.”

Politically sensitive issues, for a range of reasons including parental concerns and
polarisation in the classroom, are difficult to deal with. This leads some teachersto desl

only with “socially validated ‘controversial’ issues; the impact of motorways, nuclear
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power, London’s Third Airport, issues with apparent neutrality and substantial technical
content” (Machon, 1987, 39).

Any discussion on politics in geography would be incomplete without reference to
Huckle. Huckle (1985), one of the early pioneers of values education, slates values
education for not tackling the xcot causes of power velations in society. Huckle prefers a
more direct political education. According to Huckle (1985), the logical and moral
reasoning fHund in geography lessons does not match up to real world decisions which
are more inclined o be based on the profit motive and political power considerations.
Bailey (1986a) supports Huckle’s contention, citing an example of the transport of coal.
At one level it could be a fairly simple example of decision-making concerning
environmental considerations and transport policy. However, Bailey argues at a “more
complex level the issue is more about industrial relations and power politics” (Bailey,
19862, 51). I concur with Huckle that values edugation needs o take into account the
profit motive and power relations.

Huckle (1985, 190) locates values education in a liberal view of society in which values
play a key role in “maintaining an essentially benevolent social order”. This is
contrasted with a radical view of society, which sees society mote in terms of social
conflict over material interests, Huckle (1985, 191) seems to hang onto a crude
~ gconomic *~-rminism by stating that “Values are not a primary cause of social change,
for social change results from underlying economic change”. Gramsci has strengthened
the relative autonomy of ideology in social change. This can be seen in Gramsci’s
definition of ideology asa
“battleficld, as a continwous struggle, since man’s acquisition of consciousness
through ideology will not come individv-lty but always through the intermediary
of ideological terrain where two hegemonic principles confront each other” (as
cited in Mouffe, 1979, 226).
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Huckle is highly critical of the consuliative document Geography 5-16 (DES, 1986)
which infers that “pupils are not to study issues in terms of parties, politics, conflict,
power, democracy and justice, but in terms of individualy) groups, atlitudes and values,
information, evidence and their own feelings” (as cited in Huckle, 1987, 263). Huckle is
responding directly to the prescriptions of how to do values education by the education
authorities in Britain. This attempt by the education auihorities to limit the type of
values education ties in with their broader strategy of limiting the amount of values
education in the syllabus. The political motives of the DES are clearly demonstrated by
Huckle, Values education can clearly be based on a conservative, liberal or a radical
view. One has to bear in mind that learners are at a particular stage in their life. An
introduction to social issues, is simply a beginning of a lifelong process where they may
either end up with a conservative, liberal or radical ideology. Ideological positions can
be important but I tend to agree with Slater (1995a, 210) who observes that:

“a group of geography teachers when asked to list value positions in the subject

did not think at the general geographical ideological level but raised

environmental and development positions™.

It is interesting to rote that you don’t find the same negative synopsis of values
education by the other leading values education exponents such as Slater, Fien or Hicks,
also regarded as reconstructionists, operating out of a radical paradigm,

Huckle (1985, 194) outlines his view of political education through geography:
“Values are reflected in different political ideologies, parties and programs, and
a relevant geographical education would allow students to evaluate competing
conceptions of such values as social justice and environmental well-being and
the pelitical demands and the policies which stem from them?,

Huckle (1985) asserts that geogtaphers should acknowledge the idealism and political
bias in values education and rediscover realistic approaches to political education.
Huckle and Machon (1990, 53) maintaiis that the “lessons of the ‘Programme for
Political Education’ have begun to influence curriculum developers and have slowly
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eroded their earlier idealist commitment to values education”, Huckle (1997), citing the
conservative effects of the geography National Curriculum, suggests that teachers need
to use critical theory to chart geography back onto a more radical course.

I would argue that the essence of Huckle’s criticisms is valid but would differ with his
overall synopsis. There are many different and competing types of values education. It is
not possible to making sweeping statements about all types of values education in one
breath. There may be some types of values educaticn that fit in comfortably with a
conservative or liberal ideology but there are many types of vaiues education that fit in
comfortably with a radical ideology. In fact values education is a coniested terrain, My
own perspective is also based on a radical view of society and politics whether we like it

or not impinges on education.
29 Role of Teacher

The role of the teacher in values lessons is of paramount importance. The Humanities
Curriculum Project (Rawling, 1986b) outlined three possible roles. Firstly, the school
could develop a policy or “line’ for all teachers to follow. Secondly, teachers could
give their own point of view. Thirdly, teachers could try to be neutral. The
Humanities Curriculum Project favoured the third option which, seems to me to be
unrealistic and naive. The Humanities Curriculum Project seemed to premise its
stance on the choice between a neutral chairperson and an instructor. This choice is
not validated by the broad range of “student-centred and resource-based methods of
learning including projects, fieldwork, analysis of case studies and even role play and
simulation” (Stradling, 1984, 8). Furthermore, at times it may even be necessury for
the teacher to play the role of devil’s advocate rather than neutral chaicperson to
broaden the scope of discussion.

The Geography 16-19 Project, on the other hand, proposed a better idea of procedural
neutrality where the teachers' views are known but do not dominate the discussion
(Rawling, 1986b). This same idea is taken up by another source. In a publication
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called The History and Social Sciences at Secondary level, it is suggested that the

teacher share his/her opinion with the class without giving it more weight:
“What is essential... is that teachers carefully examine their own views on
cuntroversial issues, and make an honest appraisal of their personal bias. In fact,
i{ the teacher is able to acknowledge his or her bias to the pupils, it can help
make them conscious of bias in their own and others’ opinions ~ and atle to
recognize its influence on thought and action. It can be very helpful for pupils to
know their teacher’s views, providing these are offered as one among many
possible perspectives on an issue, with no more weight, or ‘truth’ than any
other” (as cited in Hopkin and Motris, 1987).

The concepts of balance, neutrality and commitment are often used when teaching
controversial issues. Some treat these as universal principles from which one never
deviates. On the other hand, Stradling (1984, 11) is critical of applying them absolutely
and see them more as teaching strategies “which may or may not be useful for teaching
controversial issues”. On the basis of considerable research, Stradling er al., (1984, 112)
propose an “eclectic and flexible” approach which takes into account:
s “the knowledge, values and experiences which the students bring with them
into the classroom;
¢ the teaching methods which predominate in other lessons;
e the classroom climate (e.g, unquestioning consensus, apathy or polarisation
of opinion);
s the age and ability of the students;
o the reactions of pupils both to the content of lessons and the teaching
methods being employed”.

Stradling et al. (1984) identify forr common teaching strategies ie. procedural
neutrality, stated commitment, a balanced approach and devil’s advocate. Each of these
approaches have strengths and weaknesses. There simply are no hard and fast rules for

teaching values and attitudes. What may work in one context may not work in another.
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When teaching values and attitudes, some authors postulate that the role of the teacher
should be more of a facilitator, manager or consultant rather than a director or supervisor
(Fisher and Hicks, 1985), (Lobinger, undated). This is a difficult task to manage but at

the same time teachers can develop the skills needed with time and practice.

My own style of teaching draws on my past experiences as an educator in the
informal sector ‘with both siudents and adults. I spent three years training students in
YCS$, which hss a pedagogy of action-reflection, based on the theory of Paulo Freire
(1972). I also worked for Lumko Institute for two years. Lumko Institute is an adult
educati~ centre, which trains leaders for the Catholic Church. In this type of
participatory adult education, teachers were seen more as facilitators than lecturers.
The main methodology at Lumko Institute consisted of using training kits which used
codes e.g. posters (Lobinger, undated). These codes were designed to elicit
information from participants and were then related to their own experiences. These
experiences obviously shaped my teaching practice and I had gained considerable

experience in this type of education.
210  Action

Some types of values education tackle the aspect of action. Fien and Slater (1980)
acknowledge the importance of this dimension of values education in order to bridge the
gap between school and society. According to Fien (1980, 6) only a strong belief will
lead to action:
“While we (or our students) may know all about the finite nature and delicacy
of ecosystems or about the dangers of lead exhausts from cars, it will not be
until we (or they) feel strongly enough about the issues that any change in
personal behaviours or actions to offset environmental dangers will be
effected”.

The AGTA (1988, 10) recognises that geographical education involves taking
“responsible social and environmental action”. They outline four types of projects in
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which this action could occur i.e. informative, stimulative, directive and operative.
The AGTA asserts that the inclusion of controversial issues does not automatically
ensure that values education will occur. However, the possibilities for real values
education would be enhanced by action (AGTA, 1988). |

Fien and Slater (1980, 52) believe strongly in allowing learners to follow through to
action, “Without it, there is a danger that all previous work will be conceived as
school work and the imporiant links between school any society and thought and
-action not made in the minds of students.”

This ties in well with Dewey’s (1975, 43) beliefs on eradicating dualism’s: *Only as
we interpret school activities with reference to the larger circle of social activities to
which they relate do we find any standard for judging their moral significance™.
Dewey (1975) believes that in order for students to come to grips with developing
morality, it has to be practised.

In fact subjects themselves, Dewey argues, must facilitate moral responsibility.
Dewey (1975, 31) states that “A study is to be considered as a means of bringing the
child to realise the social scene of action’. Morality should not only be taught in civic
studies but in all subjects. Dewey (1975, 42-43) complains that not only has morality
been “t00 narrow, too formal, and too pathological” but it has also been “conceived in
teo goody-goody a way”, Morality, argues Dewey, needs to be found in all aspects of
the school, including the life of the school as an institution, the methods of learning
and in the subjects themselves.

This ties inwell ' the strategy of action learning, which asserts that major leaming
experiences come through the ability to take action.
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2.11 Assessment

Assessment of values and attitudes is not without its difficulties, While many
commmentators happily espouse values education, they are “all reticent about how exactly
values in geography might be assessed” (Wiegand, 1986, 59). Systematic assessment of
values and attitudes was outside the scope of this ressarch but could well form the basis
of a separate study. In this area, the assessment of values and attitudes runs into similar
problems that many teachers of religious education find themselves in. How exactly

does one evaluate religious beliefs?

Wiegand (1986, 59) identifies the problem as “for one might wish pupils to have liberal
or caring attitudes towards other cultures or the environment, it would surely not be
feasible to withbold a certificate from student members of the National Front or pupils
guilty of vandalism”. Spady (1994) does not consider a value or attitude to be an
outcome but rather a goal. Values and attitudes may have a direct bearing on
successfully performing an outcome, Therefore, according to Spady (1994, 57),
“specific values, attitudes or beliefs are not legitimate outcomes for which students
should be held accountable™.

Nevertheless, having stated the difficulties with assessment of values and attstudes, I do
believe that it is possible to undertake assessment. Tucker (1992) provides an examiple
of oral assessment on acid rain with clear-cut assessment objectives under knowledge,
skills and values. Similarly, John (1991) while acknowledging difficulties proposes the
exemplar method to assess pupils’ writing about their understanding of living in a third
world country. In terms of environment, traditional assessment may not work. InsteaC
Tilbury (1997) proposes observation through keeping records of learner participation in

conservation projects or using learner diaries.

Assessment is an integral component of OBE. The key characteristics of outcomes-
based assessment are: criterion-referenced, continuous, recognises prior learning, learner

paced and self-referenced (GDE, 1999a), (Gultig, 1998a). Continuous outcomes-based
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assessment is built into learning activities and is not necessarily a separate activity
(GDE, 1999a). OBE brings assessment to the fore and is much more part of the teaching
and learning process. Whereas traditional assessment focused more on content

ouicomes-based assessment focuses on content, skills and values and attitudes.
2.12 Learning Support Materials

Some geography textbooks set out in tabular form, the exact values that they are trying
to develop and in which particular exercises they can be found (Ranby, 1994b),
(Barnard et al., 1996). This is an important step forward for South Aftican geography
textbooks. Earle ef al. (1985, 1988, 1989) have some useful values exercises (A Tale of
Two Cities, Minister of Education, Zero Population Growth, Migrant Labout). Original
South African values lessons and case studies are, however, few and far between.

Drummond and Paterson (1991) argue convincingly that South Aftican textbooks by
and large have referred to African farmers in an inferior way., Wesso and Parnell (1992)
bemoan the lack of critical reflection on school geography textbooks. Textbooks are
central to the question of values and attitudes and need to be thoroughly revised in order
to keep up with the changes in geography. One has to only do a brief survey of British
or Australian textbooks to se¢ how far we are lagging behind. Naish and Warn (1994),
in their textbook 16-19 Core Geography have numerous values exercises in one form or
another. oni (1992, 92-93) argues for textbooks and syllabi which, will
“consider the transformation of South African society - realities such as
socio-political and material conditions, powerlessness, unemployment, conflict
and violence, environmental deterioration, lack of proper shelter, facilities, and
other vital services confront many people in South Africa on a daily basis”,

In contrast two British geographers, Serf and Hoyte (1988, 10), have developed a
teaching unit on human rights in South Aftica which “offers the student the opportunity
to develop an understanding of the nature of one multicultural society, and a sensitivity
to cultural and racial prejudice and injustice”. It is ironic that two British geographers
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have to develop these types of human rights lessons in geography. This accentuates the

relative paucity of material developed in South Africa with an explicit values dimension.

It needs to be emphasised that I am writing about learning support materials developed
in the pre-OBE phase. With the new learning support materials developed for the
implementation of Curriculum 2005, there is an important thrust on values and attitudes
which is reflected in the content of these learning support materials. However, these are
only being published with the corresponding implementation timetable of Curriculum
2005, At the time of this research (1996-1999), only learning support materials for
certain grades i.e.1, 2, 3 and 7 were available on the market, The implementation dates
were nowhere near grade 11, the ta:get group of this research, Nevertheless, it would
appedr from this early stage that the Curriculum 2005 learning support materials have
overcome the legacy of the lack of prominence given to values exercises in South
African learning support materials.

2.13  Human and Social Sciences

With the introduction of OBE, values and attitudes have become more significant. In
the old syllabuses, they were mentioned in the preamble and then often not used in
lessons. Now that geography falls under the HSS learning area up to grade 9, there is
likely to be less of a preoccupation with content and a corresponding increase in
skills, values and attitudes. If one delves into the policy documents, values and
attitudes are frequently mentioned. For exemple, specific outcome 6 of the HSS
reads “Demonstrate an understanding of the interrelationships between society and
the natural environment”, The range statement states that:

“Attitudes, values and perceptions regarding the environment are examined

by:

o identifying the attituéle and perceptions

o considering the factors that influence attitudes and perceptions

e reflecting on its origins and development” (NDE, 1997, HSS-29-30).
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Although geography syllabuses have always encouraged an examination of values

and attitudes, it would seem the OBE framework makes it more explicit.

The GDE and GICD have adopted the idea of a progress map. A progress map is a
description of levels of progress, also known as expected levels of performance,
which a learner might achieve over a particular period of learning, (GDE/GICD,
1999) This progress map outlines the progression of the developing knowledge, skills
and understandings that a learner would undergo. HSS is further divided into five
strands, which correspond roughly with the focus areas of HSS:

» People in society over time

s People and their environment

e Democracy and citizenship

e Graphicacy skills

¢ Enquiry skills

It is remarkably similar to the Australian system, which is also divided irto five
strands (Ciavarella and Calandra, 1997). Values and attitudes also appear prominently
in the Australian system. For example, an outcome under the strand on place and
space is to compare different views on the management of various environments
(Ciavarella and Calandra, 1997, vii).

On the other hand, geography is experiencing a profound resurgence in the USA
through increasing undergraduate enrolment and public debate. Previously it was
taught as part of social studies. The Educate America Act of 1994 specifies that
geography is a cote subject to be taught from kindergacten to K-12 (National
Research Council, 1997), The National Research Council posits that the eritical
issues facing geography are ecomomic health, environmental degradation, ethnic
conflict, health care, and global climate change (National Research Council, 1997).
Although the report does not clearly specify its stance on values and attitudes, it is
assumed that investigation intc these themes would of necessity require an
examination of values and attitudes.
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The HSS Draft Progress Map outlines a progression on developing values and attitudes
at different levels:

®

“They start to recognise that other people’s ideas and beliefs may be
different from their own. (level 2 statement). .

They can recognise that there may be two or more sides to an argument
and express an opinion about people’s behavicur in particular situations.
Learncrs can suggest different solutions to a problem by looking at it in
different ways. (level 4 statement)...

They can develop a point of view cnd show empathy in various contexts,
They can practise problem solving in the context of their own lives. (fevel
5 statement)...

They can show empathy in different situations, They can recognise that

- values and attitudes affect the way in which people deal with problems

and the way they interact with the world (level 6 statement)”

(GDE/GICD, 1999, 8-13).

The authors (GDE/GICD, 1998, 2) of the section on democracy and citizenship spell out
clearly how values and attitudes are a crucial aspect to developing human rights and

democracy.

“In many respects, a commitment to the notions of human rights and democracy

is dependent on the affective domain. Individual leamers whose values enable

then to enact in ways that are humane, just, compassionate and responsible are

the essence of a democratic state. Democracy and human rights education is
congerned with the values and attitudes related to these attributes and should

seek to inculcate a set of core values around which the life of the learner can be

shaped.”

w— «
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Moving outside of the HSS learning area to the LO learning area, one finds an even
stronger emphasis on values and attitudes, Almost all of the SOs mention values and
attitudes:
*» “S02 Use skills and display attitudes and values that improve
relationships in the family, groups and communities.
o SO3 Respect the rights of people to hold personal beliefs and
values.
» SO4  Demonstrate, value and respect human rights as reflected in
UBUNTU and other simifar philosophies. ‘
e SO7 Demonsirate the values and attitudes necessary for a healthy
and balanced lifestyle” (NDE, 1997, LO 3-4).

As can be seen from the above argument, values and attitudes ere a central pillar of
the new curriculum framework. Values and attitudes are given prominence in the
policy documents, However, it remains to be seen how learnting support materials
apply the policy in terms of values and attitudes,

2.14 Conclusion

The literature on values education covers a vast area that is continuously developing. I
have dealt with a number of windows through which cne can analyse the literature on
values and attitudes, These windows are all factors, which have a bearing on values
education. I have shown that there are many approaches to values education. Some are
methodological chaices while other choices involve the vety values and attitudes of the
teacher choosing them. There is no shortage of issues on which to develop values
lessons, One can deduce that by teaching values education one is entering a veritable
minefield by having to make so many choices.

In Britain, government intervention has begun to take its toll on the attempts to teach
values education itself. If values education developed dramatically in Britain in the
1980s, by the early 1990s, it came under severe attack from the New Right
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government in the form of the centrally imposed Geography National Curriculum.
The New Right favoured the development of more utilitarian and vocational - =ns of
statc education and sought by all means to limit values education by piling up the
syllabus with content (Butt, 1997). According to Butt (1997, 105), “any attempt to
raise issues, or to explore pupils’ values and attitudes, was to be subservient to the
teaching of ‘objective’ facts”. Kenneth Clarke (DES, 1991), the Secretary for State in
1991, put it bluntly:
“The main emphasis in the statutory requirements should be on teaching a
knowledge and understanding of geography rather than on the study of
people’s attitudes and opinions. Some statements of attainment which appear
to concentrate on attitudes and opinions rather than on geographical
knowledge and understanding have therefore been removed” (as cited in
Walford, 1997).

A curriculum that is content dominated has little space for skill development or the
consideration of values and aftitudes. Put another way, “the educational imbalance
between values and knowledge is costing us our landscape” (Dinkele, undated). Efforts
were made to widen the scope of values education through numerous interventions by
British geographers which has resulted in the survival of values education although in a
more limited form (Bailey, 1986b). This constriction on value$ education in Britain,
which has played such a leading role, will have repercussions for geography in the rest
of the world,

On the other hand prospects for values education in South Africa have never been more
favourable. The new curriculum framework encourages values and attitudes. It is up to
curriculum  developers and learning support material writers to capitalise on this
opportunity. Whereas Britain played such a pivotal role in the 1980s to develop values
education in geography and will no doubt continue to do so (even if hampered by the
national curriculum), the thrust could be moving to other parts of the world such as
Australia, Canada and South Aftica,
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CHAPTER 3

METHODOLOGY
3.1  Introduction

This investigation examines to what extent learners’ values and attitudes change in the
course - . value-laden lessons. The research also examines the factors, which develop
values ahd attitudes in the learners. I conducted a pilot study with the grade 11 classes of
1996, The main research was undertaken with the ovade 11 classes of 1997. The study

revolved around the teaching of three value-laden units of lessons.
32  Research Methedology
321 Qualitative .cesearch

This research is qualitative research as described by Cohen and Manion (1994), Denzin
and Lincoln (1994a), Lincoln and Guba (1985) and Maykut and Morehouse (1994).
According to Denzin and Lincoln (1994b, 4), qualitative researchers stress:
“The socially constructed nature of reality, the intimate relationship between the
researcher and what is studied, the situational constraints that shape enquiry, Such
researchers emphasise the value-laden nature of inquiry. They seek answers to

questions that stress how social experience is created and given meaning”.

This research falls into this category of research. Qualitative researchers believe they can
get closer to the actor’s point of view through detailed interviewing and observation
(Penzin and Lincoln, 1994b).

The reader may be surprised to see the number of graphs. There is no reason why

qualitative research can not employ graphical representations. I went through a rigorous
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process of quantifying and grouping the data that I collected, generating 109 graphs in the
process. Quantitative research does not have a monopoly on graphical representation. In
any event, there is no reason why a quantitative and qualitative methodology should not
complement each other. According to Cohen and Manion (1994, 106) these approaches
are complementary:
“We outline two broad approaches to educational research. The first based on the
scientific paradigm rests upon the creation of theoretical frameworks that can be
tested by experimentation, replication and refinement...Against this scientific,
experimental paradigm, we posit an alternative perspective which we describe as
interpretive and subjective, a focus we hasten to add that should be seen as

complementing rather than competing with the experimental stance”.

Within the qualitative paradigm, I have used three complementé}y research
methodologies, which will be analysed below.

3.2.2 - Action Research

Within a qualit{ﬁ’-.iv\;' pgradigln, I have chosen to use the action research methodology which,
is an increasirigi;, popular method. According to Slater (1995b), “part of the educational
world has moved in the last decade from a predilection for case-study research to an
advocacy of action research”. Action research has general characteristics which, I applied to

my rescarch.

The reason why action research has become so popular is that it focuses on one’s own

teaching. McNiff (1988) develops this point well:
“Action research is not just teaching. It is being aware and critical of that teaching,
and using this self-critical awareness to be open to a process of change and
improvement of practice. It encourages teachers to become adventurous and critical
in their thinking, to develop theories and rationales for their practice, and to give
reasoned justitication for their public claims to professional knowledge” (as cited in
Pym, 1990, 4).
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The action research methodology had the advantage of being able to refocus the research as
1 proceeded through the planning, action, observation and reflection phases. These phases
are not linear but interact with each other to influence the overall cyclical process. Grundy
(1987) categorises the action and observation mome.its as practice while reflection and
planning is categorised as discourse, The action and reflection moments are strategic
moments which are retrospectively and prospectively related to each other through planning
and observation which are organisational moments (Grundy, 1987). It is this cyclical and
interactive process, which made this research methodology, appropriate to my situation. My
research was based on human interaction. Throughout the process I reflecied on this
interaction. Action research has a dialectical relationship between knowledge and action or
theory and practice (Grundy, 1987).

Grundy (1987} outlines three types of action research. ie., technical, practical and
emancipatory. I considered my research as emanicipatory because it was ciitical and related
to the social contex.. Action research is emancipatory to the extent that it can free people
from their “institutional and personal constraints which limit their power” (Kemmis and
McTaggart, 1988). According to Grundy (1987, 156), “the guiding ethic of emancipatory
action rescarch, therefore, embadies the social and political ideals of freedom, equality and
justice™. Walker (1993), whe has written extensively on action research in South Africa,
nevertheless, concedss that although she intended her research to be emancipatory it ended
up being more technical and practical. It also turned out to be more reflection than research

thus demonstrating the un/w-dictable nature of all researck, including action research.

It is my hope that these lessons will contribute to critical thinking and contribaic to the
ongoing dewmocratic process in South Aftica. Action research should be collaborative and
participatory. In this instance, I collaborated with the learners in this process and sought
their full participation in the research process. Furthermore, I tried to keep an open mind on
what I considered to be data. The data was not confined to keeping records but also included
reflections and impressions (Kemmis and McTaggart, 1988).
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I reflected consciously and systematically on my role in the classroom as I undertook values

education. Although action .usdrch is intended to develop the idea of a reflective teacher, it
is more than this: it needs to be systematic research and public research (Naish, 1996).
Action research needs to respond to the broader social situation. Action research lends itself
to being sensitive to the social, cultural, political and economic context (Pym, 1990). One of
my concerns was that values education should be thoroughly grounded in the South African
context. Values education needs to pick up on key issues, which affect the daily lives of
students, Action research attempts to change situations not just to understand them (Kemmis
and McTaggart, 1988). The strength of action research is that it focuses on one's own
practice in order to improve and develop that practice both for one's own transformation and

as a spur to the general transformation of education.

3.2.3 Constant Comparative Method

I found the constant comparative method developed by Maykut and Morehouse (1994) to be
a suitable vehicle for my research methodology. My research was inductive rather than
deductive. In terms of the inductive approach, I collected data around the general theme
of values education in the classroom. I did not generate a hypothesis apriori. The

important issues emerged from the data itself.

I tried to stay close to the learners’ feelings, thoughts and action. I allowed the important
issues to emerge from the data itself. T looked for recurring words, phrases and topics in
the data. From this I sought to find patterns and identified emerging themes. The constant
comparative method combines “inductive category coding with the simultaneous
comparison of all units of meaning™ (Maykut and Morehouse, 1994, 134). As each new
unit of meaning was selected, it was compared with other units and categorised
accordingly. If no similar meaning was found, I created a new category. This resulted in a
continuous refinement where initial categories were changed, merged or refined (Maykut
and Morehouse, 1994, 134).
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Maykut and Morchouse (1994) outline four stages of the constant comparative method:

Inductive category coding and simultaneous comparing of units across categories

Refinement of categories

L

Exploration of relationships and patterns across categories

L J

Integration of data yielding an understanding of people and settings being studied.
324 Case Study

Strictly speaking, case study is not a methodology but a “choice of object to be studied”
(Stake, 1994, 236). This research study is a case study. It is in essence a study of the

grade 11 class in one school. Furthermore, it is bounded and limited by research into |

values education. A case study normally observes the characteristics “of an individual
unit ~ a child, a clique, a class, a school or a community” (Cohen and Manion, 1994,
106). Stake (1995) defines this particularity as: “Case study is the study of the
particularity and complexity of a single case, coming to understand its activity within
important circumstance” (as cited in Wilmot, 1998). The important circumstances in this
case are the school, my role as teacher and the learners each of which have their own
particular and peculiar characteristics, Case studies depend on observation, interviewing
and document analysis, which I have undertaken in this study.

There are a number of advantages to the case study. It allows the researcher to probe
more deeply and get a more realistic understanding. Bailey (1978) £ nds that researchers
can discern ongoing behaviour as it occurs and can develop “more intimate and informal
relationships with those they are observing” (as cited in Cohen and Manion, 1994, 110).
Case studies are seen to be ‘strong in reality’ but difficult to organise versus other
methods, which can be ‘weak in reality’, which are more susceptible to organisation
(Cohen and Manion, 1994). Possibly the strongest advantage of a case study is that they
are easy to translate into action either for the researcher’s own use or for education
policy.
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Case studies also have some disadvantages. They have been described as *subjective,
biased, impressionistic, idiosyncratic, and lacking in the precise quantifiable measures”
(Cohen and Manion, 110). The greatest challenge for case study research is its
applicability to other situations. Stakes (1994, 238) describes this well: “Uniqueness,
particularity, diversity are not universally loved”. Bearing in mind the perceived
weaknesses of the case study, I have émployed some means of getting around these
weaknesses i.e. triangulation. Triangulation is a process of “using multiple perceptions to
clarify meaning, verifying the repcatability of an observation or interpretation” (Stakes,
1994, 241).

I concur whdleheartedly with More (1994, 229) and this describes my own feelings

. during the research process, when he states that “out of confusion, order and
P

understanding emerge” (as cited in Wilmot, 1998). At the beginning of a case study, the
researcher does not know what the issues are going to be. At times one has an intuition of
what one feels they are likely to be. However at the end of the day, research findings may
turn out quite differently.

3.3  Research Procedures
T used the following research procedures.
3.3.1. Pilot Study

I taught the rnodule on informal settlement with the 1996 grade 11 classes. This was a pilot
study in that T could give the lessons a trial run and also experiment with the collation of
data. I was able to modify the lessons quite considerably and even omitted two of the
original lessons. Marneweck played the role of triangulator with this pilot group and her
feedback was helpful in understanding the process for the primary group of learners i.e. the
1997 grade 11 classes.
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" 332 Observation

" Ihave (;bse:rved fully what happened in the classroom and used these insights to write up my

own reflections. I conducted the research as a teacher-researcher and also as a participant-
cbserver. I was an active participant in the whole process and was able to intervene in class

discussiois,

3.3.3 Recordings

I recorded the relevant lessons with\;a tape recorder and used the data for reflection.
Appendix H provides a transcript of the icssons. I was able to find some excellent quotes by
using this mechanism. In the process of wﬁting up the research I was able to recollect events
mentioned in the transcripts. I was also able to recall what occrured in the classroom. The
heated interactions between the learners are captured in the recordings. These were vital to

analysing the factors that influenced values and attitudes,
3.3.4 Evaluation sheets

All students completed an evaluation sheet at the end of each unit. They were asked to write
down their reflections in response to some set questions. These evaluation sheets were very
useful m recording the learners’ responses to the lessons. The questions were of an open-
ended nature allowing the learners to freely express their ideas. Many of the direct quotes in

chapters 4, 5 and 6 originate from these evaluation sheets.
33.5 Written Responses

I analysed hundreds of worksheets completed through the duration of the research study. I
rigorously went through each and every worksheet that was completed. In terms of the
constant comparative method, it was necessary to assess reams of evidence to find the
patterns, The answers to selected worksheets were generated into a series of pie charts. The

initials next to the various shadings in the legend represent the initial of the first name of
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each learner. In other words, their responses to a range of issues can be located. Patterns
were analysed to unravel the learners’ responses to vavious issues. This type of data

triangulation was essential to unpeuck the way learners were responding to the lessons.
3.3.6 Triangulators

Tony Williams who is a fellow geography teacher at SHC sat in for the 1997 grade 11s.
Lorraine Marneweck sat in for the 1396 grade 115, Their individual triangulator reports can
be found in Appendix X. "
¥ l

I include Mearncweck’s triangulator report out of interést, as it does not pertain to the
primary group of learners. Although Marneweck collated her overall report only a
considerable period after the lessons, she had already typed up and given me a report on
gach Jesson within a day or two of the lesson. Her overall report was simply a collation of

the individual lesson reports.

Denzin (1978) outlines four types of triangulation ie. data, investigator, theory and
methodological triangulation (as cited in Janesick, 1994). I used data and investigator
triangulation in the research.

Data triangulation involves the use of a variety of data sources. I used evaluation sheets and
worksheets from the leamers, classroom observation, tape recordings, learnz: profiles from
the religious education coordinator and interviews. This helped me to overcome the

distortions from using only a single method of data collation.

The investigator triangulation was particularly useful. I was not always able to gauge
everything that was going on. The triangulators were in a better position as they were less
involved in the actual running of the lesson. I found the presence of the triangulator very
helpful. We were able to discuss issues after the lesson and to reflect on the general progress
of the lessons. The use of investigators increased the validity of the research. |
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Triangulation is particularly important when doing a case study:
“This is at the heart of the intention of the case study worker to respond to the
multiplicity of perspectives present in a social situation. All accounts are considered
in part to be expressive of the social position of each informant. Case study needs to
represent, and represent fairly, these differing and sometimes conflicting viewpoints
(Adelman et al. as cited in Cohen and Manion, 1994, 241)

The type of debates with the quick interactions and sometime heated exchanges warranted
the need for investigator triangulation.

33.7 Interviews with learners and learner profile

In order to deepen the reflection basis, the triangulator interviewed selected learners.
Appendix I provides the transcripis of these interviews. The interviews were recorded.

Unfortunately we were not able to interview more learnets.

The religious education coordinator of the college drew up a lx - ner profile on each learner
(Appendix J). This helped to validate from another source the peispeetives of the lesrners,
The religious education coordinator would be well aware of the values and attitudes of the
learners given the type of discussions that were prevalent in the religious education class. As
SHC is a Catholic college, religious education Jessons were an integral part of the
curriculum. Thus varying sources were used to analyse the learners’ values and attitudes,

3.3.8 Pre-test and post-fest

Two questionnaires were drawn up and given to students to complete. This was done to
assess if there had been any noticeable change in their responses. Strictly speaking pre~ and
post-tests are not congruent with qualitative research, However there are occasions when
one can combine different methods to throw more light on the study. In this respect, T it
the tests were a useful addition. Clacherty (1988, 57) who undertock a similar type of
research found before- and after-tests to be superfluous:

I ]
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“However, while such ‘before- and after-tests may provide an indication of attitude
change as a result of students’ experiences during a programme, they reveal little
more than the knowledge that a change has or has not in fact occurred”.

I agree with Clacherty that they have limitations in what they reveal. However, I feel.they

 canibe useful tools if accompanied by other research methods.

For the coal mine at the Vaal River unit, I used an environmental table with choices from
‘strongly agree’ to ‘strongly disagree’ to analyse the pre- and post-responses to the same set
of questions (Appendix C, 1). This particular instrument was developed by Dunlap and Van
Liere (1978) The Environmental Paradigm (as cited in Huckle, 1982, 53). It covers general
issues related to the environment,

For the informal settlement unit, I used an exercise called Minister of Housing that I
designed with choices from strongly agree to strongly disagree on strategies for handling
squatters (bulldoze, site and service, low cost housing, give money, land invasion)
(Appendix A, 21). These strategies arc very broad and each choice involves values
positions, There was no pre- and post-test for water access and conservation.

The purpose of the pre- and post-test was to give an indication of where change might have
occwred which could then lead me to analyse the factors encouraging or discouraging
change.

3.3.9 Design of three teaching units

1 prepared three teaching units of six lessons each. These units were based on the following

themes:
® Informal settlement
o Wa.er access and conservation

° Coal mine at the Vaal tiver
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The actual lessons are the building blocks of this research. It was necessary to design very
carefully the kind or’ lessons, which would actually serve the purpose of the research. All
three of the themes are conventional geographic themes, which I taught in a different way.

A lot of effort went intc the planning of the lessons so that they wouid achieve their desired
effect. The lessons are an integral part of the research. Periods at SHC are fifty minutes long
and not the normal thirty minutes. Many of the lessons conld not be completed in the
allocated fifty minutes and were continued in the following lesson with that class. At a
conservative estimation, the teaching of the three modules lasted for about six weeks of
teaching time. |

If 1 was able to design the type of lessons, which could foreéround values and attitudes,
there was a greater chance of success for the research. If however, the lessons would not
really allow learners to successfully grapple with values and attitudes, this would have made
the research so much more difficult,

An integmi part of the research study was t¢ develop lessons that would focus on values and
attitudes. Given the paucity of such material in South African geography textbooks, in was
necessary to spend a lot of time in finding, adapting and developing from scratch the
resources needed for the Jessons. These lessons can be found in Appendices A C.

3.4  Comparison to other research in the field

Much of the writing on values education consists of research undertaken. I will analyse the

work of research studies related to my area of research below.

Nyikana (1988) has persuasively expounded on the need for values education in geography.
Her approach was to cover three former DET secondary schools in Kwazulu-Natal
(Empangeni, Nongoma and Madadeni). Nyikana used three student teachers to teach lessons
which were adapted from Walford (Wind action/Grasslands), Slater (Renewable and Non-
Renewable Resources) and Hall (Developed and Developing Countries) {Nyikana, 1988).
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Learners and teahers responded to a questionnaire. She interviewed eighteen teachers from
eight schools. Lastly syllabuses and textbooks were analysed on their values education

content.

Nyikana’s research was finalised in 1988 some 10 years before mine. In the ten years since
Nyikana’s research there does not seem to have been much improvement in South African

schools with regard to values education. While Nyikana’s research was done in the context

~. of apartheid, mine occurs at a time when South Africa is establishing a democracy. Nyikana

notes that there was not much evidence of values education in the three schools in Kwaznlu
Natal before her research. Her findings were that the learners responded. well and that there

was an important place for values education in the South African school curriculum.

I have followed a significantly different research methodology. My target group was limited
» 1o one school. Whereas Nyikana investigated values education broadly through a munber of
schools, T conducted a more in-depth detailed study of a much smaller target group in order
to get to grips with the mechanics of how values education occurs. Nyikana has developed
three short units largely taken from overseas material with little adaptation. In this respect, I
have used material that is more thoroughly South African in order to countextualise values
education. At the time of Nyikana’s research there was also no mention of OBE. Nyikana’s
research is significant in that it took place in a sector (ex-DET) which represents the
majority of schools in the country. My research was based in a multicultural school which is
a different type of schooling and one that has become more widespread in South Africa
since the opening of ex-model C schools $o all races. My research was also conducted in an

independent school as opposed to a disadvantaged school.

Pym (1990) provides an excellent insight into developing critical thinking in the grade 11
geography classroom. She used an action research methodology, which successfully
provided an insight into making geography in South Africa more relevant and critical. Her
research was based at St. Owens, a Christian Brothers College, in Cape Town. The school
was a predozninantly Coloured school at the time of the rzsearch, which was finalised in

1990. Pym used three action research projects i.e. renewable/non renewable resources,
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locatios: of a factory and models of urban structure, Her research is similar to mine in that it
was based on the grade 11 class in one school except that she analysed critical thinking and

not values education.

Earle (1982) analysed prejudice and ethnocentrism in South African geography textbooks in
the period 1930 - 1980, I concur with Earle’s (1982, 55) synopsis of textbooks:
“In more ways than one, therefore school text are important books. They are, after
all, the books which authority requires children to read. Chiidren cannot be expected
to challenge their textbooks which, unlike nursery tales which are patently fictional,
they assume to be literally correct in every way. For these pupils at least, the
influence of the textbook is highly potent™.

Earle’s research filled a glaring gap in that two significant studies had been done on the
adverse effect of South African history textbooks on social attitudes (Auerbach, 1965),
(Dean et al,, 1981) but none on Geography (as cited in Earle, 1982, 56). Earle’s study
focused on values and attitudes in textbooks while my study focused on values and attitudes
in the classroom. Textbooks are often the conveyor of the curriculum and therefore
textbooks play a powerful role in determining what values and attitudes are prevalent in the
classroom.

Clacherty (1988) used a phenomenoclogical method very successfully to investigate an
environmental education programme for training primary school teachers at the
Johannesburg College of Education. The application of the phenomenological method
worked well in analysing subjective experiences in a rigorous and systematic fashion.
Learner-centred, active and experiential learning were found to contribute to
environmental education. He ended up with a number of ‘essential existential themes®,

which he detived from learner diaries.
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Clacherty finds that the use of ‘shock’ where a person’s basic assumptions are
challenged has a dramatic effect on the values and attitudes a person holds:
“The effect of such an enforced change of loyalties is a breaking away from one’s
own beliefs, attitudes or values and growth in an appreciation of the multi-faceted
nature of the issue being considered” (Clacherty, 1988, 136).

While Clacherty’s research focuses on student teachers and mine on secondary learners,
there is much in common, Clacherty has designed, implemented and evaluated an
environmental programme for teacher training, I designed, implemented and evaluated a
programme on values and attitudes. His concern is the environment while mir= was a bit
broader, However, there is overlap in our focus on values and attitudes. « Clacherty
(1988, 1), the solution to environmental degradation depends on “people; their

perceptions, attitudes, values and behaviour in relation to their environment”,

Most of the research on values education has occurred in Britain, There have been a host

of dissertations on values education in Britain, Cowie (1974) was the first to do research

on this topic in geography. Cowie (1974) found geographers failing to admit that ‘

geography is value-loaded; -
“Values enter geographical education through the content and methodology of the
subject itself, and as a result of choices made in the classroom concerning content
and techniques to be taught” (as cited in Slater, 1989, 59).

Kelly (1978) focused on values and attitudes in environmental problems. He administered
pre- and post-tests to 57 fourth year secondary learners who had been through values
clarification exercises, His results demonstrated that some value changes occurred but
without much commitmeni to action (as cited in Slater, 1989). Kelly’s methodology is
similar in some respects to mine. Shortly thereafter, Hartley (1980) researched values
education and social action and favoured Newman's (1975) social action model (as cited
in Slater, 1989).
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There are two major studies in values education outside of Britain i.e. Lam (1984) and
Phiri (1988). Lam’s (1984) research was conducted in Hong Kong where he felt a ‘values
crisis’ existed. He focused on four ' =~ , of relationships: with oneself, family/friends, all

persons and society (as cited in Slat , 1989).

Phiri (1988) has, in my opinion, conducted a most comprehensive research study (801
pages) into values education in the geography world. Phiri (1988) analyses the link
hetween education and society, Phiri (1988, 577) notes the mismatch between education
and society and argues for “enhancing the congruency between education and the
desirable socio-economic and ideological aspirations and goals of the Zambian society in
particular”. He develops and teaches four value-laden geography units ie. foreign aid,
wildlife, “go back to the land campaign”, and SADCC. His argument is that if the units
were congruent with development aspirations they would contribute to the development
of Zambia (Slater, 1995a). He finds that decision-making, political literacy and awareness
of values and attitudes “are likely to promote a critical understanding of Zambia’s socio-
economic development” (Slater, 1995a, 223). Phiri is committed to a reconstructionist
perspective and a radical paradigm. This would compare well with my effort to place the

threc modules within a framework of revunstruction and development in South Africa.

The contextualisation of values education is a major concern of my study. The values and
attitudes in a highly developed first world country may not be the most appropriate for a
developing third world country. The strength of Phiri’s research is that he has been able
to make the link between society’s needs and education.

Two other pieces of research outside of geography, which tie in with my research, are
Lowry (1993) and Parsard (1995). Lowry’s (1993) research, which is highly critical of
history in the past, attempts to provide some signposts for a new history curriculum in
South Africa. This research is pertinent to my research, not least because of the fact that
history and geography are placed together under the HSS. History in South Africa, in
particular, has been accused of teaching the values of white supremacy. Within this

debate, Lowry (1993, 35) analyses the role of values and attitudes in teaching history:
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“The uncritical teaching of values and attitudes can lead to uncritical socialisation,
that is, indoctrination. A content-led curriculum can more easily be used for this
purpose because it fails to expose the value assumptions of the content chosen.
The result is a so-called ‘objective’ rendering of facts without a discussion of the
ideology, philosophy, values or attitudes upon which that particular interpretation
is based. This is dangerous, because it teaches values, while claiming not to. It is
also intellectually dishonest. The teaching of values and attitudes happens,

whether or not they are spuvified, because history is not neutral and can never be”.

‘While Geography has been accused of teaching the values of colonial domination, the
extent, of the criticism has not been as severe as the one leveled at history. Nevertheless,
Geography cannot pretend to be value free and pass off content teaching as objective
teaching. While Lowry’s (1993) research points to the broader process for a restructuring
the history curriculum, my research is directed at the restructuring the geography

curriculum, particularly in relation to values ant attitudes.

Parsard (1995) has focused her research on the role of teaclers in curriculum

development. Parard’s (1995) 1esearch on curriculum was based on one particular school

~ i.e. Topaz Secondary School. It compares with my research as also being based in one

school. This signifies an increasing trend in school-based curriculum research. It also
relates to my research as I consider the kind of lessons that I have designed to be
curriculum development in practice. The role of teachers as curriculuim developurs is
stressed in policy documents such as the Gauteng Ministry of Education (1995):
“The substantive trensformation of the curriculum is a development in which
teachers would participate, is likely to be a long terin project but is one which
must begin immediately. It will be the start of an ongoing process of teacher-

driven curriculum development™ (as cited in Parsard, 1995, 138).
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Conclusion

1 héve alluded above to the distinctive characteristics, which make my research different

to what bas gons before. These are summarised below as:

©

®

Values education is investigated in South Africa.

* The context is a post-apartheid, democratic South Africa.

Tt focuses on three key geographic themes i.e. informal settlement, water and the
environment.

The research is limited to one grade in one school.

'The school is an independent, multicuitural school.

The research is qualitative. J

- The research contributesjo a new geography curriculum.

In terms of the research methodology and procedures, the research:

is qualitative;

uses an action research approach and the constant comparative method;

is a case study;

involves a pilot study;

involves participant observation;

uses data triangulation such as tape recording the lessons, evaluation sheets, written
responses, interviews and learner profiles;

uses investigator triangulation;

uses a pre- and post-test;

involves the design and teaching of three modules of lessons.
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CHAPTER 4

INFORMAL SETTLEMENT

4.1 Introduction

Chapters 4, 5 and 6 each deals with one module of lessons. These chapters provide an
analysis of the data, The structure of the chapters follows the order of the lessons in the
modules (Appendix A-C) except for the sections - change in values and attitudes (4.2,
6.2). These chapters will show how the theory has shaped the research,

8 B £ &
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ERERRSEREERREENEY
S G BT O -~ I G S P O I G T
Sipho Comes to Town Kl v y v
Soul City Video 7 3 ]
Informal Settlement in the Third World b v v v
Newspaper Article Analysis and Role Play Y v
Action on Informal Settlement N A
o Lo
Table 3: Teaching methods and aids used in informal settlement

The focus of this chapter is on informal seitlement. As one proceeds through the
different lessons, various factors, which have an effect on the development of values and
attitudes, will emerge. Table 3 outlines the various teaching methods and aids that I used
in developing values and attitudes ir the informal settlement unit. As can be seen, a wide
variety of techniques have been used to foreground values and attitudes. A table was
used regularly for the learners to commit themselves in writing to their own or other
parties’ value positions, This was done to give the learners time to think about their
position before a classroom discussion. It also served as a useful record of the thinking

of the learners. This unit uses value analysis and values clarification exercises.

—_——— T ——
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4.2 Change in values and attitudes

Kig. 1: change in attitudes - informal settlement

differsncs in rating scores

c}*f@*f\?of &'&;@4@- “99‘::&{\@({»\04\&.0# A

One of the key aspects of the study is to ascertain if there was any change in the

learners’ values and attitudes. It needs to be stressed that the change represented here
simply gives an indication of where change occurred so that one might iry and
understand the factors giving rise to that change. Fig. 1 is a composite graph
summarising the individual results found in figs. 2 — 17 (Appendix D). This is taken
from the instrument titled Minister of Housing (Appendix A, 21). As can be seen
from figure 1, some learners showed a marked change in attitudes while others
remained fairly constant. Thandi, Jessica and Nathan showed the most change,
followed by Kagiso, Meera, Ahmed, Yusufand Ebrahim.

One can do a breakdown of change in attitudes according to gender and race. This
group consists of 3 females and 5 males, with 2 black, 4 Indian, 1 coloured and 1
white learner/s (see table 4), This shows a high proportion of females displaying a
change in attitude (75%) against 33% males. Black (100%) and Indian (67%)
learners are well represented while white (13%) and coloured (33%) learners are

distinctly under represented.
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Victoi', Gary, Bradley, Leo, Roshen, Dean and Albert showed very little sign of a
change in attitudes, In direct contrast to the above group, this group is all male,
consisting of 4 whites (50%) and 3 coloureds (100%). We can see that at this early
stage, females showed greater change as did black and Indian learners.

There i¢ 2 marked correlation between fig. 1 and whether the learners themselves felt
that their attitudes had changed or not. The exceptions were Thandi- and Ebrahim who
felt that their attitudes had not changed while Jessica felt that her att ‘tudes had only
changed slightly.

Some learners felt that they had not changed their values and attitudes, as is indicated

below: - |

» Sally: “T have always felt sorry for them.” This reveals Sally’s concern for those

less well off

o Thandi: “Before we started this unit, I knew what was up.” Thandi lives in a
township area and has probably visited informal settlements.

e Primal: ‘T understand their problems and othc: peoples thoughts on squatters.”
Primal has an above average knowledge of the social situation in South Africa.

» Ebrahim: “T feel the same way ahout squatters because of the negative effect they’re
having on the country.” Ebrahim retained his negative attitude to inform!

settlements.

Some learners felt that there had been some change in th.ir values and attitudes and

expressed themselves as follows:

» Jessica: “T now can see the other points of view but before I would have stuck to my
own.” Jessica shows she became more open to other points of view. This is an
important facet of values education.

»  Meera: “Usually I would say that they should just bulldoze but afier seeing the video
I don’t think that’s the way out.” This demonstrates that awareness of problems
faced by others can lead to a change in values.

HI
i)
/f



63

o Leo: “1 always thought squatters are human too, although crime rates increase as a

result.”

Some learners felt that there was substantial change in their values and attitudes and

expressed themselves as follows:

e Kagiso: “I’ve become more sympathetic vowards the situation unlike before, where I
saw them as parasites which were lazy to build houses,” This statement
demonstrates the development of empathy for the plight of others.

e Nathan: “T have learnt of their needs and values and I now realise that they have a
very hard life.” Nathan also reveals that he has become more empathetic to

squatters.

From the above, oxe can detect varying degrees of change in values and attitudes. For
some it was a drastic change, for others there was hardly any change.

Nathan is an interesting case in point. Nathan failed grade 11 and repeated it‘ the
following year. Nathan was the only learner to sit through this unit twice. It is
interesting to see if there are any noticeable changes in Nathan’s attitudes. Figs. 18
and 19 document Nathan’s attitudes as expressed in the two exercises in the lesson -
Action on Informal Settlement. Fig. 18 refers to the exercise on Minister of Housing
(bulidoze, give people money, etc.) while fig. 19 refers to the exercise on Nimby

(crime rate will increase, my property value will decrease, etc.).

fig. 18: Nathan {Minister of Housing)

Rating
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— N Before (96)
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fig. 19: Nathan (Nimby)

4
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Question Number

In 1996, Nathan felt that “in certain situations bulldozing is good, especially in camps
where violence, thef'and crime is rife”. By 1997, Nathan’s opinion of bulldozing was
that “it does not exactly solve the problem” (see fig. 18, question 1). On the issue of
giving people money, Nathan in his first year agreed with this action “because this
will help to build houses”. By the following year, Nathan moved to the neutral choice
arguing that this “does not work, People rely on you without making their own
effort”. On the issue of low cost houses, Nathan moved from strong disagreement to
agreement. While there are some changes, fig. 19 alse shows a certain degree of

consistency.

It would seem that Nathan, having sat through the same unit twice, was able to come
to a deeper understanding of the issues involved, In particular, Nathan’s rethink on
the merits of buildozing indicates that his values had shifted. This ties in well with
Nathan’s interview (Appendix I, 3):

» “A:Before the lessons I just felt they were like another thing, you know. They
were just a burden to the community and whatever, they just caused theft and
stuff like that.
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Q: OK. After we had been through all the different problems they have and what
have you, did it change?

A: Ja, it definitely changed because I saw that they do suffer as well - the rate of
crime that we suffer is due to their suffering as well because of no sanita.ion,

no money, no means of getting money, and they have quite a bad life”.

In other words, Nathan’s change in values and attitudes comes about because of his
empathy with the suffering of squatters. The lessons had given him some awareness
about the way of life of squatters. With this new knowledge, he was able to shift his

values and attitudes quite considerably.,
43  Sipho Comes to Town

This lesson is an empathy exercise about a migrant arriving in the big city. One of the
causes, and by no means the only one, of informal seitlement are migration from rural
areas. The syllabus normally tackles the issue of migration through a study of push and
pull factors. The learners watched a cartoon slide show called “Yoe comes to Town”
which set the scene on what it might be like to arrive in a big city as a total stranger, The
slide show had a humorous side to it, which helped to relax the learners, After watching
the slide show, learners were asked to write down the problems and exciting aspects of
arriving in the city. Most learners identified the tarred roads and lights and billboards as
the most exciting things for Joe on arrival in the city (see fig. 20).

flg. 20! Exciting things forJoe ot arrival In the city

Na. of responset
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The second part of the lesson was to put the learners in the shoes of a migrant arriving in
the big city with only R50 in his pocket and a grade 8 education. Developing empathy is
a powerful techuique for developing values and attitudes. It puts learners into a situation
in which they do not normally find themselves. Fig. 21 describes the rank order of what
the learners would do when they arrived in the city, Not surprisingly, jobs, food and

shelter topped the list.

fig. 21: Rank order of actions taken

on arrival in city Ejob
Eifood
Hshelter
Ofriend
B clothing
education
Etheft
Bl buy shares

The thicd part of the lesson involved a story-telling role-play. Every time one learner
finished telling his/her part of the story, another leamner had to pick up the story. The
story telling really worked well with much laughter and participation, According to
Meera, “The lesson was enjoyed because of the way it was done with the slide show and
iiow we had to add to the story of what happened”. Gary put it as: “It was a fun exercise.
We were learning and having fun at the same time”. Having fun and enjoying the ideas
of other learners is not only an essential ingredient of the learning process but especially

so when it comes to values education.

The learners were able to deepen their understanding of the values and attitudes of

trigrants:

» Dean: “People’s values differ according to their position...I learnt that people who
have low paying jobs have to work hard to make a living”,

¢ Meera: “People that didn’t have things really valued everything”.

Quite a few learners discovered the harshness of the situation for migrants;
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e Gary: “We learnt about the problems that migrant workers face and I became more
aware of the harshness of the situation”.

e Roshen: “This story shows the harsh reality of rural people coming to the city in
search of work”.

e Curis: “Tt showed me just bow hard it is to live in Johannesburg. People coming
from the homelands to the city are faced with a lot of problems”.

Learneis also developed an understanding of how difficult it is to get employment:
o Kagiso: “1 learnt that peoples’ perceptions of big cities are wrong and their

enthusiasm for jobs in the big city are misplaced”.

By immersing themselves in the world of new migrants to the city, they developed a
better understanding of what it is like to be a migrant:
o Roshen: “What was interesting was the fact that we put ourselves in the situation.
Frank even went further and suggested we could improve the lesson by “putting us in
that situation”.

i
The learners were able to clarify their own values. The learners also had to confront how
difficult it is to survive: -
e Roshen: “It made me realise that I am lucky for all the opportunities I have”,
» Primal: “T now value the security of having a home and knowing the city”,
o Bradley: “Most of us think that money grows on trees”.
e Albert: ‘Tt made me think about my values and attitudes towards the way people

work to survive and support the family”.

Developing empathy, by pulting learners in the shoes of others worked well in
developing an understanding of the situation of others as well as clarifying their own
values.

A1
o/
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44  Soul City Video

Soul City is a popular television series, which deals with health issues in an entertaining
way. Most of the learners would have watched some episodes in this series and could
identify with the actors and actresses. This particular episode was about heavy rain,
which destroyed a sfxack. The first planned outcome of this lesson was to enable learners
to develop a visual dimension to living in an informal settlement, As with the previous
lesson, it went for an education-cum-entertainment angle as opposed to a straight
documentary on informal seftlement, A second planned outcome of this lesson was to

- teach learners to identify the values and attitudes of different role-players. This is a

values analysis strategy.

Butt (1991, 51) has argued that far too often geography teachers use videos as a means
of “providing convenient ‘set’ lessens which require little or no planning”. ‘Butt (1991) {
provides a parallel attitudes and values enquiry to the five stages Geography 16-19
Project rovte for enquiry for the use of videos. I have followed the route of helping
learners to critically analyse the values and attitudes of individuals/groups in the video.

(,/Figs. 22‘7“50 27 have classified the values and attitudes of the key actors and actresses in
!t;he video as identified by the learners. There is a high degree of consistency between the
learners in their identification of the values and attitudes of various individuals. The
majority classified Dr. Budlender as generous (fig. 22), Victoria as discriminatory (fig,
23), Green Helmet as helpful (fig. 24), Nonceba as motivating (fig, 25), Mary as helpful
(fig. 26) and Ali as generous (fig, 27).

Quite a fow learners indicated that the video realiy affected their outlook:
* Roshen: “This video really changed my attitudes towards people living in squatter
camps. I realised that their lives are in constant danger because of the ground they

live on and the rain washes their houses away™.
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. Sally: “T was very upset that they have to start from scratch once the rains come
down... I learnt a lot from this video and it made me think how lucky I am to have

- what I have”,
+ “It was sad to see how people living in informal settlements suffered in all

ways”,

x Some of the learners picked up on the class differences:
. o Dean: “People forget about others especially if they have a higher standard of
living”.
o Kagiso: “T learnt that the impoverished valued basic things that the rich tend to take
for granted and that they have a sense of pride.
e Bradley: “T found the way that people think that the squatters live is wrong. Their
shacks are actually fitted out quite well”.

For some, the video was fun while for others it was not serious enough. It remains a

challenge to capture this balance:

e  Gary: “It was fun watching a video. The comedy mixed with the tragedy interested
everyone™. ;

e Primal: “The video is a bit fluffy and not as serious about the subject as it should
be”.

There was an ongoing contrast between those who had visited informal settlements and

those who had not:

e  Thandi: “The visuals made it clearer for most of the students who hadn’t seen such
things happen before. I might not live in a squatter camp but we see these things
almost everywhere we go”,

¢ Chris: “There is also a lot of ignorance about the whole idea of squatters on both

sides”.

By identifying the values and attitudes of different individuals in the video, the learners
seemed to have developed a critical insight into the different individuals. However the
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comments from the learners indicate quite clearly that the actual footage of an informal
settlement gave them a much clearer idea of what informal settlements looked like. This

was an invaluable asset for the lessons to follow.
4.5 Informal Settlement in the Third World

The intended outcome of this lesson was to enable learners to understand that informal
settlements occur in most parts of the developing world and not only in South Africa. I
felt that after the first two lessons, which were heavily value-laden, it was important to
introduce content on informal settlements in the form of three short extracts on other
countries, The feacher always has to work out how to balance content, skills and
values/attitudes. Given that the focus of these modules was values education, obviously
it was given more prominence. However, content and skills were included periodically.
The lesson also looked at the connection between informal settlements and health
problems. The action taken by governments in other third world countries was analysed.
i)eamexs completed a sequenced flow chart on the possible route following an illegal
squatter invasion,

Most learners realised fhat the infarmal settlement phenomenon exists in other countries

as well:

# Kagiso: “T learnt that the squatter problem is international and that the countries in
which they breed have similar economic status”,

o Dean: “T learnt that South Affica jis not the only country with a large number of
informal settlements”.

s Roshen: “Some countries have had this problem for 30 years, This proves that
squatters are a problem in all major third world cities”.

This lesson had more information and thus required some reading which was ot as
exciting as the other lessons:

¢ Thandi: “This lesson was slightly boring due to the reading of information, but we
did learn a lot”.
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e Frank: “I can’t rememﬁer the lesson that well so it can’t have been very good”.

4.6 Newspaper Article Analysis and Role Play

According to Walford (1996), role-plays are highly effective methods of values .

clarification. I felt that it would be better to give the group some preparation for the role-
play. They read four short newspaper articles to set the scene for the role-play. As usual,
the class had to identify the values, attifudes and behaviour of the different groups

mentioned in the articles in terms of value analysis. I drew a line down the middie of the |

class assigning one half as squatters and the other half as suburban residents. With both
classes, the role-play was explosive with much heckling, jeering and shouting much to
the dismay of the teacher next door. The learners® values and attitudes came to the fore
very strongly. This was a good example of values clarification.

The role-play achieved its goal of helping the learners to express their values and

attitudes while at the same time enjoying the exercise:

s Frank: “That was a very good lesson because when we acted it out your own values
and attitudes came out. Plus it was very enjoyable playing out the different roles in
the community”.

¢ Meera: “I¢ role-play was a good way in which to express our values and
aftitudes”.

» Thandi: “The role-play was the best but some people didn’t just know what they
were talking about”.

Even though the learners were acting out roles, which were rot necessarily their own

beliefs, some of the learners realised the differences amongst their classm..tes:

» Primal: “The role-play was most interesting as I learnt more about my classmates
and their points of view on sensitive issues”.

s lLeo: “That everybody’s values and attitudes are different”,




72

‘The learners seemed to be a little surprised by the difference in values and attitudes that

emerged in the course of the role-play:

o Kagiso: “T learnt that there were both hateful and sympathetic attitudes towards
squatter dwellers. The selfish rich tend to be against squatters because of the
devaluation of their homes and businesses. Yet the politicians (council) are relatively

sympathetic and are trying to improve their living conditions”.

»  Sally: “T learnt that most people in the upper classes didn’t care about those in the

lower classes. They think they are too great for others. They don’t have a heart.
When we did the role play, most people had bad attitudes towards each other and
only think of themselves”.

Bradley seems to be surprised at his own attitudes. This éuggests that Bradley is in the

process of changing his values:

¢ Bradley: “it was amazing to find out how anti people were about squatters moving
into their area and how they would rather that they moved somewhere else. I found
it strange that I even wanted them somewhere else”.

In addition to finding the values and attitudes of the groups mientioned in the articles, the
learners tried to locate their own values and attitudes and those of the authors as well.
Fig. 28 depicts the attitudes of the learners after reading the newspaper articles. The
mzyority see themselves as finding solutions, concerned, helpful, and concerned about
basic needs. Bradley stands out a little suggesting that squatters should be moved. The
learners describe the authors as sympathetic, caring, truthful, but distant (fig. 29). In
terms of the police (fig. 30), some found them to be interested in decreasing crime while
others found them to be violent and unkind. The majority of learners described the
squatters as wanting security and to meet their basic requirenents (fig. 31). On the other

hand, learners saw the city council as looking after certain interests and being selfish.

The fact that this was a multicultural class made the sharing of views so much miore
interesting. The class was fortunate to have people who came from quite different

backgrounds. This made for a very lively interchange in the role-play. People were



73

randomly assigned to a group so they might not have been sharing their true feelings.
This was advantageous in that it took the edge {7 in what could have been a little tense.
The role-play was also slightly humorous so you could be forgiven for saying things that
upsst others becguse it was not really clear whether you really thought like that or were
just playing a role,

4.7 Action on Informal Settlement

The last lesson in this unit looks at the question of what action should be taken on the
issue of informal settlement. The lesson is divided into two exercises i.e. Minister of
Housing and Nimby. After placing their crosses and comments in the appropriate block,
the learners discussed the similarity and difference of their answers.

The majority of learners either strongly disagreed or disagreed with bulldozing (fig. 33).
Three learners (Kagiso, Albert and Frank) were neutral. For Roshen, bulldozing is
“parbaric and not democratic”, Jessica argues that bulldozing puts “too many lives at
danger and solves nothing”. Ahmed feels that “Tt is not ethical or helpful to anyone”
while Roshen contends that “it just aggravates the situation. People will just rebuild and

waste money”. This exercise allowed learners to express their feelings quite openly.

Similarly fig. 34 shows most learners in disagreement with giving money. Roshen was
the only one in the class who agreed with giving money because “loans would help a lot
of poot people to own their own land”. From a more left wing perspective, Kagiso found
that it “will breed a culture of dependence on the government”. From a moral
perspective, Thandi was against it “because some don’t know how to manage money”
while Victor felt “the money may be abused and not used correctly”. From a more
conservative perspective, Bradley contends that “it won’t be economical for the
country” while for Frank “people must work for their money”.

Most learners strongly agreed or agreed with site and service except for Yusuf, ¥ “han
and Sally (fig. 35). Sally felt it wouldn’t really help them because they would still look
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untidy. Gary, using his economics background, agreed because then lots of people can
get land”. Kagiso contends that site and service will “compel people to better their

_ surroundings further” while Victor found it to be “the best solution for all se everyone
can get what they want”.

Most learners agreed with low cost houses except for Jessica, Thandi and Dean (fig. 36).
Jessica once again shows her analysis of the situation by arguing that “only a few lucky
people will receive housing”. Kagiso chose the neutral option because while on the one
hand “it could cost the government too much, on the other hand it addresses the
problem”. \

Everybody either strengly disagreed or disagreed with land invasion (fig.37). Frank felt
quite simply that “the land doesn’t belong to them™, Albert argued that his rights would
be curtailed: “T would not like to bave my land invaded”. Victor sensed the complexity
of the issue: “This aggravates everyone and no solution will be found”. For Meera, “they
can’t take someone’s land which the person has paid for”,

The second part of the lesson was about the Nimby (Not in my backyard) phenomenon.
The learners looked at how they would respond if & group of squatters moved onto an
open piece of land across the road from their neighbourhood. Most learners saw a
negative impact from such a scenario. Quite predictably they asserted that the crime rate
would increase (fiy,. 38), their property value would decrease (fig. 40) and pollution and
disease would increase (fig. 41). Furthermore, most suggested that a place should be
found but not in their neighbourhood (fig. 39). In a notable exception, Jessica and
Victor, showing their sympathy with squatters, disagreed with this. Similacly, Jessica,
Victor and with Nathan this time, unlike their peers saw it as an opportunity to bridge
the gap between different communities (fig. 42). Caught in this dilerma, Gary, Bradley,
Leo, Thandi, Sally and Ahmed promptly expressed their neutrality on bridging the gap.

One of the key indicators to the learners’ values and attitudes is how it is expressed in

action. This ties in with action learning. The last two parts of the lesson focussed on
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broad strategies of action to manage informal setilements. I was looking here to see
if any of the learners wanted to take some personal action flowing out of the issues
raised in this unit. I posed this question to the learners at the end of the lesson: “Is
there a need for you to do anything aboui, the situation of squatters? If so, what would
you like to do?”

Jessica, Ahmed and Victor indicated a specific yes answer.

o Jessica: “I"ve done things like plant trees and promote schooling in the area. But I
would rather like to meet the people who live there and hear how they feel”.

s  Ahmed: “Yes. I think that I should write a letter to the press and to my council to
ask them to help these people”,

s Victor: “Donate money to squatter development and try to lend a hand to improve
the sitbation”,

Both Jessica and Victor were highly involved with YCS and they have visited
informal settiements on different occasions. This suggests that their values and
attitudes were developing quite importantly outside of the classroom. For example,
they had planted trees in informal settlements. The learning that they had received out
of this was noticeable. The solutions proposed by Jessica and Victor were more
realistic and practical and not vague, general solutions to the problem as proposed by
the others,

Yusuf, Leo, Thandi, Frank, and Nathan gave general yes answers which indicated

that something needed to be done Lt without any specific participation on their part.

e Yusuf: “Yes, we need to address this problem now and we should try to come
with a solution to providing low cost housing for everybody”.

s Leo: “Supply them with jobs, not necessarily in town, but amongst themselves in
their own neighbourhood”.

Gary, Roshen and Meera didn’t know what to do.
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e  Meera: “I would like to, but 1 don’t think there is anything I can do and I don’t
think it will make a difference. It would be too small to even be noticed”. This
ties in with Meera’s earlier statement that it all depends on the governmaent.

o  Gary: “I don’t really know what to do. It’s the government’s job to sort it out”.

Sally, Ebrahim, Bradley, Albert and Dean indicated a no answer,

e Sally: “No, I can’t really do anything”.

s  Ebrahim: “No, Because they are the reason for the crime situation”, Ebrahim was
consistent in his negative attitude to squatters. He always linked them to the crime
problem.

o Bradley: “I don’t believe there is anything that I can do now, because there is still
racial conflict and problems”. The racial issue is a big issue for Bradley.

* Albert: “T don’t think there is a need for me to do anything about it”, Albert
remained distant from the issues and did not participate mucly in the debates.

There is some degree of correlation (fig, 43) between the readiness to get involved in

action and amount of change as measured in fig, 1 (change of attitudes — informal

settlement). For example, there is a close correlation with Jessica and Ahmed

(specific yes) who scored high on amount of change. In contrast, Dean, Albert and

Bradley (no action) scored low on the amount of change in fig. 1. There is also a

close correlation for Yusuf, Leo, Gary, and Roshen. What we see emerging here is an

fig. 43: Correlation between amount of Change and Action
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interesting correlation between interest in action and change of attifude during the

module.

In terms of an overall evaluation of the lesson, some learners expressed how their
attitudes had changed:

®

Roshen: “This exercise opened my eyes to the scale and effects that informal
settiements have on our lives”.

Primal: “This section again made me feel sympathetic towards the squaiters’
problems. The lesson made clear the never ending cycle of homelessness and the
difficult evictions that threaten peoples lives™.

Bradley: “Very informative and cleverly done, it was well worth the time and effort.
I learnt a lot and 1 enjoyed it. People’s attitudes have changed with the new SA since
back in the old days we would have all said bulldoze the shacks but now we don’t”.
Bradley puts it down to the new SA thus showing the impact of the social context on
the values and attitudes of the learners. The lessons were conducted in a period of
transition and an atmosphere of democracy. Had the lessons been conducted a few
years prior to this it is quite possible there would have been an entirely different set
of outcomes.

Leo: “Many people think about their own good. When. they are put in bad situations,
they realise what the problems are. Although informal seitlements do cause lots of
problems, some squatters are not really that bad”.

Some learners focused on the solutions to informal settlement:

(]

Chris: “Informal settlements are a problem but nobody knows what to do about
them. This showed us that there are pro’s and con’s to the different ways of
removing squatters”.

Meera: “We came up with many good ideas and solutions that could be part of the
action that could be taken but of course this all depended on the government because

it was their responsibility. But the solutions we came up with sure were good”.

From the above, it is evident that many of the learners shifted in their values and
attitudes towards squatters,
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4.8 Informal Settlement Unit — Grade 11 (1996)

I tested the unit in a pilot study on the grade 11 clases in 1996 before it was tested on the
main sample group in 1997, The triangulator for the 1996 group, Ms. Lorraine
Marneweck (Appendix K) observed these lessons. The lessons were fairly similar. The
research data can be found in figs. 43 — 59 (Appendix E — Research Data on Informal
Settlement — 2). Having been through a trial run, I was able to modify the lessons based
on the learners’ feedback.

In lesson 1 (Sipho Comes to Town), the learners also ranked jobs, food and shelter as
the first three priorities (fig. 43). The analysis of the values and attitudes of the
individuals in the Soul City video were fairly similar to the main sample group (figs. 44
— 49). In the lesson on Action on Informal Settlement, theie were some significant
differences. The minister of housing exercise reveals a shift to a more conservative
perspective by the 1996 grade 11s. Fig. 50 (bulldoze) shows a much higher grouping
being neutral with some also strongly agreeing. Similarly in fig. 51 (give people
money), there is & more significant grouping of learners agreeing and being neutral than
iy 1997 group, Fig. 52 (site and service) also has a larger group disagreeing and
strongly disagreeing with this strategy than the 1997 grade 11s. Fig, 53 (low cost
bousing) shows the majority in disagreement. For fig. 54 (land invasion) there was a
high degree of similarity. There is a clear difference between the two sample groups.
The 1996 group was more conservative in their outlook.

The Nimby exercise reveals a different picture to the Minister of Housing exercise. Fig,
55 (crime rate will increase) shows three learners strongly disagreeing whereas there
was no dissent in the 1997 group. Similarly fig. 56 (a place must be found) shows a
significant serious disagreement whereas there were not any dissenters in the 1997
group. Fig. 57 (an opportunity to bridge the gap) is fairly similar to its equivalent in the
1997 group. The dissension appears again in fig. 58 (my property value will decrease)
and in fig. 59 (pollution and disease will increase). This suggests that there is a
significant grouping in the 1996 group who sympathise with the squatters. The Nimby
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exercise reveals a shift towards sympathy with the squatters as opposed to the minister

of housing exercise, which showed a shift towards the suburban resicgents.

In response to the question “How have my values and attitudes changed in this unit?” 18
learners found that they had changed, either substantially or slightly, and 14 that they
bad not. Some learners indicated that their values and attitudes had changed
substantially:

*

Angela: “My values have changed. I’ve become more sympathetic to squatters. I
feel we should work with the government to help homeless people e.g. supply legal |
land and services for them.

Gino: “I have learnt to become more underStanding and recognise squatters as
equals, It is because of other peoples’ ignorance that we are now in this position”.
Basil: “I have changed by means of realising the hardships and struggles that the
squatters go through in fighting the ignorance of the arrogant”.

Josephine: *I have come to understand the different viewpoints of people in different
situations™.

Peter: “1 take these matters more seriously because now I know what they are really
all about”.

Other learners indicated that their values and attitudes had changed only slightly:

Phumzile: “My attitudes to squatters have changed slightly because I understand
more about them although I would not want them near my neighbourhood”.
Brandon: “No values have changed yet my atiitudes to squatter settlements have
become more positive”,

Some learners indicated that nothing had changed:

Kebo: “My attitudes have nof changed. I still think the same way as at the
beginning”.

Shaira: “They have not! I still don’t sympathise with squatters”.

Josephine: “My values and attitudes have not changed towards the squatters in the
unit that we are doing™.
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The 1996 grade 11 classes were larger in number. This made it more difficult to get

* everyone's participation in class discussions. The 1996 group was not cnly larger but

also a lot more polarised racially and politically. The 1997 group seerned to get on better
with each other and there was less open antagonism and pola/isation between the
learners. Tables 4 and 5 give a breakdown by gender and race, There were many more
black learners and females in the 1996 group. It is difficult to pinpoint whether this
made a substantial difference to the outcomes of the lessons.

Part of the action research methodology is to adjust one’s research as one goes along.
Having taught this informal settlement unit to the 1996 grade 11 group, I was able to
make improvements for the following year, On occasion, I was able to make
improvements on the same lesson between one class and the next. As Marneweck
(Appendix K, 4), notes: *“I was not disappointed, Stephen had obviously thought about
the previous lesson and possibly deepened his own understanding of the complex issue
of values and attitudes”, Marneweck (Appendix K, 6) raises the point that T missed some
opportunities to challenge the values and attitudes of remacks made in the classroom
such as “white chick”. On the whole, however, the fact that I was able to teach the

lessons as a pilot study prepared me well for the main leatner group.

49  Conclusion

The variety of teaching strategies had a positive effect on the class. They fonnd the
lessons interesting varied and most importantly they could participate actively in the
lessons. In five lessons a video, a slide show, a role-play, and story telling were used.
These were all, appealing to learners and provided much stimulation,

The role of the teacher was of paramount importance in these lessons. Another teacher
when teaching informal settlement may have chosen to focus on quite different aspects.
The values of the teacher therefore determine what informal settlement issues; the class
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would focus on. Secondly, the values of the teacher would also determine how the class
would tackle those areas.

Politics inevitably came in a number of times in the lessons on informal setilement. The
problem of informal settlements touches on so many other aspects of life including the
political. I did not try and limit the political questions or issues that emerged. On the
other hand, I also did not see the need to respond to them. The lessons were following a

process and I did not need to continuously intervene. I did not try and play the role of,

neutral chairperson or of devil’s advocate, as outlined by Stradling ef al. (1994) but
rather a facilitator of the process. In fact, the learners were not particularly interested in
what I thought on every issue. The learners were too busy with their activities and

discussions.

In this sense, the most important role of the teacher is to guide the process without

“having to pontificate at every opportunity. The piocess has a logic of its pwn. By .

allowing the process to unfold, values clarification will occur. The teacher’s views are

incidental to the process.
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CHAPTER 5
WATER ACCESS AND CONSERVATION
51  Introduction
As in chapter 4, the data will be analysed in terms of the theory on values education.

This chopter is about water aceess and conservation. By going through the various
lessons, factors, which illuminate values and atttudes, will be analysed...

v IR «\s
g»égé EREPERLLE
EEELELEEET TEEEE
NRAG YA E 5 S ;’ I
Siting of a Reservoir v Rl 4 4
Water Conservation MR
Water for Jabula Squatier Camp Y ‘ ¥ ¥ ¥
Water Consumption ’ B v
Water Transfer Schemes v A IRIE N
Role Play on Different Water Sector Vi ¥ 9 ¥
Consumers
River Study J IR 4
Table 6: Teaching methods and aids used in water access and conservation

Once again a range of different teaching methods and aids wete used to elicit the values
and attitudes of the 'earners. Table 6 demonstrates that group work was prominent, as
were role-plays, tables, questionnaires, mapwork and case studies. As in the previous

chapter, no textbook was used.
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5.2  Siting of a Reservoir

This lesson used a British example of a case study {nvelving a decision-making exercise.
One of the aims of this research study was to develop South African examples of value-
- laden lessons. As I have pointed out earlier, 'such lessons are few and far between in
South African geography textbooks. In contrast, geography textbooks in other countries
have many such lessons. However, I believe it is not-necessary to throw the baby out
with the bath water by not using any infernational examples. I do think a weakness
though, is the lack of balance between international exampies and South African ones at
present. The problem is exacerbated by the fact that pilblis’hers have not brought out
maijor new textbooks for grade 10— 12 in the last few years because of the uncertainty of
the new curriculum, Publishers have targeted the implementation dates of curriculum
2005 at grades 1, 2, 3 and 7 and have brought out books for these years. The new
curriculum 2005 textbooks may, however, shift the balance and provide more values
lessons,

This particular case study, developed by Raw (1989), is an excellent example of a values
laden lesson with a water theme. Raw introduces a fourth tier into the values, attitudes
and behaviour hierarchy by including beliefs as well. Fig, 60 shows the best site chosen
by the learners according to various factors. Coming to a decision by having to weigh up
various conflicting factors helps to clarify the values and attitudes. In a classic value
analysis exercise, learners also filled in the missing values, beliefs and attitudes in a
table of the different role-players (Appendix B).
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Both Meera and Sally identified the issue of self-interest:

Meera: “Tt was very interesting to see how people were sclfish and only thought
about themselves. It was actually quite difficult to decide on who to listen to because
on both sides peoples liv ¢s would be disturbed”.

Sally: “A lot of people wanted to build a reservoir to benefit themselves and their
companies. I learnt that these people don’t care about the benefit of others”.

Kagiso: “I learnt that peoples values are a deeper cause to their attitudes. I learnt that
MPs and businessmen bave goals which betiefit them and that the only way of
letting them get their way is to sit back™.

In one sense, self-interest is a strong factor in the real world when it comes to decision~

making around controversial issues. Yet in another sense, one of the weaknesses of

identifying values and attitudes of different individuals is that we tend to caricature them
and box them into self-interest positions. Real life can be a little less predictable.

This particular lesson had sufficient depth and complexity, which gave the learners a

challenging task to perform:

Yusuf: “At first I never thought building a reservoir could be so complex. After
reading the notes I saw the work and negotiations that go on ...It put me in both the
farmers’ and workers’ shoes. Also I realised that money can easily overpower a
small minority”.

The letter writing exercise allowed the learners to express themselves in their new roles

as various characters in the village:
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» Gary: “My situation is becoming desperate as my money is running out. I feel that
myself and all the other people in Storby would benefit greatly if the dam was built”.

e Chris: “I have worked my whole life to get what I have and I think it is extremely
unfir for the bureaucrats in parliament to take my land away”.

® Ahmed: “As I am elderly, I do not wish to move or sell my farm to the water
authority, The building of this reservoir will spoil the beauty of this valley”.

Many values lessons tend to err on the simplistic side. This lesson does not. It has
sufficient depth and also combines content, skills and values/attitudes quite successfully.
I thought that this lesson worked well,

53 Water Conservation

‘Posters often adorn classrooms as pretty decorations. This whole lesson revolved around

the use of a poster. The difference was that thiis poster (Enough clean water for us all)
had been specifically designed as an educational tool. The poster was accompanied by a
booklet which was developed by the Department of Water Affairs and Forestry
(Clacherty, 1996) This is an exciting trend where national government departments are
now putting out posters which are educationally sound and interactive as opposed to
only being visually attractive. This ties in with Lobinger’s (undated) approach to
posters, Posters can be used as codes which participants can decode and apply to their
own situation.

Each group was given a poster, booklet and a worksheet to complete. The theme was
about the wise water management of a river system, The lesson was able to integrate
content and skills with values and attitudes.

Frank who up until now had been a bit detached from the lessons and who adamantly
claimed on each form that his values and attitudes had not changed suddenly did a
turnabout:
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e Frank: “My values and attitudes changed drastically to see what really happens ina
dirty river. We must make it clean so we don’t end up dead”.

This may have come about because he felt uncomfortable with the political undertones

of the informal settlement unit and much more at home with discussing water

conservation. When discussions become too heated, some learners tend fo withdraw.

Bradley was developing his critical ability and made cotistructive suggestions on how to

improve the lesson:

s  Bradley: “It was very interesting to find owt the problems with water, but it could
have been better if we had to think of the problems ourselves and work out ways to
fix them”.

Thandi raises 2 valid concern about doing too much group work:

¢ Thandi; “I don’t think the group work was worth it because the pamphlets were
good enough and it was better to work alone”,

There is always a dilemma of how much group work to use. Some learners prefer

working on their own while others prefer working in groups. This is a difficult balance

to maintain. It also raises the purpose of group work. Is it just a subdivision of the class™

or is there some cooperative task that the learners need to complete together?

54  Water for Jabula Squatter Camp

This lesson links to with the unit on informal settlement with the focus now on water
access. Learners were put in the position of the local councillor who had to submit a
report to the council covering four key areas. Loarners were asked to locate seven taps
using some mapwork skills, Mapwork skills are often taught without any link to values
and attitudes but purely as a skill on their own. Bradley and Gary enjoyed this aspect
very much:
» Bradley: “The best exercise of the term. I learnt about the problems of the lack of
water. I enjoyed drawing the circles and trying to work out where all the seven taps
would go”,
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s Gary: “This was fun practical work. We decided where to place taps in a squatter
camp. We were learning whilst we were having fun. Our values and attitudes on
water were changed drastically during this lesson.”

Gary, who was also a little reticgnt in saying whether his values had changed, was quite

forthcoming about his changg here.

- The teaching strategy that I was employing here was to take normal geographical skills
" like mapwork and calculation of water volume and put these into a thoroughly South
African context. One is raising an issue of the social use of geographical skills and their

role in the reconstruction and development of South Africa,

Fien and Slater (1980) and Meye (1984) see the importance of action learning, a strategy
with which I agree. It seems to me that there is also a place for an indirect or delayed
actic~. Learners might be developing their ideas at this stage of their lives and only later
on in their careers choose to take action. In this context, allowing iearners to practise
their geographical skills in the context of providing water to an informal settlement, may
provide an inspiration with which they could follow up later in life,

Learners also had to provide a solution to the problem of squatters helping themselves to

water from garden taps. Fig. 61 summarises the solutions. The majority suggested

allocating other taps followed by building obstructions:

e Leo: “Put taps in and apologise to residents of nearby suburbs. Tell people about the
new taps laid”,

e Ahmed: “Provide water for them so that they will not need your water”.

Roshen, Ebrahim and Gary suggested guarding the taps and were quite explicit on how

they would do this:

e Roshen: “Barbed wire, security system, motion detectors, land mines the gardens,
and big dogs”.

¢ Ebrahim: “Build higher walls. Put barbed wire on your fence. Motion sensors. Buy a
good security system”.
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e Gary: “Tell the residents to gei dogs or get locks for their taps”.
The crime situation in South Africa obviously has a major impact on the values and

attitudes of the learners.

Similarly, the learners had to propose a solution to the problem of sewerage from the
fields finding its way into the nearby river. The majority chose to introduce proper
sanitation (fig. 62).

The second part of the lesson looked at the general water situation in South Africa
focusing on how many people do not have access to water. The learners studied the
water and sanitation section of the RDP (ANC, 1994). Fig. 63 shows the learners’

suggestions on where adequate water could be obtained for informal settlements.

Meera and Frank were obviously touched by the plight of squatters:

e Meera: ‘1 learnt that water was valued so much more by other people than by us, We
just open our taps and let them run. It was sad that these people had no where to live
and had no water and sanitation facilities there”.

e Frank: “T was shocked to hear how our people have to walk. So I thought in that
lesson that everybody should have an adequate water supply. I actually felt sad for
them hoping they would get water soon”.

Both Yusuf and Primal were grappling with the complexity of providing water to all

with such limited resources. Primal goes one step further than Yusuf in the complexity

and raises the general tension in South Africa in providing for all with limited resources:

o Yusuf: “This proved that putting taps is not as easy as a normal person would think
it is. These things take caceful preparation”,

o Primal: ‘T now understand what a difficult task it is to provide for as many people as
possible with such limited resources at hand. The question faced by the ministry of
who gets what and how much is very complicated”.
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Even though there are three separate teaching units. There are common threads running
through them, I specifically tried to create linkages where possible,

35 Water Copsumption

The intended outcomes of this lesson were for learners to look critically at how much
water they use and how this compares to other people in South Africa. In addition, I
wanted the learners to clarify their attitudes towards water usage,

& This lesson provided a welcome change from the big issues like informal settiements
and siting of reservoirs which did not always effect the learners directly. No matter
bow big the issues, the learners always brought it down back to their experience. For
example, when the class was discussing the amount of water used in different parts
of South Africa e.g. the old homelands, townships and suburban areas, Sally was
concerned about how long she spent in the shower:

¢ Sally: “They say that if you shower it saves water but how does that wotk out,
because when you are showering water is constantly going through, and if you wash
your hair it is going to take longer?” (Appendix H, 9).

A bit further on, Bradley was preoccupied with the same issue:

+ Bradley: “But who stays in the shower for half an hour™?

Teacher; “Some people do. Some people sing songs in the shower and shampoo their

hair three times” (Appendix H, 9).

At times like these one is tempted to press ahead with the lesson. But T found that it is

important when dealing with values and attitudes to give learners the latitude to relate
the content matter to their experience even if it is not exactly vhere you intended the
lesson to move.

When dealing with values and attitudes every now and then one encroaches on difficult
issues such as confidentiality. A wseful way of checking whether the learners’
calculations were at all realistic was to compare it to their monthly water bill, Gary was
not too happy about this:
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e Gary: “It’s confidential”.
Teacher: “Who says it’s confidential”?
Gary: “My brother”.
Teacher: “Your brather? Tell him it’s not confidential. Fill the water bill figure
in that block - I want to see the correlation with what you guys estimate. The
water bill is the only accurate recording of how much your household uses. For
homework you get that piece of paper from your mother and father and you fill
it in here” (Appendix H, 14).

You can detect the irritation in the teacher’s voice here, This is in itself an unintended
" aftitude coming across in the lesson. Possibly such information may have been
embarrassing for Gary or it may just have been an excuse not to do the homework, In
retrospect, Gary raises an important dilemma. What right does the teacher or the class
for that matter, have to personal information. On the one hand, for values education to
be meaningful it needs to relate to the real lives of the learners. On the other hand, other
learners can misuse such information. Relating to the personai experience of learners
can be contrasted with simulation games that are often used in values education.
Sometimes the learners have to play out fixed roles. This can be a little forced at times

and can fail to achieve iis objective.

Having calculated how much water they used, the learners then had to draw a pie chart
of their daily household consumption and a bar graph comparing the monthly household
consumption totals for their group. This demonstrates that although the focus was on
values and attitudes it was nevertheless well complemented by developing skills. The
learners also had to fill in the empty balloons on a picture of a river catchment, in this
way assisting the development of their creative and expressive abilities (Johnson, 1995),
This allowed the learners to use humour in looking at water problems, which is another
angle in which to develop values and attitudes:

© Victor: “That guy drank straight from the river the other day and look what

happened to him”,
» Gary: “Moo, this w-ter is bad”(a cow speaking).
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Most of the fun in the lesson occurred in working out how much water the learners used
at home. There was lots of animated discussion in groups arguing about how much
water a particular household item consumes:

e Gary: “It was interesting learning about how much water I was wasting. It changed
my aftitudes on water wastage. I no longer waste so much water”.

s Thand, “This was fun. We got to see roughly how much water most people and you
used. Now you begin to understand why people and organisations are forever
preaching for people to save watez”. |

¢ Chris: “We use water everyday without even thinking about i, This section made
me think about just how much water I use each day. This section was a real eye-
opener”.

e Kagiso: “I learnt that relatively privileged people tend to misuse or overuse water.
Their attitude towards water preservation is quite bad because they think it’s in
abundance”.

I think a lot of learners were genuinely surprised to see how much water was consumed
in their househoi1’s consumption. This was a lesson to which fiequent reference was
made, suggesting a greater awareness of water usage. This lesson proves that if the
issues touch learners in a relevant way, they are likely to develop values and attitudes
around it. This lesson was a surprise to me. Of all the lessons in this unit, I never
thought this one would have the most impact. This raises a pertinent issue for values and
attitudes. As much as one can plan to include values and attitudes in lessons, their
impact is highly unpredictable.

5.6 Water Transfer Schemes

This lesson consisted of two short ten-minute videos with a worksheet to complete, The
first video was on the Tugela-Vaal Project and was largely content-based. The second
video, on the Lesotho Highlands Water Project, was also content-based. I decided to
include content-based lessons intermittently so as to cover certain aspects of the
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syllabus. However I used the second video as an exercise whereby the learners analysed
the values, attitudes and behaviour ofthe different role-players (figs. 68 — 71)

Fig, 72 shows the attitudes of the learners towards the Lesotho Highlands Water Project.
Almost all of learners said that the project should go ahead unconditionally. Vietor
supported it on condition that it “accommodates all the people” and Primai realised that
“the project will make northern Cape farming possibilities very limited”. Yusuf' felt that
“nobody should be hurt and people shonld be compensated for their loss.”

The lessons impacted on the learners’ attitudes as follows:

o Gary: “We learnt how much work goes into making a dam. It changed my attitude
of “Dams are there and I don’t really care”.

e Ebrahim: “People value life more than anything else, Life is dependent on water.
Water is very scarce and there is very little of it to support the population”.

o Primal: “This lesson simply built upon the last lesson to emphasise the size and
consequences of the water shortage. The video made the previous lesson’s graphs
and charts more real and thus more itaportant”.

Not all lessons were equally exciting but I feif that the learners gained some important
information.

57  Role Play on Different Water Sector Consumers

This lesson hinged around a role-play. In terms of both expression and clarification of
values and attitudes, it rates as one of the best in the three modules, The class was asked
to choose which of the following four sectors they would like to represent. I find it
preferable to let learner’s choose the role they would like to play. This already involves
them in choosing a value. Their choice is shown in table 7.
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Class 1 Class 2
Commercial Farmers Primal and Thandi Meera and Jessica
Subsisterice Farmers Sally and Nathan Dean and Albert
Municip:iii{ties Yusuf and Bradley Roshen and Ziyaad
Industry a;id Mining Victor and Kagiso Chris and Ahmed
Table 7: Learners representing different water sector consnmers

A raging debate occurred around the question of paying for water:

e Bradley: “They can’t collect money for water in Soweto and that, the ANC and
every body caused it that they mustn’t pay their rates to bring down the government
and people haven’t got that out of their thick skulls yet — that you mustn’t pay your
rates”,

Thandi; “If they can’t get accounts to people then how are they supposed to know
how much to pay”. (Appendix H, 18-19)

A little later on Bradley and Primal differed on the same issue:

e Bradley: “If everybody in Observatory didn’t pay their water, they would cut all
the water to Observatory. Am I right? They would, so if everybody in Soweto
hasn’t paid they must cut off their water”,

Primal: “Everybody in Observatory has a job™.
Bradley: “Let’s say I’ve got no income and I can’t pay my water, They are going
to cut my water”. (Appendix H, 20)

Inevitably when one discusses controversial issues one is bound to get entangled in
political/racial differences. It is precisely at times like this, when the debate gets a little
heated, that would scare some teachers off values education, My own feeling is that
these differences are already there and you can’t avoid these issues emerging. What is
critical however, is how the teacher handles these types of discussions. What tone does
the teacher set for the class? I always expected the learners to respect and listen to the
contribution of the others. At the end of'the day, even though there was intense debating,
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there was still cohesion in the class. There was never any animosity between these
individuals because of the discussions, The learners expected to defend their point of
view. It was made easier by the fact that sometimes the learners were expected to defend
views that were totally contrary to their own, In fact, they got so used to the process of
role-playing and debating that this was no major concern to them.

Bradley in the face of opposition, stuck to his views. He operated out of a worldview
" where the same standards applied to everyone. If the authorities were going to cut his
water then they should cut everybody ¢lse’s out of fairness. This could tie in well with
what the Religious Education Co-ordinator (Appendix J, 1) calls his “strong Catholic
background” which is used to applying moral laws to all people equally, At the same
time Bradley also represents the views found in conservative white families.

On the other hand, Primal operates out of a worldview of the struggle for social justice.
The clash between the values and vét#udes of these two individuals is part of a broader
clash between the values and attiiudes embedded in different worldviews. This relates
well to Slater’s (1992) assertion that values belong more closely to one or other
ideology. The question of ideology seems to hover in the background when dealing with
values and attitudes and is in some ways inescapable, The South Affican situation is rich
in ideological diversity. However at secondary level and unlike tertiary level, learners
are not overly preoccupied by ideological differences.

Because both Primal and Bradley were prepared to argue their viewpoints, it could be
argued that they benefited the most in terms of clarifying their values and attitudes. In
other words, because both of them gave a lot to the classroom discussions, it stands to
reason that both of them got a lot in return. If one were to do an assessment of values,
which this research did not cover, one would have to find the categories in terms of

participation for these two learners to score well. Bradiey and Primal seem to concur
with this assessment:
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¢ Bradley: “It was very informative and exciting. These were periods when I learnt the
most. It was fun to find out how I put together knowledge that I have gathered from
other sources and put it in for extra information”.

* Primal: “This exercise was successful for me because I had to step into somebody

else’s shoes and argue their case successfully”,

Becanse the Iessons were a process, I was not expecting any signs of a change in values
and attitudes in the early lessons. I felt that as the learners got into the swing of things,
they would clarify and develop their values and attitudes with time. Over time Gary who
was a bit reluctant in the first modale got more involved in the process:
e Gary: “It was fun pretending to be different people. ... We learnt not to take
everything for granted”.

Some learners were a bit bowled over by the conflicting views:

» Roshen: “This shows how difficult it must be to debate a topic vationally and form
any kind of solution,

e  Albert: “Not very successful because everybody attacked one sector consumer more
than others”.

Other learners found the lively debate to be fun:
o Chris: “I really enjoyed this section because of the very lively conversation which
resulted from it”,

Kagiso discovered a connection between values and attitudes:
e Kagiso: “T learnt how peoples’ values towards water affected their attitudes, If
water was readily available it was taken for granted and vice versa”.

Good debates don’t just happen off the cuff My experience shows that a lot of
preparation needs to go into it beforehand. The issues needed research from the teacher.
I often gave the learners articles to find out information before I allowed them to
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debate. These lively debates were ofter preceded by preparation in their small groups.

So by the time the learners went into the debate, they were more than prepared for it.
58 River Study at Beznidenhout Park

I concur with Opie (1997, 83), who su _,gests that “thirst for adventure-plus experiences
(Whlch) bring all things together: imagination, sensory awareness, discovery and action-
filled adventure in and for the envirouiaent”. The fieldtrip to Bezuidenhout Park, which
is situated approximately five kilometres from the school, was done jointly between the
geography and biclogy departments. Hence many of the exercises have a biological bent
to them, However, at the end of the day, the river is just one ecosystem, which can be
studied from different perspectives. Sacred Heart College has a strong tradition of
integrated studies, which encourages interdepartmental co-operation.

The fieldtrip gave the learners firsthand knowledge of what a polluted river looks
like. They were able to relate this to their classroom discussions of rivers.

59  Conclusion

This unit raises a host of pertinent issues for values education. The most centrat issue
is relevance. The learners were engrossed in calculating how water their households
consumed. They argued about this for days. This was obviously a very real issue for
them. It touched them all directly. None of the learners, on the other hand, lived in
informal settlements and these issues were only of interest from a distance. At
another level, the issues of poverty and development are right here on our doorstep.
This is unlike first world countries, which have to include discussions on third world

countries for these dimensions.

Again variety played a big role in this unit. Role-plays, case studies, videos, posters,
group work and letter writing were all used. Once again no textbook was used. Raw’s
exercise was well constructed, challenging and thoughtful. By taking a real case study
and turning it into an exercise seems to have worked well, Similarly, Clacherty’s
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educational poster also leralds a new way of educating. This idea holds endless

possibilities.

Frank livened up in this unit more than in the previous one. Some issues will always
be more interesting than others for some. Valugs education needs to take this into
account.

The unit raised a number of other pertinent issues on the learners: Sally’s
preoccupation with the shower, Gary’s concern for confidentiality, Thandi’s dislike
of groupwork, Primal’s and Bradley’s clash of worldviews. These are all significant

factors, which influence values education in the classroom.
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CHAPTER 6

COAL MINE AT THE VAAL RIVER

6.1 Introduction

This chapter, as in chapter 4 and 5, will analyse the research data on coal mine 2. the
Vaal river, In particular, I will attempt to understand and examine the factors: ".v'lfﬁch

influence values education.
. T é o é
3 J B g | : 2
TEEEL g 1944 % : g 585
=13 CE: g J = - i &
Living in South Africa ¥ N
Lesotho Highlands Water Project v N
Introduction to Coal Mine at Vaal R v v N
River
Preparation for Public Enquiry MK IR
Public Enquiry d {
Environmental Impact Assessment R ¥ v
Drakensberg Fieldtrip ¥ Ry R
Table 8: Teaching methods and aids used in coal mine at the Vaal River

Table 8 shows the wide variety of teaching methods and aids that were used in this
unit. I searched for a controversial envirolimental issue on which to peg this unit,
eventually selecting coal mine at the Vaal River. One of the teachers at school had a
holiday house in the affected area. Her elderly mother had taken up the campaign and
had even written the president a letter about it (Appendix C, lesson 4). The premise
on which I based my thinking was that a case study was the best way to teach
environmental issues, especially if the case study had an element of controversy
surrounding it. Many teachers had used the St. Lucia debate but after a few years it
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had become a bit stale and hackneyed. In terms of the range of values education

strategies, I used the values clarification strategy.

6.2  Change in Values and Attitudes

fig. 73: Change in attitudes - coal mine at the Vaal river

As in chapter 4, Fig. 73 is a composite graph summarising the individual results
found in figs. 74 -91 (Appendix G). This results are summarised from the instrument
titled environmental questionnaire (Appendix C, 1). Ahmed, Yusuf, Roshen, Sally,
Nathan, and Dean have shown the most change in attitudes while Chris, Kagiso, Gary
and Albert have shown the least change.

One can also give a breakdown by race and gender. The high change group consists
of 5 males (33%) and 1 female (25%), with 2 coloureds (65%), 3 Indians (50%) and 1
white (13%) learner/s. Where as in fig. 1 females showed a predisposition to change,
the opposite is true here. Coloured and Indian learners are well represented, while
white and black learners are under represented. Chris, Kagiso, Gary, and Albert have
shown the least change in attitudes. This consists of 4 males, (27%) with 2 white
(25%)), 1 black (50%) and 1 Coloured (33%) learner/s.

By doing a comparison of both fig.1 and fig. 73, we can identify those that showed

high or low amounts of change on both occasions (Table 9).
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Coal Mine | Informal Settlement | Total

Ahmed | 11 4 15
Roshen 8 1 9
Yusuf 8 4 12
Sally 7 3 10
Nathan | 7 5 12
Doan 6 g

Meera 5 4

Jessica 4 5

Leo 4 1 5
Thandi 4 6 10
Frank 4 3 7
Primal 4 3 7
Ebtahim | 4 4 8
Kagiso 3 4 7
Gary 3 1 3
Albert 3 2 5
Chris 2 3 5
Table 9: Comparison on change in attitudes between Coal Mine and
Informal Settlement

From table 9, it can be observed that Ahmed, Yusuf, Nathan, Sally and Thandi have
shown high amounts of change. On the other hand Gary, Albert, Chris and Leo have
shown low amounus ¢t change. From the preceding discussion it has become clear

that Gary, Albert, Chris and Leo are pretty set in their ways and resistant to change.
63  Living in South Africa

This video served as a general introduction into environ nental issues in South Africa.
The video raised issues around fishing, electricity, water, and a focus on the Sabie river
valley. A common theme running through the video was that ‘brown’ and ‘green’
environmental issues go hand in hand. The learners were becoming skilled at analysing

the values, attitudes and behaviour of the groups portrayed in the video. The results of
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this analysis can be found in figs.92 — 103, Values and attitudes are grouped together as
views for the purpose of these figures. '

Iiaving set the general framework for looking at the environment, I then wanted to
proceed to specific case study. Obviously the kind of video that I choose reflects the
values and attitudes of the teacher. This has an important bearing on the development of
the values and attitudes of the learners.

6.4  Lesotho Highlands Water Project

Mr. David Fig, director of the Group for Envitonmental Monitoring (GEM) spoke to the
class. Mr. Fig was involved in the Lesotho Highlands Water Project. His organisation
was involved in negotiations between the Basotho rural dwellers whose land was to be
occupied by the dam and the Lesotho government. There was conflict between the rural
dwellers and the Le;sotha government over the issue of being displaced from their
ancestral land,

This lesson was not originally planned but came as a suggestion from Primal whose
mother worked for GEM. The idea came from the previous unit on water access and
conservation. Primal was very excited by what he was learning and the level of debate in
the class. Primal personally arranged with the director to address the class on the
Lesotho Highlands Water Project. Primal has undertaken action learning in this instance,

This is an example of action being taken on the basis of one’s values and attitudes. I
would rate Primal’s bebaviowr as generalised set (5.1) in Bloom’s taxonomy of
objectives (affective domain). This would also be the equivalent of stage 6 of Rath’s
schema — doing something with choice,

A key aspect of values education is exposing the learners to people who hold strong
values themselves. Gayford (1987, 2) argues that the “experience for the pupils seeing
strong commitment to important issues facing mankind today is an element in the
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education of young people which should not be allowed to disappear”. While Gayford is
referring to the role of teachers, I have applied his argument to guest speakers as well.

The learners seemed to have many questions for Mr. Fig because of his intimate

knowledge of the project:

e Chris: “We got a personal response on questions we had. The speaker was
informative and had first hand experiences of the problems faced”.

e Roshen: “He showed us the scale of the project and the finer details of the project.

We also got an idea of the amount of money spent on the project™.
6.5  Intreduction to Coal Mine at the Vaal River

We were fortunate enough to get large Al size photographs of the area from Mrs
Molenaar. This was especially helpful in giving a visual dimension to the problem. The
learners were able to see exactly which area was going to be mined. In retrospect it
would have been good to have asked Mrs, Molenaar to come and speak to the learners
herself. I gave an input on the issues to explain the broad parameters of the controversy
as seen from some of the key role-players (Appendix H, 29-32) I refrained from giving
too much input in the course of the three modules but tended instead to focus on activity
based learning. I felt that I needed to give the learners a broad understanding of the
issues involved so they could quickly find their way around the complexities of the

controversy.
6.6  Preparation for Public Enquiry

By now the learners had been through some public enquiries and debates. They were
beginning to realise that they needed to prepare their arguments very well if they wanted
to look good in front of their peers. I was amazed at how they set about preparing their
arguments and thinking ahead about possible counter arguments they might encounter.
Some learners got involved in the preparation whilst others found it too much to read:

e Sally: “The groups worked well together as they gathered information®,
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e Roshen: “Too many notes to read”.

.. The learners also had to prepare a written report on their findings. Gary’s report links the
én’vironmental protidems io the new democracy that exists:

e Gary: “South Africa is today a fledgling democracy. We have a new president, a
new democracy, and a new constitution. But our country is falling apart.
Everywhere you look new pollution making factories are going up. Is major
damage of the environment the price we have to pay for progress, or is the
government going to help everyone by imposing stricter laws on where factories,

buildings and cven strip mines can be placed?”

Gary is also able to detect bias in the official reports. This is an important aspect of

values education by not simply accepting things at face value:

o Gary: “The report that SASOL says was ‘fair and impartial’ is a load of nonsense
and it is obvious that it was biased towards the people that were paying the salaries
of the experts. If this country wants to avert an ecological disaster it must put a stop
to SASOL’s plan”.

6.7  Public Enquiry

The learners seemed to really get into the spirit of the public enquiry just as they did

with the role-play on different water: sector consumers.

The learners displayed different attitudes to the reports they read. Chris was able to

detect the bias in them while Dean quoted them like the bible:

e Chris: “First of all they said there be no increase in the properties along the Vaal, the
general report says that the value of properties along the Vaal will decrease”.
Dean: “If you read your report you would see that it says ‘NO IMPACT” in large
bold letters. “NO IMPACT ON PROPERTY PRICES™. (Appendix H, 30)
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Ore of the key skills in values education is looking for the values position of the author.

Although the learners state it rather crudely here, they seem to be questioning the

impartiality of the report:

Chris: “In that report they excluded such things as generators”.

Teacher: “Who wrote that report”? -

Chris: “Some moron working for SASOL”.

Teacher: “So§ you have p’"roblems with that, you think SASOL paid them™?
Ahmed: “Ja, SASQL paid them”.

Teacher: “So you are unhappy with this report?”

Ahmed: “T think we should get a second opinion.” (Appendix H, 31)

In this pasticular debate, Chris and Dean seem to become the two main protagonists:

Chris: “Where are they going to house all these miners™?

Dean: “They’ll build hostels, On the other side, as far as possible from the
houses™.

Cliris: “Can you guarantee that these workers are not going to go near the river”?
Dean; “Why what are they going to do at the river? Wash”? (Appendix H, 32)

Getting into the mindset of the role that you are playing takes a bit of dramatic skill.
Chris, Ahmed and Ebrahim who are normally fairly quite in class seem to have excelled
at this:

Chris: “We built holiday homes to be able to get away from it all, now we are going
to have a little community just across the river from us”.

Ahmed; “There’ll be skelms and shebeens and things like that. Drinking on the
weekends” (Appendix H, 33).

Ebrahim: “That just shows the demand for coal in the country. That just shows the
demand for coal in the country. That’s how much people use it. So people in the
townships use it to supply power there, for everything., So that’s why they say
one truck every minute has to arrive. That’s capitalism — supply and demand”
(Appendix H, 35).
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Ahmed’s concern fr the finite resource of coal and Chris’ critique of the profit motive

came through very strongly:

¢ Chris: “And the managing directors and the board of governors and the groot
koeke (big shots) at SASOL; where do they live? The people who are actually
going to benefit from this move in the end are managers and the MDs of SASOL.
(Appendix H, 37)

» Ahmed: “They say that when coal is mined in one place and then another place and
another place, eventually South Africa won’t have any coal left And then where are
they going to go™? (Appendix H, 35)

All in all, T think the lesson worked well given that most of the groups bad done their
research except for the wildlife society who was hardly vocal. Another factor to bear in
mind is that some learners are quiet and shy in these types of debates. This may have
been why Meera and Albert weren’t able to represent their cause as well as they might

have.
6.8  Environmental impact Assessment

I thought that conducting an EIA on the coal mine at the Vaal River would be a useful
way of ending off the coal mine issue, The main outcome of this lesson would be for the
learners to develop the skill of running their own EIA. This lesson has a skills focus
and not a values and attitudes focus. Jollands er al. (1996) provide three exercises for

conducting an EIA i.e. conflict matrix, index of visual quality and Leipoldt matrix

The conflict matrix was a us * ' in that it gave a numerical value to the level of
conflict. In the conflict matrix most learners identified high negative interactions
between SASOL and the homeowners and lower negative interactions between the
SASOL and the wildlife society. On the other hand they found high positive
interactions between SASOL and the mineworkers
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Secondly, the learners did an index of visual quality, The index relates to the area before
mining has taken place. The results can be seen in fig. 104, The majority rated the area
as a five on the scale. Interestingly no one rated it as & §ix or seven. Some even went as
low as three and four. The Leipoldt matrix was more complex and required a great deal
of application,

fig. 104: Index of visual quality
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The learners had mixed feelings about this lesson. As in the previous lesson, Chris

displayed a lot of concern for the environment:

» Chris: “This showed us how beautiful the Vaal is and what would happen if the
plans for the coal mine went ahead”.

On the other hand some found the lesson uninteresting:
o Sally: “Not very interesting. I just learnt bow we all had very different views. I
also learnt how to work out averages”,

¢ Thandi: “Very boring, should have thought of other strategies for *his lesson™.

Mrs. Molenaar had given me some SAVE support forms. Only Sally and Thandi
filled them in. There was not a lot of interest shown by the class in taking any type of
action.
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6.9  Drakensberg Fieldirip

Fieldtrips are excellent strategies for developing values and attitudes of learners
(Opie, 1997), (Bourquin, 1995). I was not able to take the 1997 grade 11 classes on
the Drakensberg fieldtrip, which normally occurs in October because I left SHC mid-
1997. However 1 was able to take the 1996 grade 11 classes to the Drakensberg in
October 1996, As mentioned before the 1996 grade 11 classes were a pilot study.
There is no reason why the results should be fundamentally different. The
phenomenology exercise was the key exercise on the fieldtrip for this research study.
In addition we visited the Tugela Vaal Water Project which dovetailed well with the
section on water transfer schemes. We also did a settlement study of a rural village
(Appendix C, lesson 7).

Bourquin (1995) developed the phenomenological enquiry that I used. It is based on a
subjective approach. The exercise looked at how the learners felt about things and
even tried to imagine how objects felt. This allowed the learners to use their senses in
discovering nature. We sat up on the escarpment at Mont Aux Sources for an hour in

solitude looking at beautiful surroundings. This is where the learners completed this

- exercise, The situation was perfect for this exercise. The learners responded well to

this exercise and the quality of their reflection was very deep.

Fig. 105 represents the learners® feelings if a power plant was built nearby. All
learners withow: fail interpreted this negatively. They were distressed, disappointed,
angry and sad:

» Basil: “Angry and claustrophobic, because the nature that brought us up is being

destroyed by its own ‘children’ just so someone can make big bucks”,

Figs. 105 —108 reveal similar values and attitudes from the learners. Fig. 109 links up

with the previous lessons on the coal mine issue:
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o Angela: “I would feel glad for the poor people who are now able to put food on
the table but I would somehow feel angry that they had to use this beautiful
area”.

e Shaira: “I think that’s just plain greedy. Coal mining is important to survive but

not at the expense of irreplaceable natural landforms™.

The settlement study on the village was extremely value laden. I dropped the learners
off a kilometre apart in groups of five trying to ensure that there was one Zulu
speaking learner in each group. For most of the learners it was their first time to
actually go into a village. Some went inte homes and saw what conditions rural
people lived in. The animated discussion that followed afterward was testimony that
their attitude to rural dwellers had really changed. It was an eye opening experience.
The learners were astonished to see electricity in the huts in the form of ready boatds.

Thiy helped to break down their stereotypes of rural villages.
6.10 Conclusion

The variety of teaching methods allowed development of values to occur. As this was
the final module, learners were able to express their values and attitudes quite clearly.
The success of this unit was in the choice of the theme ie.. coal mine at the Vaal
river. The Vaal river was not very far away and some had visited it. The issue was
also topical and related to one of the teachers they knew well. The controversial
nature of the issue encouraged value expression. Envirommental issues lend
themselves well to the development of values and attitudes,

In terms of value analysis, the learners were able to detect bias in reports and
newspaper articles, The public enquiry worked exceptionally well. The learners
discussed this for days afterwards, Having to articlate your position in front of your
peers as well as defend your position, allowed values clarification to oceur.
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1 was somewhat surprised to see that not many were particularly intetested in. signing
the SAVE forms, The follow through to action is not an automatic process, Possibly
this particular form of action did not appeal to the learners and they would have
preferred some other way of expressing their action. Primal had moved to action quite

easily on the Lesotho Highlands water project.

The Drakensberg fieldtrip also developed values and attitudes effectively. The hour i
of solitude at Mont Aux Sources was an appropriate setting for the phenomenology
exercise. The visit to the dwellings in the rural village was an eye-opener for all.

The ability of the learners to clarify their values and attitudes had developed
considerably since the first module. They had become fully involved in the process
and clarification of values had become second nature to them,
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CHAPTER 7

CONCLUSIONS AND RECOMMENDATIONS

7.3 Introduction

The aim of this study was to investigate the factors, which contribute to the development
of values and attitudes in the geography classroom. The study also assessed the extent to
which there was change in the values and attitudes of the learners. The literature review
analysed the theory pertaining to the development of values and attitudes in geography.
The research methodology described the approach of the research, which inter alia
consisted of qualitative research based on an action research, constant comparative and
case study methodologies. I designed and taught three modules of lessons and then
evaluated those lessons to derive the key factors contributing to the development of
values and attitudes.

The research accepted the premise that values education is an integral aspect of
geography education. The focus was on how one goes about successfully developing
values and attitudes. This brought into sharp focus, Fien and Slater’s (1980) lament,
that too few people were addressing the ‘how’ of values education. The essence of this
research is to unravel the key factors in the development of values and attitudes. The key
factors are analysed below.

7.2 Change in Values and Attitudes

This research study set out to discover which factors enabled the development of
values and attitudes in the geography classroom. In order to do this; the study needed
to have some indication as to whether Jearners’ values and attitudes changed in the
course of the lessons. The findings suggest that there was a change in values and

attitudes of the learners in the course of the three modules. As expected, for some
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learners there was clearly more development than others. A number of the learners
spoke of having discovered things for the first time or secing issues in a slightly
different way. From my own position as participant observer, I noticed a change in

values and attitudes in some of the learners.

Certain individuals came to the fore in the course of these lessons i.e. Bradley,
Primal, Ahmed, Chris and Jessica, It was clear to me that they were in the process of
articulating and clarifying their values. They were certainly growing in confidence in
what they were feeling and improved their ability to share their opinion with others.

Tony Williams (Appendix K, 2) felt quite confident from his observation that there
was change in values and attitudes: “Overall I feel that the lessons allowed pupils to
form their own ideas and attitudes towards the modern day phenomena. Interviews
copfirmed that pupils felt that their values had been clarified and filat greater
knowledge of the topics had allowed for this. My view - based on this observation,
there is definitely room for values education in the geograpﬁy classroom”,

The findings suggest that there was development of values and attitudes in the
learners, It is now necessary to turn to those factors, which played a key role in the

development of values and attitudes,
73  Teaching Strategies

Variety of teaching strategies is undoubtedly a key factor in values development,
Through the group wark discussions, the role-plays, the newspaper article analyses, the
slide show, the videos and the EIAs, the Jearners were able to express their values and
attitudes clearly, The variety of teaching strategies played a role in contributing
towards the development of values and attitudes. An examination of the wide variety
of teaching strategies that were employed in the course of these three units could be
linked to the clarification of values and attitudes.
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There are six major teaching strategies i.e. values clarification, value analysis, moral
reasoning, values probing, values inculcation and action learning. I mostly used
values clarification, value analysis and action learning., Some strategies were better
suited to some issues than others. I adopted an approach which tried to choose the
most appropriate strategy for the particular outcomes of the lesson. Teaching
strategies tie in closely with the role of the teacher, which is discussed next.

7.4 - Role of Teacher

1 did not stick rigidly to any one of the four roles of the teacher as outlined by
Stradling et al. (1994), ie.. ‘neutral chairperson’, ‘devil’s advocate’, ‘stated
commitment’ and ‘balanced approach’ but used different strategies at different times.
In general, I found the neutral chairperson to be the most useful strategy in that most
of the lessons were activity-based. My key finding in this respect was that the teacher
needed to guide the process. If the process is well thought out and planned, this
would in itself allow values clarification to occur. The teacher’s role is to allow

processes to unfold in a meaningful way.

When I was asked a question, I would often turn it back to the class hoping to keep a
discussion geing without falling into the role of being the font of all knowledge. Tony
Williams (Appendix K, 1) picked this up: “He was often asked by the pupils how he
felt and what his view on the topic was but he did well in allowing the pupils to
develop their own attitudes and values and not just copy him. This worked well”,
This ties in well with what the 16-19 Humanities Project advocated.

The learners’ perceptions of the teacher’s role are critical, Primai disliked teachers

who simply got stuck in the chalk and talk mode:

¢ Primal: “Tt is very interesting because it is not the usual teacher just blabbing ot
facts to you, it’s where we become invelved and we understand a lot of the issues
clearer in our heads because we have to fight on these issues and it not only

makes us aware of the water issues, it makes us aware of our classmates as well
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and what they think and that’s very effective because you get to know your
people in the class better” (Appendix 1, 2).

For Nathan, the lessons worked well because he had total freedom to express his

feelings and emotions:

e Nathan: “I thought it was very good because last year we didn’t have anything
like this and it’s a new way because you’re bringing out your own emotions,
yow’re 1ot just writing stuff out on paper all the time — you’re honestly giving

your own feelings and your own opinions” (Appendix I, 4).

One of the keys to success in values education is the relationship between the teacher
and the class. Tony Williams (Appendix K, 1) observed that “Mr. Sadie had a good
relationship with his pupils and was always willing to listen to any questions the
pupils may have had or any qué}ies that may have occurred. These queries were
opened to discugsios “«nd this seemed to help with the overall understanding and

allowed various attitudes towards the topics to be surfaced”.

The role of the teacher is a critical factor in the development of values and attitudes in
learners. Each teacher has his/her own style of teaching which is inevitably influenced
by their training, personality and desired outcomes. One would have to evaluate one’s
dominant method of teaching and work in other ways, which could facilitate the
development of values and attitudes. Variety of teaching strategies seems to be a key
aspect for values development. Perhaps I was fortunate in having worked in the student
movement and in adult education where participatory methods of education were
dominant,

7.5 Which Values?

As the unit on water access and conservation demonstrated, a central issue is
relevance. The learners were so engrossed in calculating how much water their

households consumed that they avgued about this for days. This was obviously a very
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real issue for them. Frank, for example, felt more comfortal '3 with the unit on water
than he did with the unit on informal settlement. Many in the class could appreciate
the lesson on water consumption because it affected them directly. Quite a few
learners were genuinely surprised to see how much water they consumed. None of the
learners, on the other hand, lived in informal settlements or on the Vaal river, These

issues were only of interest from a distance.

This research study was concerned about the dependence on foreign values lessons. I
think that the lessons demonstrated guite convincingly the abundance of issues there are
in South Africa which can easily be translated into values education, This also raises the
issue of which values need to be given priority over others. This study has argued that
we need to tackle local issues int an exciting way. This is not to suggest that we should
cut ourseives off from the rest of'the world. -

The South African context gives geography teachers some pointers to the types of
values that teachers should be focusing on. These values can be found in the
constitution and in national and provincial education policy documents. As table 1
demonstrates thevs i3 an increasing consensus on the key values facing geography
teachers. Certairuy ihe values that geography teachers need to focus on should tie in
with the developmental needs of the country. Phiri (1988) has successfully
demonstrated this in relation to Zambia. In this respect, the three modules contribute
to the reconstruction and development of South Africa,

7.6  Multicultural Classroom

One of the riches in this exercise was the fact that the lessons were conducted in a
multicultural classroom. We were able to have lively debates precisely because the
learners had different experiences, When the learners contributed to the discussions,
they brought their different experiences to bear on the discussion, This allowed the
exchanges and interaction to be of a much richer nature than for a homogenous group.

"
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Sacred Heart College lends itself to this type of study with its tradition and character.
With the growing number of multicultural schools increasing rapidly, the results of this
research could be applicable to a large number of schools in South Africa. Race and
gender came up on a number of occasions, Often the different perspectives of the
learners related to their cuttural background. These discussions helped some learners to
break down their racial and gender stereotypes. In terms of assumed values and attitudes
on third world development issues, a parallel was found to exist between the centre and
the periphery in South Africa. Similar dynamics in this relationship occur.

One of the recommendations of this research is to conduct a similar study in a township
school. How would one approach values lessons in a very large class? How would the
findings of this research change if the majority of learners experienced informal
settlements and poverty first hand? A second recommendation would be to research
ways of assessing values and attitudes in geography, something that was outside the
scope of this research but nevertheless very important, &

77  Group Work and Debatus

Unfortunately group discussions were not recorded. My observation here, however, is
that some of the best disc.:¥ons occurred in groups. This is where most of the values
clarification occurred. Almost every lesson had group work. On some occasions the
groups were a place to share their viewpoints, on others the groups had to collaborstz to
achieve a particular task.

Ofier the learners were in the same groups over a few lessons where they were able to

build up the security of knowing the others well, This helped to develop feclings of
security and comfort in expressing opinions on controversial issues. This also allowed
those who were more shy to participate in discussion. Classroom organisation here
helped to present the message that learners are not there to receive knowledge but are
able to construct knowledge themselves,
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'U‘ndoubtedly the most suc. o aspect of the lessons was the role-plays and the

debates. There were three such lessons:
e Squatters and suburban residents
e Role play on different water sector consumers

e Public enquiry on the coal mine at the Vaal

These lessons represented the highlight of all the lessons. I was amazed at how well
the learners participated in the debates. They immersed themselves into the
pfeparation so that when the *ime came to speak they knew what they were speaking
about. The high level of debate also surprised me. It was in these debates and role-
plays, above all, that the learners gave practical expression to clarifying their values.

Role plays and debates need to be used more widely in values education.
7.8  Learning Support Miterials

Tables 3, 6 and 8 all indicate that a geography textbook was not used once thtoughout
the three modules. Values education lends itself to finding interesting resource material
without having to rely on textbooks. This is not because T propagate that textbooks are
unnecessary in OBE as sornc teachers have argued. On the contrary, and gs I have
argued elsewhere, good quality textbooks are absolutely essential for OBE to succeed in
South Africa (Sadie, 1998). However, it is an indictment that the majority of South
African geography textbooks in the pre-OBE era have been so slow to inclide values
education in any significant way. It is unfortunate but true that many teachers experience
the curriculum through the textbook.

The three modules give some direction on the way values and attitudes can be presented
in textbooks. These lessons are activity-based and make use of a wide range of teaching
strategies. If values and attitudes are to be taken seriously, then textbooks will have to
give some indication to teachers on how to teach such lessons, The OBE learning

support materials for grades 1,2,3 and 7 have shown a definite improvement in their
treatment of values and attitudes.
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7.9  Action

The few examples of lessons in the modules based on action learning worked out
well. The Drakensberg fieldtrip highlighted this important area for values and
aititudes. I include the phenomenology exercise and the visit to the rural village as
examples of acticii learning. I agree with the statement that “nothing teaches better
than action”.

I have also pointed out that the learners did not respond well to the invitation to fill
in SAVE forms, It seems to me that a direct follow-up to action does not always
ocour. However, there may be a slow movement in this area, which can entail life-
" choices at the end of the day in the form of a career choice or joining an interest
group. We may well take some cues from The Australian Geography Teachers’
Association (1988), which has outlined four types of projects in which this could

occur i.e. informative, stimulative, directive and operative.
7.10  Politics

In some ways, it is inevitable that values education will touch on political questions,

This applies to geography as a whole and not only values education. However, I

believe that I have demonstrated that this need not scare teachers away. Every teacher

has the choice as to how best they will feel comfortable in handling controversial
issues in the classroom. Avoidance of such issues is not a productive w1y of handling

controversial issues,

At another level, Huckle (1985) asserts that there are political and ideological issues
around the different types of values education. I do not agree with the British national
curriculum’s limited understanding of values education. Certainly, as my lessons
have shown, one need not be constrained by the British National Curriculurh’s

expression of what is suitable values education or not. The South African curricufum
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framework, in contrast, encourages values education and certainly has not prescribed
that they be dealt with in a liberal framework.

7.11 Planned and Systematic Values Education

This research has demonstrated that values education needs te be done in a planned
and systematic way. Half-baked attempts and tacking values education onto the end
of lessons as an after thought are unlikely to be sufficient. If anything this research
has shown that there is tremendous scope for teachers to tackle values education.
However, it needs to be done with the same systematic thought and planning that we

give to content and skills. It needs to be well planned and systematic.

One of the guiding principles of my approach was to develop a process. Nothing
dramatic occurred in any lesson but when taken as a whole, there were definite signs
of value development. Obviously I am not suggesting for one moment that this is the
only way to do values education, but it is one way that has worked for me, I
understood the attempt to do values education as & process. Teachers may want io
plan this into the year’s scheme of work. It need not all necessarily be done at once.

712  Cenclusien

One of the reasons aat T used the action research approach was that it would help to
change my own approach. Until the final writing up of this research, it had not fully
dawned on me how much my own understanding of values education had developed.
When I started this research, I set out to develop values education for the learners. I
had not realised just how much my own sense of values education had developed in
this process.

This research was designed to establish the key factors in developing values and
attitudes in the geography classroom. The discussion above highlights and elaborates
on these factors. Teaching of values and attitudes has reached an exciting phase in
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South Africa. The new OBE curticulum framework is very encouraging of values and

“attitudes. It has however been lacking in a theoretical and philosophical foundation

for this expressed interest. The OBE policy documents have also been a little thin on

the approaches and methodologies that teachers should use. It is in this sense that this <

research hopes to muke a contribution to the ongoing debate.

L\
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3

INFORMAL SETTLEMENT UNIT

Pilan of D:ssons
1. Sipho Comes to Town
2 Soul City Video
3 Informal Scttlement in the Third World
4. Newspaper Article Analysis and Role Play

s. Action on informal settlenment




Lessen 1
Sinizo Conies to Town
References:

Archdiocese of Sac Paulo, "Tke Journey of a People Undated manuscript of slide show (Johannesburg, The
Grail)
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Slide show 'Joe comes to town'

What problems did Joe come across when he came to fown?

What could have been exciting for Joe?

Sipho comies to Town

\)Sxpho has R50 in his pocket when he arrives in the big city. Sipho has a grade 8 education. He doesnt

know anyone in the city. Pretend that you are Sipho.

What would you do?

Rank the above iterns starting with the most important.

Describe your experience of your first item,

(el

P
S
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2.5

2.6

Descritx How you felt about your answer to question 2.3

————

One week later someone came to interview yon about being in the city. Give your response below,

Explain what you spent your money ot

Role Play

The teacher invites different people in the class to build up a story around Sipho's initial actions in the
big city. Using the blackboard the teacher draws a timeline indicating Sipho's actions as suggested by
different students, A new person picks up the story after the Iast input,
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2.1

Sipho Comes to Town
Slide show ‘Jose comes to Town’

What problems did Jose come across when he came to Zown?
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Sipho has R50 in his pocket when he arrives in the big
city. Siphe has a gtandard 6 education. He does’nt know
anyone in the sily. Pretend that you are Sipho.
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2.4 Describe how you felt about your answer to question 3.

Loelt i Fhp _L;erp A N o (=X Au,-w_,—q Ce~el
</ — ~J
, [ dCC’ oy | T)LH{ el ls 6# beedl - «-\z/ el
_rﬁrm—. 717:',_/)3 T necsde, P A u,s il O jeng
| " NG

[ ~
feuned o c‘x@f\;) . ke = Ltk /uc/c.;L

o~/ -J,('H‘ uC/..,, L"C‘f;b“ll . e fI'L-‘:‘/A +le ?X‘-w]

7

LA L I‘:L CU'C'C'\t C"'\C‘, '{ LC éL\Q H‘t‘; Y Ca E;I‘ =g .');":ﬁ:'(

D
W (‘;J\" ‘C st 13 [N & <{c ot

1

One week later someone came to interview you about heing in
the city. Give your response below.
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Role Play

The teacher invites different people in the class to build
up a story around Sipho’s initial actions in the big city.
Usipg the blackboard the teacher draws a timeline
indicating Sipho’s actions as suggested by different
gtud:nts. & new person picks up the story after the last
input.




Jae Comes to Town
(This is an adapted version of Journey of a People)

Our story is of a journey that begins a long way from here.
The people in our story come from far away
they come from all corners of South Afiica. !
They leave their lands becausa of hunger, thirst, privation,
One of these persons is Joe,
animated by the hope of a better life.
After a jong trip, he sees the big city.
Joc arrives in the heart of the metropolis.
For the first time he walks on a tarred road
and feels lost in a world of lights, billboards and signs:
Johaunesburg,
Joe asks how to a.rive at his relative's house.
He makes another trip across the ¢ity
until he arrives at the outskirts of the big city
“*He discovers the shack where his relative John lives

and is received as a brother.

The house always has room for one more.

Joe asks about life in Johannesburg. "The life here is harsh," John answers. "We have many pmblems
but we face then together,

21, Come with us tonight when we meet o see how we can help one another”.

22, At the home of a neighbour, a group of people meet.

23, They tatk about their problems.

24, Joe, surprised, asks: "but is your neighbourhood like this?" "It's a long story”, answers John.
25, ‘When we first came here there was only bush.

26, Then other migrants arrived. Today, this is the outskirts of the big city.

27, Everyone lives jumbled together in small rooms and shacks,

28, There are only dirt roads that turn to mnd when it rains

29, and to dust with the sun,

30. There was no place to throw the garbage

3L and we ofien ended up hixowing it in the wrong place.

32; Public transport was like riding squashed in a sardine can.

DO i bk bt et bk i et prd et ek \D [
SRch-isi-grignici=3-Rl s e

33. There was no piped-in water

34, and the weli water was contaminated.

35, Living this way, everyone was subject to sickness and there was no place to go to get well.

36. Sometimes, when your turn came to be seen by the doctor, it was too late.

37. Everyone here worked hard, but we always ended up with empty hands. We always seemed to end up
with more month than salary!

38. How could we get out of this mess? First we tried to spend and eat less,

39. Even so that wasn't enough. So we worked more, the whole family worked.

40, The fittlest children stayed locked up in the house,

41. without care or affection,

42, because if they stayed on the streets they could be run over,

43, Mothers suffered even more, They worked all day outside the home

4. and then they had to cook, clean and take care of their own house and children.
43, Even with all this there wasn't enough money, so we worked over-time at night,
46, We worked on weekends, on holidays, until we literally turned into machines,
47. We became more and more tired.

48, The machine did not stop tuning



Tesson 2

Soul City Video

References:
Bobby Ieany Productions. (

1996) Soul City 11 ( Johannesburg, ZSE TV)
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Lesson 3

Informal Settlement in the Third World

References:
Jones, N, and Smart, C, (1986). “Urbanisation” in Only One Earih, Beddis, R. (ed) (London, WWF)
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@ . . PODRHOUSING ANDHEALTN = WHAT ACTION IS NEEDED? =~~~

Questions and activities
1 Look at the part complgted table on this sheet. Then study the boxed words below
and write in where you think each ors snould go in the lable.

Provide enoudt witer
to each house and
drains to get rid of
waste water

Support
householas (o enlarge
their houses and

{ improve ventilation

AR

Provide wirhage
disposal services
and install drainage
pipes

Supply clean water
to all houses

S M
Skin and eve diseases
linked to dirty warer

oo i i oy

Stagnant pools and
household wastes attract
rats and insects which
can pass on diseases

f Give the poor the legal right to live on the Jand
i where they have huilt houses and supply watey ’

and sewers

! . POORHOUSINGAND HEALTH. - .~ ¢ " . -
 ‘Housing { Related Heaitl; Action needed by
Problem { Problem the government

Dirty water Many diseases including
supply diarrhoea, dysentery, typhoid,

hepatitis

Poor having
to build
houses on an
illegal site

Government does not
provide water supply and
sewers so same health
problems as those listed
above are comimorn

Over-crowding
and lack of
fresh air

Makes it easier to catch
diseases like flu, TB and
diptheria where infection is
through the throat

Nu drainage
and garbage
disposal

Lack of water

for washing

2 Sludy Photasheet A showing a range of housing in Third World countries. For each
photo, list on a piece of paper which housing problems are most likely to aceur.
3 What do you think makes a house a "real home"?

e
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. TWO WAYS TO DEAL WITH SQUATTER SETTLEMENTS .

Questions and activities )

1 Read extracts 1 and 2 on this sheet. They will give you an idea of two very different
ways governments can deal with squalter settlements.

2 Then study the list of ten phrases and wiite them in ihe correct order in the boxes
provided on this sheet. The first one nas been placsd for vou.

3 Label the two alternative routes “the conflict approacn ard “the ¢g-operation
approach”.

4 Finally read extract 3. What do the writers think are the main reasons for

governments now being less likely to bulidoze squatter settlements, List the
reasons. Do you think bulldozing squatter settiements is a solution to the Third

World housing crisis? Use extract 3 and any other informaton you have available to

help justify your answer.

Sauwce: brne !iura Y S Hamspn. 1950

Swice Sreder inkastuctug & Servces n Thag Wyrg

Gies v Jorge Harody ang Dava Sanetwade, 1936

clecred government which
repliced & military government in
1983 has shown a far more apen
attitude to squater settlements
than its predecessor, accepting
tand invasions. eliminating the
repression of illegal senlements
und stopping evictions,

A major fand invasion of
abandoned private property thok
ptace in late 1981 in Quilmes
municipality in the suburbs of
Greater Buenos Adres. By the
end of 1982, one of the new

i

settlers commented that: 8

+20.000 people, driven by g

hunger, driven by high rentat |

_ costs and unemployment

. . CDUEXTRACTY searched for abandaned land . {
: .« and that is why. taday,

The {irst squarter setements fots that had already been marked thank God. we are here. we're |

grew up in the late 1940s. At first  out in advance in an orderly street areanised. we're united.
the settlers met with heavy police  grid, Often the eve of a national the onty t‘hinqs the authorities |
repression, The police would holiday would be chosen to give OVE US WAS & police cordon
drive them off, beat them evetyone a clear day for building which frightened ou children | *
(sometimes fatily) and burn and sympathetic journalists and jeopardised our
l{:eir shacks and possessions. So wotld be in\gtcd utolng as \ progress”
the squiatters began (o organise in  witnesses to deter police violence, ' s o
Iargeqnumbers. &\ site would be ‘The initial invasion required the to’c\!z‘:::?;(ih?;:\: m:n::‘:lpaluy
surveyed, always on vacant public  creation of a vight, supporiive settlements and by !h&gﬁ ecurit b
land, of which Lima, surrounded  orgasisation, which was also forces to isolate them throu hya =
by desert, has plemy. Thenup to  needed after the gvent to prepare cordon failed. Since 1984 \a%th
100 families would get together for seif defence against possible the new hemécmcimll efcctcd
and invade the site alt ot onee, potice attacks. This democratjc government, the muniii aland |
tuening up in vans and {orries organisation persisted and natienal autilorities havg been =

loaded with straw mats and tools,  adapted itself to later needs such mote sympathetic to the
The houses wers rushed up on as the provision of services, squnneyrs‘;;)r oblems ~— although

they frave yet to formulate
explicil plans to support the
upgrading of such settlements,
Municipalities are now taking the
initiative, promating self-hetp
cooperatives, devising new ways
of regularising illegal settiements,
providing technical assistance and
lending equipment,

o URCERTRACTZ T
In Argentina, the democrarically

ey ——
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Over the Jast two decades, the
atzitude of many governments
towards the eradication of
existing shums or squatier
settlements has chinged, The fi
i this simply destroyed some af
the cheaper hotsing vptions open
s the poor begamue evident 1o
HHIL Gty goternntents,
erdicition puhicies simply
evacerbated the problet .

Certainly purt of the tenson
was the sheer size ot the problem,
By the late 1970 most of the
Third World's mutti-puliion cities
hud more than a nulion Ihing in
Hegal withements - Sdo Paglo.

Ria de iy it s, Lairo &
Bangkok inotig oot Mot
smaller eities Leen g ihind
and @ hall of et pepilation
tivan in sffegad settforttents, In

virwaily all, most new house
construction was taking place in
iflegad settfements. Tn demoeratic
sogieties, an increasing
praportion of cites” electorate
tived i wach sertfemonis, Bleved
city oficiuds who eauld vonvinee
st wertfements” popalinon that
he of she had their real mrerests
at hewrt had o very frge
vonstituepey , o,

Rasicenss build parmanent nouses

Government makes seftlement legal

Evictea squatters search ‘or a.new home
Government bullcozes the squziier setflement
Government provices waler and drainage
Evicled squatters sleep on the streets

Plans are made for an iflegal "squatter” invasion
Squatters improve their basic shefters
The ilegal invasion takes place

Squatters construct basic shalters

Plans are made
for an iflegal
“squatter” invasion

..... G b b e s & bty -l

.. o
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Lesson 4
| Newspaper Article Analysis and Role Play

References:
Cox, A. (1996). Squatter Invasion of City Parks Growing Daily, The Star, 22 May, 1996

f
Cox, A (1996) Sheriff to Carry on Alex Squatter Evictions Today, The Star, 5 Augué/t, 1996

" Lund, T. (1996). Squatters Stone 200 In Self Defence, The Star, 18 June, 1996



o

Read the newspaper articles and fill in the table below.

Newspaper

Axticle Analysis k

squatters

city council

police

me

Authors

vahics

attitudes

behaviour
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dquartter mnvasion “ess,

£ city parks growing daily
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Big police search
in %’ﬁo!a Park

The SAPS bravad the
cold yesterday to
conduct a massive
search in the East Rand
squatter camp of Phola
Park foilowing reneived
violence there this
month, Polfow szized a
substantial amount of
weaponty, ammunition
and four stolon vehicles
and arrested seven
plg, spokesman

nsp Hample de Kock

sald, ]Mc;midmsxn 10
o, includin

fﬁﬁﬁm have !osst thelr
lives in the arca in the
past month. One woman
was arpusted for the,
unlaswful possession of
fircarms, hwd men were
charged with being In
possession of siolen
vehicles, and three
illegal immigrants were
taken Into custody, One
arrest for the possession
of dagga was also made,
- Staft Reporter.

THe 2TAR

Squatters
stone 200

in defence
of shacks

Eviction squad of casual labourers are

attacked on arrival: bewildered families

mill around saying no date was given

<

By Yaoys Lunc

en hired as casual
Y/ § tabousers by a sherff to

demolish “about 800
shacks along the Golden Highe
way were stoned this morning by
llegal squatters who claimed
they'd had no waming they were
tobe evicted,

Minutes after about 200 of the
eviction squad descended from
trucks and started breaking down
shacks with {ron bars, they were
stopped by a hail of stones from
anglx’}' squatters,

Olice fired lesegas when
squatters attacked a i:ioumr de-

We have
negotiated
tie move
for months’

mo & home. One of the

squatters was arrested,

ﬁn‘;{h:;e were m lx;, w&m&n
screaming bables In the

tense and smoke-filled atmos-

phere,

, Victorta Nomonde sobbed: “1
never knew this was happenln%
My husband is at work, my chil«
dren ate at school = they will ind
mé and our house gone when
they come back. I do not even
know where we are going.

Bul Mutha Cooper was
calmer and urged Nomonde to
“pull yourself together™,

“They told us a month ag
they would mave us but did ne
name the the duy. It {s still a nast
thing to happen to a family, M-
husband works within walkiz
distance and will have to give u:
his job if we are roved to Wefle:
Farm,” she said, and shoved
plece of paper with Wellers Fam
and a number into hee fiend
hand,

The pleces of paper we:
being given out to each tamily b
council representatives as pnx
that they ware entitled to be the:
when they' got to Weilers Farm.

Squatter facob Ngubeni tx:
around the crowds trylng to f.
someone who could give him “i
formation™ about the fact that &
had paid squatter “leaders™ R4
to live in the camp. Ngubnr
wanted to know' it he would hav
to pay n?in at the next site an
whether he could move his Zoz,
hut somewhere other than Wel!
ers Farmn,

The cound] official on th
sceng, Erfe Phukwan, sad: “Th,
message of the relocation obvi
ously has not filtered down ta th
gmund. e negotiated the whel

ing with lsaders of the cam;
over the past six months. They
agreed to be moved as long th
c;:undl provided an alternativc
shte,”

- He said the evistions woull
continue over the weekend an.
hoped that b{ Mondsy alt 60
familics would be at Willer
Farm, where the council has pre
vided tents until people have n
built their homes.
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Burning issue ,,. members of the Sandton fire department try t

3 "'!}%\ ;

o extinguish a burning mattress in Alexandra yesterday, Some s

i
o

they would rather burn their shacks than have them broken down and relocated,

Sheriff to carry on Alex squatter evictions today

BY ANEA COX et
The Randburg sheriff was set to
! resume evictions of squatters on
the Far East Bank today after a
night withaut incident,

Many squatters have resigned
thetmselves ‘o the move to Diep-
sloot. Others say they cannot
move because of jobs and schools
for their children, and will have to
find fand within Alexandra or on
the banks of the Jukskei River to
ve-erect their shacks,

Yesterday, violence broke out
for the second consecutive day in
Alexandra when another 400 fam-
ilies were removed by the Rand-

i burg sheriff,

Yesterday’s removals bring the
total number of families relocated
to Diepsloat, north of Randburg,
to about 700 since Monday. There
were an estimated 1 800 shacks at
ghee camp before the removals

g?’gtexﬂay, two people were in-

jured while ttying to cut the

arbed-wire fence %ending on to
the N3 freeway in an attempt to
disrupt traffic. Another man was
shot in the head with live ammn.
nitionand and is in a serious con-
dition in hospital,

‘SAPS spokesman Sgt Mark
Reynolds said jt appeared the
man was shot as a result of a dis-
pute among the squatters because

D N

Rl U

no live ammunition had been
used by police,

During mid-moming a crowd
protesting against the relocation
was dispersed by police after
someone fired a shot at police, As
the crowd fled a man dropped a
pistol. He was arrested,

Reynolds said squatters gener-
ally co-operated with the re-
movals yesterday and many
moved w“;‘ﬂiinngl . However, there
was a element trying to
destabilise the mlocaﬁon.mg

“But for the rest, people have
assisted by demelishing their
own shacks and voluntarily mov-
ing with the trucks to their new
sitesin Diepsloot” said Reynolds.
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Lesson 5: Action on informal setflervent

Name:

1 Minister of Housing

You are the minister of housing in Gauteng. Given the background developed in the last few lessons,
how would-you deal with the housing situation in Gauteng, Put 4 small cross next to each solution. In
the same blE\g;k give reasons why you put your cross there, Share your answers with your group and
discuss the diiferences and similarities.

strongly agrec | agree neutral disagree Strongly
disagree

bulldoze

give people
money

sitc and
service

Tow cost
houses

fand invaston

2, NIMBY

Nimby stands for "not in my backyard". Everybody realises that the squatter phenomenon is here o
stay, Most people think that a place must be made for iem as long as it is "not in my backyard". So

e -




[

AN

what happens when a group of §quatters moves onto an open piece of land across the road from your
neighbourhood? Indicate your response to the following issues. Share your answers with your group

and discuss the differences and similarities,

strongly agree

agree

nentral

disagree

strongly
disagree

The crime rate will
incrense.

My property value will
decrease.

A place must be found
for them as long as it is
not in my
neighbourhood,

Pollution and disease
will increase.

This is a good
opportunity to bridge
the gap between
different communities,

3 My values and attitudes

L How have my values and attitudes changed in this unit?

2. Is there a need to do anything about the situation of squatters? If so, what?
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Name

Action on informal settlement

i. Minister of Housing

You are the minister of housing of Gauteng.

next to each solution.

you put your cross there.
group and discuss the differences and similarities.

Given the
background developed in the last few lessons. How would you
deal with the housing situation in Gauteng.

Put a cross
In the same block give reasons why

Share your answers with your

strongly | agree neutral disagree |} strongly
agree disagree
sulldoze ‘Y
beooins e
tt olpes o ’&-
ﬁu’v\ A o.}
the. preiolem
give
people Lh g1
money Dﬁct& 1 cullbares
of <icpb« o Cr
3”” T 20
site and TEcom Fe'S
service peopie £0
ptitte b
)Jﬂudmﬂmqi
\.L/! L‘J—V,‘ XV RAY V]
{’ L‘:Q\-..l Y
low cost T b com e
houses Coitle JUuRmeas
8O YA aW
ow e sy
AT
=y
acc\‘lz&?("b\lh o
land
invasion
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Evaluation Sheet on Informial Settlement

Name:

Give an evaluation of the Iessons below, Points to consider are:

= What did I learn about values and attitudes?
- What did I leam about informal settlement?
- Was the lesson enjoyable?

~ Did I clarify my own values and attitudes?
~ How could the lesson have been improved?

1. Sipho comes to Town

D2 Soul City Video

3. Informat Settlement in the Third World




KR

&

4.
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Newspaper Article Analysis and Role Play

5.

Action on Informal Settlements
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of squatters? If so, what would you like to do? |

4

/
Bvaluation Sheet

Name :

Give an evaluation of the lessons below. Points to consider are:

- What did I learn about valuves and attitudes?

- What did I learn about informal settlement and water?
- Were the lessans enjoyable?

- Did I clarify wy own values and attitudes?

- How could the lessons have been improved?

Informal Settlement Unit

1. Si ho comes to Town MW \S Qn\ui"} AT QL\CE.A‘Q = \«GmL

B 0 P A e OO S TS P <k

LN (‘,\g\f\ L4 “)\,‘ L.y \)C\\\(\’B Ve \, 16ansS WL Ly ,‘qu

1 Pnumc\ nau \’C‘\«Qi E T Y— sedu\oceng

@n ‘\ Su\mo\ T\,\\n \\qé g WU\\ b\d Lﬁu‘?— \,\u YA \Atj'kh" A:
!ao\f\ nlrse N .',\ SK\L \cng 3 0\\3\&\ R 'J‘e u’“ o \'Ju SeN

t\n()\, $(3\'\(‘) VV\’L\‘Kw

Informal Settlement in the Third World
1 \mm& k\m mc\,\ pu’&:n hag t\\u(‘ duwn
ua\u fes oo\o\ G‘*\? \:\«ICLS Somc. ”‘*Of“f‘“ 3‘-—“(\0'\'\2)/\\ T8
Gl(\'\w /fms’\\"\v\ \m\\n Aegess h LUQW u\)\,\: i
0‘%\\2.[5 &Qm{ T\'\L \ms‘g()/, waf LN ,‘o,fqta)g, On_ff}
\&, C‘\C‘(\?\Lg\ WY o Jm\u 3 w\cx i.\*b‘\:‘uﬂ!l%

C\\oos«tsv wr\gumm\ J%‘&'Hevwmjms
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Soul City Video
S

P(OO\ \Q wc\ N \"C‘.fh(j g,\:u . ;-m,- ~,m|\|u)
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4, Newspaper Article Analysis and Role Play
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5. Action on informal sex_tlements
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APPENDIX B
WATER ACCESS AND CONSERVATION UNIT

Plan of Lessons
1. Sitiug of a Reservoir

2. Water Cnnservation

3. - Water for Jabula Squatter Camp

4, Water Consumption
s, ‘Water Transfer Schemes
6, Role Play on Different Water Sector Consumers

o7 River Study at Bezuidenhout Park




Lesson 1

Siting of a Reservoir

References: /\( .
Raw, M. (1989), Teacm}\\l% of Tssues and Values in GCSE Geography" in Teaching Geography, vol, 14, (1),

pp.18:25,
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Teaching of Issues and Values

in GCSE
Geography

Michael Raw
adford Grammar School
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-
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© Local archives, Shgtﬂeld Centrat Libmry.
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Probably the most
shallenging feature of GCSE
— especially If, like me, you
have never taught the
Schools Council's geography
projects — is the teaching of
values, beliefs and attitudes,
through social, economic,
political and environmental
issues. This article looks
briefly at the nature of values
education in geography and
then concentrates on some
possible teaching
approaches towards issues,
using the water supply
industry as an example.

Figure 1. An exempie of an lssue, and it
ratstionship to values and behaviour
of an individual,

Derwant church — once part of tha village, now part of the rasstvolr,

. .-
S Tew s

STIMULUS SI1TUATION
ar {SSUE \

A minin

company seeks |

k . . \
o expand \ts quarrying \
!

of limgstone in an area
of svtstanding enviranmental |
\ value !
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Figure 2, Potentlal reservolr sites In the Upper Eld Valiey,
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Figire 3. The sffect of
Scardale and Eld Vsllesy
reservolrs on river flow,

Siting a reseyvoir

The planned location of a new fertiliser plant at the mouth of the
River Eid will increase the demand for water from the river by an
additional 30000 m?/day. The water authority has the task of
providing these extra water resources, and hes decided that this
can be achieved by building a regulating reservoir somewhere in
the upper parst of the Eld's catchment. Such a reservoir would help
to even-out the river'’s sepsonal flow: surplds rain, falling in winter,
would be stored and relsased in the summer when the flow is
lowest. The river itsslif would be used to tanusfer the water
downstream, whers it would be abstracted for use by indusuy.
Further advantages of such a scheme would be to: guarantee water
supplies during pericds of drought and reduce the risk of fiooding
in the Jower Eld Valley.

After a thorough survey of the headwaters of the Eid, the water
authority has chosen two potential sites: Scardale and Eld Valley
near Eldburn (Figure 2). The effect of each site on the river's
seasonal flow or regime, and the water resources available, are
shown as graphs in Figure 3,

Exorcise .

Study Figure 3 and answer the following questions. - .

@) When the River Eld is unregulated, what proportion of its low occurs
between (i) December and February (i) June and Augrust? Assuming that

is avenly distributed throughout the year, give two possible

reasons for this diffarence.

m) Dﬁ% ?which three month period are existing water resourcas fully
utilise

(¢) How much additional water could be supplied between June and
August by: (i) Scardala (if) Eld Valley?

{d) Which reservoir would have the biggest effect on the river's regime?
Apart from additional water resources, mention further benetits which
weuld come from this modification,

Flgure 4,



B-5

() Using the information about Scardale and Eld Valley, together with the map (Figure 2) and the graphs which show
river flow (Figure 3) construct a table like the one below, to compare the two sites. For each factor, put a tick

against the site which you feel would be preferable.

Table 3 *

Issue 1: where should the reservoir be sited?

Area of impact

Factor

Scardale Eld Valley

Environment

Damage to wildlife
Damage to landscape'’

Economic

Cheapest site
Loss of farmland
Water resources?

Recreation

Less access for walkers
Tourist potential®

River control

Better flood control
Reduced drought risk

Social

Loss of jobs/settlement
and community

' Includes the effects on Eldfoss and road construction to site.

2 If you think that larger water resources to meet long-term demand is preferable, tick Eld Valley. If you [eel that

excessive resources for which there is no immediate demand are unnecessary, then tick Scardale.

2 If you favour tourist development then tick Eld Valley. If you feel that tourism would further spoil the area, tick

Scardale,

(b) Summarise your results from your table in a paragraph, by comparing the areas of strength and weakness of each

site.

(¢) The table you have compiled provides a useful summary of the arguments for each site, but it does not give any
idea of how important each argument is. Look carafully at your table, and then arrange the five areas of impact
in order of importance. Try to explain your first choice. Why is it so important? How important is it to you?

Balore..useee
© Severn Trent Water Authority.

-

1neenes i aftern,
© Severn Trent Watar Authorlty,
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Valueg, beliefs and attitudes of persons involved in the issue of reservoir construction

Person Values Beliefs Attitudes
‘Wh'at is desired to be ‘What is thought 1o be ‘Positive and negative
true’ true’ feelings/opinions on the

issue'

Chairman of Chemco

Company nrofits axe
most important.

Reservoir must be huilt
ejther at Scardale or the
Eld Valley.

MP for Storby

Creating jobs for
}memployed is most
important,

Unemp..” fment will get
worse unless the

‘Yeservoir is built,
{{Those opposing the

reservoir are self-
interest groups c.ither
recently moved into, or
living outside the Eld
Vailey area.

-~

~n

MP for Storby

?olitical power is most
important,

?

Reservoif must be bu;“

Engineering trades
union léader

Without jobs people
worn't have the means to
enjoy the environment,

Reservoir must be bailt,

Farmers' union
representative

Protection of jobs of
members most
important,

1f the reservoir is built
farmers will lIose their
livelilvood. h

University scientist

1f Scardale is chosen a
major environmental
rasource will be lost.

Oppose the seservoir
particularly in Scardale.

Local farmer

Human neads of the
famm}g comrmunity are
most inportant,

Oppose the reservoir,
particularly in the Eld
Valley.

Represantative of the
Council for the

Enyimnmemal well-
being is most important,

The reservoir would
spoil the natural heauty

Protection of Rural of the regi
gion. ?
England The reservoir may only f
he useful in the
short-term.
Table 2

Issue 2: should there be a reservoir? The issue of jobs and environment

In the previous exercise you chose a site for the reservoir on the as:
been taken, You may have felt that there was a need to prove the case {

on the issue cf environmental well-being and jobs, by considering w

{a) Read the statemenis of people wh
benefit and some would lose out,

(b) People's attitudes or feelings about issues,
desire 16 be true, and beliefs are what they think is true.
environment above the nation's
standard of living. However,
growth above environmental well-being,
opposes the expansion of housing and indus

at the same time you may hol
Your combination of values and

o have an interest in the iss
Make a list of those who would benefit, and those

future economic growth, even t

are based on their values and beliefs, Values are what individuals
For example, you may value the well-being of the
hough this may mean no improvement in your
d the belisf that government generally places economic
beliefs could result in an attitude which
try in the countryside, the removal of hedgerows by arable farmers,

the dumping of low-level nuclear waste in the sea, and so on.

®

basic values and beliefs in relation to the issue,

With these ideas in mind, re-read the statements in Figure 8 and insert what you think are the missing values,
beliefs and attitudes in Table 2,

(i) Using all of the information that is available,
and human needs, work out your own attitude towards the issue s x

and balancing economic, snvironmental and political interests
aservoir construction. Idemify your own

sumption that the decision to build had already
or reservoir construction, This exercise focuses
hether a new reservoir needs to be built at all.

ue (Figure 8). If a reservoir were built, some would
who would lose out,

—




What they say about the resexveix

President of the Chemco Corporation in a Jetter to the Secxetary of State for the Environment. . .

“Deay Sir..... w2 would prefer to locate our new plant in the UX...... however, if our profits are to be maintained it iy
essential that the go-ahead is given to build a new reservoir either in the Eld Valley or Scardale, and that its water
be available within three years..... otherwise we shall have no alternative but to lock to the continent to expand our

operations. .

WP for Storby-on-Eld in an interview for radio.

.. we all appreciate the concern felt by residents in the Eld Valley to protect the environment, but at the end of
the day employnient has to come first, Last month's unemployment figures for Storby were the worst on record......
every day, people in my constituency tell me that they ¢annot understand how the prospect of hundreds of new jobs
could be lost for the sake of a few rare plants and creepy crawlers, let alone the odd acre or two of poor farmland......
and it's got to be said that a lot of those who oppose the reservoir most strongly are commuters who live in the Eld

Valley, but work in Storky, or who own weekend cottages in the area.”

MP for Storby-on-Eld in a letter to the Chairman of the Democratic Party.

"Dear David...... it i vital that you put pressure on the Minister to approve the new reserveir in the Uppar Eld Valley.
You know how difficult the employment situation is here and the poor showing of the party in recent local -
elections....., and Storby is not the only marginal constituency in the region, What is needed is a decision to go ahead,
and quickly.... whether it's Scardale or Eld V: "ay doesn't matter..... we have a lot to do if we are to change public
opinion before the next general election.”

Engineering trades union leader addressing a union meeting in Stoxhy.

“....we've got to get our priorities right: jobs must ¢ome first...... many of you at this meeting know only tooc well the
hardship of life on the dole... it's alright for scientists and second home-owners to talk about protecting the
countryside, but ordinary working class people round here can't even afford the bus fare, let alone a car, to get out

into the countryside and enjoy it’’

Farmera' union representative speaking to a meeting in the Eld Valley,

“.wothousands of acres of farmland are being lost to industry and housing every year in this country, and yet farming
is our most essential industry....., we can't allow the countryside to be carved up like this any longer. Of course, wea
all know that unemployment in Storby is a national disgrace and it's high time the government did something about

it...... but it's no solution to provide new jobs in Storby while farmers lose their livelihoed in the Eld Valley:

University scie.itist in an article in the local newspaper,

“.wthe plants and insects at Scardale are of enormous scientific significance...... This is an exceptional sits, of nationa!
importance, which a recent independent study recommended should be protected at all costs, If Scardale cannot
be protected, then no site in the country will be safe from big business and government interests, We must remember
that we have a duty to protect the environment for future generations, and that although unemployment wili not last

forever, once Scardale has been flooded, its unique plants and.insecis are destroyed for all time.”

YLocal farmer at a meeting in the village hall

" don't want to sell my farm to the Water Authority so that they can f100d it.... I just want to be left alone to get
on with my life...... my family have farmed this land for six generations...... those politicians and bureaucrats in Storby
don't know what it means to us, and if they do they don't care..... there are seven farms that would be destroyed by
the reservoir and our community would never be the same.’

Representative for the Council for the Protection of Rural England, at the same meeting.

“\...any reservoir would completely spoil the beauty of the valleys. Like other reservoirs in this region, the reservoir
wotild become a tourist attraction, with day trippers and tourists congesting the narrow roads with their cars; and
picnic sites and water sports on the reserveir would destroy the peace and tranquility. And if past experience is
anything to go by, in ¢ few years Chemeco will probably close their factory and transfer their operations elsewhere,
where profits are better, Then unemployment in Storby will be as high as it is now, and the Upper Eld Valley will have
been despoiled for no purpose.

Figure 8,



Lesson2
Water Conservation
References:
Clacherty, A. (1996a). 2020 Vision of Water in South Afvica (Depariment of Water Aiﬁlrs and Forestry.

Pretoria)
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Clacherty, A. (1996). Enough Clean Water for Us All, Paster (Pretoria, South Africar Water Information
Centre)




1. ‘What is a wetland?

2. Explain why the man with tie RDP T-shirt is removing vegetation !
~
3, Describe the problems with South African dams.
’ 4. s  How should dams be built? '
5. Contrast the water management between the two cities
6. What problem is illustrated in the large circle?
I
7. Why does this problem exist?
8, How is the Department of Water Affairs and Forestry planning to overcome this problem?
9. What suggestions could you give your parents in order ‘o improve your garden at home with respzct to

water usage?




10, Describe the problems with farming and water usage.

11, List the pollution problems illustrated in the poster and suggest solutions to these piablems.
Problems Solutions

12, ‘What purpose does an estuary serve?

13. Give two examples of estuaries in South Africa,

14, What was your household's water consumption last month?

{Check your water bill)




15, Drawa p}‘an of your house below. Indicate where water comes into your house and where it is used in
your house. ‘

16, Will the current rain overcome the water problem in the long-term? Explain.




watdlr (e ervaho

L — .
{ W koA 13 a wet fond ? Gt st Wb [0 om blews by (:"L 2ok 3‘WLV\
an ﬁm e el T-sShirt 4 }-&nwumj
w

A %3

E.f.pfa.m ‘«6 i
chc' ov1s 1D ECLAD, N C&.L\.«’L '«Aau'\t, Lol wy G osaueds oo Sa.

Chie i wdl ine ‘.i-‘:'.\(‘_i:n\)\v{ en ™ g veAX e dng peal”
N N ~

3 Describe he Pmlo/cmx ol Sowih  Afneen  dlawms,
Coimnn am S whollens e : soeids S Qs {
Loty aine Al e walers Pae SIWCNE odatbine oo Lee

4 How 5LowTJI Olaw~s be gu.fbf ? w ‘\;E{\Ls,b,s O ST g N
RS ST St onll Crels oo\ we 0 oadiadll

< (ot redt e waler Mrz,m.«ae.mw between e  hoo cubes
Y ORY) me\biien  sesndotien e . ccake :&;q?&‘ﬁ{'. A

oy
¢

J .
Tl o f‘iji:)w e B H.li}c\\\)\.

. /‘\L

L. kohat ch,lw 15 pllesbiaded W e large eerele 7

aalie fbu.?.(\L JQ o dhe e v ek \c-‘yim.d e leveve
Why  dloey Fhis lemm  eaesl 7
bheciads Y e wJ\,@ L = ettt enk
§. e e e dgacinet of wads Affers o
mev‘v /J)atmmy o overcome.  thia PX ? Mose: (Bano
Loyl oed S0 5 aore r\?u:wb i

9. Wwhatl  Suwggeohons  could s Jwe. Your /ouuu‘.r m ouder
o m /»w{ /ou,r (juo/ en el home wubh 4&]&&/ P
W ader Wy e U, " eu EW\? canh




w——

” e 4 . awd  watér usepr
0. Descrbe e f"d’lw Wit 'fwmaj

e O R - 2y codtr  assel . 3 i ostreddiN

TR LY RS V3 wENC 3 by Mt u’:—rl,t ul \\.4‘&45:\..\ .

W, kst the Fallwlw;

nd chﬁ?uﬁ" Solufions b these /WZ%A'

L 'P"mlalt’.ms ) bbb ng

7
2. ohat Fw:po'se. does amn €d'w Jeswe.

13, j/v'e hoe eowwfleJ (7 e hares " S 4.

).,  What was your he s eboldr  water CMmdusnp hirr

legt  month 7 {CL\CL({ ~four wader bull > kl.
. drw  a plan our house.  bedew . Twdicak
whe  wader  comeds  nh your hotwe aved where o} 8 used
tw Yeur house .
” . oA pHldlem
S Wy )| ke twrrent  man ouerume e w f

A Ne. {mo—kmi E’#—leis ~

protélams g hated i [l /en/?‘«




@ o ) SR “
o ._: 1 Vvt ‘ ; - \v‘\& "

N PR g, %\V/P §

Depurtment of Water Vg e S
v trone”

Affairs and Forestry

si_,\i .

(a3 ‘f;
T ey Chy
YRR TERY <]

Nedill;

A

tion with Crag t of Education, Schools Watss Awoienass Compaipn, Een Link, Detto Environmenial Cenlre,
ndant Exominat'ons Booed, | ¥ Schools Councll, Durbon Watet & Waste, Mada In Ecucation

In e
\,yj UMGENI @nk.m;w @ @

RAND WATER Dowiingd WWE R 3 et N




LR ST {

- Using the poster to introduce Water Week

You can use the poster to introduce Water Week in your classroom.
The poster is designed so you can use it as an interactive learning resource.
Here are some activities you can use:

® Divide the class into groups. Put the
poster on the wall and let the students
look at the poster one group at a time.

o Ask them to tace the course of the two
rivers and tajk about what they can see. ‘ ; o
Use the background information on sl o Sk TR 4
pages 2 and 3 of this booklet to answer ”‘v'f’*»; ;%& g ‘ E : gé.
their questions. ' =

® Write one sentence labels based on the
background information on pages 2
and 3 on small cards. Let the group
find the correct picture for each label
and then stick it in place. i

‘cul-

® Letthe studems ﬁnd as
examples of bad management
of the mtchment as they can.
Then as many examples of
good managemient as they can.
The information on pages 2

and 3 will halp your s'mdcms.

EYP. VAR .
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¢ Back cove %krresources for ¢
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person in the group 1denuﬁw
example of bad water

Ié& hand side of the | poster. ;. “ 2




The Kational Water Goﬁsemﬁbn
Campaign
"Make every drop count”

Water Week in 1996 is from 17 March to 22 March, Friday 22 March is World
Water Day. Across most of the world on this day, people will be celebrating Water
Day. This bookiet has been written to help teachers use the National Water
Conservation Campaign poster during Water Week. ‘The booklet also has
many other activities for Water Week. Inside the back cover you will find

information about a competition that your school can enter.

The Nadonal Water Conservation Campaign poster shows two rivers and their
catchments. A catchment is all the land drained by one river. A river catchment
includes all the land on both sides of the river from its source

to the place where the river reaches the sea.

The river on the left of the poster shows good catchment management. The river
on the right is badly managed, so before long there is too little water

flowing in it. The river is also polluted.

The aim of the poster is to help students to see that the water they use is part
of the system; it comes from somewhere and goes somewhere. It also
aims to encourage them to think and talk about how we should be
managing our part of the water systemn so that there will be

enough water for us all in the future.




Enough clean water for us all?

Background information on the poster.

South Africa is rich in natural resources like gold, diamonds and coal, fertile soils, natural beauty
and sunshine, animals and birds. But it is important to know that one vital natural resource, water,

is scarce. Our average rainfall is less than 500mm a year (the world average is 830mm a y.

ear).

Wectlands and Springs:

Find the source of the well
managed river on the poster. One
@ thing we need to do to protect
our water is to protect our rivers
Bl and the places where rivers start.
Many of our rivers start in

spongy, wetland areas that are
8 often n higher areas. We need to
protect these places. We need to
make sure they stay clean and do
{ not dry up. A healthy river will
“J also have wadaids further down

1 the river. These keep the river
water clean,

Water Begonrces:

vater flowing and the

- ) ﬂ"-v‘!t‘k - VM
Removing alien vegelation:

Look on the poster for the people removing alien vegetation near the source of
the well managed river. Vegetation like wattle trees uses too much water so that
not enough is left for the river. The Department of Water Affairs and Forestry
has a project funded by the RDP to remove these plants from rivers and river
sources.

Dams:
About half of South Africa’s annual rainfall is stored in dams. Dams can affect
the environment in both negative and positive ways. Dams can help to reduce
flood damage and make sure water flows all year round, But our landscape is not
suited to dams. There are few deep valleys and gorges, so most dams are shallow ¢, 1l
with a large surface area. This, together with the hot, dry climate, means that water iy
evaporates easily from dams. Look on the poster for a dam where a lot of evaporation could occur.
Look for the dam with lots of water hyacinth growing on it. Water hyacinth is a weed that uses a
lot of water. When water hyacinth dies it rots and uses up oxygen in the water and many other
. living things in the water also die. ,

wetlands didt help -

plangs -
nd . "

Roy i e
&\IW | Water wise citieat
SRR You will see two large cities on the

poster. Look for the city that manages \:
water wisely, A city with lots of open
green spaces and trees allows falling rain
to soak into the soil and not run off too
quickly. In the houses there is plumbing that
\ works properly and the taps do not leak. A well
a planned city has a safe sewage system where
@ human waste is treated and only clean water is
*/ allowed back into the river. In a well managed
city there are strict laws about pollution from

factories and homes,



Iy

access to clean, safe water. The Department of Water Affairs
and Forestry plans to make sure that everyone can get at least
25 litres of clean water per person within 200 metres of their
homes within the next 5 years. : -

Waler wize gardening and farmings
Gardeners in the well managed city have pkmts that do not
use 2 Jot of water. Indigenous plants that come from that
area are best. Fallen leaves and grass are allowed to stay on
the soil to cover it and prevent evaporation. The gardeners
water their gardens only in the evening or early morning
and not when it is windy, to prevent evaporation. o

g Farmers can also save water. Overhead and flood irrigation waste water bemuse
they allow a lot of evaporation. On the well managed river, cropsand "5
commercial forests are not planted right down to the river and a beltof
indigenous vegetation is left ﬂong stream and river banks. Can you see examples
of this on the poster? The riverine vegetation- protects the nver banks agalnst
erosion and floods. :

There are many examples of badly managed farming on the poster. Find the
windmill and small dams close to the source of the badly managed river. Windmills
should normally be used only for giving water to domestic stock and for people
living where no other water can be found. Problems can be caused by using ground B \ I
water for irrigation. Ground water should not be over-used otherwise there will not be enough for 1ater
months or years Dams may be a problem if there are too many of them and if they are not being used;”
ra because then they cause o much evaporation if they have not been planned properiy to
: *r avoid wastage. i

' d “ﬂ Water education 2
TE Water is very important in our lives, This is why the chool curnculum sﬁould

include education about water. Our children need to learn about practical s ways o
saving water and of protecting the natural systems that give us enough clean watcr‘ '

Pollution: "

Find the pollution from the factories on the poster. Pollunon ﬁom
is a problem for our rivers. But sewage (human waste poliution’ &mt is
washed into rivers is also a big problem. People can gé’t'“ iseases: like
dmrrhoea and cholera from sewage polluted watet, All'peo ié sh uld’ }mve

: .."'\'Q“'

ot Bt T

toxlem should be built away ffom rivers or et arfm§ vaexs
used as rubbish binis for chemicals, Titter, ! sewage ko
or, other pollution. But many people do thmk *,,,_! \

' ",,about rivers like dus without even reahsmg it e
" .““A “;w;:’ »-v&\»

Estaries are the meeung place between the river and the sea. They are calm
sheltered and shallow; and are very important because many fish come in from ™ KRR A
the sea to breed there or to feed. If there is bad water resource or river -3+ RgReiael
catchment mzmagement upstream, then pollution and silt from erosion can get
nto the estuary, This can kill many 7 fish and'other water creaturﬁs and affect hfe
‘in the sea, Look on the poster for a healthy éstuary ind #n etilary'in bad 5%
condition. Which one has becorne completely blocked off Erom the sea?

How has this happened?  * : [

Between 12 and 16 million people in South Africa do not have

access to proper toilets, which could be either flush toxfets o ?;% agg Pnt
2 .
ne

<3 x_ e v . w‘."'%m*v-‘
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Some activities to do during Water Week

You can photocopy these activity sheets or put them onto overhead
projector transparencies or copy them on to the chalk board

Where does yonr water cowme from?

1. If you collect water from a tap, a pump or a river, draw a map of your <8
street or village. Show on your map where the tap or pump or river or spring is.

¢ Find out how many families use the tap or pump. Look closely at the tap. Is it
lezking? What does the area around the tap look like? Do any animals drink at
the tap or pump?

® Who fetches the water in your house? How much time does it take you to
fetch the water for your house every day? 4

® Ask an old person about the rivers in your area. Have the rivers changed since
the old person was young? Is it more difficult now to get cléan water? Why? Is
the river water safe to use? Do you need to boil it before you drink it?

2. Ifyou have running water in your house, sketch a plan of your house and show:
® Where the water comes into your house.

® Where water is used in your house, for example kitchen, tmlets

T

® Your water probably comes from a dam. Find out the name of your dam and
where it is. Find out what happens to the water between the dam and your tap.
If you need help to find this out, contact your local water authonty, or your
local council or municipality office. . FESMVEH

How moch wsler do youuse? D

Keep a water diary. R
From the time when you get up tomorrow until the time you go to bed, write down ona -
chart like the one shown on this page how much water you use and what you use it for. The
" information at the bottom of this page will help you to Ymow how much water you mxght use '
for different things. Did you know that factories'and farms use a lot of water w?:oen they maks”
_ things for you. One servmq of chxcken from a battexy farm takes 1545 litres ofwatar 0 it

- to your month! The next uy will use about 200 lnrcs to glﬁ)o -
?ort. ,x:

-
»
R
Lwy
P

o you believe this? Think about washmg the cbxcken farm buildin
mﬁngeranon, ‘and more. Think about giowing the i tree.s, usin cﬁimlcals mlcs""

cleanm trans oxt. So ou use much Jnore water every da thmk Y R el
g’ . P y Ly 2 t?*{‘ix»&"&‘{wk Sy 4\‘., .'.ruux;’:;: waf rgn!,pu e Wlﬂﬁ-m ""‘,i?m%.
- , o T sl S BT at*'m- e R

50| & Time of | What Tused | How much |
1 day  llthe water for |water Iused Flushing the tollet uses about 9 iitres of
N N L T ;Mm o b water. A shower uses about 11 llives
R N A - 1" 1 of water per minute. A bath uses about
90 litres of water, These figures are afl |
estimates. Can you think of a way of
working out more exactly how
Bl much water you use? This may
am* heip you....A 2 litre plastic cold-drink

“.At d Fth d &“‘(“""\‘:\*}‘x&l
e 5@1&&.& o day e bottle holds 2 litres of water.

.
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How much waler for the fubnze?

Families who live in houses with taps can use a lot of water!

® Many average suburban households with only four people can use about 3200
litves of water in a day. But as we move into the future, we all need to protect
our water resources. If we do not do this, by the year 2020 many of us might

not be able to get enough clean water easily.

¢ Imagine you have moved forward in time to the year 2020. Water resources
have not been protected and there is also a bad drought. You are restricted to
only 25 litres of water every day. On Water Day, Friday 22 March, you must

try and use only 25 litres (about two buckets) from the time you wake up until

the time you go to sleep. Can you do it?

There are farailies living ,
in houses like this who vy
have been metered
to use as much as an
average of 7000 litres
of water per day.

ISy ¥ )
P A AN

] you ase, who lozes? - /hr, A family living in a house
R O 2] ke this can use 600 litres
(e e £ water per d

Think about this - ° per day.

Saan

s
-~

9 litres of water can keep
four impala alive for one day.
(One toilet flush uses 9 litres)

A family living in a
house tike this can
uss 60 ltres of
waier per day.

The water from one ten

minute shower could keep
200 children alive for one day.

Half of the water supplied to
Johannesburg is used by only
16% of the homes there.

It Is possible for an adult to stay
alive and clean on only 5 litres of
wt ter per day, but we should
have a minimum of 25 litres.

“ B I T
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Some ideas for teaching about water

It is possible to include water conservation activities in every school subject. .
Here are some ideas that you can try.

Langnage Lessons

Ask students to write poems
about water and what it means to
them. Here is an example of a
shape poem.

Pula,
pu|m‘s|r\aneng
R
tla
na
na
na
|eng?
Litle
rainy raindrop
when
will you
d"op
d rop
drop?

This rain drop poem comes from a book called
Sechuana Proverbs by Sol Plaatje.

Let your students try shape poems
about a river, a pool, a tap, a
waterfall, a bucket, rain, a pond or
a dam. They can use any South
African language.

Drama

Imagine that you are walking down one of the
rivers on the National Water Conservation
Campaign poster. Make up a play about your
journey.

Art

Draw or paint a picture of your journey down one
of the rivers on the poster.

Physical Science

Let your students become water scientists for the day.
You can put scientific tools into the hands of children
in the form of a simple and inexpensive water test
kit. The kit is available from the resource contacts
mentoned on the back cover of this booklet.

With this kit your students can test the water in a
river near your school. They will be able to find out
for themselves if the river is polluted.

Health

If you live in an area where your students may
drink unsafe water you should teach them about
the rehydration drink that they should give to a

.| child with diarrhoea. They can make posters and

| cards with the recipe of the mixture on them and
run their own small community health programme
by displaying these in public places.

.

vz N L wem A v: A
e E E TR & MR SR % (N RS
< feidiad

.| Mix together:

" one litre of clean water, 2 big tablespoons of sugar and a quarter teaspoon of salt. e,

)
Str well until the sugar and
salt is dissolved .

in the water.

2 + 0
ﬂ,

Yaun{; children with diarrhoea
should be given a teaspoon of
this mixture every half an hour,

;6:.

o —————— s Wa o ye——— .
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Hislory - Geegraphy

Organise a river oral history project. The If your school has piped water let the students do a
students can ask old people how they got mapping exercise in which they draw_a sketch map of
water in the past and also what the river was their school showing where the water comes from,
lik : long ago and if it has changed. They can where it comes into the school and where it is used.
then present their information in two Let them find the water meter and mark this on their
pictures or two stories tided “Then” and map. They can also mark where water is stored e.g.

geysers and where rain water and waste

“Now”, or they could make a display
water run. If your school does not

ar a book about the history of the s

local river. They can also ask S e have piped water the stadents can
old people to tell them i '\'\.‘h\\'l i R T draw a map to show the way to
interesting stories about (e~ iR ".h, the place where your water
the river. ; \\D\  comes from.
N 1Y/ WA .
- {- l“ '“l Y
!‘ o “~
i \ : X
)‘ ; \] ’ ‘ll\
Bl BN I
“ ST }
: Vamdh e J
. 44 12¢ . »
Bloledy & = ~ Mathematios SR
Visit a river near your ¥ \ ; Collect. and measure how
school and find out how ; & .. much water drips out of a
polluted it is by looking at the 2 »  dripping tap in five hours. Work
water life there. The variety of — + s =, + out how much water will be lost in a %
water animals decreases as the level of S - whole day or a week. Do a survey of the taps

pollution increases. So you can see how inyour school. Which ones are dripping? Work out !
polluted your water is by counting the "how much water is being wasted in a day fromvall of
number of different animals you find. the dnppmg taps myour schooL Get the taps ﬁxed

A .water quality slide like the one shown
here is available from Share-Net. The slide
has information that will help you to identify
the vrater quahty levels in the river you are

'-studymg You can’get fielp with this activity 3

© from many of rhe resource people hsted on
the back cover“of d'us booklet. R

High
|pathbon
Senous

&“ ﬂg/’/ _ ‘ idpoliubon
S GEN
Pt %"] A N

waer {7
Soma ~
{pollution .
{Modarals
pollution

!

;

N

. a . - s T e s et i i <

—————g—————— =) n
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ENOUGH
CLEAN WATER
FOR US ALL?

AT THE END OF WATER
WEEK ORGANISE
A CELEBRATION
FOR WATER DAY
FRIDAY 22 MARCH 1996

Use your Water Week activities to encourage your

, &:\ b students to draw or paint pictures, act out plays, write
VAL D) stoties, poems, songs or chants ahout water.
'R \‘\"‘“" =" Invite people in your community to celebrate Whater
Nt w&‘ Diay with you. Let your students present
] o N\ their ; lays, songs or stories at a school
Y T function or to your visitoss.
.
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Gompetition

Your school can enter the National Water Week Competition and win a prize worth R5000-00.

This is what you must do:

e Choose the 10 best pieces of work done in your school for Water Week. You can send stories,
poems, paintings, songs, plays, as well as science projects, environmental projects, maths activi~
tes, history projects, essays, geography projects and other curriculum materials you might have
used or developed

«  Write a description or renort of what your school did for Water Week, Keep it simple and send in
no more than 3 typed pages,

«  Your competition entry must reach the address given below before the end of May 1996.

If you need assistance, please contact one of the resource people listed.
Professor Kader Asmal, Minister of Water Affairs and Forestey says: “I am very excited about the ‘070

Visian of Water in Soneh Afiica - it gives me a wanderﬁtl opportuaity to bear fromt schools t/mmgbont the
country nbout their commitment to watey conservation as an integrated pavt of theiy lives,”

Send your school’s competition entry to:

2020 VISION OF WATER IN SOUTH AFRICA

YOUTH PROJECT

c/o Catherine Wilson

National Water Conservation Campaign.

Private Bag X9052, Cape Town, 8000 South Africa.

Do not forget to include your school’s address and telephone number with your entry.
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Lesson 3
‘Water for Jabula Squatter Carap

Reierences:

B-25

ANC. (1994). The Reconsruction and Development Programme — A Policy Framework (Johannesburg,

Umanyano Publications)
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Councillor of Jabula Squatter Camp

You have been elected as the focal councilior of Jabula Squatter Carap. The residents are complammg
about the Jack of clean water. Draw up a plan for your next council meeting by answering the
following questions: .

Locate 7 taps in the squatter camp. The Department of Water Affairs says that people should not have
to travel further than 200m to fetch water,

Calculate the daily amount of water for your area, The Department of Water Affairs says that
everyone is entitled to 251 of clean water daily. Assume an average of 4 people per shack.

Residents from the nearby suburbs have made complaints to you that the squattex are freely helping .
thesinselves to water from their garden taps, What are you going to do?

When it rains, sewerage from fields around the squatter camp finds its why into the nearby river.
What do you propose to do?
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B.  Reconsiruction and BDevelopment Programme o Water and Sanitation
To acquaint yourself with the general water situation in S.A., read the RDP (section on water and sanitation)

5. How is rainfall distributed in S.A.?

" 6. Describe water access to people living in raral areas. -
)
7. List the 3 main goals of water management. ‘ !
8, How many people do not have access to a) clean drinking water and b) adequate sanitation.
a)
b) ‘
9. If all squatter camps in S.A. are to receive adequate water where do you propose that this water comes

from?
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Lesson 4
Water Consumption
f References:
‘ Cloete, D. (1992)."Know Your Environment — Water” in New Ground, No, 7, Autumn 1998 (Johannesburg,
EDA)
Johnson, S, (1995); Water and Sanitation EnviroTeach. vol. 3 (1), (Johannesburg, The Communications Gi'oup)
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Some figures

1701 per day per person all over South Africa
Whites: 140 cubic metres per capita consumption per year
7x more than blacks
4 x more than Coloureds and Asians

_ Per Capita Consumption
. Ciskei 9
. Eastern Cape Townships 191
., PortElizabeth  Townships 801
+ Average White Suburbs 200-3501
' WHO standard 501

\ (World Health Organisation)

W
Y
4

Source : Going Green

5

!
Water anil economic growth

A

* 59‘% of 8.A.'s GDP comes from Gauteng.
*o 42% of urban population in Gauteng,
* Vaal,catchment area provides only 8% of mean annual run-off.
* 50% bf mean annual mn-off is already captured in dams.
* one dam per arnum lost to siltation,
. ‘Water consumption

- ‘ Daily Monthly
Hem Houschold You | Househeld You
Drinking J
Personal Cleaning 1
Toilet , i
Dishwashing
Clothes washing
Garden
‘Washing car/bike
Swimming peol
Other
Total

=

Fill your water bill in bere. Does it correlate with your estimate?
L Draw a pie chart of your daily household consumption.
2. Draw a bar graph comparing the monthly household consumption totals for your group of four,

3. In your group, explain any differences you find.
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Where is South Africa’s Wafér?

. e physical geography and climate of a
SA River Systems -ri‘ough; large?y g:atng'mine where water is

available, Most of South Africa lies on a cen-
tral plateau which is bounded by an escarp-
ment, with a narrow strip of land leading
down tawards the sea, The highest rainfall is
recorded on the eastern side of the country,
and flows along short rivers into the sea. (See
maps) With the exceptions of the Southern
Cape Coastal Belt, it becomes progressively
drier the further west one goes, with Nama-
qualand recording an average of iess than 200
mm of rain per annum,

Historically people have settled close to

water supplies. But from the time of the dis-
covery of gold in 1896 this pattern changed in
South Africa. The Witwatersrand, 60 kms
from the nearest large river, the Vaal, hecame
the major industrial and population centre.
More recently the Vaal Triangle on the Vaal
River har become the centre for heavy indus-
trial development.

But the Vaal River is smalil, compared to
the major rivers of the world, and the 2 445
million cubic metres of water flowing down
the river every year will be too litile for the
PWYV region by about 2010, Projects to bring
water from the other side of the Drakensberg
will only buy another 30 years of growth.

Already the Vaal frequently dries up before it
reaches the Ornngem}(iver and is highly pol-
luted downstream of the Vaal Triangle.
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WATER TAGLE

The Water Cycle

Il water circulates continuou

watertight, no water ever leav.
Most clouds are formed by the su
also evaporates from lakes, dams ¢
it to the air through their leaves,
deposit their water as rain, hail or -
either soaks into the ground to be
barehole, spring or well, or it runs

Water for Agriculture

South Africa is a_dry country, many areas do not receive

enough rainfall for successful agriculture, This is particu-
larly important whereimported crops suchas maizeand exotic
animals like cattle are farmed. )

The 1970 Commission of Enquiry into Water Matiers
found that the country has too little water to use pll potentially
irrigable larid, and only projects which make the best use of
irrigation water should be encouraged. For the rest, atiention
must go to increased dryland cropping and use of drought
resistant crops,

Irrigation has a negative side, It is a major user of scarce
water and is often wasteful.Fertilisers and pesticides can mix
with inigation water, poisoning groundwater, Poor irrigation
gmcﬁces can destroy valuable land, concentrating slats in

elds until ne more crops can grow. Worldwide it is estimated
that over 60 million hectares of land have been damaged by
poor immigation methods,

While agriculture i3 absolutely vital for our continued
survival, indsutry can produce greater profits.It is likely that
as waler resources become more stretched, agriculture will
start to lose out, taking food from people’s mouths.

Women and Water
ln rural areas and informal settlements, women often spend sev
hoursa day collecting water from a shared stream, ;ump orstandp
This activity removes them from the activities and social life of c.
munities, maintaining their low status in their communities, R
women have therefore been the driving force in many community w
Klmiccts. Dr Aminata Troare, coordinator of a large UNDP (Un:
ation= Development Programme) project in Africa sums up the p
tion of women with rezard to water:
"Women need water, food and firewood and they have to find t
resources in ecosystems that are already depleted. Women shoule
given responsibility for managing these resources.”

Mining as a Water User

The mining industry is a major sector of South Africa’s econ-

omy and a major water user and polluter, Mining, milling
and refining processes use large quantities of water. Often,
large reserves of groundwater have tu be pumped out to allow
mining to take place.

Driven by cconomic imperatives and the limited water
supply in many miningareas the industry has developed ways
to conserve and recycle water.

Mine wastes are often highly toxic and mining operations
have been implicated inh a number of water pollution cases,
Examples are the killing of rivers and a dam with arsenic from
an exploration ‘project near Barberton,’ and acidification of
rivers in the Witbank area by local mines (see NG nod)? There
is also concern that urklerground operations could affect the

alw of groundwater, This is of special toncern in parts of
3:3 itwatersiand, where the mines punch through the do-
lomite which holds millions of cubic metres of water, - © ™+

Water and Nature Conservation

A:‘und 15% of the country’s water is needed for nature consetvat
d ecological purposes. This is the water used by game roser
and in fakes and estuaries which support valuable ecosystems.

Nature conservation, often seen as a luxury, is emerging as
supg::rt base for a growing tourist industry, As this industry grow
the future its demand for water will increase. -

While water used for the maintenance of ecosystems is a const
amount, itcannot beundervalued, These ecosystems are partofthe v
which supports the coum-r(s ecology. In particular, the role 'wetla:
&l-ny as natural filters cleaning polluted water is only now beginning

e appreciated. (see story on artificial wetlands) )

Water and Forestry
great tree plantations, sometimes referred to as the wood mine
South Africa are major water users. Forests trap water before it
reach rivers. Theartificial forests of the Eastern Transvaal have redu
the flow of many of the rivers which feed the Lowveld. Planling gr:
lands with forests can reduce the flow of water downstream by ab
one fifth. Forests also draw water from the ground, lowering the wa
table and disturbing the hydrology of areas. .
Many of the areas which have been afforested {planted with tre
are natural grasslands, and the afforestation has aftected not only
water, but also the local ecolagy, Most of the planted forests are ext
mﬂnd'cumlypm trees thatdo not grow naturally insouthern Afri
1 plants;-animals.and insects cannot live in these fotests . wh
therefore represent a loss of habitat for local species.

S e m——— . -
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d cycle — the water cycle. The cycle is
* water enters,
‘he sea, causing water to evaporate. Water
ats take water from the ground and release
transpiration. The clouds drift until they
nostly over the sea, Water falling over land
undwater, which comus to the surface ina
id flows to the sea completing the cycle.

Vater for Power
wal-fired electricity power statlons use vast
|uantities of water. Steam drives the tur-
and water is needed for cooling. Recently
oped dry-cooled power stations use far less
, but are loss efficient. Increased costs in
consumption and air pollution must be
ed against the water savings. Many see
.y, especially cheap energy, as the key to
opment, but the limits set by the water sup-
wist be recognised.
{ydro-electric power doss not use any
* merely the energy from falling water.
tare limils to hydro-power ina dry country
‘outh Africa, but some energy researchers
se the country’s hydro-power resources are
1sly underdeveloped. In addition there are
aber of proposals to co-operate on regional
»schemes such as the one planned on the
River.
lydro-power has problems. Most schemes
nhugedams which flood largeareas of land
wing people, flouding habitats, disrupting
courses, and causing erosion. Many of
Africa’s large dams are rapidly filling with
sing their usefulnessas anenergy resource.
“ticle on Lesotho Highlands Water Project)
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Wh.: Jses South Africa’s Water

BXPRCTED USSR

Develop.. ant in South Africa can only
continueif water is conserved and pro-
tected. At the present rate of population
and industrial growth, demand for water
will overtake supply by about 2030. To
prevent this, water use must become more
fficient, more water must be vecycied and
we must learn to accept that growth cannot
continue for ever, We must learn to live
within the limits nature places on us, and
accept that wellbeing is not only deter-
mined by how much we consume.
‘The dernands of forestry and ecol
on the total water supply are called indi-

Desend tslliles cu. ® por aaenal,
R b 4 & w ® o o o 3

rect demands, The ecological demand is

the amount of water needed to maintain
lake and ostuary systems and the wetlands
which are vital habitats, Large commercial
tree plantations draw on rivers and
groundwater, and pass it through the trees
to the atmosphere, depleting the supplies
of water for downstream users.
Direct users
The other sectors are divect water users,
drawing water from rivers, dams and the
ground and using it before passing whatis
left back into the water system, often de-
pleted and polluted.

Asthese sectors grow, they place more

WATRR rrion
Hizes par hned por day

and more demand on the total water sup-
ply, a limited although renewable re-

source. Development often brings
pollution with it. In many developing
countries, the perceived need to indus-
trialise has forced governments to relax
controls on water pollution, making much
of the water unfit for most uses.

Projecting these figures into the future
is not an easy task., We must not only pre-
dict the gowth rate in the various sectors,
but alsoiiook at other factors, like the de-
cline in mining, the impact on water re-
sources of greater pollution and
degradation of quality by re-use of water,
Soms uses of water preclude others. For
example, development inthe southern part
of the PWV region has left water so pol-
luted that tobacco, once a valuable local
crop, can no longer survive at Parys.

User Demand

The major users of water in South Africaare, in«
of the number of million cubic metres usec
annum: (1 cubic metre = & %) x 20 1 buckets)

Irrigation . 9695
Ecological uses 2767
Municipal/ Domestic 1516
Industria 148
Forestry 1427
Mining S11
Power Generation 444
Stock Watering 288
Nature Conservation 182

(Figures from Department of Water Affairs

mates for 1990, in Management of the Water Resov
aj; ts‘hf) Republic of South Africa, Dept. of Water Aff.
1

The houses, gardens and factories of the cities
all use water, often very inefficiently, Some
townships lose up to 30% of their water
through leaky pipes.

There is a vast difference in water used in
wealthy and poor househoids. (See graphic)

As more peorlc become: uxbanised},’ ciies
and factories will demand more water, The
run-off from thecities and their treated sewage
passes back into the rivers, adding to the pol-

Domestic and Municipal Water Use

lution load. In many cities, Johannest:
being a prime example, the return flow en
the rive” downstream of the intake point,

luting du'wnstream areas. As a result, w
Johannesburg's water generally stays wit
South African standards (lower than thas.
many developed countries and in some
stances lower than the World Health Owg:
sation’s standards), the water feed.
downstream towns is often seriously pollu:

Solutions

l\v/!anagement of South Africa’s scarce water resources presents
1V Ldifficult problems which don’thave casy answers, But there are
a number of areas to be emphasised.

® An adequate supply of good quality water is a basic human right
which must be recognised. Present and future governments must
make a decent and adequate water suppl&' a Friority.

® Water isa limited resource and is quite likely the ultimate limiting
factor to economic and population growth in South Africa. Existing
water supplies must be conserved and protected, Further recycling
and water saving measures must be promoted, . .
® Water resources must be protected from pollution. Pollution has
a serious impact on water quality for downstream users, as industry

expands, this siteation is likely to worsen. Clean production te
niques which minimise pollution must be encouraged.
© Water management, as with all natural resources, must
holistic, recognising water as part of the total environment. [
example, it is pointless to minimise water pollution by incinerati.
waste and creating a patentially disastrous air pollution problem
ience throughout the world has shown that industry at
government only take meaningful actien to preserve the envire
ment when the people of the country are watchful and concerne
All of us need o take action both in our own lives and thelife of o
country to ensure that there is clean water for all.

ant — Autumn 1992
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| #< Balloon talk

On the following page is a pictﬁre of a river catchment.

- Photocopy one for each child and ask the children ¢a £ill in the
balloons. Some of the halloons are ‘talking’ balloons, and others
are ‘thinking* halloons. You could provide pupils with a liat of |
ten new words leamnt in the study of water, and specify that
they must use thess words when filliag in the-balloonis.

e

V|
S

0

é . " This acuwoity is useful in the following wnys: ' N . ' % b
. ‘O I 'Balloon telk’ is done after the section on river cabchmeqts itisa fun wayof .
. consolidating what the pup;l., have already leamt R v . S .
® It can} yused té support the development of language skills, The pupxls will fill in t.he -\()'. -
, halloons in direct speech. Once this exercise is complate the pupils could change. Y ; A
- their writing mto indi:ect speech e .. Ty ﬁ :
@ Completing the balloons can be an exercise in creatlve wnting ot L . g
* . ) * . . i
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Lesson S

Water Transfer Schemes

‘References
RWB, The Quest for New Supplies video (Jobannesburg, RWB)

RWB. The Future video (Johannesburg, RWB)
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