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As we are in the closing stages of the year 2003 and after the successful conference in Windhoek, Namibia,
work and planning is being done to prepare the next conference. As we go from conference to conference we
note that environmental educators are getting more enthusiastic and environmental education activities are
widening in southern Africa. On the other hand there we are facing more challenges in our work, and responsive
and contextual curricula, programmes and materials are being developed. One of the next challenges for
EEASA and environmental educators worldwide is the forthcoming United Nations Decade on Education for
Sustainable Development (2005-2014). As we prepare ourselves for such an important event, it seems
important to look back at our current practice with a view to informing future responses to the environmental
crisis. In this Bulletin, we mainly look at how many people are responding and contributing to the achievement
of the recommendations in the ‘Gaborone Declaration’. We also provide some background on the United
Nations (UN) Decade on Education for Sustainable Development (ESD).
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The first article is a summary of a keynote speech presented by Professor Heila Lotz-Sisitka at the 2003
EEASA Conference. She looks critically at the ‘Gaborone Declaration’ and highlights areas of concern for
environmental education. Professor Lotz-Sisitka also presents areas for further deliberations amongst EEASA
members as a way of positioning ourselves in relation to the UN Decade on ESD. In the second article Edgar
Neluvhalani describes how the mobilisation of indigenous knowledge can support the South African Curriculum
2005 and he draws on the ‘Gaborone Declaration’ to illustrate some of his arguments. Charles Obol and
Helen Springall Bach provide an analysis of how the SADC Regional Environmental Education Programme
has been contributing to environmental education policy processes in southern Africa, particularly in relation
to meeting the recommendations of the ‘Gaborone Declaration’. The relationship between an innovative
school based programme (Eco-Schools) and the ‘Gaborone Declaration’ is the focus of the article written by
Kim Ward. She introduces the Eco-Schools programme and looks at how the Eco-Schools in South Africa
are responding to issues associated with curriculum development.
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Learning support materials is one of the main themes of the ‘Gaborone Declaration’. The Declaration identified
lack of research into the relationship between the quality, accessibility and effectiveness of learning support
materials and recommended the development materials which are flexible and adaptable to diverse and changing
contexts. Steve Murray describes how the Action magazine addresses these issues and emphasises the
importance of research in action to make the materials more relevant to the daily lives of learners. As the
‘Gaborone Declaration’ calls for a radical re-orientation of education and training in all sectors, Lou-Nita Le
Roux and John Roff present a series of innovative experiments that they have been conducted through the use
of interactive signage in botanical gardens.
To provide a better understanding to the United Nations Decade on Education for Sustainable Development
we adapted an article by Mary Joy Pigozzi from UNESCO, who provides the background to the Decade, its
aims as well as links to the World Summit on Sustainable Development and the Agenda 21. The next article
looks at how education for sustainable development can be achieved if curricula make provision of learners to
practice emotional literacy. Alistair Chadwick also uses some of the ‘Gaborone Declaration’ recommendations
as a starting point for his arguments. The last article is a book review provided by Dr Eureta Rosenberg. She
looked at a sourcebook on the Development, Adaptation and Use of Learning Support Materials produced
by the SADC Regional Environmental Education Programme. A short article on a book with a number of
environmental education case stories from Namibia is also provided.
This issue of the EEASA Bulletin also marks the end of my activity as the Bulletin Editor. It has
been an exciting learning experience to put together five issues of this Bulletin and to network
with all the writers and contributors. Elizabeth Martens and Kim Ward will ensure that EEASA
members will continue to receive their bi-annual publication.Vlady Russo & Elizabeth Martens
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EEASA NEWS
2003 EEASA Conference
The Namibian Environmental
Education Network hosted the
21st EEASA Conference in
Windhoek, Namibia from 23rd to
25th June 2003. This conference
focused on the issues related to
EE in the past and present and
as a way of discussion for the
future. Over 320 participants
from southern Africa and overseas attended the conference.
The conference was opened by
the Honourable Nahus Angula,
Minister of Higher Education,
Training and Employment
Creation. He emphasised the
need for educational processes
that respond to the needs of local
people and to the environmental
problems which the southern
Africa region is facing. He asked
for debates that focused on how
environmental educators can
contribute towards sustainable
development, particularly in
relation to the forthcoming UN
Decade on Education for
Sustainable Development (ESD).
A number of keynote speeches,
paper and poster presentations,
and workshops were organised.
These included topics such as the
role of local governments in supporting environmental projects,
the mobilisation of indigenous
knowledge as a way to support
environmental education processes as well as the contribution of
regional and national policies for
better environmental management and lifestyle choices.

A market place with a number
of exhibition stalls from southern
Africa was used as a place of
meetings and networking with a
view to extend partnerships and
acquisition of materials amongst
environmental educators in
southern Africa.

Nathi Ndlovu from Share-Net
sharing materials with conference
participants in the market place.

This conference also drew
extensively on the Gaborone
Declaration produced by over
350 environmental educators
from southern Africa, who
gathered in Gaborone,
Botswana during the 20 th
International Annual EEASA
conference. All the discussions,
intense debates and follow up
activities will inform the next
EEASA conference, which is
taking place in South Africa in
March/April 2004.

Conference participants collecting
publications from the EEASA
Administrative Secretary.

2004 EEASA Conference
The next EEASA Conference
will be held at the Treverton
Schools in KwaZulu Natal,
where EEASA was founded at
its first annual Conference in
1982. The focus of the 2004
EEASA Conference will be on
“A practical approach to a
decade of environmental
education for sustainable
development”. For more details
see page 18 of this Bulletin.
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One of the main objectives of the
conference will be the revision
of the ‘Gaborone Declaration’.
This working document was
developed as an EEASA
position paper for the World
Summit on Sustainable Development (WSSD) as well as to
provide EEASA practitioners
with practical orientations and
tools to deliberate on their
practice.
The ‘Gaborone Declaration’
will be reviewed during the 2004
Conference in order to incorporate the challenges of the UN
Decade on ESD as well as the
recommendations made during
the Namibian conference.
Members felt that there are
some areas for ongoing
deliberation amongst EEASA
members that need to be
included in the Declaration. Some
of these areas include, for
example, youth and HIV/AIDS
programmes, local government
and service delivery, and natural
resource management.

2
0
0
3

3

E E
B
u
l
l
e
t
i
n
no
25
O
c
t
o
b
e
r

\\\\\\\

EEASA Monograph
Due to a number of problems
with the EEASA Southern
African Journal of Environmental Education (SAJEE), it
has not been published since
2000. As a way of addressing
these issues the EEASA Council
decided to publish a special
Monograph in 2002. This
Monograph was developed in
partnership with the Human
Science Research Council
(HSRC) and focused on EE,
ethics and action.

· Illumination of the complex
challenges we face - practical,
political, epistemological - as
we attempt to engage in one
of the biggest social transformations of our time

EEASA is very grateful for the
efforts made by Dr Eureta Janse
van Rensburg (Managing Editor)
and Professors Johan Hattingh,
Heila Lotz-Sisitka and Rob
O’Donoghue who made this
Monograph possible as a contribution to the 2002 EEASA
Conference in Botswana and for
the WSSD. Garry Rosenberg,
from HSRC, also played an
important role in making this
Monograph a success.
This Monograph has been well
received by EEASA members
and environmental educators
and it is being used worldwide.
According to the HSRC the
EEASA Monograph is one of
their bestsellers ever. Copies can
be obtained from the EEASA office.
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Written by environmental practitioners from across the region,
the Monograph provides a
window on environmental challenges in a diversity of African
contexts. This collection of
papers provides non-specialists
and scholars alike with:
· Case studies and reviews of
progress since the 1992 Earth
Summit.
· A window on the scope of
responses to environmental
issues in Africa.
· Insight into contextual realities
in southern Africa and beyond
(contributions from Angola,
Lesotho, Malawi, South
Africa, Zambia, Zimbabwe
4
and Uganda).

EEASA Journal
Another important step to
address the issues related to the
publication of EEASA’s annual
journal and to respond to the
challenges of the UN Decade on
Education for Sustainable
Development was the need for
a re-orientation of the journal.
This re-orientation was carried
out in order to broaden the
author base of the journal as well
as to broaden the perspectives
that EEASA members would be
exposed to through the journal.
The SAJEE has therefore been
extended to the Southern
African Journal of Environmental Education, Ethics and

Action and the EEASA Council
has appointed Professor Heila
Lotz-Sisitka as the Journal
Editor.
This Journal aims to publish and
report on a wide range of
aspects relating to Environmental
Education, Ethics and Action,
through a focus on papers
reporting research and development activities. The Journal
will also provide a forum for
ongoing deliberations on the
issues discussed in the
‘Gaborone Declaration’ and
other issues pertaining to the
emerging field of environmental
education in the forthcoming
UN Decade of Education for
Sustainable Development
The 2003 edition focuses on
‘Policy in Practice’. This issue
of the journal does not seek to
oppositionalise policy and
practice by seeing them as two
different and distinct processes;
but rather to seek out the
complex realities and ambiguities
that lie within the nexus of
‘Policy in Practice’. The 2003
edition will be published early in
2004 and will be available for
EEASA members before the
2004 EEASA Conference.
The 2004 edition will focus on
‘Stories of Action in Context’
as a way of using these stories
to illuminate aspects of/perspectives on more sustainable living
practices and developments in
healthy environments (see page
26 for more details). The 2004
edition will be available to
EEASA members before the end
of 2004.
EEASA Council
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ARTICLES
EEASA, the WSSD and the United Nations Decade of
Education for Sustainable Development
Heila Lotz-Sisitka
In 2002 - ten years after the Rio
Earth Summit and 20 years after
the establishment of EEASA,
the world’s nations met in
Johannesburg, South Africa for
the World Summit on Sustainable
Development (WSSD). The
agenda focused on the achievement of sustainable development
through poverty alleviation,
economic growth and environmental management. On the
home front, African citizens are
subject to many hardships
including increased levels of HIV
/AIDS; governance problems
and human rights abuse; and
increased levels of poverty. A
year after the WSSD, the
evidence of global commitment
to sustainable development and
poverty alleviation appears to be
(economically) biased, narrow
and severely limited. With
hindsight we can now reflect on
the question posed by Wolfgang
Sachs (2002:cover) on the eve
of the WSSD:
What will be the legacy of
the Johannesburg World
Summit on Sustainable
Development? Will it be
remembered as an ‘historic’
watershed, as we now
regard the Rio Earth
Summit? Will Johannesburg
generate results that will be

worthy of celebration, or
will it be remembered as yet
another meaningless global
photo opportunity?
While the signs are not good, the
question fortunately still remains
open. Environmental educators
will, no doubt, have a significant
role to play in creating ‘results
that are worthy of celebration’
as the WSSD implementation
plan is tackled at global, national
and local levels.
The WSSD implementation plan
makes numerous references to
the need for education in achieving sustainable development. In
particular it emphasises the need
for meeting the development
goal contained in the Millenium
Declaration of achieving universal primary education by 2015;
and providing Education for All
as proposed by the Dakar
Framework for Action on
Education for All. The WSSD
implementation plan also argues
for increased support for
sustaining educational infrastructures and programmes in
developing countries including
environmental and public health
education programmes. It also
argues for improved integration
of sustainable development into
education programmes and for

a furthering of the global(ising)
project of Education for
Sustainable Development as
outlined in the work plan of the
Commission on Sustainable
Development (clauses 110-117,
WSSD 2002).
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To further emphasise the need
for an educational response to
the current ‘State of the World’,
the United Nations have approved a proposal for a UN Decade
of Education for Sustainable
Development (ESD) (20052014). This ‘Decade’ aims to
encourage countries around the
world to develop national ESD
strategies or shared action plans
that provide strategic direction
and support the efforts of all
engaged in ESD. The focus is on
raising awareness of, and
highlighting the role of education in enabling changes
towards sustainable development; emphasising a broadbased notion of life-long learning
and involving all sectors of
society in ‘activating’ society to
find paths to sustainable
development (IUCN 2003).
How will EEASA, as an actor
network take itself into the UN
Decade of Education for
Sustainable Development? How
does EEASA respond and
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contribute to the imperative of
‘enabling education for all’ and
the imperative to include a focus
on sustainability issues (socioecological issues and risks) in all
education and training policies
and programmes (as outlined in
both Agenda 21 and in the
WSSD Implementation Plan);
and how can EEASA members
participate in the forthcoming UN
Decade of ESD?
Environmental education in
southern Africa
Environmental education has
been an active contributor to
processes of sustainable
development in the region for a
considerable number of years.
EEASA was established 21
years ago, and has always had
an active membership of
practitioners who have made
numerous professional and
practical contributions to the
growing social field of EE.

The field of environmental
education is characterised by a
wide range of EE initiatives,
programmes and projects that
have emerged in southern Africa
over the past twenty or more
years. These are visible in the
numerous contributions of
EEASA members over the
years. These are taking place in
diverse contexts, and involve a
diverse range of learners. More
importantly, they are also
responding to a diversity of
socio-ecological issues in the
region (reactively and proactively). To shed some light on
these developments, a few of the
processes, issues and contexts
6 are briefly outlined in the light of

the path set for EEASA by the
Gaborone Declaration. The
Gaborone Declaration was
developed by EEASA members
at the 2002 EEASA Conference
in Gaborone, Botswana through
negotiations and deliberations on
key arenas of practice in EE.
The Declaration was developed
to provide EEASA with a
‘position paper’ to be used at
the WSSD. It was also developed in such a way that it would
provide orientation to EEASA
practitioners in the context of
their daily work and provide
them with the tools to deliberate
on practice in future. The
discussion below therefore aims
to highlight further questions
and possible areas for ongoing
deliberations within EEASA,
into the future. These perspectives and points for future
deliberations are by no means
complete, but merely open the
space for EEASA members to
continue the deliberative work
undertaken in the context of the
development of the Gaborone
Declaration in 2002.

· Formal Education
As noted earlier, a key recommendation in the WSSD
Implementation Plan is to ensure
‘Education for All’. This involves
a strong thrust towards educational provisioning of what is
often termed ‘basic’ education.
A key question is, however,
related to the way in which

‘education for all’ or ‘basic
education’ will contribute to
sustainable development in the
broader sense.
The Gaborone Declaration
emphasises the need for EEASA
members to strengthen their role
in supporting re-orientation of
curriculum development policies
and practices. The Declaration
highlights the importance of
action-oriented, contextually
responsive curricula; and the
need for curricula that emphasise
the relationship between human
rights, social justice and a healthy
environment. The Declaration
also emphasises the need for
change in assessment practices
and for reform initiatives to
‘follow through’ to, and include
changes in assessment policy
(EEASA 2002).
A question which EEASA
may further consider during
its participation in the UN
Decade of Education for
Sustainable Development is
to carefully consider the
distinction between providing support for Education
for All (a key thrust of the
WSSD Implementation Plan
and the proposed UN
Decade of Education for
Sustainable Development);
and ensuring that all facets
of provision of ‘Education
for All’ (including policy,
curriculum, assessment,
teacher education, etc) are
oriented adequately towards ensuring sustainable
livelihoods and sustainable
living in healthy environments.

]]]]]]]]]]
· Professional development
Professional development
initiatives have expanded within
the social field of environmental
education over the past ten years
through a range of courses
offered in different settings and
in different delivery modes.
EEASA supported the first Gold
Fields participatory course in
1992, which has since expanded
to a range of countries including
Tanzania (Zanzibar), Swaziland,
Malawi, Namibia, Zambia,
Angola and Zimbabwe. The
courses have also been adapted
for different contexts such as
conservation, industry, and
formal education. In recent years
many of these initiatives have
been supported by the SADC
Regional EE Programme, in
partnership with institutions such
as Rhodes University; the
Namibian Polytechnic; WWF
Zambia; the National University
of Lesotho and others. These
developments have led to the
establishment of a course
developers network in the region.
The Gaborone Declaration
does not emphasise professional
development as a key feature in
the social field of environmental
education, but does make a point
about the need to ensure that
professional development
programmes are put in place for
teachers (pre-service and inservice) that enable educators to
implement action-oriented,
contextual environmental
education processes (SADC
REEP 2002).
Given the ever-expanding
professional development

programmes in a range of
different contexts, the
Gaborone Declaration
therefore appears to have
only covered this arena of
practice in a fairly narrow
manner. In the context of
the UN Decade of ESD, this
arena of practice can be
further deliberated by
EEASA members. In particular the difficulties associated with the structural
functionalist nature of
accreditation (and related
assessment and delivery)
models need to be considered critically by EEASA
members, as this appears to
be a key stumbling block to
enabling the sustainable
growth of professional
development programmes
in the region. This could be
a key question for EEASA
members to deliberate into
the future.

· Industry environmental
education and training
Industry environmental education and training has become a
new focus for environmental
education practitioners in
southern Africa in the past few
years. The importance of
ensuring sustainable production
and consumption patterns, and
the significance of introducing
cleaner production approaches
in industry is emphasised in the
WSSD implementation plan. A
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number of programmes in the
southern African region have
started working educationally
with industry practitioners, in
attempts to reduce the
environmental impacts of industrial development in the region.
The Gaborone Declaration
recognises business and industry
as an emerging arena of practice
for environmental educators, and
argues for the development of
EE and training programmes
that enable action competence
for improved environmental
management practices with a
focus on cleaner production;
and increased socio-ecological
responsibility (EEASA 2002).
The Declaration also recognises
the significant relationships
between local government
capacity for implementing
environmental management
legislation and community-based
capacity for meaningful public
participation as inter-dependent
arenas of practice with business
and industry environmental
education and training.
Given that this arena of
practice is still in its infancy
in the field of southern
African EE, ongoing deliberations are likely to be
required in the run up to,
and participation in the UN
Decade of Education for
Sustainable Development.
Broader issues such as how
societies need to be
transformed to change
unsustainable production
and consumption patterns
need to form part of these
deliberations.
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· Culture and indigenous
knowledge
In the arena of indigenous
knowledge work, in the field of
environmental education, a
number of initiatives have arisen
in different countries as
educators and other researchers
aim to document local knowledge of environmental management practices. However, some
of the problems experienced by
educators working in this field
include a romanticising of
indigenous knowledge; simplistic
oppositions between indigenous
and scientific knowledge, or
inappropriate appropriations of
indigenous knowledge, which
becomes objectified and disembedded from context. A further
complex issue lies in the
embedded, situated nature of
indigenous knowledge, which is
often difficult to distinguish from
habit.
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The Gaborone Declaration
emphasises the significance of
culture and indigenous knowledge in educational practices,
noting that these ‘form a base for
stimulating and facilitating the
transformation of school
curricula and learning in civil
society’, and provides EEASA
members with a number of
sensitive and sophisticated
suggestions on how to approach
indigenous knowledge work in/
as EE processes.

8

Southern African environmental educators have the
potential to provide global
leadership in this particular
arena in the social field of
environmental education. A

careful sensitivity to
indigenous knowledge work
has emerged in the region,
alongside sophisticated
approaches to research and
teaching in ways that
foreground and build on
indigenous knowledge in
context. The question for
environmental educators
would appear to be situated
in how to extend this work
sensitively and carefully
within the broader debates
on Education for Sustainability. This would appear to
require ongoing deliberations amongst EEASA
members in future.

· Learning support materials
Further innovations are taking
place in the arena of learning
support materials. These include
the establishment of Share-Net,
a collaborative support network
involving many people, and
organisations producing a wide
range of copyright-free learning
support materials for use in
different countries and contexts.
A key issue that is being
considered in this area at the
moment is the tendency
identified amongst environmental
educators in the region to focus
on the development and
selection of learning support
materials, and less on the way in
which these materials foster
environmental learning (see
Russo & Lotz-Sisitka 2003).

This reflects a tendency to view
learning support materials as
objects that are disembedded
from the context in which they
are used (ibid).
The Gaborone Declaration
emphasises the need for further
guidance and support for the
development and distribution of
learning support materials in the
field of environmental education.
Issues such as flexibility, quality,
access to materials, and the need
for a focus on contextual and
action-oriented approaches to
learning are emphasised in
discussions on learning support
materials.
In the context of the UN
Decade of Education for
Sustainable Development,
EEASA members may need
to tackle some of the more
political dimensions of the
provisioning and access to
learning support materials
as identified above in order
to address global(ising)
increases in knowledge/
power gaps.
· Environmental Education
Policy processes
One of the key thrusts of the UN
Decade of Education for
Sustainable Development
appears to lie in the need for
national policy development in
support of Education for
Sustainable Development
(IUCN 2003). In a recent audit
of environmental education
policies in the SADC region,
Obol and Allen (2002) identified
a number of interesting trends in
environmental education policy

]]]]]]]]]]
making. Key amongst these is
the way in which environmental
education policy straddles the
two fields of education/training
and environmental/natural
resource management.
While
the
Gaborone
Declaration identifies EE policy
processes as a significant arena
of practice in environmental
education, it does not deal
directly with the complexities
associated with the way in which
environmental education
straddles different social fields.
It does, however, recommend
that policies need to be reflexive,
indicating the need for a
‘readiness for change and
improvement’.
Exactly what this means in
the context of policy making
and implementation is,
however, not explored, and
is likely to become a key
focus for deliberations on
policy making associated
with the UN Decade of
Education for Sustainable
development.
· Media and communication
Media and communication has
recently emerged as an arena of
practice in the field of EE. Some
initiatives have been taken to
work with the media to foster
environmental education
processes (see for example
Russo 2002). Russo (2002)
highlights a number of challenges for environmental
reporting in Africa, including the
need to clarify the frame used in
environmental reporting; confront
assumptions relating to neutrality

and objectivity in environmental
reporting and developing a
‘communication for community’
approach to journalism which
moves beyond a mere targeting
of messages.

The Gaborone Declaration
recognises the significance of
engaging with the media in the
context of EE work, highlighting
the role that environmental
education practitioners can play
in supporting a re-orientation of
environmental reporting which
moves beyond ‘awareness
raising’ to an enabling proactive
and critical public.
Given the significant role
that the media plays in
shaping public opinion, and
their capacity to foster
public participation, this
would seem to be an arena
of practice that requires
ongoing
deliberation
amongst EEASA members
as they gear up to
participate in the UN
Decade of Education for
Sustainable Development.
· Local government and
service delivery
The WSSD Implementation plan
places a strong emphasis on key
issues that impact directly and
indirectly on the day-to-day
work of local government
officials. Housing, sanitation,
water, pollution control, waste

management, the provision of
sustainable energy options and
the management of biodiversity
are all key functions of local
governments.
The Gaborone Declaration
does not emphasise local
government and service delivery
as a key arena of practice in
environmental education, in spite
of the fact that many environmental educators are working
either within or with local
government or affiliated organisations to ensure better waste
management, water management
and sanitation delivery. It would
seem that this arena of practice
would require further deliberations by EEASA members in
future.
· Natural resource management (parks and people, land
use practices, agriculture and
CBNRM)
Environmental education in
southern Africa has strong
historical links with biodiversity
conservation and natural
resource management. Early
environmental education activities emerged in the context of
fostering improved people-parks
relationships. Environmental
interpretation and education
became a well known arena of
practice in the field of
environmental education, with
the most recent innovations being
associated with educational
practices in the context of
community-based natural
resource management, as
governments around the region
strive to decolonise conservation.

E E
B
u
l
l
e
t
i
n
no
25
O
c
t
o
b
e
r
2
0
0
3

9

E E
B
u
l
l
e
t
i
n
no
25
O
c
t
o
b
e
r
2
0
0
3

]]]]]]]]]]
The Gaborone Declaration
emphasises the need to include
environmental education into
environment and development
processes in order to ensure
sustenance of livelihoods. It
does, not, however, specifically
identify environmental interpretation and education (EIE) in
community-based natural
resource management or
conservation contexts as a key
arena of practice (EEASA
2002).
This, however, appears to
be an important arena of
practice in the social field of
environmental education
with many complex
contextual, social, political
and economic dynamics
which require deliberation
amongst practitioners
working in these areas.
Other arenas of practice related
to natural resource management
include agriculture and land-use
planning and coastal zone
management. These have not
been discussed here, but may
well form part of future
deliberations in EEASA.
· Youth programmes and HIV/
AIDS
Other areas of practice in
environmental education in the
region involve working with out
of school youth (a high
percentage of whom are at risk
from HIV/AIDS). There are
large numbers of environmental

10

education practitioners that are
beginning to consider how their
programmes relate to and can
contribute to HIV/AIDS
awareness and education.
Again, this has not been
identified by the Gaborone
Declaration as a key arena of
practice in environmental
education, but given the large
numbers of out of school and
unemployed youth in the region,
and the large numbers of
practitioners working in this area,
it may well be an arena for
further deliberations amongst
EEASA members.

Conclusions: The challenges
ahead
Following the World Summit on
Sustainable Development,
environmental educators in
southern Africa will no doubt
continue to apply their
considerable capacity and
commitment to enabling the
development of sustainable
livelihoods and an improved
quality of life for all in healthy
environments. Over the years,
the significance of reflexive
learning processes, and
participatory approaches to
change have become evident in
the region. These reflexive
learning processes, in which

learning processes remain openended and responsive to changes
in context, where learners are at
the core of co-constructing
learning experiences in context,
are likely to continue to
characterise the field of
environmental education in
southern Africa.
With its Gaborone Declaration
in 2002, EEASA established a
process of providing orientation
to EEASA members operating
in different arenas of practice,
which is based on negotiation
and consensus seeking. This
paper has attempted to reflect on
some of the dimensions of this
task that EEASA has
undertaken, and has opened the
way for further deliberations,
drawing on the work done in the
context of the 2002 Gaborone
Declaration. As can be noted
above, this Declaration provides
a sound starting point for
participation in the UN Decade
of Education for Sustainable
Development, at national and
regional levels. Environmental
educators participating in policy
development initiatives within
the context of the UN Decade
of Education for Sustainable
Development priorities, will be
able to draw on this Declaration.
This short paper, has, however
also pointed to further areas that
will require ongoing deliberations
amongst EEASA members in the
run-up to, and during the UN
Decade of Education for
Sustainable Development.

]]]]]]]]]]
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SPECIAL ATTACHMENT PROGRAMME
FOR COURSE DEVELOPERS
FOCUSING ON MATERIALS WRITING
9 - 19 February 2004, Howick, South Africa
This programme consists of a ten-day course which provides environmental educators
and course developers in southern Africa with practical skills and orientations for
the writing of course materials. This programme will draw on a number of regional
case studies of course materials planning and writing. It is designed for southern
African course developers working on materials writing in the field of environmental
education, particularly those who are familiar with environmental education processes
and with curriculum discourse.

Regional Environmental
Education Programme

For further information contact
Alistair Chadwick alistair@futurenet.co.za
Tel: +27-33-3303931; Fax: +27-33-3304576
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Transforming education through mobilising indigenous knowing
in contexts of environmental learning
Edgar Neluvhalani
For a number of decades environmental learning has taken
place in the margins of formal
education in South Africa and
many countries around the
world. However, the introduction of environment as a phase
organiser within the framework
of Curriculum 2005 has brought
hope and great excitement to
environmental educators in the
country. With the curriculum review process environment has
emerged as an integral principle
of the Revised National Curriculum Statement (RNCS).
The principle of ‘Social Justice,
a Healthy Environment, Human Rights and Inclusivity’
positions environmental learning
within a human rights focus. This
focus although relevant to undoing South Africa’s unjust socioecological and political past,
poses new challenges for environmental educators and environmental learning curriculum
development processes to respond accordingly.
Through the work of the National Environmental Education
Project for the General Education and Training band (NEEPGET) some misconceptions that
educators still have about environmental learning can be highlighted as follows:

12

understanding of environment as
the biophysical aspects of nature.
An in-depth understanding of
current curriculum policy and the
shifts that have been made is
necessary if we are to make
significant and strategic changes
in our various approaches.

Edgar Neluvhalani

Environmental learning, although an integral part of the
curriculum is still being regarded by many of our educators and education officials
as add-on extra-curricular
work. This perception however
is disappearing as educators get
involved in the NEEP and similar professional development
processes.
Environmental educators may
also need to review the various
approaches that they take in their
encounter with educators. Some
of these approaches indirectly
introduce environment as an
outside concept or foreign body
of knowledge which needs to be
brought into the curriculum or as
‘a greening of the curriculum’.
This approach may in turn work
against our broad understanding
of environment thereby
‘reincarnating’ the narrow

For some, the removal of the
phase organiser 'environment' has meant that
environmental learning is
being phased out. Others are
of the opinion that a focus on the
RNCS principle shifts the
emphasis away from environmental learning to a more human
rights based focus. This
perception is unfortunately also
held by some environmental
educators and may be a result
of our failure to recognise the
inextricable links between the
need for a healthy environment
and human rights issues.
Contrary to this misconception
about the RNCS principle, the
Gaborone Declaration recommends that decision makers and
educators should ‘design curricula that emphasise the relationship between human rights, a
healthy environment, and social
justice, and that respond to the
livelihood issues and the challenge of enabling more sustainable futures’ (EEASA 2002). By
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working within the framework of
this principle we (NEEP-GET)
are beginning to discover unlimited opportunities for environmental learning in the South African context. Many of the resources that have been in use
can easily be adapted and enhanced to enable a better understanding of this principle.

Environmental learning and
indigenous knowing (IK)
An area of great significance for
environmental learning which has
also been highlighted in the
RNCS is that of indigenous
knowledge. The 2002 Gaborone
Declaration notes that environmental learning processes often
neglect to draw on IK and prior
experience and recommends that
curriculum developers should
draw on IK as well as other scientific forms of knowledge
(EEASA 2002:6).
Similar to environmental education, indigenous knowledge and
its role in formal education have
been marginalised during the
apartheid and colonial past. The
principle of Inclusivity which
forms part of the same principle
as that of a Healthy Environment, also makes room for cultural Inclusivity and therefore the
recognition of all ways of knowing in teaching and learning processes. Some learning outcomes
and assessment standards (Technology and Natural Sciences
Learning Areas, for example)
specifically require teachers and
learners to draw on indigenous
knowledge.
Most of us are now faced with
the challenge of identifying ap-

propriate methods for engaging
with indigenous knowledge in
our learning areas. Significant
research work has been going on
in South Africa and in particular
at the Rhodes Environmental
Education Unit regarding the
close links between IK and
environmental learning. My
doctoral study which forms part
of these research initiatives at the
unit focuses on finding ways of
mobilising IK in curriculum
development contexts of
environmental learning.

Through my study and similar
work being done by others it is
increasingly becoming clear that
indigenous knowledge has the
potential to play a significant role
in education about, in and for the
local environment (Neluvhalani
2002). Masuku (1999:104)
further highlights this observation:
In environmental education
processes, an incorporation of
lessons with activities which
encourage students to investigate indigenous practices
within their communities, could
throw up understandings that
had become taken for granted
such that their usefulness for
environmental education
processes
had
become
shadowed.

In most societies local people
have developed a rich capital of
indigenous knowledge about
their environment by directly

E E

interacting with the environment.
Fien (1999:3) highlights an
important link between
indigenous knowledge and
environmental knowledge and
further points to the apparent
marginalisation of indigenous
knowledge in education systems:
The indigenous knowledge of
First Peoples which linked
them inextricably to the Earth
was environmental knowledge,
and environmental knowledge
was knowledge for survival.
However, the historical
experience of colonisation,
neo-colonisation and globalisation have replaced
indigenous priorities and
systems of education with
modernist pioneering, colonial
and industrial cultures which
are based on the belief that the
environment is valuable only
so far as it is economically
productive.

Demystifying some blurred
images of Indigenous Knowledge
There are various definitions of
IK, however, I find it useful to
understand IK as: local knowledge involving a capital of wisdom and skills which has developed over a long period of time
(e.g. decades), within a specific
community of indigenous people
and embedded in their day to day
interaction. A focus on indigenous knowledge involves mobilising or bringing forth what is
already there in our communities
including what has been lost
(through marginalisation) and an
extremely valuable legacy of wisdom that has been forgotten. By
its very nature IK is contextual
(local), relative and tacit (often
understood without being expressed directly). Information, 13
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insight and techniques that are
passed on and improved from
one generation to the next cover
such topics as, medicine, animal
breeding and production, water
management, health and healthy
foods, soil conservation, pest
control, arts and crafts etc. There
is, however, still a need for us to
clarify our understanding of IK
in general and its place in formal
education in particular. Current
and ongoing research work is
highlighting and trying to clarify
a number of misconceptions on
IK and formal schooling:

ways of resolving environmental
issues. By engaging teachers in
action research processes that
focus on IK and environmental
learning teachers are beginning
to realise a number of
possibilities for context-sensitive
and learner-centred teaching.
Sometimes people assume that
IK and knowledge acquired
through formal education are
separate and parallel entities and
therefore are often regarded as
independent of each other
instead of complementary or
related.

In dealing with IK there is often
a tendency to put IK in opposition to science or western
knowledge as if there is ‘an absence of science in IK’ and ‘no
IK in western societies’. Research is proving this to be an
invalid assumption. Odora Hoppers (2002:10) challenges us to
start re-establishing ‘science as
a story of all animals and not just
the lion’ (referring to the dominance of western scientific
thought on science education).

Hountondji (2002:24) notes that
indigenous knowledge today lies
in the margins of science and that
IK appears as the informal sector, as opposed to the formal
sector of knowledge. She further
refers to this as a side by side
relationship with science and as
‘a relationship of mute juxtaposition and mutual ignorance’,
exclusive of all dialogue and exchange.

The ideological claim that
modern science should be
considered as western proceeds
from a narrow vision of history
that does not take into account
the complex interaction between
cultures (Odora Hoppers
2002:27) Curriculum 2005 and
the RNCS open up opportunities
for teachers to create spaces in
which learners can explore
different ways of knowing and
dealing with environmental
issues.
Modern or western science has
often been criticised for imposing
narrow and mainly technocratic
14

In my initial encounter with
teachers in Venda, Limpopo, the
response has also been that
which regards all indigenous
practices and wisdom as valid
but only limited to the local
community and traditions or
home setting and not relevant to
formal school learning. In this
regard Odora Hoppers
(2002:25) argues: “the problem
today is that, in the context of
colonial domination, we have to
a large extent internalised the
discourse of our former masters
on our cultures, their denigrating
views on African ways of life and
modes of thought”. In doing
research and engaging teachers
on IK, one therefore has to first

find ways of building confidence
amongst participants (teachers
and learners) to start seeing the
value and relevance of what they
have always held dear to their
hearts but kept away from formal
teaching and learning contexts.
Introducing start-up tools or
creative ideas for mobilising prior
learning and experience like the
National EE Project’s active
learning framework (see Figure
1 below) and stories based on
IK has proved to stimulate
further discussion and inquiry on
a variety of local environmental
issues.

Figure 1 - Active learning framework.

People also assume that IK is a
universal system of knowledge
with uniform features. Indigenous knowledge is contextual,
relative and tacit knowledge of
the everyday. O’Donoghue and
Neluvhalani (2002:20) describe
IK as a human cultural capital of
knowing in and of the everyday
which is not always expressed
as explicit facts of matters.
Environmental educators might
find it useful to consider IK as
situated knowledge consisting of
a diverse capital of sustaining,
intergenerational knowing in, of
and for life in a particular socio-
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ecological setting (O’Donoghue
& Neluvhalani 2002).

The dominance of western
science and knowledge systems
has over the years of colonial and
post-colonial Africa, as well as
post apartheid South Africa, led
to teachers and learners
depending entirely on knowledge
contained in prescribed books
and scientific journals.
The mobilising of priorknowledge and experience of
learners in contexts of
environmental learning is
proving to be a useful
methodological approach for
enabling context-sensitive active
learning processes in our schools
(O’Donoghue & Neluvhalani
2002).
Conclusion
The recognition of indigenous
knowledge in the Revised
National Curriculum Statement
(RNCS) and the Further
Education and Training band’s
National Curriculum Statement
which is currently being finalised,
opens up opportunities for more
research work and school based
professional development
activities focused on enabling IK
in formal education.
The need to enable the
mobilisation of indigenous
knowledge in schools is as
much a curriculum challenge as
that of environmental learning.
Approaching these challenges as
parallels or as unrelated may limit
our chances of understanding the

nature of educational change and
the opportunities presented by
new curriculum policy in South
Africa.

Fien, 1999. Education and
sustainability: From vision to
action. Unpublished paper. Centre
for Innovation and Research in
Environmental Education, Griffith
University, Australia.

Masuku, L. 1999. The Role of
indigenous knowledge in/for
environmental education: The case
of a Nguni story in the schools
action water project. Unpublished
Master of Education thesis,
Rhodes University, Grahamstown.

In dealing with environmental
issues, for example, learners may
develop perspectives, solutions
and actions that are also based
on local ways of knowing.
Hountondji (2002:26) raises the
following perspective which may
be worth further investigating or
researching: “…we (need to)
develop a pluralistic and
dynamic view our heritage, as
opposed to a static and simplistic
approach. For we are not only
the heirs of the still unexplained,
somewhat mysterious rituals of
rainmaking. We are also
potentially the heirs of the range
of experiments in artificial
rainmaking conducted in other
regions of the world and
recorded by existing scientific
literature.”
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Supporting environmental education policy processes in
southern Africa: The experience of the SADC REEP
Charles Obol and Helen Springall Bach

How SADC REEP is working
towards achieving the
recommendations from the
Gaborone Declaration,
particularly in relation to the
issues associated with
Environmental Education
(EE) Policy Processes and
recommendations in the
Gaborone Declaration.
This article will examine how the
Southern African Development
Community (SADC) Regional
Environmental Education Programme (REEP) is working
towards the recommendations
of the Gaborone Declaration.
The Gaborone Declaration,
developed in 2002 during the
20th Environmental Education
Association of Southern Africa
(EEASA) Conference held in
Botswana in preparation for the
World Summit on Sustainable
Development (WSSD), contains
eight recommendations for EE
policy, some of which we
examine below.
EEASA challenges decisionmakers and educators to
develop policies that are
clear, functional and have
action plans that are linked to
tangible implications.
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ensure that policies are
applicable in a practical
manner. Policies also need to
be reflexive and ready for
change and improvement.

School teacher putting policy
into practice at school level.

Attention to policy processes
can enable us to maximise the
benefits from environmental
education opportunities. Disjointed policy development may
even lead to so-called ‘paper
policies’ which never get beyond
a paper document! The SADC
REEP is working to support
policy processes in a way that
enable linking to practical
outcomes. Thus, over the last
year, the SADC REEP has
worked with the governments of
Mozambique, South Africa and
of Tanzania, to develop
strategies for environmental
education that put policies into
action (as explored below) with
support and small amounts of
funding from the SADC
Regional EE Centre.
EEASA challenges decisionmakers and educators to
ensure consultation, and

Consultation in development of
policy is not a new idea, but
achieving real consultation is
difficult. The presently developing EE Strategy for Tanzania is
going through a stakeholder
consultation process that
involves a collaboration of NonGovernmental Organisations and
government departments in a
situation analysis, workshops
and review processes.
The Gaborone Declaration calls
for reflexivity in policy, but does
not explain how this can be
achieved. The SADC REEP
Programme Document (2002)
refers to support for a
praxiological approach to policy,
with the understanding that a
policy becomes a policy when it
is put into practice. Over the last
year, the programme has sought
to clarify policy processes in the
region with the recent SADC EE
Audit (Obol & Allen 2002).
While the audit showed little in
terms of policy review, reflexivity
is evident in the processorientation emphasised earlier:
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paper policies are made real
when put into practice, and that
practice informs future developments in policy. This is a
challenge to which we must all
respond: ensuring better review
of existing policy and linking it to
practical outcomes will help
enable better a stronger policy
framework for environmental
education.
EEASA challenges decisionmakers and educators to
develop and implement
policies in accordance with
global and regional policy
frameworks, while responding to the local context.
The Gaborone Declaration calls
for policies that are consistent
with national and regional
policies. This is a difficult
challenge to address, as
environmental and social
problems do not respect
boundaries, but a common or
coherent strategy to address
regional or national issues is
essential.
The SADC countries, commonly
and individually, are signatories
to multilateral environmental
agreements including United
Nations Conventions on Climate
Change, Desertification, and
Biodiversity. These are
agreements to which we all have
a commitment, voluntarily or
otherwise, and so we are all
responsible for ensuring their
success. We have already

highlighted the need for
consultation and conscious
participation as fundamental to
policy processes, and our role
as stakeholders in policy at all
scales.
As an example, the United
Nations Framework Convention
on Climate Change is a global
agreement to combat global
warming, to which all member
states, through SADC, are
signatories. As part of the
strategy towards this commitment, the government of South
Africa, through Department of
Environmental Affairs and
Tourism, in partnership with
Wildlife and Environment
Society of South Africa
(WESSA) and the support of the
SADC REEP are developing
learning support materials on air
pollution for grades five to seven.

document on how the SADC
Directorates and ministries at
regional level, can coordinate
policy
processes
for
environmental education.
EEASA challenges decisionmakers and educators to
encourage capacity building
through
collaborative
initiatives within policy
development.
The collaborative ways in which
policy and strategies are
developed are designed to build
capacity. Thus, for example,
Mozambique, and South Africa,
have each engaged in stakeholder workshops held at the
Regional Environmental
Education Centre at Umgeni
Valley as a means to build
capacity.
Similarly, a policy workshop
earlier this year at Umgeni Valley
enabled sharing around policy
and capacity building.

School learners engaged in
understanding air pollution.

What is more challenging is
ensuring regional coordination of
issues. The Regional Policy
Adviser is working to support
SADC in the challenging issue of
policy coherence. A SADClevel workshop later this year is
planned to develop a discussion
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EEASA challenges decisionmakers and educators to
conduct research that documents and guides policy
development and implementation. Case studies which
document experiences should
be recorded to enable future
learning opportunities.
This is an ongoing process as the
SADC EE Policy Audit is
research in progress. In addition,
the programme has recently
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begun research around case
studies that give visibility to
policy processes around the
southern Africa region.
EEASA challenges decisionmakers and educators to
establish partnerships in
policy development and
implementation.
The SADC EE Policy Audit
identified ‘partnership’ as a key
issue for policy process, as a
means to enable consultation and
participation, as well as working
towards the cross-sectoral
collaboration. One example of
partnership in policy is the EcoSchools programme, a framework for school improvement. In
South Africa, Eco-Schools is a
partnership between WESSA,
the Department of Education,
WWF and Nampak, with
regional support from the
Regional EE Programme.

To fulfil the challenges of the
Gaborone Declaration we must
work on developing partnerships, coordination and
consultation.
A focus on policy process
reminds us that putting policy
into practice is more important
than simply developing policy as
a paper document. Careful
research and collaborative
initiatives with meaningful
partnerships working towards
locally relevant policies will
ensure that we work towards
coherent and useful frameworks
for environmental learning.
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Environmental Education Association of Southern Africa
2004 Conference, Mooi River, South Africa
29 March - 2 April 2004
A practical approach to
'A Decade of Environmental Education for Sustainable Development'
The 21st Annual Conference of the Environmental Education Association of Southern Africa is going to
be organised by the Namibina Environmental Education Network and will have a focus on the diversity
and development of EE over the past 21 years and looking at the future of diversity and development of
EE. The objectives are to share, critically reflect and build upon our EE experiences; and to expose EE
practitioners to others in the field of EE and environmental work throughout the SADC region.
For further information contact:
Janet Snow, E-mail: jsnow.eeasa2004@treverton.co.za
Tel: +27-33-263 1251; Fax: +27-33-263 2690
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Eco-Schools and the Gaborone Declaration
Kim W
ar
ardd
War
What is the Eco-Schools programme?
When schools register as EcoSchools they commit themselves
to an ongoing process of actively
bringing environment into the
school curriculum and improving the school environment. EcoSchools choose at least three
focus areas and record their
progress in a portfolio. Portfolios are assessed and successful
schools gain Eco-School and
are awarded with a flag.
Eco-Schools in South Africa
Eco-Schools is an international
programme of the Foundation
for Environmental Education
(FEE). In South Africa the
programme is being developed
and managed by the Wildlife and
Environment Society of South
Africa (WESSA), a member of
FEE.
South Africa’s education system
has recently been overhauled
following the election of a
democratic government in 1994.
At present schools need to
implement the Revised National
Curriculum Statements (RNCS)
and therefore all programmes
working with schools need to
work towards supporting
schools with this process. During
the past 3 years the Department
of Education’s National
Environmental Education Programme (NEEP) has been
operating with an environmental
education co-ordinator in each
province.

Eco-Schools Logo.

The NEEP and Eco-Schools can
work together well and are
increasingly doing so. EcoSchools could thus be reflected
as a Department of EducationWESSA partnership that is
emerging in and alongside the
NEEP and is focused on
supporting the implementation of
the RNCS around environment
and curriculum.
The Eco-Schools initiative in
South Africa thus differs
significantly from the programmes run in Europe and has
been re-oriented to focus on
strengthening curriculum and
supporting its implementation
(away from a starting point with
and a concern for environmental
projects and activities in
schools). The route that is
developing therefore is from
curriculum outcomes that might
result in activities that enhance

school environments and sustainability. This has not been an
easy shift for many environmental
groups to make because the
culture of their approaches has
been centred on better
environments and exciting
projects in schools and the
curriculum links have often been
tenuous at best. The design of
the Eco-Schools reporting
portfolio is helping to this end.
It encourages reporting on
curriculum outcomes, lesson
plans, including evidence of
learners’ work and reflections on
this.
We are also currently updating
the Eco-School materials to
clarify and highlight the close
links to the RNCS, and are
encouraging all schools to start
their Eco-School work from
their RNCS work with their
learners.
There are currently 90 pilot
schools registered with the South
African Eco-Schools programme. These schools aim to submit
their portfolios with evidence of
work done in schools by the end
of October and, if successful, will
be awarded with Eco-School
status in November 2003.
Schools may keep their flags for
a year by the end of which a new
portfolio must be submitted to
show evidence of ongoing work.
A growing number of schools
are beginning to register for the
ongoing Eco-Schools programme in 2004.
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Eco-Schools in the SADC
region
There are a number of initiatives
similar to Eco-Schools in the
SADC region. Botswana has
adapted a School Environmental
Policy Pack (which is the toolkit
for South African Eco-Schools).
Somarelong Tikologo, an
environmental NGO based in
Gaborone, is also developing an
Enviro Schools programme. In
Lesotho the Lesotho EE
Support Project is running a
Model School programme
which aims to support a number
of ‘model schools’ to bring
environment into the curriculum.
Although not part of SADC,
Kenya is running an innovative
Eco-Schools programme based
on a partnership with Denmark.
In May 2004 a School Improvement workshop is planned to
take place in Namibia and will
be an opportunity for the region
to explore various ‘eco-school’
initiatives in the SADC region.
Eco-Schools and the
Gaborone Declaration
The Eco-Schools programme is
in many ways working towards
achieving the recommendations
from the 'Gaborone Declaration',
particularly in relation to the
issues associated with curriculum
development, and recommendations identified in this
declaration. In the following
section some of these issues and
recommendations will be
highlighted (in italics) as well as
the response of Eco-Schools to
these.
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Teachers exploring environmental
issues which can become part of
their Eco-School work.

Issue: Environmental and
educational policies do not
provide adequate guidance for
EE processes
In the Revised National
Curriculum Statements for the
South African school curriculum,
the environment is a central
concern. The policy states that
four cross-curricular principles,
drawn from the South African
Constitution, must be addressed
in each learning area (or
subject). These principles are:
Inclusivity, Social Justice, Human
Rights and a Healthy Environment.
In the RNCS learning outcomes
and assessment standards which
support environmental learning
have been developed for all
learning areas. We are therefore
fortunate in South Africa that
policy requirements incorporate
environment so solidly in our
new education curriculum.

Water policies being
implemented at school level.

The challenge for us now in
South Africa is to take this policy
into practice and implement the
curriculum statements in our
schools. Within this context it is
important that programmes for
schools specifically aim to
support teachers with this
implementation. The EcoSchools programme is therefore
being developed to support
schools in this way by providing
examples of how the new
curriculum can be implemented
using an Eco-School framework.
Having identified focus areas
through audits in the school,
teachers are encouraged to start
with lesson plans and these lead
to an improved school environment. Portfolio guidelines assist
with the process of reflecting and
reporting on lesson plans.
Issue: There is a tendency to
interpret environmental issues,
and sustainability issues
superficially, and to present
learners with knowledge that
is out of context
The first step in the Eco-School
process is a school audit. From
this audit emerge particular areas
of concern, or focus areas
around which schools focus their
Eco-School work. Ideally
learners should be involved in the
auditing process and in identifying relevant focus areas.
Teachers need to develop lesson
plans related to these areas which
will mean that the learning will be
both relevant and appropriate to
learners in that particular school
context.
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Issue: Participation in
curriculum development is
often limited to stakeholder
participation, which does not
enable meaningful participation amongst teachers at a
local level
One of the main aims of the EcoSchools programme is to
support teachers with curriculum
development (designing, teaching
and reflecting on lesson plans)
using environment as a focus. By
providing frameworks, lesson
plan templates and examples, the
Eco-School programme aims to
support meaningful participation
of teachers at a local level.
Only three of several issues
related to curriculum
development in the Gaborone
Declaration are discussed
above. Further ways in which the
Eco-Schools programme
attempts to respond to these
issues are discussed below as a
response to some of the
Gaborone recommendations.
Recommendation 2: Design
curricula that emphasise the
relationship between human
rights, a healthy environment,
and social justice, and that
respond to livelihood issues
and the challenge of enabling
more sustainable futures.
One of the main aims of the EcoSchool programme is to support
teachers to integrate the principle
of the RNCS relating to human
rights, social justice and a healthy
environment. Through the
programme teachers are

together to identify issues of
concern in and around their
schools, and in active lesson
plans to work towards addressing some of these issues. It is
hoped that through audits and
lesson plans that the
development of action
competence is fostered.

School kids learning about
environmental issues.

encouraged to design lesson
plans to emphasise these
principles. Audits, lesson plans
and management goals lead to
improved school environments
and more sustainable futures at
least at a local school level.
Recommendation 3: Support
environmental learning
processes that reflect a
commitment to action and that
foster action competence
through contextual, openended inquiry and issuesbased approaches to learning.
Action competence has been
defined as “a capability – based
on critical thinking and
incomplete knowledge – to
involve yourself as a person with
other persons in responsible
actions and counter actions for
a more humane world” (Schnack
1994:190). The Eco-Schools
programme aims to encourage
teachers and learners to work

Recommendation 8: Provide
funding and support for
institutionalising environmental education at school
and system levels.
The Eco-Schools programme is
currently funded at a national
level by Nampak through
WWF-South Africa. This
funding supports a national coordinator and the development
of materials for schools as well
as enabling a certain amount of
regional support to schools
across the country. As discussed
in the introduction to this article,
the programme is also based on
a developing partnership with the
Department of Education. This
partnership, combined with the
incorporation of environment into
the school curriculum at a policy
level, goes a long way to
institutionalising environmental
education at school and system
levels.
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Recommendation 10: Ensure
that professional development
programmes are put in place
(pre-service and in-service)
that enable educators to
implement action-oriented,
contextual environmental
education processes.
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A current pressing challenge for
South Africa is to support
teachers with professional
development programmes to
implement our new national
curriculum statements. Our
intention is to develop mini-study
modules on Schools &
Sustainability which will guide
teachers with working with an
Eco-School framework in their
schools.
There are many challenges in the
South African education system
but as it changes many
opportunities for environment in

the curriculum have emerged.
The Eco-Schools programme
attempts to support teachers with
relevant environmental education
processes in their schools which
lead to better environmental
learning and improved school
environments. These attempts
can be seen as responses to
some of the issues highlighted in
the Gaborone Declaration and a
means of implementing some of
its proposed recommendations.
Acknowledgement: Thanks go to
Prof. Rob O’Donoghue for discussions which helped clarify the first
part of this article.
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Research in Action: The experience of Action magazine
Stev
ay
Stevee Murr
Murray

Introduction
Action magazine began in
Zimbabwe in 1987 as a result of
the need for learners in SADC
countries to have access to basic
information about their health
and immediate environment. It
aimed to inform, broaden
experience, and stimulate interest
and debate in environmental
health issues and to do this
through a mass-media resource
in a learner-centred way. Sixteen
years later its magazines have
been distributed to nine SADC
countries and translated into eight
African languages. Much of its
success is based on the quality
of the materials that are still as
relevant today as when they
were developed. Research, or
the need to take an ongoing
22 critical look at what, why and

how materials can support
environmental health learning,
has underpinned and been
integrated within all the stages of
the developmental publishing
process.
Research has been at the core
of Action Magazine from the
outset. Even before development began, key questions such
as ‘are materials required to
achieve my objectives’, what
and how are we trying to
communicate, which audience
could most benefit from learning
materials and how can the
materials reach them, informed
a review of needs and possibilities. Interviews, discussions
and questionnaires established
a need by showing that there
were no regular educational

magazines; that environmental
and health topics of current
interest were insufficiently
covered; and that the approach
of existing materials was
‘academic’ and ‘didactic;’ and
of little relevance to the daily
lives of learners.

An issue of Action magazine
focusing on HIV/AIDS.

X0X0X0X0X0X
The magazine’s ‘style’ was
informed through further
research with learners that
indicated that visual images
combined with short, simple text
was needed to make second
language reading and understanding easier. It also responded
to newer learning theories and
pedagogical change in that
central to the development and
use of the materials was the idea
that dialogue, participation,
commitment and ownership
were key elements of any
process encouraging change or
Action – hence the name of the
magazine.
The printed materials were
always designed as tools to
encourage social interaction and
learning – never as ends in
themselves. The format chosen
was informed by elements of
cost, the printing process
available and the need to ensure
an ‘optimal’ number of magazines for use by learners. The age
group selected was 10-14 year
olds, a group still largely in
school (the only cost-effective
distribution channel) and still
‘open’ to new ideas and the
enthusiasm to act on them. So
research informed the project
development, the media strategy
and type of print material, the
style and approach of the
magazine and the distribution
route.
Early discussions with teachers
and observations of them using

materials indicated that further
guidance in ‘good educational
practice’ was required linking the
magazine’s broadly ‘constructivist’ view of learning to
practical examples of learnercentred education.

Other research uncovered the
preference of teachers to
integrate environmental education within subjects rather than
across them and the need for the
magazine to make explicit the
curricula links. It also showed
how even in the absence of
sufficient professional development ‘modelling’ opportunities,
teachers were more likely to use
suggestions from the magazine
than make up examples of their
own. So the magazine focused
on learning with understanding,
rather than merely giving facts,
consistently tried to identify
linkages between traditional
subject areas through a thematic
approach and aimed to foster
discussions around values, beliefs
and interests rather than offering
ready-made slogans. Through its
name and approach it encouraged small ‘actions’ that would
support participation and
decision-making by learners.

Put another way, much of the
research integrated within the
publishing process could best be
described as ‘formative monitoring’.
Discussions with teachers,
learners and curriculum developers elicited interests needs and
topics as well as ‘areas of
conceptual difficulty’ both in
teaching and learning. With
learners, such research often
took the form of an activity or
questions designed to elicit prior
understanding, information that
guided the magazine in its
‘starting points’. Some of this
information was collected
through a problem, quiz or game
that was set as a competition for
learners to enter. Useful information on learner understanding
about pests and pesticides, how
HIV spreads and works, managing wildlife and perceptions
about biodiversity and how life
evolves were all collected this
way.
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Brainstorming with teachers also
helped to build up the conceptual
framework for every issue, an
approach that ensured that the
magazine contents were ‘undated’ and could be applied to
a variety of contexts. Research
into ‘assessing the environmental
situation’ for each issue also
included identifying stakeholders
in order to form an advisory
stakeholder committee (that
varied for each theme and was
also useful in identifying

X0X0X0X0X0X
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complimentary audiences and
securing supplementary funding),
collating background resources,
undertaking a resource material
and curriculum audit to identify
current learning objectives,
sequences and omissions to
ensure that the materials
provided enriched rather than
duplicated current resources and
‘re-orientated’ teacher support
towards a learner centred
approach.
Draft materials were tested to
ensure that their authenticity and
context suited the reader. A more
informal style was adopted with
learners reading sections,
identifying difficult words or
phrases and then discussing
their understanding without
reference to specific questions.
Such ‘rich’ responses were
categorised and analysed later.
Exploring pictures led to the
realisation that visual literacy
was an important competence
with large differences between
learners according to their access
to visual media. In this respect
Action diverged from ‘conventional wisdom’ that encouraged
pictures to be trialled and
‘tailored’ (simplified) for rural,
less literate audiences. Rather
than adopt this ‘dumbing down’
strategy, it took steps to ensure
that in each issue a variety of
visual codes and conventions
were included. Ways of understanding such pictures were
promoted widely among
teachers and then learners,
Within a short while, visual
literacy skills especially of

‘deprived’ readers would
improve significantly.

By far and away the most
common element of research
was undertaken in ‘setting the
agenda’ for an issue and
‘developing the messages’
through which discussion and
learning would take place.

With some magazines such as
CAMPFIRE and AIDS, listening exercises in communal
places such as clinics, beer halls,
general stores and buses helped
to scope out issues of concern.
Alternatively focus group discussions separately with teachers
and learners helped to identify
interests, needs and current
understanding and practice.
Less frequently larger and more
formalised research undertaken
in conjunction with learners
would guide both the contents
and approach of magazines.
In developing the ‘Environmental Rights’ issue, the team wanted
to better understand learners
views and interests and reflect

on them and so negotiated with
learners their initial involvement,
how they wanted to participate
and what they wished to result
from their involvement in the
research activities. Using a series
of participatory tools, developed
with and applied by the learners,
Action developed a page-bypage conceptual framework for
the magazine, linking this later
with the pedagogical approach
in the teachers guide. The
resulting information also enabled
the magazine to reflect environmental issues that learners of
different ages and gender felt
were of importance to them from
their point of view, answer
learner enquiries and extend
learner knowledge and understanding. Building on the learners'
own experiences, the magazine
used their stories about actual
people and events to highlight
issues, ask questions, pose
problems and encourage
learners to think about these
within the context of their own
lives. As with every issue, a
variety of visual approaches
were used in order to improve
visual as well as text literacy.

Within all the teacher pages,
participation in environmental
activities and learning was
stressed - that while education,
health and food were basic
rights, learners had a right (and
had expressed a strong desire)
to participate more in the
planning and design of their own
development. Linked to this the
magazine positively advocated
and supported extra-curricular
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activities and the desire of young
learners to be involved in
environmental learning through
clubs and recreation.
Guidance relating to specific
issues was also undertaken
through research:

the community and discussed by
them. Vernacular translations of
the ‘AIDS’ issues showed that
it had provided a focal point for
discussion by an older family
member in a situation where it is
not appropriate for children to
initiate debate or talk openly
about sexual matters.

How could the magazine
become most cost-effective in
developing materials?
This led to the computerisation
and control of the production
process from typing to ‘print
from disk’, personnel requirements and job descriptions.
How could a magazine make
itself more effective within a
community?
Apart from dissemination
through clinics, committees
and literacy groups, translating
issues into the vernacular and
encouraging schools to allow
learners to take home copies and
become respondents in ‘interpersonal’ discussions was very
effective.
Would vernacular issues be
more widely understood and
appreciated than English
language issues and if so,
what was the most appropriate way to do this?
The evidence collected indicated
a greater pupil preference for
and understanding of magazines in the vernacular, although
having magazines in both the
vernacular and English was the
first priority. Issues raised by the
magazine were spread much
more efficiently via the school to

Publications informing this article
Murray, S. 1992. Comics and
Magazines as Resources for
Science and Technology
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Layton, D. (Ed). Innovations in
Science and Technology
Education, Vol IV, UNESCO, Paris.
Murray, S. and Russell, T. 1993.
Popular publishing for
environmental and health
education: Evaluation of Action
Magazine. LUP, Liverpool, UK
Murray, S. 1995. Publishing in the
Vernacular: A case study from
Chiredzi. Zimbabwe. ACTION,
Zimbabwe.
Murray, S and Russell,T. 1998.
Globalisation and Learning: The
Background and Use of the
‘Popular Publishing’ Medium for
Health and Environmental Science
Education in Zimbabwe. In Oxford
Conference on Globalisation and
Education Proceedings, Oxford
University, UK.

In conclusion the most important
lesson learned by Action may be
that research, involving identifying the ‘right’ questions,
eliciting information with and
from partner individuals and
groups, analysing and reflecting
with them on this, in order to
inform changes in strategy and
approach, must be ongoing and
undertaken at all stages of
material development. It is not
linear, but something that recurs,
feeds back into and responds to
every part of the publishing
process.

Murray, S. 2003 Learner-centred
education materials: research into
the development of an
‘Environmental Rights’ issue of
Action Magazine. In forthcoming
Proceedings of the EEASA
Conference, Windhoek.

E E
B
u
l
l
e
t
i
n
no
25
O
c
t
o
b
e
r
2
0
0
3

Readers wishing to learn more about
Action’s research work in materials
development are advised to contact
Action through the website: www.
action.co.zw.

Steve Murray
Project Coordinator
Supporting Environmental
Education in Nambia (SEEN)
Project
E-mail:steve.m@mweb.com.na
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Souther
nal of Envir
onmental Education,
Southernn African Jour
Journal
Environmental
Ethics and Action
2004 Edition: ‘Stories of Action in Context’
Call for PPapers
apers
The Southern African Journal of Environmental Education, Ethics and Action is a research journal
published by the Environmental Education Association of Southern Africa. This journal builds on the earlier
Environmental Education Association of Southern African Journal. This journal is one of five international
journals that focus on environmental education research and practice.
The Southern African Journal of Environmental Education, Ethics and Action aims to publish and
report on a wide range of aspects relating to Environmental Education, Ethics and Action, through a focus on
papers reporting research and development activities. The journal will also carry more diverse papers including,
for example, conference reviews, retrospective analyses of activities or trends in a particular field, commentaries
on policy issues, comparative aspects of an environmental education, environmental ethics or environmental
action issue, and critical reviews of environmental education, ethics and action in a particular country.
The aim of the Southern African Journal of Environmental Education, Ethics and Action is to provide
southern African and other authors with a forum for debate, and professional development. The Journal will
incorporate an author support programme, to encourage new authors in the field to establish themselves as
professional writers. The journal is an internationally refereed journal. All manuscripts will have to comply to
the Journal’s editorial policy.
The 2004 Journal theme will center on ‘Stories of Action in Context’. The stories of action in context
should illuminate aspects of / perspectives on more sustainable living practices / developments in healthy
environments (these can be process-based or product-centred). Authors writing for this journal should aim to
provide a critical narration of practice. Through different contributions, the journal will explore dimensions
of practical theory/ies of action. A sub-theme of this journal will be to develop perspective on Environmental
Education & Sustainability in southern Africa in the run-up to the United Nations Decade of Education for
Sustainable Development.
Queries and Submissions should be sent to:
The Editor: EEASA Journal
Murray & Roberts Chair of Environmental Education
Rhodes University
PO Box 94
Grahamstown, 6140
SOUTH AFRICA
E-mail: eeunit@ru.ac.za
Please contact the EEASA Journal Editor for a set of ‘Guidelines for Submission’, before you produce your
paper. All papers will be reviewed by an international review panel.
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Hearing the visitors – Experiments with interactive signage
in South Africa’
Africa’ss National Botanical Gardens
Lou-Nita Le Roux and John Roff
Introduction
Botanical gardens around the
world attract people from all
sorts of backgrounds and of all
ages. Interpretation is one of the
ways in which garden staff
endeavour to share the plants
and their stories with these
visitors. Interpretive methods
include ‘live’ methods such as
guided walks, staffed display
tables, roving interpretation and
talks; coupled with ‘static’
methods such as signs,
brochures, labels and posters.
Often, static interpretation is oneway communication, not offering
interpreters the opportunity to
engage in meaningful interactions
with visitors, which the 'live'
methods allow for.
Why visitor interaction is
important
As one of 6 principles of interpretation, Freeman Tilden wrote:
‘Any interpretation that
does not somehow relate
what is being displayed or
described to something
within the personality or
experience of the visitor
will be sterile.’
Tilden 1967
The 4 ‘T’s’ model suggests that,
for meaningful learning to take
place, there needs to be:
Touching – Sensory encounters and discovery.

Talking – Dialogue on these
encounters with others.
Thinking – Reflecting on the
experience.
Taking action – Doing
something with/as the learning.
Roff 2003, adapted from
O’Donoghue 1995
Taking this further, we can say
that if a visitor is allowed to take
what is relevant to them, what
interests them and to a place of
interaction around that thing with
others, then meaningful learning
is likely to happen for both visitor
and interpreter.
Another benefit of interactive
interpretation is that interpreters
can tell what visitors are
thinking about the signage and
can more easily get a feel for
visitor interests and trends in an
area. They can then structure/
restructure their interpretation
accordingly.

Case studies
The following case studies
demonstrate attempts in two
botanical gardens to encourage

dialogue and action around
botanical interpretation.
Case Study 1: Lowveld National Botanical Garden
Helping interpreters stay in
touch with the public using
SMS.
Have you noticed the latest craze
in cell phone communications? It
is called SMS (Short Message
Service) and it is spreading like
wild fire. The very young to the
very old can, these days, be seen
vigorously scrolling away on cell
phones of every size, shape,
colour and make. It has become
an easy and affordable way to
stay in contact with the world
around you. And hey - it’s fun
too!
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So what does this have to do
with interpretation? The answer
can be summed up in one word:
feedback.
A lot of interpretation is done
without the presence of a guide
or interpreter. In fact one of
interpretation’s goals is to make
the connection between nature
(or whichever topic you are
focussing on) and the public
without having someone actually
be there. This can be done using
signs, storyboards, etc. The
problem here is that unless you
hide in the bushes watching a sign
all day long you will never know
if people are reading it, and if so,
whether it is successful or not.
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This is where SMS technology
comes in. By asking for the
public’s opinion on the sign or
by structuring your sign in the
form of a quiz or competition you
can leave a cell phone number
to which they can SMS their
responses (see boxes below).
Leaving a cell phone number
lends an air of excitement,
especially where young people
are concerned. They simply love
sending SMS’s and they are
looking for any excuse to send
them as often as possible. Even
if you don’t get the feedback you

are after (“crank calls”), you still
know someone has read the
sign.

This method has been used
before with e-mail being the
offered method of response.
This is also a good idea, but I
believe more people have
access to SMS technology than
to computer technology, and
they need not wait until they get
back home or to the office to
respond.

I really believe that this method,
along with e-mail, will give us a
much larger range and higher
success rate when it comes to
keeping in touch with the public.
Without feedback, interpretation
becomes a constant stab in the
dark without any real meaning,
since it is impossible to determine
whether it is successful or if it
needs to be adapted.
Why not try this method and see
if it works for you? It may end
up being a “stab” of light in the
darkness.

Baobab

Baobab

Adansonia digitata

Adansonia digitata

Some scientists say that Baobab trees
with a circumference of 30m are
estimated to be about 400 years old.
This would suggest that every meter
represents about 13 years.

Do you think this estimation sounds
correct? Look at the tree in front of
you. How old do you think would it be
according to this theory?
Let us know what you think:
sms us at 084 710 5***.
Keep watching this space for the answer.

Temporary tree labels at the Lowveld Botanical Garden with a Short Message Service (SMS) response option.

Case study 2: Natal National
Botanical Garden
As in many botanical gardens,
interpretation in the Natal
Garden involves trying to
ascertain who the visitors to our
garden are and what motivates
them, then designing interpretation to suit these people and
the aims of our organisation (The
National Botanical Institute).
Below are four examples of signs
that encourage visitor response.
28 These responses help us in two

ways: firstly, to determine what
stimulates the people of
Pietermaritzburg to visit and
respond to the botanical garden
and the plants and interpretation
in it, and secondly to hopefully
lead to critical thinking on the
issues raised and, more
importantly, to actions which
will lead to more ecologically
sustainable ways of living.
1. Comments chalkboard
This board is not a sign as such,
but a large chalkboard at the
entrance/exit of the garden, on

which visitors are encouraged to
write wildlife sightings, plants that
are in flower, things they enjoyed
about the garden etc. This is
proving to be an excellent
informal opportunity for visitor
interaction. It does however
need to be carefully managed to
prevent abuse.
2, 3 and 4. These temporary
laminated signs have been in
various locations in the garden –
in the ‘Garden of Extinction’,
next to a restaurant and in front
of a Camphor tree respectively.

Afforestation, once again, is reducing the

habitat of this tiny Aloe, now only found in a
few central KZN grassland patches.
Your opinion please:

'Does this little plant have value, or should
we just allowit to go extinct?'
SMS response to: 083 6622306
Aloe family (Aloaceae)
Aloe parviflora

T he g a rd e n o f
extin c tio n

2. Encouraging thought and response on the value of
threatened plants in the ‘Garden of Extinction’ theme
display in the Natal National Botanical Garden.

Conclusion
In the last 2 years (2001 - 2003) we have tried
to develop ways for botanical gardens
interpretation to become more interactive. Some
of these methods are bearing fruit, and we are
planning to experiment with other ideas.
Comments and suggestions from interested
people are welcome. Please contact us at the
addresses listed at the beginning of this article.
References:
O’Donoghue, R & Janse van Rensburg, E.J. 1995.
Environments and methods. ShareNet, Howick.
Roff, J. 2003. Bridging the gap – A handbook for
environmental interpreters and educators.
ShareNet, Howick.
Tilden, F. 1967. Interpreting our heritage. The
University of North Carolina Press, Chapel Hill,
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This plant lives in trees !
This red-flowered Dermatobotrys saundersii grows naturally in the forks of tall forest trees.
It is rarely found in the wild, but can be grown easily as a container plant and has a
delicious fruit.

Spot one in the Garden and get a free seedling !
There are three Dermatobotrys plants growing in trees in the garden. If you spot one,
phone us, tell us where it is, and you'll win a free indigenous seedling.
Phone John or Isabel (3443***)
Indigenous plants enrich our lives - lets care for them !
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3. Encouraging visitor observation in the garden using a reward. Responses to this sign provided Natal
Garden interpretation staff with the opportunity to interact further with visitors.

Should we chop down this Camphor tree?
Yes

No

Why?

Why?

It is a Category one invader - The law does
not permit anyone to grow these trees.

At 119 years old, it is part of Maritzburg’s
history.

Camphor trees (from Asia) like this one are
a threat to KwaZulu-Natal’s rich biodiversity,
because they take water, food and growing
space away from our indigenous trees.

It is one of 4 very big, very old trees in the
garden, and is perhaps the tree with the
most ‘character’.

It produces thousands of seeds per year.
Birds eat these seeds, and so spread the trees
widely. The trees have no natural enemies.
The garden promotes indigenous species
and their conservation. Keeping aliens such
as this tree is contrary to our mission.

It has great educational value in teaching
biology and the fascinating variety of plant
uses (e.g. camphor oil and camphor cream).
Lots of people love it, and associate it with
fond memories of the garden and happy
times spent here.

What do you think?
Email: interpret@telkomsa.net or SMS: 083 6622306

4. This controversial sign prompted a newspaper article and approximately 40 email and SMS responses.
It has been one of the most useful and effective ways of stimulating public interest in the Natal garden.
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UNESCO and The International Decade of Education
for Sustainable Development
Mary Joy Pigozzi

Supporting efforts to promote
development that is socially
desirable, economically viable,
and ecologically sustainable, the
United Nations (UN) General
Assembly adopted by consensus, on 20 December 20, 2002,
a resolution establishing a UN
Decade of Education for
Sustainable Development
(DESD) from 2005 to 2014.
The resolution names the United
Nations Educational, Scientific,
and Cultural Organisation
(UNESCO) as the lead agency
to promote the decade.

A movement to declare a
decade
Since 1985, the UN has
designated on-going International Decades to draw attention to
major issues and to encourage
international action on questions
of global importance. The
conception of a Decade of
Education for Sustainable
Development was introduced by
the Japanese government at the
World Summit for Sustainable
Development (WSSD) Preparatory Committee IV (Bali,
Indonesia, June 2002) and
endorsed at the highest political
levels at the WSSD in
Johannesburg, South Africa, in
September 2002. Three months
later, it was adopted by
consensus at the 57th session of
the UN General Assembly and
a Decade of Education for
30 Sustainable Development

declared to commence 1
January 2005.
Aims of the Decade
The outcomes of the Johannesburg Summit and the
establishment of a Decade of
Education for Sustainable
Development affirm the need to
integrate sustainable development into education systems at
all levels in order for education
to be a key agent for change.
The Decade aims to promote
education as the basis for
sustainable human society and to
strengthen international cooperation toward the development of
innovative policies, programmes,
and practices of education for
sustainable development (ESD).

Governments have been invited
to consider the inclusion of
measures to implement the
Decade of Education for
Sustainable Development in their
respective educational strategies
and action plans by 2005, taking
into account the international
implementation scheme to be
prepared by UNESCO.

Sustainable Development:
An Evolving Concept
The naming of the concept of
sustainable development emerged in the 1980s in response to
a growing realisation of the need
to balance economic and social
progress with a concern for the
environment and the stewardship
of natural resources. The
landmark 1972 UN Conference
on the Human Environment in
Stockholm, Sweden focussed
attention on environmental
concerns and led to the creation
of many environmental ministries
and non-governmental organisations (NGOs) working to
conserve the planet’s resources.
In the years following the
conference, the global community acknowledged that more
exploration was needed of the
inter-relationships between the
environment and natural
resources and socio-economic
issues of poverty and underdevelopment.
World Commission on
Environment and
Development
The concept of sustainable
development gained world-wide
currency with the publication of
Our Common Future by the
World Commission on Environment and Development in 1987.
The UN General Assembly
Resolution 38/161 agreed on the
creation of a Commission in
1983 to:
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· Re-examine the critical
environmental and development issues and to formulate
innovative, concrete and
realistic proposals for
managing them;
· Strengthen and propose new
forms of international cooperation in order to influence
policies and events in the
direction of needed changes;
and
· Raise Governments’, NGOs’,
businesses’, and other
members of civil society’s
levels of understanding and
commitment to action.
The World Commission on
Environment and Development
defined sustainable development
in Our Common Future as
"Development that meets the
needs of the present without
compromising the ability of
future generations to meet their
own needs". This definition
considers that while development may be essential to satisfy
human needs and improve the
quality of life, it should occur in
such a way that the capacity of
the natural environment to meet
present and future needs is not
compromised.
The Earth Summit
Sustainable development was a
key issue on the agenda at the
1992 UN Conference on
Environment and Development
(UNCED), or the Earth Summit,
held at Rio de Janeiro, Brazil.
The Summit brought together
representatives of Governments,
international organisations,
NGOs, and civil society to
discuss the challenges of the next

century and to adopt a global
plan of action to meet these
challenges. The action plan,
known as Agenda 21, provided
a comprehensive set of
principles to assist governments
and other institutions in
implementing sustainable
development policies and
programmes. It also suggested
that economic, social, and
environmental considerations
were intertwined with issues of
poverty, equity, quality of life, and
global environmental protection.

From Rio to Johannesburg
During the 1990s, thinking about
sustainable development evolved
further, making it an international
benchmark for the consideration
of a broad range of economic,
social, political, and environmental issues. Yet, while considerable progress has been made in
developing the concepts of sustainable development, progress
on implementation of sustainable
development plans has been
slower.
"Our biggest challenge in this
new century is to take an idea
that seems abstract —
sustainable development —
and turn it into a reality for all
the world’s people."
Kofi Annan, Secretary General
of the United Nations, 14 March
2001

Over 170 countries adopted
Agenda 21 and the Rio
Declaration on Environment and
Development, in an impressive
show of commitment to a "global
partnership to conserve, protect,
and restore the health and
integrity of the earth’s ecosystem". As such, emphasis is placed
on the development of national,
regional and local level strategies,
plans, policies, and processes
promoting
sustainable
development. In 1992, the UN
Commission on Sustainable
Development was created to
ensure follow-up to UNCED, to
monitor and report on the
implementation of Earth Summit
agreements at all levels, and to
act as a forum for the ongoing
negotiation of international
policies on sustainable development.

Though many concrete initiatives
for sustainable development
have been implemented by a
wide range of partners since Rio,
achievement of the UNCED
goals has been lagging. Pressures
on the environment and natural
resources has kept the state of
the world’s environment fragile;
poverty has increased in absolute
terms; and unsustainable
production and consumption
patterns abide, especially in the
developed world. And while
notable achievements have been
made in improving health, new
problems, such as HIV/AIDS,
and old ones, such as malaria,
are reversing hard won gains in
infant survival and life expectancy
in a growing number of countries
and communities worldwide.
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Johannesburg: into a
sustainable future?
Ten years after Rio, the world
community came together to
review accomplishments and
outcomes of the Earth Summit,
and to adopt concrete measures
and identify quantifiable targets
for better implementation of
Agenda 21 and the more recent
Millennium Declaration Goals.
At the WSSD in Johannesburg,
26 August – 4 September 2002,
a more fully developed paradigm
of sustainable development was
endorsed. The Political Declaration states that sustainable
development is built on three
"interdependent and mutually
reinforcing pillars" - economic
development, social development, and environmental
protection - which must be
established "at local, national,
regional and global levels" (Para
5). This paradigm recognises
the complexity and interrelationships of critical issues such as
poverty, wasteful consumption,
environmental degradation,
urban decay, population growth,
gender inequality, health, conflict,
and the violation of human rights.

The summit noted that practical
and sustained steps were
required to address many of the
interlinked problems. As an
implementation-focussed
Summit, Johannesburg resulted
in major commitments to expand
access to safe water, proper
sanitation, and modern, clean
energy services, as well as to
reverse the decline of
ecosystems. In addition to these
commitments, the Summit
32 resulted in the launch of more

than 300 voluntary partnerships
between governments, NGOs
and businesses to support
sustainable development efforts.
Follow-up on these commitments will be the yardstick of
success or failure in the
attainment of the Summit goals.
In sum, sustainable development
is a dynamic and relative concept
with many dimensions and many
interpretations. Some argue that
there is no need for one agreed
definition of sustainable development; instead, sustainable
development should be seen as
a process of change that is
heavily reliant upon local
context, needs, and priorities.
Clearly, although there is no one
definition, the global dimensions
and impacts of these challenges
require extensive international
cooperation, political commitment, stewardship, and energy
to move forward into a
sustainable future.

economic goals, social goals, and
ecological responsibility.
Education should provide
communities with the skills,
perspectives, values and
knowledge to live in a
sustainable manner. It should be
interdisciplinary, integrating
concepts and analytical tools
from a variety of disciplines (UN
Commission on Sustainable
Development 2002). Education
must be reoriented to include the
changes needed to promote
sustainable development.
Education for sustainable
development must be attentive to
developments and reforms in
education, particularly Education
For All (EFA) the Millennium
Development Goals and the
goals of the International Literacy
Decade and vice versa.
The WSSD Plan of Implementation recognizes two key
aspects of education in relation
to sustainable development.
· First, education is the foundation for sustainable development and much of the work on
ESD must be closely linked to
the pursuit of Education for All.

Education for Sustainable
Development (ESD):
Expanding the vision
Education, both formal and nonformal, public awareness and
training are key processes by
which human beings and
societies can reach their fullest
potential. Education at all levels
is a key to sustainable
development. Educating people
for sustainable development
requires a balance among

· Second, education, as a key
instrument for bringing about
changes in values and
attitudes, skills, behaviours and
lifestyles consistent with
sustainable development within
and among countries, is a tool
for addressing such questions
as gender quality, environmental protection, rural
development, human rights,
health care, HIV/AIDS and
consumption patterns as these

qqqqqqqqqqqqqqqqq
intersect with the sustainable
development agenda.1
Indeed education, broadly
defined, is humanity’s best hope
and most effective means in the
quest to achieve sustainable
development. Much of current
education falls far short of what
is required. Therefore the quality
of education is of paramount
importance. Improving the
quality of education and reorienting its goals to recognize
the importance of sustainable
development must be one of
UNESCO’s and the world’s
highest priorities.
Education at all levels and in all
its forms should help people of
all ages better understand the
world in which they live and
the complexity and interrelationships of problems such as
poverty, wasteful consumption,
environmental degradation,
urban decay, population growth,
gender inequality, health, conflict,
and the violation of human rights
that threaten our future.
This vision of education
emphasizes a holistic, interdisciplinary approach to
developing the knowledge and
skills needed for a sustainable
future, encompassing both
formal and non-formal
education.
ESD : the meaning and scope
ESD is “an emerging but dynamic
concept that encompasses a
new vision of education that
seeks to empower people of all
ages to assume responsibility for
creating and enjoying a

sustainable future”.2 It is not so
much education about sustainable development but education
for sustainable development,
which makes the concept more
participatory and comprehensive. The aim is not only for the
educator and the learner to
understand the issues of
sustainable development but also
to cope with and act upon the
interdisciplinarity of the issue.
ESD becomes a more
information-driven and participatory concept that encourages
educators and learners to
interact, debate and foster
learning that emerges from
experiences and creativity. This
more dynamic meaning of ESD
utilizes all aspects of public
awareness, education and
training as powerful instruments
to create both understanding
about sustainability but also to
develop the knowledge, skills,
perspectives and values to
participate in individual and
collective decisions that will
improve the quality of life in the
short and the long run. This also
means that while there will be
overall agreement on “What is
ESD?” there will be nuanced
differences according to local
contexts, priorities and approaches. This is a critical point. It
means that there will be no single
“right” definition of ESD, but
there will be overall agreement
on the concept of sustainable
development that education
addresses.
The goals, emphases and
processes of ESD must,
therefore, be locally defined
meeting the local environmental,

social and economic conditions
in culturally appropriate ways.
This can be facilitated through
community involvement, which
will enable people to make
informed decisions on issues
affecting the quality of their lives.
Exchange of relevant experiences of sustainable solutions
from around the world would
enrich options and promote
diversity through international
cooperation. In general, improving basic education and
reorienting existing education
have common end points of
developing knowledge, skills,
perspectives and values to
enable citizens to continue
learning after they leave school,
to earn a sustainable livelihood
and live sustainable lives on a
daily basis.
ESD has four major thrusts:
promotion and improvement of
basic education, reorienting
existing education at all levels to
address sustainable development, developing public
understanding and awareness of
sustainability, and training.

E E
B
u
l
l
e
t
i
n
no
25
O
c
t
o
b
e
r
2
0
0
3

These thrusts were originally
identified in Chapter 36 of
Agenda 21 and have been
expanded upon in the
Commission for Sustainable
Development (CSD) Work
Programme as follows:
· The creation of awareness of
the need for and public
understanding of the principles
behind sustainability. This
includes educating people to
promote sustainable consumption and production patterns.
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In this the media can play an
important role.
· The availability of quality lifelong education and learning
opportunities for all peoples
regardless of their occupation
or circumstances. This can be
achieved by reviewing national
education policies and reorienting formal education
systems.
· The reorienting of existing
education programmes to
address the social, environmental and economic
knowledge, skills, perspectives
and values inherent to
sustainability. Education must
be incorporated into national
strategic and action plans for
sustainable development.

The development of specialized
training programmes to ensure
that all sectors of society have
the skills necessary to perform
their work in a sustainable
manner.
UNESCO is willing to share a
framework for the development
of the International Implementation Scheme. Individuals
wanting to access this
framework and comment are
encouraged to do so by visiting:
h t t p : / / w w w. u n e s c o . o rg /
education/index.shtml.
N.E.: This article was firstly
published in the UNESCO
newsletter "Connect", Vol.
XXVIII, No. 1-2, 2003, pp.17. It has been shortned to fit the
context of this Bulletin.

Footnotes
1
Address by the Director-General,
UNESCO, to the Permanent
Delegations of UNESCO Member
States following the WSSD, 30
September 2002.
“Education for Sustainability
– From Rio to Johannesburg:
Lessons learnt from a decade of
commitment”, WSSD,
Johannesburg, 2002, p.6
2

Mary Joy Pigozzi
Director
Division for the Promotion of
Quality Education
For further information
please contact
E-mail: esddecade@unesco.org

Adv
anced Certificate
Advanced
in Environmental Education
2004 - 2005
Are you …
a practising environmental educator? interested in EE? keen to improve your professional
practice? in need of a formal qualification? free during school holidays? If so, consider this course!
Drawing on its extensive experience in and resources for environmental education, the Education
Department at Rhodes University offeris course for environmental educators working in the fields of
development, conservation, environmental management and non-formal education.Students who
successfully complete the course will be awarded an Advanced Certificate in Environmental Education
with official accreditation at level 6 on the National Qualifications Framework (NQF).
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For further details and an admission form contact:
Ingrid Timmermans, Department of Education, Rhodes University, Grahamstown
Tel: +27-46-603 8389, Fax: +27-46-636 1495,
E-mail: i.timmermans@ru.ac.za
Closing date for registration: 30 October 2003
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Education for Sustainable Development requires curricula
that enable learners to practice emotional literacy
Alistair Chadwick

This article indicates how its
author believes a number of the
‘Gaborone Declaration’ recommendations relating to curriculum
design and implementation
might be translated into practice,
particularly within the formal
education sector, such that we
and all of our descendants might
live more sustainable lives.
In particular, this article focuses
attention on the ‘Gaborone
Declaration’ recommendations
that encourage decision makers
and educators (EEASA 2002):
1. To design curricula that are
tolerant of diversity and that
are contextually responsive to
diverse environment and
development issues and risks.
2. To design curricula that
emphasise the relationship
between human rights, a
healthy environment, and
social justice, and that
respond to livelihood issues
and the challenge of enabling
more sustainable futures.
As encouraged by the United
Nations Decade of Education
for Sustainable Development, the
‘Gaborone Declaration’ emphasises the widespread belief in the
need for educational processes
that will result in tomorrow’s
adults being able to live
sustainably. But what does
‘being able to live sustainably’
really mean?

‘Being able to live sustainably’
means that people are able to
live in ways that, at the very least:
*
*

do not deplete renewable
resources faster than they
can be renewed, and that
foster democratic, just and
non-violent societies.

The ‘Gaborone Declaration’
clearly supports this view,
stressing the design and
implementation of curricula that
emphasise the relationship
between human rights, a
healthy environment and
social justice. And it is not
alone in also focusing attention
on the promotion of social
justice and human rights as a
means to ensuring a sustainable
society. The Earth Charter too,
emphasises the widespread
problems of “injustice, poverty,
ignorance and violent conflict”,
and stresses the need for “a
culture of peace.” Importantly,
the Earth Charter1 “recognises
that “environmental protection,
human rights, equitable human
development, and peace are all
interdependent and indivisible.”
How can social justice and
human rights be ensured?
This paper argues that for the
above-mentioned recommendations of the ‘Gaborone
Declaration’ to be achieved, that
is for curriculum designers and
implementers to ensure that

social justice is promoted and
that human rights are respected
and protected, requires that we
place an explicit emphasis on our
interactions with the people with
whom we come into regular
contact. In this regard, social
interactions which promote
justice and human rights may be
viewed as ‘socially competent,’
dependent, to a large extent,
upon a foundation of well-honed
emotional capacities (Payton et
al 2000). This paper suggests
that such competencies need to
be seen as critical focal points in
all curriculum design and
implementation, and it suggests
ways in which attention can be
given to these within curricula and
associated environmental education processes.
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Steiner (1997) refers to the
above-mentioned well-honed
emotional capacities as
emotional literacy. His
definition indicates one’s
ability to:
understand one’s emotions;
listen to others and
empathize with their
emotions; and
express emotions in ways
that do not impact negatively
on those with whom one
interacts.
Park (2003) builds on this
definition by saying that
emotional literacy is the practice
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of reflecting individually and
collectively about how our
emotions shape our actions, and
of using emotional understanding
to enrich our thinking. Emotional
literacy is a way of managing
one’s interactions with others so
that one can build an
understanding of one’s own
emotions and those of others,
then finding a way of allowing this
understanding to inform one’s
actions. As such, practicing
emotional literacy involves
everyone (in the school
community, for example) in
thinking about how emotions
shape their actions and in using
emotional understanding to
enrich their thinking.

As Steiner (1997) further
asserts, to practice emotional
literacy is to handle emotions in
a way that generally improves the
quality of life around one. It is in
this regard, however, that large
numbers of southern African
people live within an environment
that does not foster physical or
emotional well-being, daily falling
victim to stress, intolerance,
prejudice, and often to
emotional, physical and/or verbal
abuse and various other social
injustices and human rights
abuses. As such, it would seem
that few people practice
emotional literacy and, as a result
do not enjoy truly sustainable
lives; lives that pay as much
attention to broader socioecological issues as they do to
one’s emotional development
and well-being. And, unless our
young people are given regular
opportunities to practice
36 emotional literacy, I believe that
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very few of us will be able to live
sustainably in the future.
So how might curriculum
designers and implementers
foster emotional literacy?
The first way in which we, as
curriculum designers/implementers, might foster the practice of
emotional literacy amongst our
learners is, of course, to give
attention to the abovementioned ‘Gaborone Declaration’ recommendations. It also
requires that we practice (model)
emotional literacy in all of our
interactions with learners,
colleagues and members of the
broader community. Some
guidance for such behaviour is
to be found in a variety of
contemporary documents, such
as the Earth Charter, as well as
in the constitutions of a number
of countries, where the values
and/or principles of respect,
democracy, social justice and
equity, equality, non-racism and
non-sexism, accountability
(responsibility), and the rule of
law are often highlighted.
Another way in which curriculum
designers and implementers
might foster emotional literacy is
to ensure the involvement of
learners in environmental
education processes that
incorporate an explicit focus on
practicing emotional literacy.
Such an approach would appear
to have received support during
the recent 1st World Environmental Education Congress
(2003). In the ‘General
Conclusions’ reached during this
international meeting of
environmental educators, the

need emerged for a new EE
paradigm, one that is “more
multi- and interdisciplinary,
capable of dealing with the
complexity and uncertainty of a
world that is not only natural but
also cultural and human.” It
seems a transition is presently
taking place from a situation in
which “the natural and
environmental sciences have
enjoyed a certain dominance
and have played the leading role
in EE, to a situation in which the
human and social sciences are
enjoying a growing influence and
contribution.” I believe this
clearly indicates support for
curricula and associated
environmental education
processes that foster the practice
of emotional literacy.
So how might our curricula,
especially at the school level,
foster the practice of
emotional literacy?
The teaching methods that are
believed to be very useful within
the recent orientations to
environmental education
processes are, to a large extent,
based upon social constructivist
theories of teaching and learning.
Such methods focus on
providing learners with
opportunities to collaborate in the
investigation and/or research of
local issues or problems
(ultimately with a view to
involving parents and other
members of the local community
in action for socio-ecological
transformation). However, in
order to ensure that opportunities
for practising emotional literacy
are incorporated within our
curricula it might be useful to give
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explicit attention to the variety of
conflicting interests that are
often apparent within the issue
or problem being investigated.
An (environmental) issue or
problem is, almost without fail,
based on a conflict between the
different interests, beliefs and
points of view of different people
with regard to the issue. Giving
attention to conflicting interests
requires that learners investigate
the diverse points of view
(perspectives) held by the
different people involved. This
seems to link directly to the
‘Gaborone Declaration’
recommendation that encourages decision makers and
educators to design curricula that
are tolerant of diversity and that
are contextually responsive to
diverse environment and
development issues and risks.
This will not only provide learners
with a more qualified stand-point
regarding an issue that directly
affects them and their families,
but it also requires that they ‘take
sides’, thus providing opportunities for emotional learning,
i.e. for learners to develop the
ability to listen to others and
empathise with their feelings and
emotions, to understand their
own emotions and to express
these emotions productively.
An investigation into the issue of
waste in the local environment is
one example of a concern that
includes conflicting interests.
Waste involves people who
produce products, people who
employ others to produce
products, people who buy
products and who dispose of

old/used products, people who
are employed to collect waste,
people who become ill because
of waste in the local environment,
and people who make laws
regulating what waste may be
disposed of (and where), etc.
It is clear that opportunities for
active environmental learning,
such as through role-playing and/
or conducting interviews with
the above members of one’s
community, would be useful,
serving to clarify the interests /
view points of people involved
with the issue, requiring one to
listen to others and empathise
with their feelings, and to clarify
and express one’s own feelings
and emotions. As competition for
resources such as water
increases, an approach to
curriculum design and implementation such as the above will
undoubtedly serve the interests
of a region that is striving to
ensure the emergence of a
peace-loving, tolerant and, in all
ways, sustainable and sustaining
society.
Footnote
1
The Earth Charter is a
“declaration of fundamental
principles for building a…
sustainable… society in the 21st
century.” It was initiated at the
1992 Rio Earth Summit and is the
product of a decade-long,
worldwide, cross-cultural
conversation about common goals
and shared values, involving
“thousands of individuals and
hundreds of organisations from all
regions of the world.”
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RESOURCES
Book review - SADC REEP sourcebook no. 2
Eur
eta Rosenber
Eureta
Rosenbergg
Book reviewed: Development, Adaptation and Use of Learning Support Materials. A Sourcebook in Support of
Environmental Education Processes. Book 2. 2003. By Russo, V. and Lotz-Sisitka, H. (Compiling Authors).
Published in Howick by the SADC Regional Environmental Education Programme in collaboration with the Wildlife
Society of South Africa and the Rhodes University Environmental Education Unit. ISBN:1-874891-83-4.

Background
This 70-page publication was
produced by the SADC
Regional Environmental Education Programme (REEP), a
project (funded by Sida and
Danida) of the SADC Food,
Agriculture and Natural
Resources Directorate. It forms
part of the SADC-REEP’s
efforts to support environmental
educators in the southern African
region. This particular 'Sourcebook', the second in a series,
gives guidelines on how to
develop resource materials to
support environmental learning
in schools as well as broader
community contexts.

The 'Sourcebook' takes as its
context the 2002 Gaborone
Declaration, drawn up by
EEASA members and others in
preparation for the World
Summit on Sustainable
Development (WSSD). The
authors remind us that the
Declaration noted that “the
complex issues and risks in the
region require a radical reorientation of society at a global
level and a radical re-orientation
38 of education and training in all

(p.2). The 'Sourcebook' advises
that such educational processes
include both cultural induction
(learning about what is already
known) and critical reflection
(critically reviewing what is
known), to enable better lifestyle
choices and action for better
environmental management.
Such educational processes aim
to do more than just perpetuate
the status quo, something which
many saw as a failure of the
WSSD.
sectors”. The participants in the
Gaborone Declaration noted that
critical issues such as poverty
were persisting, despite numerous calls for action, conferences
and policy meetings. Against this
background, it is vital that
environmental education
processes are relevant,
addressing environmental issues
that are “not only related to
individual ignorance or individual
behaviour, but also to structural,
historical and social problems
such as unequal access to
resources, limited political
choices and traditional, historical
and contemporary world views”

It is in this regard that, in my view,
the 'Sourcebook' makes a particularly useful contribution. It
highlights the fact that resource
materials should be developed,
adapted and evaluated for their
ability to support (environmental) learning. Now this may
sound self-evident - that
educational materials should
support learning - but numerous
other factors (e.g. particular
political or donor interests; the
marketing potential of resource
materials; a perceived need for
a tangible ‘output’; pressure to
promote
a
particular
organisation; or simply a
particular individual’s or
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organisation’s ‘pet’ concern)
often drive the choice and
conceptualisation of materials.
It is remarkable how little
attention may be given to the
context(s) in which the materials
will be used, and to exactly how
these materials will support
learning in those contexts. The
SADC REEP 'Sourcebook'
draws our attention strongly to
these aspects, as I illustrate in a
quick overview of its contents.
Content & Contributions
After a general orientation, the
'Sourcebook' introduces an
orientation to environmental
education processes and
environmental learning (Chapter
2). This is an important section,
although it will probably be most
useful if mediated by a facilitator
in a training session. The text
alerts readers to the pitfalls of
current trends – either an overemphasis on technical details and
final product (often caused by
focussing only on publicity or
widest possible dissemination)
or, on the other hand, an overemphasis on wide stakeholder
participation in the materials
development process. In both
trends there is often little
consideration of “how the
materials will foster learning”
(p.10).
Chapter 3 deals with the
processes of developing and
adapting materials. In several
instances the authors encourage
readers to think beyond the
superficial. For example, they
note that research is a valuable
component of materials
development, that research can

“assist materials developers to
move beyond their own
(sometimes blind or narrow)
assumptions”, but also that
research itself needs a guiding
framework, or otherwise
researchers will miss what they
did not look for. (An example is
given of a team who worked on
materials on soil erosion, but
initially researched only the
biophysical aspects of erosion,
because they started with a toonarrow framework).
Interesting points are also raised
about the complex issue of
language in materials development; again the 'Sourcebook'
starts to take readers beyond the
conventional wisdoms (such as
the oft-touted view that if the
materials are in mother tongue,
the language issue has been dealt
with). As a reader developing
learning support materials for
diverse language speakers, the
'Sourcebook' motivated me to
start looking for more informed
insights into this issue, perhaps
from language specialists.
Chapter 4 explores the
importance of considering how
materials will be used by
learners and educators. It
emphasises the monitoring and
evaluation of materials-in-use,
and helpful hints and examples
of how others have tackled these
tricky processes, are shared.
(See for example pp.50-51.)
Readers are constantly
reminded to consider how the
materials will foster learning.
Attention is drawn to what
appears self-evident, for
example, consider the context

in which the materials you want
to develop, will be used. Often
context is considered superficially (viz. we want materials for
primary schools, so we need to
use ‘simple language’) and
developers may fail to consider
“how learning interactions are
‘organised’ in schools” (p.40).
Will the exciting teaching
activities we plan to include in our
materials, fit into the schedules
or curricula of these primary
schools, for example? We are
also reminded to foreground the
intended purpose of the
materials, and warned against a
blind adoption of existing
materials, without considering
how they will serve the purpose
(a point related to the relevance
of environmental education
processes, noted in the
introduction).
Chapter 5, on technical
aspects such as illustrations,
copyright, computer memory
size, etc., is valuable for novices
and more experienced materials
developers alike. I found the
section on how to brief an editor
particularly useful, for example.
General comments
Carefully documented case
studies of materials development make the book useful for
both individual readers and for a
materials development training
programme. When examples of
resources (as opposed to case
studies) are given in brackets
however, there seems to be an
assumption that readers will have
access to these resources. This
reinforces my perception that the
'Sourcebook' has been deve-
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loped to be most useful for a
course or attachment programme at the SADC Regional
Environmental Education Centre,
where the listed materials would
be available.
Another strong feature is that the
'Sourcebook' draws on southern
African cases and research. I did
think that a glance at pertinent
international matters would have
deepened perspective. In
particular, I thought of the
concerns around environmental
education ‘standards’ in the
United States. There, in the midto late 1990s, materials
developers were taken to task
for publishing ‘biased’ and
‘misleading’ information. On
closer inspection the commotion
appeared to have been stirred up
by concerns that the ‘facts’ in
these materials (e.g. on global
warming) did not correspond
with the ‘facts’ which some
conservative groups saw as

more valid. The issue, apart
from the influence of political
interests in educational
processes, is that ‘facts’ can be
disputed. The SADC REEP
'Sourcebook' simply notes that
materials developers need to
check their facts! Similarly,
routine ‘evaluations’ of
materials by government
before publication are mentioned
(p.35) without unpacking the
potential ‘censoring’ role that
such screenings may play. But
then, one publication cannot do
it all!
Conclusion
The practical guidelines offered
by this 'Sourcebook', on how to
develop, adapt, produce and
evaluate materials, are very
useful. It is particularly valuable
to have these practical pointers
alongside some challenges to
ready-made assumptions and
blind spots about materials
development, in the context of

the need to foster real learning
through our support materials,
rather than merely perpetuating
the status quo with products that
carry logos but little else of value
in terms of the critical issues
which the Gaborone Declaration
suggests we ought to respond to
with some urgency.
N.E.: To obtain an electronic or
hard copy of this 'Sourcebook'
(published in English and
Portuguese) contact the SADC
Regional EE Programme at
sadc-reec@futurenet.co.za or
+27-33-330 3931.

Dr Eureta Rosenberg
Environmental Education
Consultant, Cape Town,
South Africa
E-mail:
eureta@worldonline.co.za

Close Encounters - A series of Namibian EE Case Studies
The Namibian Environmental
Education Network (NEEN)
has recently published a book
which focuses on environmental
education case studies as key
examples of what was done and
is currently being done in
environmental education in
Namibia. This book is part of
NEEN’s efforts towards
addressing the problem of limited
communication, sharing of ideas
and co-operation among various
non-formal EE practitioners in
40 Namibia.

It is hoped that these case
studies will provide support and
further the opportunities for
those currently involved in the
implementation of non-formal
EE in Namibia. This book aims
at enabling new or prospective
EE project developers to share
their EE experiences.
For copies of the Close
Encounters please contact
Graeme Wilson at E-mail:
neen@rf.org.na or NEEN, PO
Box 20746, Windhoek, Namibia.

GUIDELINES FOR CONTRIBUTORS
Any contributions relating to environmental education are welcome. These may include
articles, reports from EE projects, working groups or local networks, activity ideas, resource
reviews, letters, requests, comments, drawings, photographs or creative writing.
Articles will be accepted in any official southern African language. If articles are written in any
language other than English, please provide a short English Summary.
In order for readers to contact you, please include your name, postal address, e-mail address,
and telephone and fax numbers if available.
Editing will be kept to a minimum. However, where the readability or meaning of an article is
unclear, the editors reserve the right to edit the text.
If possible, please e-mail articles to us, or send them on a disk.
Please provide a complete reference list if authors or publications are referred to in your
article. Provide surname and initials of author(s), the title of the article and journal or book,
name of publisher, and date and place of publication.
If creative passages or children’s contributions are hand-written, they may be reproduced in
this form. Please ensure that the writing is clear and legible, and that ink has been used.
You are encouraged to include good quality diagrams, drawings, cartoons, photographs and
logos to enhance the text.
While original articles are preferred, articles published elsewhere will be accepted if they are of
particular interest to readers. Contributors are responsible for obtaining permission to reprint
such articles, to ensure that copyright is not infringed. The editors should be informed of the
source of the article, so that this can be acknowledged.
Articles should be no longer than five typed pages.
Please include a stamped, self-addressed envelope if you would like material returned to you.
Please send all contributions to:
EEASA Administrative Secretary, PO Box 394, Howick, 3290,
KwaZulu Natal, South Africa
Tel: +27(0)33-330 3931; Fax: +27(0)33-330 4576; E-mail: eeasa@futurenet.co.za
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