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ABSTRACT

CHANGE IN SECONDARY SCHOOL GEOGRAPHY EDUCATION : TEACHER
ATTITUDES AND PRACTICE.

This study concerns the nature of secondary school geography
education and the complex interrelationship between syllabus
aims and practice, teacher socialization and classroom
decision-making. The focus 1is on change within the
educational system and the identification of those areas
which merit attention if strategies are to be introduced to
ensure that teachers adopt practice which achieves the third
phase aims of the geography syllabus.

Changes in South African geography education are described
and the nature of the subject is compared with international
aspects of geography education according to the Graves
typology (1981). From analysis it is concluded that if
teachers are to be encouraged to adopt third phase teaching
practice information is needed regarding training and
organisational elements affecting classroom decision-making
during the process of professional socialization. To this
end, a questionnaire survey was devised to measure Cape
Education Department teacher and pre-service training
student attitudes towards reasons for teaching, geography
education and practice, pre-service teacher-training,

(ii)

influences upon teaching style as well as actual and ideal

use of teaching methodologies. Data from the postal survey
were used firstly, to establish teacher characteristics and
attitudes towards, and practice in, geography education;
secondly, to investigate differences in teacher attitudes
and practice when grouped according to training, school and
personal characteristics; and thirdly, to identify the
process of teacher socialization as individuals progress
from student to experienced teacher. Further information
regarding the process of change during the probationary year
of teaching was obtained through the analysis of case study
diaries.

The principal findings of the investigation are that there
is a dichotomy between the stated aims of the secondary
syllabus and school practice in the Cape Education

Department; secondary school geography education in the

schools is second phase in nature; major differences exist
between the attitudes and practice of English- and
Afrikaans-speaking geography teachers; and that outmoded
teaching practice 1is perpetuated as a result of teacher
attitudes, and classroom decision-making, being influenced
more by school than by training experience. The
implications of these findings for change in secondary
school geography education are considered.

R.R. BALLANTYNE UNIVERSITY OF CAPE TOWN
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INTRODUCTION .

The challenge of change has confronted all those involwved in
the discipline of geography since the late 1950's. During
this period geography has undergone a 'revolution' in which
the general focus of the subject has changed from
description and interpretation of cultural and physical
aspects of the world towards a concern with process and
spatial analysis. The emerging 'new' geography was
conceptually based, involved a theoretical approach and
the use of quantitative techniques. This approach was
particularly suited to research in physical geography.
However, the quantitative approach was challenged by those
disenchanted with the difficulty of propounding theory,
particularly where models were poor descriptors of reality
(Johnston, 1983). This discontent led to a rejection of
positivism as a methodology, especially by those geographers
who supported a humanistic approach in the analysis of major
social issues i.e., economic uncertainty, poverty and man's
despoilation of the physical environment (Johnston, 1983)f
Accordingly, the knowledge base of the discipline has
continued to expand and there has been a continuing need for
practising geographers to respond to these changes.

The nature of education in +the 1980's has also changed
markedly from that in the 1950's. In western societies
change may be observed in the general aims of education
where the emphasis has shifted from a concern with imparting
content knowledge towards the development of pupil concepts,
skills, attitudes "and wvalues. This move has occurred
largely as a result of, amongst other things, changes in the
nature of society, the knowledge explosion and the research
findings of educational psychologists concerning the process
of learning. Accordingly, the past ﬁew decades have
witnessed a move from a preoccupation with'conveying subject
content towards an interest in the process of education.
Accompanying this trend has been an increase in utilitarian
and reconstructionist influences upcon educational curricula.
The degree of influence of these has varied from one country

to another (Walford, 1981).



Since the 1950's, therefore, changes in the academic
discipline, coupled with those in the general educational
sphere, have ensured that the nature of geography education
‘has altered in terms of aims, content and teaching practice.
The magnitude of this change will be appreciated if one
compares textbooks of thirty vyears ago with those in use
today.

Generally, the aims of geography education have been moulded
both by subject and educational change. Thus it is common
today to find thaé school geography attempts to develop
pupil understanding and use of geographical theory, concepts
and skills, as well as to help in clarifying and creating an
awareness of attitudes and values. In this manner the
subject contributes towards the development of the whole
child rather than imparting geographical information per se
(Graves, 1981). Accordingly, content is subjugated to
educational aims, although obviously the choice of material
is aliso influenced by changes in ‘the academic nature of the
subject. The interaction between educational and
geographical influences has led to a relative emphasis on
humanistic content in school syllabuses as teachers attempt
to educate for adaptability and become socially aware of the
purposes of geography education (Bailey, 1985). Changes
have necessitated an alteration in classroom teaching
practice. In this, geography teachers are following the
general trend in education and adopting a non-directive,
pupil-centred approach in the classroom.

Change in syllabus aims and content can be implemented
relatively successfully out many difficulties are
experienced in bringing about teaching practice change.
Attempts to encourage geography teachers +to use non-
directive, pupil-centred practice, have been a major focus
of attention in geography education since the 19607 s.
Consequently, the wvalue. of an enquiry-based, pupil-centred
approach is presented to teachers during pre-service and in-
service training as well as by geography subject advisors.
However, even in countries where syllabus aims and content

are chosen to develop pupil concepts, skills, attitudes and



values, it is found that a teacher-centred approach is
common and the majority of time in classrooms is spent in
teachers lecturing or pupils working on written assignments
(Knight, 1976; Sirotnik, 1983:; Slater, 1976). It should
be noted, however, that the resistance of geography teachers
to the adoption of a pupil-centred approach in fhe classrocm
is not unigque to the subject and reflects the general
situation existing in secondary school education in many
countries, e.g. United States of America (Levine et al,
1985).

The. picture..in South Africa is probably no different as
geography education in the country tradionally follcws +he
lead of educators in the United Kingdom (Nico1l, 19745.
Alterations have accordingly been made to syllabus aims and
content as well as the nature of the final school leaving
examination. Whether classroom teaching practice has
altered in order to develop pupil concepts, skills,
att;tudes and values is, however, not clear.

There is a serious gap in knowledge of the interrelationship
between syllabus aims and teaching practice in South African
schools. Accordingly, there is a need to analyse aims,
content and classroom teaching practice in the 1light of
international standards to establish the true nature of
geography educaticn and the level of change which has been
achieved. Furthermore, if change is to occur in the nature
of classroom teaching practice it is essential that
information be obtained regarding geography teacher reasons
for their choice of teachihg practice. Strangely, as far as
can be ascertained, such infermation is not internationally
available. It 1is necessary therefore to identify the
relative .4influence of training and schcol experiences upon
geography teacher classroom decision-making during the
process of professional gocilalization. Information of this
nature will give an indication of how best to 'persuade
teachers to move away from the use of a predcminantly
content-based, teacher-centred approach in geography lessons
in order to achieve the true educational value of the
subject. '

(O8]
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This study aims to £fill the above gap in knowledge by
investigating the thoughts and classroom teaching practice
of secondary school geography teachers. The work in this
study falls naturally into two parts, i.e., a consideration
of change and the present nature of geography education in
South Africa, and research into geography teacher attitudes
and practice. The initial goal of the study concerns an
investigation of the nature of secondary school geography
education and the complex interrelationships between
syllabus aims and practice, teacher socialization and
decision-making. The focus is upon change and the
identification of those areas meriting investigation if an
understanding of geography teacher classroom decision-making
is to be gained. Once this investigation is completed, the
study aims to establish the attitudes and practice of
geography teachers and the changes which occur during the
process of professional socialization.

Chapter One provides a perspective on the structure and
control of geography education in South African secondary
schoolis and investigates the relative position of geography
as a subject in the secondary school curriculum. The nature
of syllabus, examination and teaching-practice changes since
1970 are outlined. Chapter Two considers the nature of
South African geography education within an international
framework by analysing it in relation to +the typological
phases suggested by Graves (1981). A key purpose of +this
chapter is to establish the extent to which the content and
practice is third rhase in nature. Chapter Three
concentrates on the role of the teacher in educational
change. Accordingly, theories of teacher socialization and
Classroom decision-making are discussed with the intention
of gaining insight into those factors which underpin
geography teacher classroom behaviour. In the light of the
features identified in Chapters 2 and 3, Chapter Four
examines major training and organisational elements
affecting geography teaching practice in South Africa and
considers their probable influence upon geography teacher

Classroom decision-making.



i

The remainder of the work focuses on practising geography
teachers in order to firstly, establish their attitudes and
practice, and secondly, to identify the influence of
training and school experience upon their teaching practice
decision-making. Due to the fragmented nature of education
in South Africa and the variety of influences affecting
teacher attitudes and practice in various departments, it
was decided to 1limit the survey to teachers in the Cape
Education Department. Geographers in this department are
typical of those in 'White' schools generally, and as such,
research results will be a bench mark against which further
studies may be compared. The socio-economic background and
teacher training programmes in this department are
sufficiently similar to those prevailing in developed
countries of the western world to allow realistic
comparisons to be made with the situations existing in these
societies. (The terms race, or racially based descriptive
nomenclature such as 'White’', '"Asian’', 'Coloured' and
'Black’ are used in +this study only because they are
unavoidable in the South African context. This usage in ne
way implies that the author accepts the racist connotations
of such terms.)

Chapter Five outlines the aims of the data gathering
exercise, justifies the selection of +the study group and
presents the rationale for the guestions and techniques
used. Chapter Six presents details of geography teachers in
the 'Cape Education Department and an overview of their
attitudes and practice. Chapter Seven highlights the
significant differences that emerge between teachers when
they are grouped according to training, school and personal
characteristics. This allows the identification of those
groups whose attitudes towards, and practice in, geography
education are furthest removed from the ideals of third
phase geocygraphy education. An attempt is then made, in
Chapter Eight, to investigate changes in attitude and
practice as individuals advance through the careexr
hierarchy. In the 1light of these findings the impact of
school experience upon probationary teacher attitudes and

practice is monitored through the use of personal diaries.
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Chapter Nine considers implications for change and discusses
the value of an approach which would involve teachers in the
planning process in post-apartheid South Africa.

By concentrating on a particular group of teachers this
study contributes towards an understanding of change in
secondary school geography education in South Africa.
‘ However, the findings are not intended to be limited to the
particular but have a more general impact by providing new
insight into the process of geography teacher professional
socialization in respect of classroom decision-making. The
research should provide useful information to those wishing
to encourage geography teachers to adopt teaching practice
which aids in the development of pupil concepts, skills,
attitudes and values. In this way it should ’enhénce the
educational wvalue of geography and thereby strengthen its
position in the secondary school curriculum of the future.



CHAPTER ONE

GEOGRAPHY IN SCUTH AFRICAN SECONDARY SCHOOLS.

1.1 INTRODUCTION.

Geography has been taught informally in South African
schocls from the eighteenth century. It was not until +the
nineteenth century, however, that the subject was formally
included in the secondary school curriculum (Levy, 1984).
The first mention of geography as a school subject in the
Cape Colony was in 1835 when the astronomer Sir John
Herschel mentioned geographical content in a description of
his ideal school curriculum. In 1838 Herschel sent a
memorandum to Lord Glenelg, then Secretary of State for the
Colonies in the British Government, recommending that
political and physical geography be taught in Cape schools
(Levy, 1984).

With the establishment of an Education Department in the

Cape Colony in 1839 geography was introduced into the

official school curriculum. Acccrding to a Government
Memorandum, secondary school geography education in +he
Cape was to consist of descriptive geography "with

conversational illustrations of the figure and motions of
the earth and its chief physical appearances and problems on
the terrestrial glcbe and construction of outline mags "
(Levy, 1984, p.54). Gecgraphy as a school subject spread
steadily and by 1876 it was.established in secondary schcols
in all areas which today form part of the Republic of Scguth

Africa (including the Independent and National States).

In 1894 the first detailed geography syllabus was published
in the Cape Colony and it was not long before the Natal
Colony and the two Boer.Republics ( the Transvaal and the
Orange River Republic) followed suit. In terms of gyllabus
content and approach, geography educaticn in the Cape &and
Natal Colonies followed similar lines. Gecgraphy education
in the two Boer Republics was, however, slightly different

in that there was "a reluctance on the part of the Boers to



follow the ideas of the British too closely, particularly
with regard to the dominance of regional studies of Britain
and British colonies" (Levy, 1984, p.69). 1In 1910 the Union
of South Africa came into being and the Cape, Natal,
Transvaal and Orange Free State were united under one
parliament. Although control of secondary school education
was granted individually to the four provinces, geography
education followed much the same pattern throughout the
country as the same core syllabus was used.

The development of South African school geography since 1910
has been extensively covered by Levy (1984) and wvan der
Merwe (1982). According to these researchers few changes of
'any note occurred in secondary school geography education
during this period despite the fact that the subject was
apparently dropped from the South African curriculum between
1903 and 1918 (van der Merwe, 1982). Geography syllabuses
were regularly revised in order to keep pace with academic
developments in the subject although the revision of
syllabuses prior to 1963 did not officially involve the
universities and was undertaken by education departments
(van der Merwe, 1982).

Geography education in schools between 1910 and 1945 was
strongly influenced by British trends and the syllabuses of
this period were marked by an emphasis on natural regions
and topics in physical geography. After 1945 an effort was
made to move away from a purely British orientated geography
in terms of syllabus content, and African and South African
topics were increasingly included in secondary school
syllabuses (van der Merwe, 1982). Although geographical
content differed from that taught in Britain, it 1is
important to note that the objectives and pedagogics of the
subject continued to be greatly influenced by British trends
and experience. This influence continues to the present day
(Nicol, 1974).



1.2 THE STRUCTURE AND CONTROL OF SOUTH AFRICAN SECONDARY
SCHOOL GEOGRAPHY.

Geography education in South African schools occurs within a
racially segregated education system. This system existed in
South Africa, 'albeit less informally, before the coming to
power of the Nationalist Party in 1948. Prior to this,
pfivate schools admitted pupils of different race although
this was not particularly common (Randall, 1982).

The structure of apartheid education in South Africa is
based upon three fundamental principles which grew out of
the struggle for religious education and Afrikaner
nationalism in the schools in the 1870's. Known as Christian
National Education the three basic principles are :-

(1) the religious creed of the Afrikaner which is

Christian in its basis, character, aim and

spirit.
(ii) education must be national in character, aim
and spirit. Afrikaner language, history and

culture must permeate the pupils' education.

(iii) education of the child is primarily the duty
of parents together with the Church, State

and school. Parents are responsible for the
physical, intellectual and spiritual
education of the child; the Church

supervises the spiritual education of the
child together with the parents; the State
ensures that all citizens receive education
and is concerned with the establishment,
maintenance and control of schools: schools
educate the child in the spirit and
background of +the home (Christian National
Education, 1971).

After the coming to power of the (Afrikaner) Nationalist

Party in 1948, +the formal implementation of Christian
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National philosophy in the education system of the country
entrenched the system of separate education for different
nationalities and races. Language and racial
differentiation in schooling was perceived as right and
just, as nations and races differ in. their languages,
history and political institutions (Christian National
Education, 1971).

Apartheid education has had a far-reaching effect upon the
quality of education received by different racial groups
(for a concise account  of the influence of Afrikaner
philosophy upon South African education see Smit, 1985).
This form of education is increasingly condemned for its
inherently unjust nature and its inappropriateness in a
multiracial society, and the cry 'separate but equal' is
seen by many as untrue, unattainable and unwanted (Saunders,
1985). Although undoubtedly of considerable importance and
interest to educators, an analysis and discussion of
apartheid education per se is outside the scope of this
study. It is important to note, however, that no matter how
much one disagrees with the system, the reality of the
situation ensures that any research undertaken in South
Africa at the secondary school level takes place within a
racially segregated system.

The Bantu Education Act of 1953 formalised racially separate
schooling and made it illegal for schools to admit children
of different race groups. Although a few schools (usually
Catholic private schools) quietly ignored the Act of 1953 it
was not until the 1970's that a concerted effort was made by
private schools to admit pupils regardless of race. In 1977
"government announced that the peolicy of'separate gchools
was to be maintained but that exceptions could be made by
the provincial authorities in the case of private church
schools® (Randail, 1982, p.1%2-193). As a result of this
concession many private church schools have an open
admission policy, but due to the heavy expense involved in
attending such schools, Ehe intake of 'Black' pupils is

generally small. State schools, which educate the wvast



majority of pupils in South Africa still, however, operate

within a rigidly separate education system..

The implementation of apartheid education in South Africa in
1953 has also greatly affected the structure and control of
education within the country. The structure (which ensures
national and racial separation) has diversified control to
such an extent that secondary school geography is at present
administered by 18 different departments of education (Fig.
1.1). Although control of geography education is vested in
each education department, the nature and structure of
secondary schcol geography remains much the same throughout
the country. This is mainly due to the role piayed by the
(South African) Joint Matriculation Board (JMB) in syllazbus
construction and the control of matriculation examination
standards.

Within apartheid education a differentiated system of
education was instituted for all 'White' pupils in the early

1970's. In this system secondary school education was
divided into two phases; junior secondary (standards 5, 6
and 7; ages 12 - 14) and senior secondarvy (standards 8, 9

and 10; ages 15 - 17). Within these phases three different
streams or grades of educaticn may be followed i.e., lower
(practical), standard or higher. Each stream aims +to
provide pupils with education according to their particular

*

"needs and abilities.

Geography is a compulsory subject until the end of the
junior secondary phase of education. Its central position
in the junior secondary school curricula is, among other
reasons, due to its importance in relation to the prhilosophy
of Christian National Education. Geography syllabus content
is seen to lend itself to providing pupils with a Christian
National perspective of the wonders of creation as well as

pride in the land of their birth (Jooste, 1983).

In the senior secondary phase the subject is an elective and
thus competes with other subjects for pupils. The position

of geography in the senior secondary phase of education is
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controlled by the rules and regulations of +the JMB and
provincial departments governing pupil subject choice.
According to JMB regulations (1984) school subjects are
placed into one of six groups A - F (Appendix A). 'In order
to satisfy the requirements for a Matriculation Exemption
(and hence be eligible to apply for university entrance)
pupils must write examinations in "not fewer than six and
not more than seven subjects selected from Groups
A - F" (JMB, 1984, p.54). Governing the list of conditions
affecting a pupil's choice of subjects is the rule that at
least "one subject from each of four different groups or two
subjects from Group C or Group E and one subject from each
of two other groups must be chosen if a matriculation pass
is to be awarded" (JMB, 1984, p.54).

Geography is favoured in the subject groupings as it is one
of few which falls into two groups, i.e., E (human sciences)
and F (additional subjects). In group E geography is
grouped with biblical studies, ecconomics and history. The
subjects in group F are more numerous and include amongst
others, accountancy, art, home economics, music, speech and
drama and technical drawing (Appendix A).

Departments of education use JMB subject groupings to
create 'subject packages' which they implement in secondary
schools under their control. Pupils choose the subject
package they wish to follow throughout their senior
sécondary' phase of education during their standard seven
year. Although geography falls into two groups, sorie
departments of education, while acting within the JMB
regulations, do not have a subject package allowing pupils
to combine physical science, biology and geography for
matricﬁlation. purpcses. In these instances geography is
frequently not selected by science~orientated students, who
generally choose the physical science/biology packzage rather
than the geographv/physical science or geography/biology
packages. Physical science and biology are generally
perceived as 'hard' science subjects when compared with
geography and as such they have a higher status in the
schools. This 1leads to the mistaken perception that

[#3]
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geography is an easy option which cannot be placed on a
level footing with physical science, biology or mathematics
in the school curriculum (Craig, 1979).

The differentiated system of education in operaticn within
schools necessitates the construction of three secondary
school geography syllabuses, viz., lower, standard and
higher grade. Although in theory the three syllabuses are
designed for pupils with differing intelligence, interests
and career paths, in reality the content is very similar and
" the only real difference is the degree of rigour of the
school leaving examination (Niemeyer, 1984). As Nightingale
(1985, p.90) states, "the Standard Grade course is the
Higher Grade course with a few (é very few) of +the more
difficult concepts left out".

Geography core syllabuses followed in South. African schools
are controlled by the Committee of Heads of Education (CHE).
Syllabuses are ‘drawn up in close collaboration with
educatioﬁ departmenté and other interestéd parties such as
university representatives. Those involved in constructing
and revising geography syllabuses since 1970 have largely
been persons from tertiary institutions or departmental
administrators rather than practising secondary school
teachers. As a result syllabus ccontent has, to a large
extent, reflected the views and needs of academics rather
than those of practising teachers (Ballantyne, 1982). t is
small wonder that Earle (1976, p. 264), remarking on
academic praise for the 1973 syllabus, states "if one were
to trace the pedigree of the syllabus, perhaps one would

understand why this (was) so."

The JMB is instrumental in guiding the CHE as regards the
revision or redesign of core syllabuses on a regular basis.
Once a core syllabus is approved by the CHE and the JMB,
Departments of Education use it as "a point of departure for
the compilation or revision of their own syllabuses"” (Human
Science Research Council, 1981, p.147). Variation in
departmental syllabuses in South Africa is, however, minimal

as the core syllabus provides 1little in the way of optional
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material. Also, the amount of work prescribed in the core
syllabuses is generally so extensive +that +to include any
more would be +tc burden geography teachers and pupils
excessively.

1.3 CHANGES IN SECONDARY SCHOOL GEOGRAPHY EDUCATION SINCE
1970.

From the above it becomes clear +that the control and
structure of secondary school geography education in Scuth
Africa is determined by the interplay between departments of
education, the JMB and the CHE. These bodies have the power
to implement or retard change through their ability to
control the syllabus and school 1leaving examinations as
well as the employment and service conditions of gecgraphy
teachers. Since 1970 the JMB and CHE in particular have
initiated both syllabus and examination changes at secondary
school level. As a result many geography teachers perceive
the_post 1970 period as one of rapid and appreciable change
in the nature of South’African secondary school geography.

Perception of the extent of the change 1is influenced by
differing perspectives régarding the expected nature of
change in geography educaticn. Teachers nermally perceive
change from an egocentric viewpoint, i.e., the amcunt of
change they, as individuals, have had +to undergo.
Educational planners, on the other hand, evaluate change in
terms of the cutcome of educational experiences i.e., has
change led to the achievement of the aims and cbjectives of
the syllabus? In the following sections changes in the
position of geography in +the senior secondary school
curriculum, in syllabus, in matriculaticn examinations and

in teaching methodologies will be considered.

1.3.1 The position of geography in the secondary school

curriculum.

The relative importance of geography in the South African
senior secondary school curriculum may be evaluated in at

least two ways, i.e., by pupil enrolment and by the

BN



subject's numerical status relative to alternative subject
electives in the senior secondary school curriculum.

1.3.1.1 Senior secondary school geography pupil enrolment.

The number of pupils taking the subject in the final year of
schooling (standard 10) provides an indicator of gecography's
growth. Statistics reflecting geography pupil enrolment at
standard 10 1level are available from two sources, viz.,
Annual Reports of the Directors of Education and the Annual
Reports of the Central Statistical Services. It should be
noted that statistical information relating to education is
often difficult to obtain. Problems encountered in this
research resulted from :-

(i) the segmented nature of the organisation of
education in the country (18 departments of
education, each controlling the education of
secondary school pupils).

(ii) the political and organisational changes
which have taken place in the education
system since 1976 (Independence of Transkei,
Bophuthatswana, Ciskei and Venda as well as
the incorporation of 'Asians' and 'Coloureds'’
into the tricameral parliament in 1985).

(iii) the differing formats, presentaticn and
organisation of data wused by different
education authorities.

In addition to the above, a particular problem ip
establishing standard 10 geography pupil enrolment is the
fact that at the time of writing, the most recent Centrél
Statistical Service Reports published on FEducation for
'Whites', 'Asians' and 'Blacks' are for 1979 and for
'Coloureds', 1977. As a result 1979 was taken as a cut-off
point for the purposes of this research and the number of
'Coloured' pupils estimated by increasing the 1977 figure by

o
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the expcnential growth rate for +his group between 1970 and
1977.

One third of all 'White' and 'Black' secondary schoopl pupils
took geography as a matriculation subject in 1970 and this
situation still exists ten years later (Table 1.1). While
there was 1little percentage change in 'White' and 'Black’
pupil choice of geography as a senior secondary school
subject, there was a percentage decline in 'Asian' and
'Coloured’' enrolment between 1970 and 1979. Although +the
change in the number of 'Coloured' pupils was small, the
.decline ..in..the number of 'Asian' matriculants was large.
The magnitude of the percentage decline (61%) in 'Asian'
geography enrolment should be treated with suspicion as
inspectorate consulted on this issue are of the opinion that
the published figure for 1979 is incorrect. As far as they
a8re aware geography education in 'Asian' schools is in a
very healthy position as far as pupil enrolment is
concerned, and has always been so. Ignoring the 'Asian'
figure for 1979 it is clear that geography as a subject has
maintained its overall position in the South African
secondary school curriculum.

Table 1.1 indicates the dominance of 'Whites' in the
secondary school system. Pupil enrolment figures for 197
Clearly indicate that 'White' departmentg of education have
the greatest number (72%) of geography pupils in South
Africa. In 1979, 64% of all matriculation pupils (and 59%
of geography pupils) were '"White', yet in 1980 'Whites'
between the ages of 15-19 years comprised but 16% of the
total South African population (excluding the Republics of
Transkei, Bophuthatswana and Venda).

It is unlikely that the relative dominance of 'Whites’ iﬁ
‘geography education will persist into the 1990's. The
investigation undertaken by the Institute for Futures
Research (1984) into perspectives for South African
education, highlights the fact that the number of pupils in
'White' and 'Asian® secondary schools will decline by the

year 2000 but increase sharply in 'Coloured' and 'Black'



PUPIL ENROLMENT IN STANDARD 10 GEOGRAPHY COURSES IN SOUTH AFRICA (1870-1979)

areas and the Black states of Ciskei, Gazankulu, Ka Ngwane, KwaNdebele, KwaZulu,
Bophuthatswana numbers are included).

+ Estimates of pupil numbers based on pupil increase between 1970 and 1977.

Lebowa, QuaQwa, Venda.

WHITES ASTANS COLOUREDS BLACKS SOUTH AFRICA
Total Geography Total Geography Total Geography Total Geography Total Geography
1970 36433 10148 (28%) 2726 2187 (80%) 2046 1450 (71%) 1053 378 (36%) 42258 14163 (34%
1977 6234 3760 (60%)
1979 53732 16711 (31%) 7446 1401 (19%) 7281 + 4337+ (60%) |*15275 * 5830 (38%) 83734 28279 (344
% increase
1970- 47,4 64,6 173,1 -35,9 204,6 159,3 1350,6 1442,3 98,1 99,6
1979
SO0URCES
Dept. of Statistics, Report No. 21-01-05, Fducation Whites, 1970.
Central Statistical Services, Report No. 21-02-14, Education Whites, 1979.
Dept. of Statistics, Report No. 21-03-04, Education Schools for Coloureds and Asians, 1970.
Dept. of Statistics, Report No. 21-03-11, Education Coloureds and Asians, 1977.
Central Statistical Services, Report No. 21-03-13, Education Asians, 1979.
Department of Bantu Education, Annual Report for the Calendar Year 1970.
Dept. of Education and Training, Annual Report, 1979.
* Incorporates Total Standard 10 numbers in state, comnunity, farm, mine, factory, hospital and scheduled schools in White

(No Transkei or

8T
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secondary schools. This will bring about fundamental changes
in the future structure and nature of education in South
Africa. Pupil enrolment in 1985 already shows ewvidence of s
decline in 'White' secondary school numbers. In contrast,
the rapid increase in 'Black' population growth rate (at
present 2,76%) combined with the phasing-in of compulsory
education for this group will result in a very large
increase in 'Black’ secondary school pupil enrolment.
(Preliminary investigation reveals that in 1985 'Black’
geography matriculation pupils totalled more than all other
groups combined.)

The implications of demographic trends for geography and its
position in the South African secondary school curriculum of
the future are far from clear. It would, however, seem
reasonable to assume that the ability of geography to
attract 'Black'pupils in the senior secondary phase, will be
vitally important to the future well-being of the sdbject.
In this regard the comments of Magi (1981, p-.145) regarding
'Black' university students' perceptions of schoocl geography
are disquieting, as is his statement that "many students who
supposedly want to know more about people and places do not
take geography simply because the subject continuves +to
increase in disrepute".

Notwithstanding the above, gecography in South African
secondary schools is in a healthy positicn at present.
- Whether the subject will retain its relative positicon in the
curriculum of the future will, however, depend on the
response of geography educators to the challenges resulting
from political and demographic factors operating within the
country and the associated educational changes which are

inevitable.

1.3.1.2 The position of geography in relation to other
senior subject electives.

It is not possible to cbtain pupil enrolment figures, by
subject <choice, for 2all South African senior secondary
schools. The Cape Education Department does, however,

publish statistics regarding the number of pupils enrolled
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for subjects at the matriculation level. These provide an
indication of geography's performance relative to the growth
of other subject electives at the senior secondary level
(Table 1.2). As it is the second largest single department
in the 'White' education system it is reasonable to expect
that trends in pupil subject choices will parallel those
-existing in 'White' education generally. Unfortunately
these trends will not, however, reflect the position in
'Asian’', 'Coloured' and 'Black' education.

Between 1970 and 1979 the number of pupils taking geography
as a subject in the Cape Senior Certificate Examination at
the end of their standard 10 year increased by 110%, which
is similar to the change identified in South Africa as a
whole (Table 1.1). (It is interesting +to note that this
percentage increase is very similar to that identified by
Proctor (1986) for CSE geography candidate enrolment for the
same period in England and Wales.)

Compared with other common subject choices depicted in Table
1.2 geography experienced the greatest percentage increase
in pupil enrolment between 1970 and 1984. Together with
accountancy and mathematics, the subject exhibited a
percentage increase in excess of that occurring in total
matriculation enrolment experienced during this period. The
largest increase in enrolment occurred between 1574 and 1975
which coincided with the implementation of the new JMB
geography core syllabus (1973) at matriculation level.
Enrolment figures for physical science, biology and history
all exhibit increases which are below the overall percentage
examination candidate increase for the period (1970-1984).
Pupil enrolment in history, traditionally the subject most
in competition with geography at the senior secondary level,
has remained almost static with an increase of only 45
candidates in 1984 over the comparable 1970 figure. This is
a'drop of 17% from the 1977 peak. In 1934 geography pupil
enrolment was almost equal to that of history and if the
trend of the past 15 years continues, is expectad to shortly
exceed it. \
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approach. This report no doubt heraids the beginning of a
process of suquct accountability. A move towards a more
technically or ‘vocationally orientated secondary school
education in South Africa will mean +hat geography teachers
may soon have to justify the inclusion of the subject in the
scheol curriculum. Unless education planners ars ponv1nged
that geography prepares pupils for 1living in a- dynamlc
world, the subject will be perceived to have little value in
the secondary school curriculum of the future. Pointing to
increased pupil enrolment as evidence of the need for
geography will not necessarily impress planners concerned
with assessing the way in which the aims, objectives and
educational practices of the subject relate to the ocverall
thrust of the senior secondary school curriculum.

1.3.2 Geography syllabus change.

The content of South African secondary school geography is
set out in the JIMB core syllabuses. Since 1970, secondary
school syllabuses have twice been revised, viz.,'in 1973 and
1983. These revisions brought about marked change in
geography syllabus content, aims and objectives. In
particular the 1973 revision affected syllabus content and
that of 1983 focused on the aims ang ctjectives of the
subject. These changes need to be discussed in order to
evalLdLe their effect upon teacher practice and the quality

of geography education experienced in schools.

1.3.2.1 Syllabus content.

The 1967 syllabus (which remained in use in senior secondary
schools until 1973) consisted of three major sections which

were taught over a two year period. These were :-

Section a - The earth as a planet.
- Atmosphere.
- The earth's crust and land forms.
- Cartography.

Secticn B - South Africa.



Section C - Regional geography (Europe, North America,
' Asia, Africa, South America and
Australasia).

As can be seen above, this syllabus was largely physical and
regional in content and clearly out of step with the
academic thinking of the 1960's and early 1970's
(Nightingale, 1985).  Nicol (1974, p.105) commenting on
gecgraphy educaticn in this period remarked that "school
geography, especially at the matriculation level, was
burdened by an outmoded, fact-orientated syllabus which was

a rote learner's dream".

As a result of agitation by academics, a general decree by
the Minister of National Education called for a revision of
school syllabuses in 1970. Subsequently the Inter-
departmental Geography Syllabus Committee, after
consultation with interested parties, revised the secondary
school geography core syllabuses: during 1971 - 1972. The
revised syllabuses were implemented in 1973 except in Cape
Education Department schools, where they were introduced in
1374. Nicol (1974), a member of the geography core syllabus
committee, saw the major differences between the 1973 and
1967 syllabus which it replaced as:-
(1) a shift in emphasis from a cocncern with
factual information towards an understanding
of concepts.

(ii) a reduced amount of regional content and an

increase in systematic geography.

(iii) the public examination of only the standard
10 vyear of the theory section of <the
syllabus, as opprosed to the previous
situation where two years of theory was

examined.
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(iv) the introduction of a one hour practical
‘ examination at the end of +the standard 10
year.

The syllaﬁus change of 1973 brought South African secondary
school geography content into line with the 'new' approach
to geography in the universities at this time.
Academically, the 'new' geography which replaced the 'old'
regional geography, contained three major trends. These
were a theoretical approach which was conceptually based, a
behavioural bias which 1linked geography with the human or
social sciences, and the use of quantitative as opposed to
descriptive methodologies (Dunlop, 1976). These trends are
clearly seen in the South African secondary school geography
»syllabuses of 1973.

The 1973 geography core syllabuses were generally welcomed
by academics as they brought the subject at secondary school
ievel into line with that taught in tertiary institutions.
Teachers, on the other hand, while recognising the need for
a new syllabus and approach to school geography, were less
enthusiastic in their praise (Earle, 1976). Teacher
criticism of the 1973 syllabuses were generally related
to -

(i) a lack of guidance and the non-availability
of supplementary maferial with regard to the
teaching of new content sections (van der
Merwe, 1982).

(ii) the large amount of material which was
included in the syllabus (in particular ax
the standard 10 1level) which overburdened
both teacher and pupil (Ledger, 1978).

(iidi) the degree of difficulty, which was too
high for many of the pupils in both higher
and standard grades (van der Merwe, 1982).



(iv) the lack of integration of subject matter as
a8 result of the new systematic nature of the
syllabus (van der Merwe, 1982).

The 1973 syllabuses ushered in a new approach to geography
education within the country. The move from a regional to a
systematic approach reflected a change in the perception of
the purpose of school geography. In certain respects the
shift in content moved the subject away from an emphasis on
factual information about South Africa and the world,
towards an appreciation of concepts relating to man-
environment interaction as well as the development of
geographical skills.

Between 1973 and 1983 secondary school geography syllabus
content remained unaltered ~except for minor departmental
deletions. In 1983 the Inter-departmental Geography
Syllabus Committee was reconstituted by the JIMB and set
about revising the secondary school core syllabuses. This
work culminated in a revised core syllabus which was
implemented and phased into secondary schools in 1985. The
content of the 1983 JMB secondary school geography core
syllabuses encompassed four major academic traditions
similar to those suggested by Pattison (1973). These are
the man-land relationship, spatial perspective, regional
viewpoint and earth-science traditions. Syllabus content
attempted to reflect the nature of these traditions by
creating a balance between physical and human geography as
well as emphasising the integration of man-environment

relationships.

Changes in content between the 1973 and 1983 core syllabuses
are few and consist largely of the exclusion or amendment of
small sections of the 1973 syllabus. The following are the

most obvicus changes: -

(1) the standard 9 oceanography section is termed
'the significance of the oceans'. Pupils are
expected to 1learn about oceans as major

sources c¢f food, the role of oceans in
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climate controil, world trade and marine

exploitation, as well as CCean management

problems.
(ii) the standard 10 rural settlement section has
been enlarged to include the definition,

function and depopulation of rural -areas as
well as the use of planning and development

strategies.
(diidi) the standard 10 syllabus includes a new
section termed 'ecosystems, environmental

balance and conservation' ‘which deals with
ecosystem ~concepts, ecological processes
(energy flow, nutrient cycling, and self-
regulation) and human impact on the ecosysten
(imbalance of ecosystems, environmental
conservation and management).

The 1983 secondary school geography syllabus change did not
decrease the gquantity of information to be assimilated by
the pupils. Although certain sections were trimmed, e.gq.
regional geography, this was more than compensated for by
the inclusion of new content €.g. rural development and +he
inclusion of an environmental education/biogeography
cohponent at the standard 10 1level. The large amount of
content needing to be taught may pressurise many teachers
into using practice which will prcmote the rapid
assimilation of knowledge rather than the development of

concepts, skills and attitudes.

1.3.2.2 Syllabus aims and objectives.

The 1973 JMB secondary school geography core syllabuses did
not include any guidance for teachers regarding the aims and
objectives of geography education. Responding +to this
unsatisfactory state of affairs, certain departments of
education set up committees to write general introductions
to the syllabuses €.9., the Natal and Transvaal Education
Departments. These introductions were short, generalised
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statements regarding the overall aims of geography education
rather than specific educational objectives relating to
syllabus content. Other departments, however, such as the
Cape Education Department, provided no teacher guide to the
aims and objectives of the 1973 geography secondary school
syllabuses.

The most recent JMB secondary core syllabuses (1983) include
a comprehensive introduction setting out the general aimsg of
geography education as well as specific objectives regarding
syllabus content (Appendix B). The aims and objectives are
concise and teachers are left in no doubt that geography as
a subject should develop pupils" geographical concepts,
skills, attitudes and values.

The overriding goal of the Syllabus is- to develop <the
'whole' pupil and not merely impart geographical knowledge.
The syllabus guide stresses that education should develop
pupils with enquiring minds and an eagerness for further
study. The most important aims are for pupils to :-

(i) acguire and develcp intellectual skills and

abilities which will encourage on-going

education.
(ii) adjust to a society that is undergoing rapid
and far-reaching social, economic and

political change.

(iii) enter the world-of-work +hat is becoming
increasingly more technologically orientated.

(iv) develop their moral and emotional (affective)

attributes.

(JMB Core Syllabus Guide for Geography, Standard 8, 9 and
10. 1983, p.2-3).

The general azims of the 1983 syllabuses make it clear that
the subject is no longer solely concerned with teaching
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pupils facts about the world, providing them with knowledge
and developing pride in their country and its peoples.
These aims emphasise a move in South African geography
education towards a Ipupil—centred ‘approach with minor
utilitarian concerns. This suggests a break with the
Christian National stress of the past. Afrikaner Nationalist
dominance of the country is being challenged, and although
Christian National Education is still emphasised as an
overall goal of general educafion in South Africa, some
cracks are perhaps appearing. In a period of change a
pupil-centred approach is 1likely to find favcur because of
its apparent political neutrality and its emphasis on
conceptual development which aligns the subject with the
present approach in the universities.

The utilitarian aim expressed in the syllabus is a recent
thrust in South African geography education and reflects the
need for school geographers to demonstrate the utility of
the subject. This results from the desire to address the
challenge of future moves toward technical and vocationally
orientated education within the country. Although the
liberal education value of geography at school level is
still of 4importance, the 'Third World' nature of South
Africa and its economy will increasingly demand that the
subject becomes more utilitarian in its approach if it is to

maintain its place in the general school curriculun.

The specific objectives of the secondary schcol geograpny
syllabus are classified into four major categories, i.e.,
knowledge, skills, perception and appraisal. Knowledge
presented to pupils must be meaningful and useful.and should
not be taught as an academic exercise but applied to
everyday situations. Pupils must be made aware of the links
that geography has with other subjects and develop an

appreciation Of the unity of knowledge.

Geographical skills should be taught in relation to the
abilities and maturity of pupils. Skills must be developed
to help pupils organise knowledge and should be transferabla

to new situations.
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Perception objectives concern the develcpment of pupil
awareness of the process of environmental perception and the
development of resulting attitudes, values and behaviour.
It is through the process of perception and cognition that
pupils develop geographical concepts. In order to achieve
these objectives pupils are to be actively involved in the
learning process and teachers are encouraged to engage

pupils in decision-making and problem-solving exercises.

In terms of appraisal, geography teachers are expected to
develcp specific attitudes and values in pupils based upon
geographical and environmental concepts. In this regard
teachers must stimulate the pupil's affective domaih in
order to motivate the investigation of values and attitudes
underlying geographical patterns. Pupils must develop an
understanding of the interdependence between man and man, as
well as man and environment. Accordingly, they should
acquire caring, tolerant attitudes towards the environment
and those with differing cultural, sccio-econcmic and
political outlooks from their own.

Together, both the aims and objectives of the 1983 secondary
school syllabuses emphasise that geography content is to be
taught in such a manner that the subject helps develop
pupils’' concepts, skills, attitudes and values. It is clear
that teaching content information is not the majcr aim of
the subject.

1.3.3 Examinations.

The first matriculation papers based upon the new core
éyllabus were written at the end of 1975 (except in Cape
Education Department schools). For the first time a
practical examination was introduced in order to test pupil
understanding. interpretation and skill in mapping and
aerial photography. The practical matriculation paper was
of one hour's duration and worth 80 marks out of a +total
400. The theory paper consisted of three sections;
physical (climate and geomorphologyv), human (rural‘and urban

settlement), and regicnal geography (South Africa). While
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physical and regional gecgraphy had been examined
previously, 1975 was the first year in which rural and urban

geography were included in the matriculation examination.

In an analysis of the educational objectives of the JMB and
Transvaal Secondary Scﬁool Certificate examination papers
between 1926 and 1980, Levy (1984) found that the seccndary
school geography matriculation examination was almost
entirely orientated towards the factual testing of regional
geography content. Since 1975, however, there has been an
improvement and matriculation papers have shown a gradual
.incorporation of questions testing translation {restating
knowledge in own words or giving a concrete example of an
abstract idea); interpretation (giving reasons, showing
cause-effect relationships, summarising or concluding from
objects of evidence) and application (applying previous
learning to new situations, applying abstract knowlege in a
practical situation). Levy's (1984) analysis did not,
however, find any gquestions which could be Classified as
testing the ability of pupils to analyse (distinguish fact
from opinion and hypothesis; show interaction or
relationships; infer purpbses, points of view, thoughts and
feelings), synthesise (formulate hypotheses) or evaluate
(evaluate from evidence).

Although the move away from factual recall is encouraging,
knowledge of specific syllabus content remains <the major
requirement of the majority of geography matriculation
questions. Translation and knowledge of specifics accounted
for 70% of the reqguired ‘response from matriculation
questions in the 1980 JMB and Transvaal Seccendary School
geography examinations (Levy, 1984). Research on Cape
Education Department geography matriculation papers between
1980 and 1984 reveals much the same trend. Although a

deciine in the number of guestions testing content recall is

evident, they still comprise the major part of he
examination paper (Mocstert, 1985). The findings above
reflect the situation existing in all geography

matriculation papers set in South Africa.
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Reasons for the preoccupation of geography matriculation
questions with factual recall are difficult to establish
with any degree of certainty. It is felt, however, that a
major reason is impliéit in the statement by Levy (1984
p.107) "that there is a correlation between the content of
the textbooks and the examination papers with regard to the
educational objectives they are fulfilling". Perusal of
geography textbooks used in South African secondary schools
indicates that they are largely filled with factual
information with little or no stimulus material. This is
because many still adopt +the outdated philosophy that
.geography is a content-based subject which develops good
citizens by means of teaching facts about the country and
the world. Textbooks generally do not endeavour to develop
geographical concepts, skills, attitudes or values in
pupils. Discussions with examiners indicate that in certain
instances their questions are influenced by the amount and
type of material contained in standard 10 texts. Given such
dependence upon textbooks it is not surprising that a bias

towards the use of factual recall questions exists.

A further change in geocgraphy examination content brought
about by the implementation of the 1973 syllabus was the
move away from the use of composite essay type questions in
the matriculation examination. This change occurred because
examiners felt that essay questions encouraged pupils to
'spot' topics thereby rewarding the unthinking regurgitation
of previously learnt information. Accordingly examination
questions since 1975 have progressively been structured,
thereby testing pupil knowledge in a wider sphere.
Structured questions are usually based upon pupil responses
to- maps, tables, graphs or diagrams. Recently, however,
discussions with examiners reveal that the use of structured
questions has also created problems. It has been found that
in many instances questions based upon stimulus data reguire
pupils to do 1little more than apply their knowledge in a
mechanical fashion to the situation illustrated. Personal
experience with the setting and marking of matriculation
questions indicates that for many pupils diagrams form a

framework upon which they unquestioningly hang facts learned
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from teachers and textbooks. Due to the problems emerging
from the use of structured questions in +the matriculaticn
examination there is a growing feeling among examiners that
essay type questions, which enable pupils to display not
only their knowledge of syllabus content but higher order
abilities such as synthesis, should be reintroduced.
Although the majority of questions in the matriculation
papers can still be expected to be of the structured type,
the inclusion of essays will provide the opportunity - for
'good' pupils to display their abilities with little
disadvantage to those with lesser capabilities.

1.3.4 Teaching practice.

Accompanying syllabus and examination changes has been the
concomitant need for teachers to employ teaching practice
which fosters the development of pupil concepts, skills,
attitudes and wvalues. Accordingly, in-service courses in
the 1970's often focused upon the use of pupil-centred
teaching methodologies which actively involved pupils in
problem solving and- decision-making. These courses
introduced teachers to methodologies such as discovery
worksheets, simulation games, role plays and the use of
models, and encouraged the increased use of fieldwork,
statistical diagrams and visual material. The adoption by
teachers of pupil-centred methods of teaching has, however,
been very slow. Generally in-service courses have been
more  successful in improving content knowledge than
improving the manner in which the subject is taught. In
this regard Levy, (1984, p.211) states that "although
content of the 'new' geography has been accepted by teachers
in South Africa, the methcdology of the subject is not
widely used. There are many teachers who still resist the
use of the techniques of teaching associated with the new
geography". The effect of teacher resistance to the use of
pupil-centred practicé frustrates efforts to improve the
quality of geography education in secondary schools.
Teachers should be persuaded to treat pupils as active
participants in learning experiences if they wish them to

develop geographical concepts, skills, attitudes and values.



An appreciation of this need (to increase the use of pupil-
centred methodologies in geography education) is clear from
the most récent JMB core syllabuses (1983) which include a
section setting out teaching guidelines for schocl
geography. This is the first time the JMB has formally
addressed itself to the problems of methodology choice in
geography education. In the guide (1983) teachers ére given
suggestions regarding teaching approaches to syllabus
content and guidelines for the use of appropriate teaching
methodologies (Appendix B). Teaching techniques recommended
are those which are engquiry-based and pupil-centred in
nature. Most techniques relate directly to the development
of geographical skills in pupils, e.g., use of aerial
photographs, maps, satellite images, statistical diagrams,
quantitative techniques, fieldwork and research techniques.
The guide does not, however, recommend or discuss in detail
the use of any particular pupil-centred teaching
methodology, but the overall tone leaves teachers in no
doubt that they should actively involve pupils in +he
learning experience.

1.4 CONCLUSION.

Geography education is firmly established in the South
African secondary school curriculum. In terms of its
ability to attract pupils at the senior secondary phase of
education the subject performs well compared with other
ccmpeting subject electives. Teachers, while taking comfort
from geography's role in the past, need to prepare
themselves for future challengeé to the position of the
subject in the secondary school curriculum. Demographic and
political changes occuring within the country, coupled with
the 'Third Worlid' nature of the majority of the society, are
set to bring about a re-evaluation of the education system.
As such it is 1likely that the role of geography in the

secondary school curriculum will be questioned.

While geography teachers in South Africa are capable' of

theoretically Jjustifying the intrinsic worth of the subject
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in the secondary school curriculum of the future, a more
difficult task will be to ensure that the teaching of
geography lives up to its educational promise. It is a fact
that in South Africa the possibility of what geography could
achieve in terms of developing pupil' concepts, skills,
attitudes and wvalues is not normally seen t¢ occur in
practice. Holmes (1976, P. 272), in discussing the state of
South African education, could have ©been referring
specifically to geography education when he states "we tend
to lose sight of objectives in our preoccupation
with completing the syllabus and gaining distinctions in
matriculation”.

Although the years since 1970 have been marked by changes in
syllabus and examinations, apparently 1little change has
occurred in the manner in which geography is taught. As a
result the positive benefits of change have not been as
marked as they might have been. Discussions with teachers
reveal that most do not question the use of teacher-centred
methodologies. This is particularly worrying, for if
geography is to maintain its position in the school
curriculum of the future, it needs toc be conceptually rather
than factually based. Bailey (1985, p.50), discussing this
issue and responses to change in British geography
education, notes that although the purposes for which
schools exist in the eighties may not be all that clear,
geographers at least "know that we have to try to educate
for adaptability and to teach our pupils to 1learn for

themselves". Unless South African geography <teachers are
prepared to echo these sentiments, and adopt teaching

practice which encourages pupil development, it will become
increasingly difficult to justify the subject’'s place in the
secondary school curriculum and in the South Africa of the
future. Geography education, to be of value to pupils in a
rapidly changing snvironment, must promote the analysis and
applicaticn of knowledge through problem solving, decision-
making and social action. {Kracht and Boehm, 1980, p.104-
105).
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CHAPTER TWO

SOUTH AFRICAN SECONDARY SCHOOL GEOGRAPHY EDUCATION - A
TYPOLOGICAL ANALYSIS.

South African geography teachers are not alone in facing the

challenge of ensuring that the subject remains relevant +o
the needs of pupils and society. Although education within
the country operates as a closed system it is open to ideas
emanating from outside its boundaries. 1In the South African
case much of the impetus for change has its roots in the
experience of geography education in other parts of the
world.

In 'First World' countries in particular, geography
education has undergone rapid change since 1960 stemming
from ongoing alterations in the academic discipline and re-
evaluations of the purpose and goals of secondary school
education (Graves, 1979). These changes have impacted upon
South African geography education due to the fact that
'White' concerns, which are largely 'First World' in nature,
dominate the education system in the country. Historically
the "British influence on education in South Africa ... has
worked towards aligning this country with the ideas and
practices of the Western world, OGreat Britain and North
America in particular” (Ashley, 1976, p.259). Of these:
three it is the United Kingdom which has had the greatest
influence upon the thoughts and actions of geography
educators within South Africa (Nicol, 1974). It is
necessary therefore to have a means whereby one can identify
and analyse the pattern of change occurring within an
educational system and compare it with the experience of
others. 1In this regard, Graves (1981), noting the differing
aims and content of secondary school geography in the
international sphere, has proposed a typology of geography
education. This typology provides a general framework
which is used to identify the nature of geography educaticn
within South Africa and compare it with +hat existing

elsewhere.
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2.1 THE GRAVES TYPOLOGY OF GEOGRAPHY EDUCATION.

Graves (1981) notes that geography education in Western
Europe and North America has passed through three phases
each characterised by different aims and content. In rhase
one,ugeography is concerned with information about the world
which results in "an encyclopedic type of education in which
students are judged to be cultured persons only if they are
well informed on most subjects and most aspects of life on
earth" (Ibid, p.84). The second phase is closely identified
with a man-environment paradigm and the study of regions.
In this phase pupils iearn geographical information which
helps develop well-informed citizens, empathetic towards
those 1living in other areas of the world. Geographical
content is thus an important focus of education in this
phase. Examples of countries characteristic of +this phase
are "found in southern Europe and Latin America, as well as
in many African and Arab countries" (Ibid, p.85). Phase
three geography education is concerned with the educatiocnal
role of the subject where a shift occurs in the perception
of the use of geographical content. Content knowledge
becomes of secondary importance to the attainment of goals
generally associated with pupil-centred education. There isg
a "modification in geographical education associated with =
change in pedagogy that places greater value on process than
on product” (Ibid, p.85). By implication third phase
geography education is characterised -by an emphasis on
teaching practice rather than content. Although few
countries are entirely representative, the United Kingdom,
Australia, New Zealand, France, Germany and the United
States of America may be classified as third phase in terms

of the nature of their geography education.

€s that a shift f{rom phase one to phase two
geography education occurs with the inclusion of the subject
in the secondary school curriculum.  In order to Justify
this incorporation, educational reasons are advanced
"although the change agents (are) inspired by the intrinsi

worth of geography and its wvalue to a developing economy”



(Ibid, p.85). The practical result is a move away from a
preoccupation with factual information towards an
appreciation of man-environment relationships. The shift
from phase two to three occurs as secondafy schooling
becomes more democratic in nature and attempts to satisfy
the needs of society and pupils. The secondary school
curriculum in this phase is expansive and there is .a need to
trim its contert. 1In third phase geography education there
is a tendency for the subject at the junior secondary level
to be incorporated with others to form new entities such as
social studies (United States, New Zealand and Japan). There
is also a severe restriction on the amount of regional
material included in courses during this phase.

Motivation for change in the nature of geography education
stems from social forces existing within society. 1Ideas or
ideclogies which are widely held within a country indirectly
affect the nature of geography education by influencing the
determination of syllabus aims and content. In a country
where phase one geography education occurs, such as India,
societies exhibit strong traditional cultural values and an
accepted authority structure. During this phase teachers
and textbooks are accepted ways of disseminating factual
information. Phase two geography education is nermally
found in countries with socialist or collectivist ideologies
where the man-environment thrust of the subject can be used
to "develop feelings of pride in the achievements of the
nation" (Ibid, p.85). Often geography education in +this
phase aims to develop 'good citizens' with a love of their
country. Phase three geography education on the other
hand, is wusually found where social ideoclogies favour the
development of individualism rather than conformity 4in
pupils. Graves notes that few countries are truly
representative of this way of thinking due to the
recognition that education should also serve the interests
of the community. This is seen in the United Kingdom wherse
geography education, although third phase in nature, has

syllabus aims and content which are becoming more



utilitarian in their emphasis due to prevailing social
influences.

The Graves typoclogy of geography education, although
understandably general in outline, is extremely useful as it
highlights major characteristics identifiable
internationally in secondary school geography. It is, as
far as can be ascertained, a first attempt to try to
distinguish a pattern in the nature of geographical
education in different parts of the world. Although the
typology can be used to classifv a nation's geography
education, as well as suggest the social forces which
generate it, the classification is, of necessity, based
upon the general assumption that the nature of gecgraphy
education within a country is primarily determined by
syllabus aims and content. It needs to be remembered,
however, that in the final analysis the nature cof geography
education received by pupils is determined by teacher
interpretation of syllabus aims coupled with their classroom

practice.

Research into pupil perception of teaching stvle in
countries classified as third phase in terms of the nature
of their geography education, such as the United Kingdom ,
indicates that classroom practice is often at variance with
syllabus aims (Slater, 1976). Similarly, Knight (1876)
found that the average New Zealand geography teacher is a
directive type of person whose teaching emphasises the
acquisition of knowledge, with 1little time devoted +to
informal work or grcup activities which heip develop social
skills. Teaching practice of this nature is not conducive
to the achievement of third phase geography education aims.
It would seem, therefore, that the use of syllabus aims and
content 13 not sufficient to classifv gecgraphv education
within a country as third phase in nature. It is suggested
Tthat some measurement of the common teaching practices found

in the schools should also be made. '

(\n)



2.2 THE CHARACTERISTICS OF THIRD PHASE GEOGRAPHY EDUCATION.

Despite problems involved with measuring whether geography
education within a country is first, second or third phase
in nature, the typology is extremely useful as a means of
conceptualising the major phases through which secondary
school geography education may pass. Although the nature of
first and second phase geography education have been
determined, the final form of third phase geography
education has yet to be achieved. However, its content,
aims and practice are already well established in geography
education literature of the past two decades (Bailey, 1985).

The issue of content in third phase geography education is
often problematic. It should be appreciated that at a time
when rapid advances in academic geography have resulted in a
burgeoning of material available for use in schools,
teachers often find the temptation to incresase the
information component of their courses difficult to resist.
However, if geography education is to be third phase in its
nature teachers need to break away from the content focus of
the past.

The major point in 1literature concerning the content of
third phase geography education is the specification that
content should be chosen for its broader educational rather
than specific geographical value. The primary justification
for inclusion of material is that it should aid the
development of concepts, skills, attitudes and values
(Graves, 1982; Her Majesty's Inspectorate, 1978; Huckle,
1383; walford, 1973, 198la). Walford's 'third phase' view,
for example, is that factual content should not comprise <the
centre-piece of any geography syllabus but rather be the
building biocks at the base of the learning pyramid. He
argues (1984, p.199) that the use of facts in geographical
education should lead towards "active participatory learning
both in the field and in the classroom...:; towards the
development of self-motivated investigation and study of the

environment; and towards informed discussion and debate



about current relevant national and global issues”. In
third phase geography, the learning of geographical facts is
thus subordinated: to the need to prepare pupils
intellectually and emotionally for the world in which they
live. :

The need to stress process rather than product determines
that third phase geography education is characterised by the
nature of its teaching practice rather than its geographical
content. The term 'teaching practice' includes both the
teaching style and methodologies used by geography teachers.
Teaching style and methodologies are multifaceted concepts
and can be seen to overlap in certain areas of their meaning
(Sutcliffe and Whitfield, 1979). Notwithstanding their
similarities, it is useful to perceive them as two Separate
aspects of practice when discussing third phase geography
education.

Teaching style refers "to the ways in which teachers differ
in the kinds of relationships they establish with their
pupils (e.g. formal or informal) and the kinds of social
climate they establish (e.g. authoritarian or democratic)"
(Rowntree, 1981, p.315). A formal, authoritarian approach
is termed a directive teaching style and an informal,
democratic one, non-directive. Tuckman (1970) defined
directive teaching as consisting of formal planning and

structuring of course work; a minimal amount of informal or

group work; rigid structuring of individual and class
activities; an emphasis on factual knowledge normally
derived from textbooks; use of absclute and justifiable
punishment; minimal opportunity +to make and learn from

mistakes; maintenance of formal relationships and classroom
atmosphere; and the assumption of total responsibility for

grades (In Steinbrink, 1976, p.iG3-104).

A non-directive teaching style is the converse of that
above. Discovery and inquiry-based learning is encouraged;
emphasis is on conceptual dJdevelopment rather +than the

acquisition of knowledge; pupils learn from peers as well
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as authoritative sources; and teacher-pupil interaction is
of an informal, unstructured nature. It has been found that
non-directive teaching environments produce the best results
for conceptual development and learning (Clark, 1986;
Pratton and Hales, 1986; Stoltman, 1976:; Sunal and Sunal,
1985). A non-directive rather than directive teaching style
should thus facilitate the goals of third phase geography
education.

In contrast, teaching methodologies refer to "the many ways
in which teachers can organise their Classes, present ideas
to their pupils, and use their teaching media so as to
advance their pupils' learning. These vary from subject to
subject, age group to age group, and teacher to teacher”
(Rowntree, 1981, p.315). Teaching methods deal with the
'how' of teacher practice (Graves, 1982) and may be
Classified into two groups, viz., those that are teacher-
centred (talk and chalk, lectures) and those that are pupil-
centred (worksheets, simulations, role plays, fieldwork).
Teacher-centred and pupil-centred methodologies differ in
the amount of active pupil involvement they allow in the
- learning environment. Teacher-centred methodologies are
usually associated with a concern with imparting factual
information whereas pupil-centred methodologies seek to

develop concepts, skills, attitudes and values.

From the discussion above it is contended that third phase
geography teaching practice is characterised by a teaching
style which is non—directive in its approach together with
-the wuse of methodologies which are pupil- rather than
teacher-centred in their nature. Burke (1983, p.256),
taking a third phase view of geography teaching practice

remarks that it is

"a conscious stvyle: teachers. must expend
considerable creative energy in choosing teaching
methods and formulating diverse learning
experiences that challenge students, require them

to use their full range of thinking faculties, and
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allow them to put disciplinary information and
ideas into action. Stress is put on giving
students the opportunity to learn how to think and
think critically, thereby better preparing them
for the pursuit of lifelong learning."

Clearly, third phase teaching practice is characterised by
its concern for pupil needs which are placed above those of
the subject (Graves, 1981).

This.focus.on pupil-centred teaching practice in third phase
geography education is soundly based on research oy
developmental psychologists. 1In particular the theories and
research of Piaget (1963; 1972) and Bruner (1960, 1966) ar=
important in understanding the basis of geography teaching
practice in third phase education (for a detailed discusszion
on their role see Ballantyne, 1981).

In order that pupils should develop conceptually, both
Piaget and Bruner stress the need for active participation
in the 1learning environment. Piaget, speaking at a child
development conference stated that

"My remarks today represent the child and the

learning subject as active. Learning is possible
only when there is active assimilation ... All

the emphasis is placed on the activity of the

subject himself, and I think that without this

activity there is no possible didactic or pedagogy

which significantly transforms  the subject"”

‘(Piaget, 1972, p.46).

This view is common among educational psycholcgists who see
action and participation as crucial if pupil concepts,
skills, attitudes and values are to be devesloped (Boarer,
1974; Talyzina, 1984). As third phase geography education
aims to develop these attributes, great emphasis is placed
on pupil participation in the 1learning experience.

Teaching practice, therefore, should involve discovery- and
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inquiry-based learning and aim to lead pupils away from the
mere manipulation of facts and figures towards deeper
conceptual understanding and skill development Which will be
of use in future decision-making = (Burke, 1883; Edynbury
et él, 1977; Richardson, 1983). At the classroom level
the use of worksheets, case studies, simulation games, role
plays and fieldwork are methodologies well suited to the
achievement of third phase aims. These methodologies involve
pupils in concrete learning situations thus allowing
geographical concepts to be developed as individuals move
from an understanding Pf particular situations to general
geographical principles, i.e., a move from concrete to
abstract understanding.

The choice of teaching practice for the development and
clarification of attitudes and values, as expected in third
phase geography education, is problematic. Due to the
sensitivity of the issué, teaching practice needs to be
informed by the concepts of balance, neutrality and
commitment (Stradling, 1984). The aim of wvalues education
is to 'provide pupils with a balanced viewpoint about
controversial issues, not to indoctrinate one>viewpoint to
the exclusion of others (Edynbury et al, 1977; Hart,
1982; Slater, 1982). Accordingly, teachers need to keep
the concepts of neutrality and commitment in tension.
Neutrality is a concept which places the teacher in the role
"of an impartial chairman of discussion groups, ensuring
that all students have their say, treating their opinions
consistently, feeding in evidence when needed, and avoiding
the assertion of his or her own preferences and allegiances”
(Stradling, 1984, p.7). Commitment on the other hand
involves teachers in expressing their own viewpoints
regarding an issue, but not to the detriment of viewpoints
expressed by others during the lesson. By keeping a balance
between neutrality and commitment the teacher is able to
ensure that indoctrination does not occur. In this regard
the teaching style adopted and the methodologies used, are
crucial (Stradling, 1984).
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In summary, the major characteristics of +third phase
geography education are as follows:-

(i) the choice of geography content for its
educational rather than 'geographical
importance.

(ii) the adoption o0of a non-directive teaching

style which creates an informal classroonm
environment where pupil and +eacher are
perceived to be co-workers in the process of
learning. The role of the teacher is one of
manager and participant in the learning
environment rather than an imparter of
geographical information.

(iii) the predomihant use of pupil-centred teaching
methodologies which allow the pupil to
participate actively in the learning  of
geographical knowledge and development of
concepts, skills, attitudes and wvalues.
Methodologies should be varied and the most
suitable chosen for their appropriateness in
achieving lesson objectives (Kindra, 1984).

2.3 SOUTH AFRICAN GEOGRAPHY EDUCATION AND THE GRAVES
TYPOLOGY.

Given the above characteristics (and the historical
development outlined earlier) it is possible to evaluate the
nature of South African geography education. Although
difficult to define in any exact manner, it is postulated
that geography education in the country was first phase in
nature until 1876 when the subject was established in all
secondary schools. (According to Graves (1981) this is the
important change element preceding a move towards the second
phase.) Between 1876 and 1910 the subject began to be
characterised by second phase aims and content. Differences

between geography education in the Republics and Colonies at



this time, particularly with regard to regional geography,
ensured that the nature of gecgraphy education nationwide
only attained second phase status with the Declaration of
Union in 1910. Second phase gecography education, according
to Graves (1981), is normally found in societiés where
socialist or collective ideologies predominate. This is not
the case in South Africa where state capitalism has been the
dominant economic force. However, both socialist and
collective systems traditionally in&olve highly centralised
control by government, a characteristic of the situation
existing in South Africa particularly since 1948. Group
ideology is also implied in the nature of apartheid
education.

Between 1910 and 1983 geography education in South Africa,
according to its aims and content, could bé classified as
second phasé in nature. Within <the regional and man-
environment framework existing during this period, changes
were made in syllabus content. Generally syllabus change
resulted in the need to update subject content due *to

alterations occurring in the academic nature of the subject.

Prior to 1967, geography education at secondary school level
was predominately regional in its emphasis. Geography
education was generally concerned with teaching pupils facts
about regions of the world with little or no appreciation of
the underlying processes involved in  man-environment
relationships (Levy, 1984). As a result of dissatisfaction
with the factual nature of the subject in the 1960's,
academics and teachers with experience of 'new' geography as
taught in the United Kingdom and United States at this time
strongly sﬁpported a move to bring about a change in the
aims and content of secondary school geography. This
agitation resuited in the secondary school core syllabuses
of 1973 reflecting a move away from a regional towards a
systematic approach. This move 1is evidenced by the
inclusion of wurban and population geography in  the

syllabuses.



Overall, the 1973 syllabuses wers marked by an emphasis on
the understanding of man-environment concepts and aimed to
develop awareness of geographical theory and skills as well
as their applicability to the real world. Consequently the
use of fieldwork and mapwork was emphasised {Levy, 1984).
In-service courses run at this time also stressed the need
for teachers to develop pupils who were good citizens, able
to empathise with those living in other parts of the world.

Between 1973 and 1983 geography education within South
Africa experienced many of the changes which Graves (1981)
postulates move the subject towards the third phase. In
particular, the introduction in the 1970's of differentiated
education at the secondary 1level changed the structure of
education and emphasised the need for schooling to meet the
needs of society and pupils. As Graves (1981) suggests,
this change was accompanied by an expanding curriculum
although, . in this country, the incorporation of geography
into social study programmes occurred only at the primary
and not at the lower secondary level of education. In South
African society during this period there was an increasing
appreciation of the need +to emphasise not only man-
environment but man-man relationships due to the physical,

political and social problems facing the nation.

The 1983 geography svllabuses reflect an attempt by
geographers to provide content relevant +to pupils in a
rapidly changing world. Consequently svllabus aims,
content and practice are decidedly third phase in nature.
There is an emphasis upon the development of geographical
concepts, skills, attitudes and values rather than upon the
learning of content knowledge per se. Teachers are also
instructed to adopt a pupil-centred approach in their
teaching practice. Notwithstanding this, it would be
misleading and reflect a misunderstanding of the South
African education system in general (aﬁd geography education
in particular) to conclude that geography practice in most

schools is third phase in its nature.



The characteristics and extent of commitment to third phase
geography education varies greatly from one department of
education to another and from school +to school. Many
teachers, administrators and planners.in 'White' departments
are ideologically committed to the teaching of the subject
within a broad Christian National framework which aims +to
engender a feeling of national pride - a characteristic of
second phase geography education. The strong Calvinistic
background of such teachers tends to 1lead them +to adopt
practice which is directive and teacher-centred in its
approach. Accordingly secondary school geography education
is often dominated by rote learning and lack of cognitive
skill (Rautenbach, 1983). Geography thus remains framed
within the context of Christian National Education through
which traditional cultural values are expressed.
Furthermore, the subject continues to operate within a
rigidly defined centralised authority structure, especially
in 'Black' schools. | |

The racial inequalities existing in South African education
and the deprived nature of 'Coloured', 'Asian' and 'Black’
education departments and schools, ensure that secocnd phase
geography dominates due to a lack of teaching resources,
large pupil numbers and wunqualified and under-trained
teachers. . In many schools for black pupils for instance,
geography education is unlikely to see third phase aims
achieved due to the use of inappropriate teaching practice
(Magi, 1981). When considering the practice of geography
education in all departments of education in South Africa,
secondary school geography fits most comfortably into phase
two of the Graves typology. Although the 1983 syllabus aims
are third phase in nature, they should be viewed as
statements of intent, a mark towards which geography
education in the country is heading. Accordingly, the
syllabus guide (common +to both the ‘junior and senior
secondary levels) is in essence an expression of where the
subject would like to be, rather than a statement of where

it is.
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One of the major reasons for the maintenance of second phase
characteristics in South African geography education is that
the structure and control of education lies firmly in the
hands of politicians. Political control of education is
extensive and changes to the system are politically, rather
than educationally, motivated (Hartshorne, 1986). A reason
for this is the fundamental role played by the education
system in underpinning the Government's policy of apartheid
and the perpetuation of Christian National ideology. Thus
Government has taken a hard line and shown an unwillingness
to negotiate with educators and pupils demanding educational
reform (Smith, A, 1985). However, the HSRC report (1981),
together with the school boycotts and riots of the 1970's
and 1980's, have brought great pressures to bear upon the
system of apartheid education. Developments such as the
creation of a single education department to control common
functions of all education departments within the country,
the announcement that 'Coloured' schools are to open their
doors to all race groups and the attempt by parents in some
of the more prestigious 'White' schools to admit pupils
regardless of race, are examples of recent challenges to
the present system. Clearly the rate at which geography
education is characterised by third phése practices in South
Africa will be influenced by future political and

demographic factors operating within the country.

Third phase geography education, with its emphasis on non-
directive, pupil-centred practice, normally occurs ‘when
well-qualified teachers work with small numbers of pupils.
Demographic trends in South Africa, therefore, are likely to
work against the movement of geography education towards the
achievement of third phase aims and practice. The expected
doubling of secondary schocol pupil numbers between 1583 and
2000 (Dostal and Vergani, 1984 will place considerable
strain on educational resources within the country. Should
a racially segregated policy continue, different departments
of education would experience differing problems. 'White'
departments with a stable or declining pupil population
could be expected to move more easily towards the



achievement of third phase aims than 'Black’ departments
with increasing pupil numbers.

Obviously political and demographic focrces at work in South
Africa are inter-related. Combined they diétate the
direction and rate of change towards the achievement of
third phase geography education aims and practice in
secondary school geography. Although it is impossible to
predict the exact form and function of secondary education
in the future, fundamental change must occur. It seems
inevitable, however, that due to the long history of unequal
education in Scuth Africa and the problems of 'historical
drag', different schools will proceed towards the attainment
of third phase aims and practice at differing speeds should
a non-racial, educational system be instituted. Those
schools for 'White' pupils with the most favourable pupil-~
teacher ratios, highly qualified teachers and adequate
educational resources are unlikely to change 'overnight' and
should therefore move towards geography education which is
third phase in its nature. However, in previously deprived
schools vast sums of money will be needed to upgrade teacher
skills and equip schools and classrooms with the resources
necessary to encourage and enable the usé cf pupil-centred
teaching. Until a single non-racial department of education
is instituted and starts to rectify inequalities, geography
education in the country as a whole will not attain +third

phase status.

2.4 GEOGRAPHY EDUCATION IN SOUTH AFRICA : TOWARDS THE THIRD
PHASE.

Given the racial ideology of the <ruling party and the
strength of Christian National Education in departmental
circles generally, it initially seems remarkable that the
1983 syllabuses exhibit such third phase characteristics.
This is until one considers the influence of 'First World'
experience upon  geography educators in the country.
Historically, literature emanating from '"First World'

countries, in particular the United Kingdom, has played an
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important role in determining the aims and content of South
African geography syllabuses (Nicol, 1974).

1

Journals from the United Kingdom and the United States of
America such as Geography, Teaching Gecgraphy, The Classroom
Geographer (until it ceased publication), the Jéurnal cf
Geography and Contemporary ISsues in Geography and Education
are readily available in South Africa and articles in these
have been instrumental in influencing the ideas of geograprhy
educators in the country. Books written or edited by Bale
et al (1973), Boden (1976), Graves (1975, 1982), Hall
(1976), Huckle (1983), Jay, 1981; Slater (1982), Stoltman
(1976a) and Walford (1969, 1973, 1881a), are wused in
training courses and have therefore helpedvdetermine and
disseminate the aims, content and practice of third phase
geography education. In addition, the influence of persohal
contact between geographers should not be underestimated.
For example, recent visits by Walford and Dinkele to the
country, as well as experience gained by South African
geographers in the United Kingdom, have played an important
role in influencing the course of geography education within
the country.
_ o

Journal articles and research in Scuth Africa have followed
the lead of 'First World' countries and in recent years
encouraged the adoption of geography education aims,
content and practice which are third phase in nature. Most
of the research supporting  a third phase approach concerns
syllabus content issues. Work of this nature may be divided
into two grougs:; that involving criticism of existing
syllabuses and that advocating the inclusion of new syllabus
content. Examples of the former group include the work of
Nicol (1974) who supported the 1973 syllabus and the need to
gvelcp concepts and skills in geography education; Earle's
1976) review and criticism of the implementation of +the
1973 secondary school syllabuses and difficulties facin§
teachers at the chalk face; Ledger's (1978, 1980) research
regarding teacher attitudes towards the 1973 secondary
school syllabuses which highlighted problems confronting



teachers and suggested remedial action necessary to improve
the quality of gesography teaching practice in the schocls;
Magi's (1981) review of the syllabus and the problems
involved with 1its implementation in 'Black’ schools;
Ballantyne's (1982) plea for the use of school-based
research in future syllabus planning; and Nightingale's
(1985) <criticisms regarding the 1983 secondary school
syllabus and the lack of differentiation between higher and
standard grade content.

The latter group, concerned with introducing new content
area into the syllabuses, include Hurry (1979, 1982, 1984)
who argues for an increase in the teaching of conservation
awareness and environmental education in geography; Meadows
(1985) who discusses the 'Cinderella' nature of biogecgraphy
and advocates the need for ecosystem concepts in the
syllabus; Preston-Whyte (1983) who proposes
environmentalism as a unifying paradigm for use in school
and university geography education; and Henning (1984) who
suggests the need for a holistic approach in the planning of
geography curricula in order to provide an education which
develops pupils' thought processes, cognitive abilities,

attitudes and values.

Articles by Earle (1977) and Nicol (1979) have advocated a
change in the form of evaluation commonly occurxring in South
African schools where factual regurgitation, rather than
conceptual understanding, is tested. Both articles
encourage the evaluation of geographical concepts, skills,
attitudes and values. A system of evaluation which demands
that pupils exercise their higher order cognitive skills
such as synthesis, interpretation and evaluation is

recommended by both authors.

South African geographers have, in many instances, used the
ideas gained from overseas publications regarding teaching
methodologies and applied these to 1local environments.

Examples of such articles are those by Nightingale et al

Fh

(1981) and Nightingale (1983) concerning the use o



N
[#2]

fieldwork: Ballantyne and Attwell (1985) promoting issue-~
based learning and decision-making through the use of urban
trails; and Earle (1985) commenting on the problems and
use of textbooks as a teaching aid. Other publications
which have encouraged the use of third phase teaching
practice are Ballantyne (1983, 1984) and departmental
guides written by practising teachers, €.g., Natal Education
Department Syllabus Guide (1984).

From the above it is clear +that since the 1970's, South
African geography educationalists have favoured a move
towards third phase aims and practice. However, although a
third phase emphasis exists, there are differences of
opinion regarding changes which need to be implemented in
order to achieve its aims and practice. It appears that the
most popular strategy for change is that which seeks to
update and revise syllabus content. Those identifying
content change as the major factor which needs addressing
in South African geography education, are in danger of
becoming side-tracked from a more pressing issue viz., how
to improve teaching practice in order to achieve the third
phase aims of the present syllabus (Ballantyne, 1985). The
1973 syllabus content changes did little to bring about any
noticeable improvement in the conceptual abilities or skills
exhibited by pupils entering universities or colleges of
education. On the contrary, certain matriculation examiners
and university lecturers would contend that there has been a
decline in the geographical abilities of school leavers.
Although minor changes to the syllabus are no doubt
desirable, it is contended .that these have very 1little
impact upon improving the quality of geography education
experienced by pupils. A content—based approach to change
in geography education has 1littile impact upon the
development of puplls' concepts, skills, attitudes and
values unless a change occurs in the manner in which content

is taught.

The challenge facing South African gecgraphers wishing to
move the subject towards +the +third phase, 1is to plan
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strategies which ensure that teachers adopt teaching
practice which aids the achievement of present syllabus aims
and objectives (Ballantyne, 1985). Teacher resistance to
changes in teaching practice must be overcome if the +third
phase aims of <the present syllabus are to be achieved.
Although high pupil-teacher ratios, poor teacher
qualifications and a lack of facilities helps explain the
directive, teacher-centred practice found in many schools,
much improvement is possible even within the present system.
To effect change in teaching practice is no easy task but
ignoring the need for it, is to continue with the mistakes
of the past in which strategies designed to improve the
quality of geography education faltered at the level of
Classroom implementation.
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CHAPTER THREE

TEACHING PRACTICE : SOCIALIZATION AND DECISION-MAKING.

In South Africa <changes in gecgraphy education have
traditionally been imposed from 'above' with 1little or no
investigation of the views of teachers. This has occurred
even though the importance of the teacher's role in
implementing educational change in South Africa is well
established (HSRC, 198la). Ashley (1986, p.17) remarks that
"the most effective way to improve an education system is
through its teachers. Their attitudes, their mofivations,
above all the improvement of their classroom performance,
are the keys to success". As it is the teachers who control
the pace and direction of educationél change and who have
the ability to obstruct or facilitate the wishes of planners
(Vandenberghe, 1984), Astrafegies for change have led to
alterations in the structure and content of the subject
while leaving its practice relativelv untouched.

In order to implement teaching practice change in South
African geography education,' it is necessary *to examine
geography teacher behaviour in the 1light of research
. pertaining to the process of teacher socialization and
classroom decision-making. Although . the two are
interconnected, teacher socialization relates to the
development of attitudes which dekermine the overall
approach towards teaching practice, while classroom
decision-making is more specifically concerned with

practical responses in the day-to-day teaching situation.

3.1 TEACHER SOCIALIZATION.

A teacher's - adoption o©f a particular set of attitudes
towards teaching style and methodology results from the
process of socialization. The term socialization is defined
as "the process whereby the individual 1learns about the

social environment and <+the behaviocur and attitudes deemed

-



55

appropriate by the groups or community with which he is
associated” (Kelvin, 1970, p.259). Socialization in an
educational sense focuses upon the development of sets of
behaviours and teacher perspectives as they move through
training institutions and schools (Lacey, 1977). Research
regarding teacher socialization is 1limited when one
considers the importance of the field in relation +o an
understanding of teaching practice in schools. This lack of
interest in the process of professional socialization by
researchers stands in contrast to the interest shown by

sociologists in other professional settings.

Atkinson and Delamont (1985) identify two approaches towards
the study of teacher socialization, i.e., structural-
functional and symbolic-interactionism. In their discussion
of these approaches they indicate that those taking a
structural-functional approach tend to be concerned with
identifying characteristic traits of teachers and view the
relationship between socialization and practice as
continuous. Interactionists, however, focus upon teacher
experiences in their working environment and view <the
process of socialization as involving conflicts of interest
between student or probationary teachers and those
entrenched in the school system. (The term student applies
to those undergoing pre-service education training, and
probationary teacher, to those in their first year of full-
time teaching.)

The structural-functional approach has proved to Dbe
- relatively unproductive in so far as it has contributed
little to knowledge regarding the process of teacher
socialization. The interactionist approach, on the other
hand, has been more procductive, although there is a need for
more ethnographies focused upon the process of teacher
socizglization (Atkinson and Delamont, 1585). Within the
framework of the interactionist approach there is
disagreement between researchers regarding the relative
importance of training versus school experience in the
socialization process. Most research into teacher

socialization is cohcerned with this debate. The intention



here is not to produce an extensive review of this research
which is already available elsewhere (Mardle and Walker,
1980; Wragg, 1982; Zeichner and Tabachnick, 1981; 1985),
but rather to explain and evaluate major differences of
opinion regarding the process of teacher sdcialization.

Research into teacher socialization has largely been
concerned with identifying changes occurring in the
attitudes of student teachers as they leave training
environments and enter the schools. Many studies have
identified an increase in progressive or 1liberal attitudes
amongst students during pre-service teacher training
courses, followed by a sharp move towards traditional or
conservative attitudes and practices once they are exposed
to full-time school experience (Denscombe, 1982; Hanson
and Herrington, 1976; Lacey, 1977; McLeish, 1970).
School experience is perceived to rapidly 'wash out’

training experience (Zeichner and Tabachnick, 1981). It is

argued that in the process of socialization, probationary
teachers are forced by the school system "to conform to the

conventional wisdom and recipe knowledge of those arocund

them" (Hanson and Herrington, 1976, p.61). Denscombe
(1982, p.249) explains the reasons for this conformity
thus, "classroom experience ... fosters a set of pragmatic

beliefs about the job which, by way of contrast with formal
educational theory, can be regarded as a 'hidden pedagogy'".
Classroom experience clearly encourages the perpetuation of
conservative practices and therefore would discourage a move

towards the adeoption of a third phase approach in geography.

A general conclusion regarding the socialization impact of
training and school experience is that "what teachérs are
joing is learned in school, and if in college there is some
consideration of what teachers>should be doing, it is not
sustained" (Hanson and Herrington, 1576, D.862). The
'hidden pedagogy' of school experience thus wipes out much
of the effect of training and is the dominant factor which
determines what is taught and how it is taught in secondary
school education. Accordingly, school systems prove to be

very resistant to change.

~
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A general feature of the research outlined above is that it
is more concerned with identifying the relative importance
of training and school experience upon teacher attitudes
than with the process of professional socialization per se.
Studies typicaily measure the attitudes of individuals
before and after they enter schools in a full time teaching
capacity and are thus concerned with evaluating the effect
and success of pre-service teacher training programmes.
Research of this nature covers only a short time period in
the process of teacher socialization and is not nécessarily
representative of the long term perspective. Such research
is more suited to the measurement of change than +the
identification of underlying reasons causing such change.
As a result it is apparent that 'before' and 'after' studies
are more useful in evaluating the socialization effects of
pre-service teacher training than in developing an
understanding of the 'life-long’ process of teacher
socialization.

Those researchers viewing teacher sccialization as a process
extending beyond teacher training and. probationary teacher
stages, contend that there is a large amount of stability in
individual attitudes as teachers progress into and through
the school environment (Hogben and Petty, 1979; Mardle and
Walker, 1980; Petty and Hogben, 198¢C; Zeichner and
Tabachnick, 1981, 1985). This viewpoint results from
studies investigating the effects of informal as well as
formal socialization upon teacher attitudes using teacher
interviews or case studies rather than guestionnaires.

Lortie (1975), for example, ' contends +that the teacher
socialization process occurs informally during the twelve or
So years that a teacher is a pupil in a school and formaliy
during the period of pre-service teacher training. He
arguss that it is in informal situations of exchange, both
as pupil and teacher, that lasting attitudes and
socialization occurs. This view is reinforced by Mardle and
Walker (1980, p.9S and 103) who feel that
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"precourse experience ‘may be more profoundly
influential than either the efficacy of training
or the colleague control of 1later years ...
Teachers do not become resccialized during their
course of training nor in the reality of. the
Classroom, since in essence this is a reality

which they never actually left."

Accordingly, this view sees school experience as preceding
formal socialization and holds that teacher attitudes
towards educational issues are largely established before
training commences. In this regard Lortie (1975, p-79)
comments, "lessons taught by early vyet persisting models

rest on chance and personal preference: training in

pedagogy does not seem to fundamentally alter earlier ideas

about teaching." From this perspective teééher attitudes

must firstly be consistent with the teacher's personality
and ways of doing things, and secondly be developed in the
classroom. Classroom experience is thus of major importance
and the influence of common knowledge is 1limited in the
development of teacher attitudes towards practice. In this
manner teaching practice is perceived as resulting from a
subjective screening process in which a personal criterion
of suitability is determined for each individual (Lortie,
1975). - |

From the above it is clear that those viewing the teacher
socialization process from a 'life long' perspective hold
personal biography and teaching experience as key elements
determining teacher attitudes ' (Zeichner and Tabachnick,
1981). During the process of socialization, training is
perceived as an impotent -force which does nct supply
teachers with a new model or set of attitudes which survive
beyond the first few weeks in the schoecl environment (Hogben
and Petty, 1579). Rather, anticipatory socialization as a
pupil is seen to be influential in developing lasting
attitudes towards teaching practice. Attitudes developed in
this manner are normally ccnservative in their nature and
although seemingiy altered during formal training

programmes, are reverted to once a person enters the school



(0)

envircnment as a probationary teacher. Thus the
anticipatory socializing effect of classroom experience is
perceived as being responsible for secondary school teaching
practice becoming "one of the most consistent and persistent
phenomena known in the soCiél and behavioural sciences. To
put it succinctly, the 'modus operandi' c¢f the typical
Cclassroom is still didactics, practice, and little else"
(Sirotnik, 1983, p.16-17). ’

It is clear that a problem with teacher socialization
studies is that they have largely focused' upon whether
probationary teachers are prisoners of the past
(anticipatory socialization or pre-service <training) or
prisoners of the present (institutional pressures emanating
from schools) (Zeichner and Tabachnick, 1985). Viewpoints
regarding teacher socialization are thus initially confusing
as according to Zeichner and Tabachnick (1981, p.8), "there
is no conclusive evidence that (the) view of university
teacher education as having minimal impact on prospective
teachers is any 1less credible than +the more popular view
that identifies a prcgressive—traditibnal shift in
attitudes."

Research thus far, although of interest to those concerne

with the development of a theory of teacher socialization,
has not produced findings which are specific enough to
inform teacher improvement schemes either in pre-service or
in-service training. Research has been thecretical rather
than applied in its nature; concerned with describing the
process of socialization upon teacher attitudes rather than
trying to apply research findings in order to influence
teaching practice in the schcoils. The 'ailment' has been
well documented but there is little svidence that the cure

is being sought.

It is contended, therefore, that instead of attempting to
debate the correctness of the viewpoints above, a more
constructive approach is to combine the research findings
into a single view regarding teacher socialization. | This is

possible as disagreements in viewpoint may be more apparent

[on]



than real and in many instances merely reflect the differing

research aims and procedures employed.

Research results, when viewed in career sequence, suggest a
general pattern of teacher socialization in which :-

(1)

(ii)

(iii)

individuals develop attitudes towards teacher
practice during the vyears they spend as
pupils in school. As such, students entering
teacher training courses have already been
socialized for a long period of time and have
well-established attitudes towards teaching
practice. It can be appreciated, therefore,
that teachers through their contact with
pupils, play an important role in influencing
the attitudes of future teachers.

students are exposed to theoretical knowledge
and practical experience of teaching during
the period of pre-service training. Training
has the effect of sensitising them to the
desirability of using progressive teaching
practice in the classroom. Training thus
liberalises student attitudes towards

educational aims and practice.

students enter the school environment as
probationary teachers and develop their own
attitudes towards teaching style and choice
of teaching methodologies through & process
of +trial __and error Dbased upon personal
experience. In this regard it is generally
found that prdgressive attitudes developed
during training are transitory and teachers
revert To the originail attitudes thevy
developed as pupils. As a result teachers
may agree with the theoretical merit of
liberal teaching practice but express the
view that it  does not work in +their

situation.



It seems clear that research, in order to inform
intervention strategies,leading to an improvement in teacher
practice, needs to proceed beyond a concern with theorstical
issues pertaining to the process of professional
socialization. 1In this regard it is cohtended that greater
attention needs to be paid to the identificaticn of factors
affecting c¢lassroom decision-making by teachers. Thig
approach is particularily relevant in the light of the need
to implement third phase. geography teaching practice in
South African schools.

3.2 CLASSROOM DECISION-MAKING.

It has been shown above that teachers are socialized into
behaviour patterns relating to the overall organization of
both classroom work and pupil activity. Socialization,
therefore, forms the framework within which day-to-day
classroom decision-making takes place.

Research into teacher decision-making (which is well
established in the educational field) has either analysed
teacher behaviour or attempted to establish the behavioural
consequences of teacher decision-making upon pupils
(Eggleston, 1979). Both approaches rely on classroom
observation. Usually the anaiysis of data establishes
cause-effect relationships between teacher decisicns,
behaviour and educational consequences. A weakness of such
research is thét it does not concentrate on the act of
decision-making nor try to explain and identify factors
influencing teacher classroom behaviour. An attempt to
remedy the lack of information regarding the act of
decision-making is seen in the work of Sutcliffe and
Whitfield (1979). . Although focusing upon advancing
knowledge regarding teacher decision-making, their findings
are constrained by their choice of research procedure. The
use of video reccrdings of pupil-teacher interaction to
analyse teacher Cclassroom behaviour helps in the
identification and description of decision-making but fails

to uncover those factors influencing the decisions taken.
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Sutcliffe and Whitfield's (1979) research supports Lacey's
(1977) wview that teacher decision-making is influencegd by
factors existing both within and without the immediate
Classroom situation. ‘It appears that teachers are generally
allowed a great deal of autonomy in terms of their classroom
teaching practice. Traditionally, factors external +to the
immediate classroom environment, €.g., education department
policy, have not actively enforced the use of particular
teaching practice upon teachers. Accordingly, personal
experience of classroom situations remains the major
influence on decision-making relating to teaching practice
behaviour. It still remains, however, to ascertain why
teachers behave as they do. It is suggested that this
information could be gained directly by using
questionnaires, case studies and related reseaxrch
methodologies which enable teachers to elaborate on reasons

for their teaching practice behaviour.

Teacher decision-making can be divided into two distinct
types i.e., reflective or contemplative and immediate or
instantaneous (Sutcliffe and Whitfield, 1979).. Reflective
decisions are informed by training, classroom experience and
role interpretation and tend to be made outside +the
classroom situation. Immediate decisions relate to teacher-
pupil interaction within the classroom and are prescribed by
individual personality characteristics, life-style, and the

momentary context of the interaction.

Logically, the ideal of reflective and immediate decision-
making may be related to an individual's teaching practice
behaviour. Teaching style is mainly influenced by attitudes
stemming from the process of socialization. As a
consequence of this largely unconscious process, the choice
of teaching style is seen to involve neither reflective nor
immediate decision-making. Methodology decision-making in
contrast, falls into the reflective category as it involves
"a conscious thought process at some time past or present”
(Sutcliffe and Whitfield, 1979, p.10). For example, this
occurs during the process of lesson preparation. Immediate

decision-making occurs as a result of pupil feedback which
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may cause deviations to be made in teaching practice
behaviour during the execution of a lesson. -

Figure 3.1 illustrates the complexity and interacti&e nature
of the variables which may impact wupon reflective and
immediate decision-making. These variables may bé grouped
into four major categories viz., teacher variables, teécher
training, institutional rules and pupil variables. Teacher
and pupil variables vwvary greatly from one individual to
another and from class to class. It is therefore difficult
to generalise about these influences and their effects upon
relative and immediate decision-making and thus teaching
practice behaviour. Teacher training and institutional
rules, on the other hand, are relatively easy to identify,
are stable in character and'form the shared experience of
teachers within an Education Department. As such thev would
seem to be the most obvious factors to be manipulated by
planners wishing to effect teaching practice change.

Teaching practice behaviour is often considered to occur as
a result of the impact of organisational rules upon teacher
classroom decision-making. In this regard Mardle and Walker
(1979, p.207-208) have identified major organisational
characteristics relevant to an understanding of the process
of teacher decision-making from the work of March and Simons
published 20 years previously. Excluding training and
socialization factors, these involve a predominance of
satisficing rather than optimising behaviour. Three
' variables which affect decision-making are :-

(i) a high degree of routinised behaviour
facilitated by the development of performance
programmes which obviate the anomic

uncertainty of continual optimising.

(ii) specialisation in the division of labour,
allowing the development of perspectives

focused upon restricted sets of values.
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(iii) the development of organisational
vocabularies which canalise thought and
direct attention to limited alternatives.

Although Mardle and Walker (1979) are aware of weaknesses in
these characteristics when applied to school level

organisaticnal decision-making, they contend that they have

relevance when applied to teacher classrcom decision-making.-

In this regard the concept of teacher satisficing behaviour
is particularly useful as it helps to explain differences
between teacher attitudes towards the appropriateness of
particular teaching styles and methodologies, and the actual
use of these in the classroom.

Satisficing behaviour results from teacher perspectives
regarding competing pressures, e.g., subject, educationalist
or career perspectives (Mardle and Walker, 1979). Due to
the many competing perspectives impinging. upon the adopticn
of a teaching style and methodology choice, it is impossible
for the teacher to maximise the demands of each. Decision-
making therefore takes place within a framework of
priorities which vary according to personality differences,
the pupils being taught and the organisational situation

existing within the school system.

In terms of competing perspectives Keddie has shown that
"the classroom situation promotes satisficing con a teacher
perspective rather than optimising on an educationalist
perspective" (In Mardle and Walker, 1979, p.209). In this

way, training experience in terms of educational theory is

subjugated to the practical pressures of classroom and .

school environments (Denscombe, 1982). For example,
research has shown ég;t" dléssrodm— sﬁrQEQal and teacher
sensitivity to issues involving pupil discipline are
important aspects aifecting both immediate and reflective
decision-making and therefore teacher behavicur {Corcoran,
1981; Denscombe, 1982; Zeichner and Tabachnick, 1981).\

Denscombe (1982, - p.249) contends that teachers have a

"belief in the need to establish classroom control zand to



maintain the privacy bf the situation as absolute
prerequisites for successful teaching." The conflict
between educational and classroom demands may be seen to
lead many teachers to satisfice in their decision-making and
therefore adopt the use of teacher-centred practice. This
is not to imply that teacher satisficing occurs as a result
of weakness in teacher character but rather that it is
impossible to maximise both educational and practice
perspectives due to classroom constraints and school
organisation.

In summary, teacher decisions regardiﬁg both teaching style
and methodology choice result from a combination of past and
present experiences of classroom situations. Reflective
decision-making is most strongly influenced by the process
of teacher socialization. 1In this regard it has been shown
that the most important socialization factors would seem to
be experiences as school pupil, education student and
teacher. Of these, experiences as a pupil are informal and
vary from individual +to individual. The socialization
influences of training and school experience, on the other
hand, are similar for most individuals. Their impact upon
classroom decision-making is, however, different as training
encourages the adoption of liberal,vénd school experience
the use of conservative, teaching practice. Decision-making
with regard to classroom teaching practice therefore
involves satisficing behaviour as teachers accommodate these

two conflicting influences.

Teacher training and organisational structures are formal
elements in teacher socialization which form a common
experience. Accordingly they seem suitable factors which
may be manipulated in order to influence teaching practice
decision-making. In this regard school experience needs to
be changed in order to encourage the adoption of liberal
practices. For this to occur the traditional percepticn
that teaching practice is a personal matter hammered out in
the classroom without much consideration of training
experience and syllabus aims, needs to be changed. it is

contended that training personnel and inspectorate need to
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combine to ensure that pre-service training has a lcng term
effect upon the classroom attitudes and practice of teachers
and that organisational elements existing in the school’
system work to reinforce the use of appropriate'teaching
practice. !

3.3 CONCLUSION: ATTITUDES, PRACTICE AND CHANGE TOWARDS
THIRD PHASE GEOGRAPHY EDUCATION.

From a consideration of theory it is clear that a
geographer's choice of teaching practice is largely
determined by the process of socialization and classroom
decision-making. Both socialization experience and
classroom decision-making interact and reinforce the choice
of teaching practice. Accordingly they are difficult to
separate in terms of their influence. For third phase
practice to occur in South Africa it  is necessary for the
socialization process to encourage the holding of attitudes®
which support decision-making that .will result in the -
adoption of a non-directive téaching style and thevuse of

pupil-centred methodologies. Research shows, however, that

this is'neither simple nor easy to effect even in 'First

World' countries. The reason for this is that school

experience encourages the holding of conservative attitudes

supporting the use of +traditional teaching practice

behaviour in the classroom, a view which is opposite to that
encouraged during educational training. As a result
teachers' decision-making is characterised by satisficing
behaviour in which organisational concerns dominate over:

|

training influence.

The move from .second to third phase geography education
involves teachers in a fundamental change of attitude
towards the use and importance of teaching practice. In
order to effect this change, teachers need to free
themselves from the conservative attitudes which have
traditionally been engendered by school experience. This
change is particularily difficult to achieve in South Africa
where geography teachers operate within a rigid authority
structure which emphasises the importance of the group

rather than the individual in society. School experience in
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the country does not encourage the adoption of third chase
attitudes towards -  teaching practice. Political factors
further encourage the adoption'df a directive teaching style
while demographic trends, matriculation ekaminations and
textbooks together support the use of teacher-centred
methodologies. : !

Understanding of the interaction between geography teacher
socialization and classroom decision-making in South Africa
is a necessary prerequisite if change in teaching practice
is to occur and the third phase aims of the syllabus are to
be achieved. 1In this regard it is necessary to identify and
describe +the main elements affecting geography teacher
classroom practice. Once these elements, i.e., the
component parts of the geography teaching and learning
process are described, the relationships between them may be

evaluated in order to improve educational practice (Meyer,
1985). "
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CHAPTER FOUR
|

TRAINING AND ORGANISATIONAL ELEMENTS AFFECTING SOUTh AFRICAN
GEOCRAPHY TEACHING PRECTICE. . I

The major elements affecting the socialization and decision-
making of South African geography teachers, in relation to
teaching practice choice, are common to all departments of
education. Differences in the impact of elements between
departments do exist, however, due to'the unequal racial
nature of the education system.

Elements may be divided into two categories, viz., those
concerned with training experience (which generally attempt
to develop liberal attitudes towards teaching practice) and
those organisational elements related to schcol experience
(which normally tend to reinforce conservative attitudes
towards teaching practice). The relative impact of these
elements upon teachers' decision-making directly influences
their choice of teaching style and use of methodologies.
The major training and organisationél elements affecting
South African geography teacher decision-making regarding
Classroom practice are illustrated in ‘Figure 4.1. This
figure indicates that choice of teaching practice occurs
from the interaction between training and organisational
elements upon teacher decision-making. Although teaching
practice choice is a personal decision, it is possible to
describe and evaluate elements in terms of their potential
impact upon the adoption of third phase teaching practice.

4.1 TRAINING EXPERIENCE.

Training experience, as in other countries, occurs in two
phases in South Africa, i.e., pre-service and in-service.
Pre-service training provides initial academic and
educational preparation for teaching while in-service
training is concerned with the continuing professional

development of practising geography teachers.

!
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4.1.1 Pre-service training.'

South African secondary school pre-service geography teacher
training is undertaken in universities and colleges of
education/training (For a detailed discussion on the
recruitment and training of teachers in South Africa refer
to the HSRC report of 1981).

As universities are autonomous bodies, the training
received by students varies according to the institution
attended. Prospective geography teachers at university
normally complete a three year academic course followed by a
one year post-graduate higher diploma in education. Those
attending college can elect to take either a three or four
year diploma involving both géography and educational course
work.

University courses in South Africa attempt to provide a
general rather than specialist undergraduate +training and
inevitably the content differs in many respects from that
included in school syllébuses. As a result teachers often
have large gaps in their knowledge of the content they are
required to teach in secondary schools. This situation is
most noticeable where university courses becone academically
specialised and/or attempt to broaden the vocaticnal
component to cater for students other than prospective
teachers. A solution to the content problem is difficult to
suggest as it is obvious that undergraduate geography
courses cannot be focused solely upon the needs of future
teachers (Ballahtyne and Dewar, 1983).

Once they have graduated, students enter an Education
Faculty. Here they are initiated into the secondary school
‘system during their post-graduate education course. In
their post-graduate education diploma courses students are
required to take methodology courses in two teaching
subjects. Experience in the teaching of geography is gained
during teaching practice sessions in the schools. Although
teaching practice arrangements vary from one university to

another, it is common for students to spend a minimum of six



weeks of their post-graduate diploma course teaching in the
schools.

A feature of geography methodology courses run at
universities in South Africa (when compared with those run
in the United Kingdom), is the large number of students
being trained and the high student-staff ratio. At the
University of Cape Town, for example, 49 students are at
present (1986) being trained by one lecturer. High staff-
student ratios limit the type of training received and some
courses in the country include little more than lectures.
To compound the problem some universities do not have a
geography methcdologist as a full-time member of staff
within the Education Faculty. In these instances courses
are run by part-time lecturers who are usually practising
teachers. Consequently, these courses are not intensive due
to the dual commitments of part-time staff.

Those students attending colleges for their secondary school
pre-service training undertake either a three or four year
diploma course. The length of the course depends upon the
department of education controlling the college and the
course structure and teacher qualifications they require.
Colleges in South Africa, unlike many of the universities,
are racially segregated and standards and requirements vary

greatly between institutions.

Colleges training 'White' students cater largely for primary
schcol teachers although certain institutions do offer
secondary school diplomas. This 1is a fairly recent
occurrence which has involved 'White' colleges in different
partnership agreements with universities (Le Roux, 1980).
Colleges for 'Asian', 'Coloured’ and 'Black' students do not
have formal links with universities. These institutions are
administered solely by education departments who are
responsible for standards. Unlike their 'White'
counterparts, <these c¢olleges play an important role in
educating large numbers of secondary teachers. This is seen
when viewing the qualifications of primary and secondary

teachers by race where it is found that 66% of 'White',6 B80%

(W3]
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of 'Asian', 96% of 'Coloured' and 98% o< 'Black' have
college diplomas (HSRC, 1981).

The content of college .geography courses fbr secondary
students is, in most instances, devised with . secondary
school syllabuses in mind. In this way students are taught
the content they need to use once they become teachers.
College students undertake teaching practice many times
during their four year course. Consequently, they gain mors
school expefience than their university trained colleagues.
Colleges thus prepare geography students more specifically
for the school system i.e. both academically and
educationally, than do universities. Accordingly, it is
contended that college-trained teachers are more likely to
be second phase in their attitudes and practice than those
trained in Universities where a more liberal viewpoint is

generally encouraged.

The effect of. geography pre—sérvice training courses upon
thée socialization and decision-making of teachers in
relation to their practice has not yst been ascertained in
South Africa. In the light of the earlier discussion on
teacher socialization and decision-making, it is
hypothesised that the long term effects of university and
college training will exert a relatively lesser influence

upon teaching practice choice than will school experience.

4.1.2 In-service training.

In-service training of geography teachers is undertaken by
education departments (in-service courses, subject
inspectors/advisors), geographical associations (talks,
wbrkshops and study groups), and universities (post-graduate

and degree courses).

In-service education in South Africa affects a very small
percentage of teachers in secondary schools. In particular
"the prdvision of in-service training for teachers other than
'"Whites' is extremely poor (HSRC, 1981). This situation is

worrying. If a minimum qualification of a matriculation



certificate and professional qualification is accepted as
necessary for school teachers, only 14,5% of 'Black'
teachers can bte regarded as being adequately qualified
compared with 95.1% of 'White' teachers (HSRC, 1981).
Furthermore, = 91% of secondary school teachers in the
Homelands do not meet the requirements of 'White' education
departments (van 2Zyl, 1986). As the influence of training
appears to be the major factor encouraging teachers to adopt
third phase attitudes and practice, the lack of training of
many geography teachers is cause for concern.

Departmental secondary school geography in-service courses
are rarely held more than once a year (even in 'White'
education). Courses which last longer than a day are rare
due to the cost involved with assembling and housing large
numbers of teachers at a central venue. In-service courses
run on a 1localised scale are thus favoured by educational
authorities. Local courses, being less than & day in
duration, often start after school hours and continue into
the evening. Teachers therefore bear the majority of the
costs incurred in the exercise. Although attendance is
generally not compulsory, teachers are keen to attend if
they perceive that the programme will provide them with
content information related to the syllabus. Experience
with the running of localised in-service courses indicates
that those which deal specifically with teaching practice
are generally not as well received by teachers as those
concerned with syllabus cbntent issues. This confirms the
observation made previously that geography education within
the country is not yet third phase in nature.

Discussions with education authorities reveal that one of
the reasons for & lack of in-service training is the genersl
perception that these courses lack sufficient carry-over of
ideas and information into the classroom situation to
warrant their cost in terms of withdrawing teachers from
schools and financing the operation. It would seen,
therefore, that the socialization and decision-making impact
of in-service courses is not highly rated by departmental

Planners. As far as can be ascertained, however, no

(81}
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research has been undertaken +to establish the benefits of
geography in-service courses in the country.

The impact of subject inspectors/advisors upon thelteaching
of geography in secondary schools depends 1largely on the
interest and expertise of the individual in the post. Not
all departments of education in South Africa have geography
subject inspectors/advisors e.g., the Cape Education
Department and Transvaal Education Department. In
cases such as these the control of geography education is
shared among district inspectors/supervisors who often
have no formal geography training. There are examples of
competent inspectors/advisors whose influence has been very
positive in moving teachers under their control towards the
achievement of third phase geography education aims and
practice. Unfortunately the converse also applies and some
inspectors/advisors have been prime instruments in the
perpetuation of outmoded practice in ‘geography education
(SACHED, 1985).

Departmental inspectors/advisors and geography  teacher
associations, compile and distribute syllabus guides as well
as other material useful to teachers. These guides contain
information regarding teaching methods, concepts to be
taught, syllabus content and reference sources (Diepeveen,
1983; Jarvis et al, 1985; Natal Education Department,
1984; Nightingale et al, 1981). Their impact on geography
classroom practice is, however, difficult to determine.
Experience suggests that the impact is limited unless it is
either perceived to be directly related to syllabus
requirements or provides teachers with material they can
use in their lessons. Mostert's (1985) finding regarding
Cape Education Department +eacher Knowledge of the 1983

'syllabus guide supports this contention.

The influence of teacher and geography associations is
highly 1localised. Active membership of such groups is
generally émall and it is difficult to attract teachers +o
meetings. Notwithstanding this, groups of geography

teachers do meet regularly in the larger metropolitan



centres. ‘The Geography Teachers' Association (Cape Town)
and Natal Geographical Association (Durban) are examples of
predominantly 'White' teacher groups which hold regular
meetings/workshops and publish material of use to Qeography
teachers. Although of necessity localised, geography teacher
groups play an important role in encouraging the adoption of
third phase attitudes and practice by bringing together
those wishing to update their knowledge of the content and
pedagogy of the subject.

The two academic associations, the South African
Geographical Society and the Society for Geography also
advance the cause of third phase geography education by
involving teachers in 'fegional meetings and national
conferences. The associations publish journals bi-annually
in which articles of interest to geography teachers are
included. In particular the South African Geographer has a
specific section where geography education articles in both
official 1languages are published. However, no attempt has
been made to establish the effect these articles may have

upon the attitudes and practice of geography teachers.

Universities in South Africa offer part-time and full-time
degree courses of value to geography teachers. The most
commonly attended of these are B Ed. courses which generally
include a geography education option. Althcugh coursework
M Ed. degrees are available, as far as can be ascertained
none of these allow teachers to specialise in geography
education. Personal experience of B Ed. teachers who have
taken a geography education option, would indicate that

these courses play an important role _in encouraging the

adoption of +third phase teaching practice. As far as is
known, however, no research has been undertaken to
- investigate the effect of such training upon geography

cteacher classroom behaviour.

4.2 SCHCOL EXPERIENCE.

Once teachers have completed their pre-service training they

enter +the schools where day-to-day teaching practice



78

decison-making is influeﬁded““by organisational elements
existing within the school environment. In this regard the
most common and important elements are seen to be the
syllabus, examinations, textbeoks, finance, pupils and
collieagues.

According to socialization theory, the effect of fhe above
elements upon decison-making is to encourage the adoption of
conservative attitudes and feaching practice i.e. a
directive style and the use ' of teacher-centred
methodologies. These elements are thus expected to play an
important role in determining the quality of geography
education teaching practice found in secondary schools.

4.2.1 Szllabus.

The Scuth African geography education syllabus lays down
the aims to be achieved and content to be covered in each
standard. Accordingly, its'impact upon geography teaching
practice should be great. However, an analysis of the 1973
syllabus change and its effect ,upén geography teaching
practice, suggests that this was not so. - The jimpact of
syllabus change, in the final analysis, served to upgrade
teachers content knowledge while leaving their teaching

practice much the same as before.

As a result of the 1973 syllabus changes many teachers, sure
of the facts in the old regionally based syllabus, found
that they did not have the knowledge required to teach scme
of the new content and concepts. The insecurity engendered
by the syllabus content change reflected the preoccupation
of geography teachers with imparting factual information.
As one set of facts was replaced by another in the syllabus
teachers were 1left feeling insecure. This feeling was
heightened by the 1late arrival of geogranhy textbooks
containing the 'new' facts, thereby forcing teachers to find
their own resource materials (Earle, 1976).

The 1973 syllabus change and the activity it engendered

initially held out much promise for more +than cosmetic



changes in secondary school geography education. Howevar,
the nature of geography education in the 1980's is not
appreciably different from that of the 1960's. Content
change did not bring a corresponding transformation in the
way in which the subject was taught. Many teachers, once
secure in their factual knowledge of new syllabus content,
continued to teach the subject in a manner which negated
much of the effect that the new syllabus might have had in
advancing the quality of secondary school geography
education.

According to Ledger (1980, p.63) between 36% and 55% of
South African secondary school geography teachers "feel
plagued by the present syllabus". This, in the case of the
majority of teachers, is largely due to syllabus length and
dissatisfaction with the amount of content that needs +o be
taught. In fact, syllabus overload is often used as a
justification for the wuse of poor teaching practice.
Discussions with teachers reveal that many are of the
opinion that the geography syllabus shows that educationail
authorities place greater stress'bn'the mastery of factual
information than on equipping pupils for self-ingquiry and
further study (Ledger, 1978). The hidden agenda of the
syllabus is to reinforce the importance of teaching
geographical facts and therefore encourage a second phase
approach towards the subject.

Teachers adhere to the letter rather than the spirit of the
syllabus and are reluctant to deviate from its set content
(HSRC, 1981a). This behaviour causes a situation to arise
where teachers feel pressurised due to the amount of content
they feel must be taught and the time available in which to
teach it. In the face of time pressure many adopt a
‘directive teaching style and favour the use of +teacher-
centred methodolcgies, viz., falk and chalk, dictation,
duplicated notes and the copying or underlining of passages
from textbooks. These teaching practices allow the
dissemination of content knowledge in as short a period of
time as possible. They also have the added advantage of

requiring relatively 1little time for 1lesson preparation

~J
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compared with that needed to prepare non-directive, pupil-
centred lessons, viz., worksheets, geographical simulations,
group work or fieldwork. '

v

4.2.2 Examinations.

Examinations play a major role in influencing what is
taught and how it is taught in secondary school geography
education. In a survey of South African geography teachers,
Ledger (1980) found that 93% of teachers felt that their
teaching practice was influenced by examination
considerations. Although this is perhaps understandable
when teaching at the standard 10 1level (where an external
examination is written), it applies equally to the 1lower

standards where examinations are set internally.

Matriculation examination results operate as a feedback
mechanism in geography education. Those who teach in a
manner which successfully prepares' pupils to answer
questions conforming to the style and content of examination
questions are praised by pupils and colleagues alike.
Accordingly, standard 10 geography work is very clearly
examination orientated. Class. tests, mid-term examinations
and 'mock' matriculation examinations are all carefully
designed to familiarise pupils with the expected content and
style of matriculation questions. Althdugh preparing
pupils to cope with examinations is part of a teacher's job,
many standard 10 teachers place the educational value of the
subject lower than the need to ensure high grades from their
pupils.

Due to its undoubted influence upon teachers, the
matriculation examination should help encourage the adoption
of third phase practice in the schools (Ledger, 1980). Thus
far, however, its effect has been disappointing (Earlie,
1977) as "teaching tends to be influenced ... by public
examinations, and bad teaching too often gets outstanding
matriculation results" (Holmes, 1976, p. 267). Geography
matriculation questions largely test lower order thinking

and there is little need for teachers to concern themselves



81

with developing pupils' higher  order abilities in terms of
geographical concepts, attitudes and values. From this
perspective it is not difficult to understand why many
teachers adopt a directive style and use teacher-centred
methodologies, as "optimal methods of teaching content are
obviously’those which fulfill the same goals and purpcses as
the chief examiner has in mind" (Marsh, 1985, p.38).

Geography class tests and internal examinations in many
secondary schools are orientated largely towards testing
factual recall (Nicol, 1979). Mostert (1985) found a
..brogressive increase in the use of questions testing lower
order abilities in geocgraphy 'with a move towards lower
standards. Standard 6 level questions were almost entirely
concerned with testing factual recall. This is a disturbing
feature of geography education in South African secondary
schools. The excessive testing of factual recall and the
almost total 1lack of questions demanding the ability to
synthesise, analyse or evaluate geographical material, is a
sad commentary on the quality of geography education in
secondary schools. Althcugh the medicine (content) has
changed in the post-1970 period, the dosage (number of
facts) required for examinations has remained fairly
constant. Consequently, geography in many South African
secondary schools remains "a burden on the memory rather
than a light in the mind" (Hall, 1982, p.1l).

From the above it is seen that éeography teachers have
little incentive to change and adopt third phase teaching
practice. Matriculation and school examinafiohs set up a
cycle of events rewarding the use of geography teaching
practice which is most effective in imparting factual
knowledge. |

4.2.3 Textbooks.

"More than 90% of what occurs in classrooms - particularly
high school classrooms - is shaped by and.centres around the
textbook" (Maxwell, 1985, p.68). Geography teachers are

therefore well catered for as regards content information
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directly relevant to syllabuses. South African textbooks,
with few exceptions, consisﬁ entirely of factual information
arranged according to the demands cof the core syllabus 1laid
down for each standard. However, they rarely, if ever,
contain resource material or include exercises that would
help pupils develop concepts, skills, attitudes and values.
Because of this, South African textbooks are easily misused
by teachers to reinforce an outmoded, factually-based, -
teaching approach. These characteristics are associated
with +the constraints placed upon authors by publishing
companies and departmental systems of textbook prescription.
Publishing companies, to be competitive, produce cheap
products which have to conform almost totally to the use of
syllabus headings and structure if they wish to have their
books prescribed (Earle, 1985). As a result, in the rush to
get textbooks prescribed "few, if any, texts are tested in
schools before being published" (Earle, 1985, p.8).

In general, textbooks in South Africa perpetuate the notion
that geography education is concerned with the acquisition
of factual infdrmation and in this regard encourage a second
phase approach towards the subject. (Diepeveen's (1982)
finding that 80% of geography teachers in the Cape Education
Department use the textbook in the'place of the syllabus,
emphasises this fact.) In this way textbooks render a
disservice to the subject by encouraging teachers to adopt
teaching practice which emphasises content knowledge rather
than that which develops concepts, skills, attitudes and
values.

4.2.4 Finance.

Secondary school budgets for geography equipment, textbooks
and other teaching aids are normally very limited (Ledger,
1980). This is particularly the case in 'Asian', 'Coloured'’
and 'Black' schools which receive far less money per pupil
from government than 'White' schools (See the HSRC report.
(1981) for details of the financial inequalities between

race groups).
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A lack of money is often cited by teachers as influencing
their teaching practice dec¢ision-making i.e., predisposing
them to use teacher-centred methods such as talk and chalk.
It has to be accepted that, particularly in 'Black' schools,
a lack of-teaching aids may predispose teachers toxadopt the
use of teacher-centred methods. It does not follow,
however, that the acquisition of teaching aids will
necessarily cause teachers to wuse third phase teaching
practice. Teaching aids are ir. themselves neutral. The way
in which theylare utilised by teachers decides their value.
Teaching practice, therefore, determines whether aids
advance or retard the achievement of third phase syllabus -
objectives. Due to the influence of syllabus, examination
and textbook upon the teaching style and methodology use of
South African geography teachers, aids are not generally
used to develop pupil concepts but rather to enhance the
presentation of syllabus content information. For instance
the overhead projector is frequently used, as it is a less
messy and time-consuming means of convéying factual
information than the chalkboard. ‘

4.2.5 Pupils and colleagues.

Pupils and colleagues affect a teacher's choice of teaching
style and use of methodologies through the psychological
pressure they apply during the process of lesson preparation
(reflective decision-making) and in the classroom situation
(immediate decision-making). Since the advent of the merit
promotion system for teachers in South Africa during the
late 1970's, where teachers are assessed for promotion
within their scheol by colleagues, headmasters and
inspectorate, the strength of colleague and pupil pressures
have increased. The system is fraught with problems and hsas
greatly increased conformist pressures upon geography
teachers, thereby encouraging the choice of conservative
teaching practice (Stonier, 1985) and discouraging the use
of a third phase approach.

Personal experience in 'White' South ‘African secondary

schools suggests that in many instances the need to be
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perceived as 'in control' of a class supersedes the desire
to attain the aims and objectives of the geography syilabus.
One of the most serious llegations which can be made
against South African gecgraphy teachers is that they have
disciplinary problems. Noise is used as an indicator of
class control. Many teachers are judged by the noise
emanating from their classrooms by colleagues who happen to
walk past in the corridor. Informal monitoring of this
type, it is contended, is a potent factor affecting the
general status of the teacher in the eyes of colleagues.
'Pupil—centred teaching, incorporating group work, role plays
and discussion, generates more noise +than the use of
teacher-centred methods. Accordingly, the fear that other
colleagues will interpret this noise as an indicator of
class control deficiencies may cause geography teachers to
refrain from their use. -

Pupils, through their behaviour and feedback, influence
geography teaching practice decision-making. It is common
to find that if pupils are used to being passive recipients
of knowledge they often object when required to participate
actively in the learning situation. Pupil pressure for
teacher-centred learning may be increased by an examination
system in which pupils obtain high marks in geography by’
committing large amounts of factual information to memory.
Geography teachers who are perceived as successful (as
evidenced by their ability to produce pupils obtaining high
grades) are those who provide digested facts in lessons and
are able to persuade pupils to learn them.

4.3 CONCLUSION.

Broadly, the preceding description of the influence of
training and organisational elements determining South
African geography teacher choice of styvle and methodology
use suggests that :-

(1) the impact of training elements would seem to
be weak in terms of influencing geography

teachers to adopt third phase practice. This



is particularily noticeable when considering

the role of in-service training.

(ii) organisational elements combine to ?nfluence
geography teachers to hold attitudes which
encourage the use of conservative teaching
practice. Practice thus continués to be
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largely directive and teacher-centred in

approach with aa emphasis on imparting
factual information. Consequently, geography
education remains second phase in its nature
and there is 1little impetus encouraging the
adoption of third phase practice.

No research has yet been hndertaken to establish the exact
nature of training and organisational elements upon a
geographer's teaching practice. Planning strategies,
however, need to be informed_ by what geography teachers
think and do if they are to be successful in encouraging the
adoption of third phase teaching practice. It is therefore
essential that research. is undertaken to establish the
details of geography teacher socialization and the relative
importance of elements determining classroom decision-making
within the country.



CHAPTER FIVE

SOCIALIZATION‘AND DECISION-MAKING: RESEARCH PROCEDURE.

It has become clear that if the third phase aims of the
geography syllabus are to be achieved, teachers need +to
adopt teaching practice which will develop pupil concepts,
skills, attitudes, and wvalues. 1In planning to effect such
change, educationalists need to take cognisance of the
important role played by teachers in the education system.
Strategies will not be effective unless factors influencing
gecgraphy teaching practice are investigated and their
relative impdftance established. Accordingly, this study
aims to '

(1) establish teacher attitudes towards, and

practice in, geography education.

(idi) investigate within-group differences between
teacher attitudes towards, and practice in,
geography education.

(iii) identify the process of teacher socialization
as individuals progress from students to

experienced teachers.

In order to achieve +these aims the research procedure

adopted involved the collection of data on the following :-

(i) geography student and teacher attitudes
towards reasons for teaching, geograrhy
education and practice, pre-service teacher
training, and what they felt influenced their

teaching styvie.

(ii) the use and idealised wuse of teaching

methodologies.

386
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(1iii) the identification of personal attributes of
students and teachers.

5.1 DEFINING THE TERM 'ATTITUDE'.

©

Thus far the term 'attitude' has been used in its broadest

sense, that is, "a way of thinking or behavingf (Oxford
Universal Dictionary, 1981, p.49). It 1is hecessary,
however, to define the term more clearly. Unfortunately few
researchers in thé field of attitude study agree upon an
explicit definition of the term (Oppenheim, 1966).

According to Thomas (1978, p.3), "most would ... probably
agree that :-

(i) attitudes are learned.

(ii) they consist of predispositions to respond to
a given object, or class of objects, rather
than fixed responses.

(iii) they are either positively or negatively
orientated towards the object.

(iv) they persist over time. This is not to say
that they are'immutable, althcugh whilst an
attitude might be amenable to change, the
alteration of an attitude, particularly one
that is strongly held, may require

substantial pressure.”

The above characteristics incorporate +he major ideas
contained in a tripartite view of attitudes which may be
applied to an object such as a school (Fig. 5.1). This view
conceptualises attitudes as consisting of three compnonents,
viz., cognitive, affective and ccnative. The cognitive
component 1is the knowledge which & person has about a
school; the affective component reflects the positive or
negative feelings which an individual has towards a school;

the conative component is the behavioural tendency that a



ATTITUDE LATENT PROCESS
OBJECT VARIABLES

OVERT EXPRESSION
OF ATTITUDE

PERCEPTION OF SCHOOL, ~
VERBAL STATEMENTS OF
BELIEF ABOUT IT

SCHOOL ATTlTUDES o AFFECT —

PHYSIOLOGICAL EMOTIONAL
RESPONSES TO SCHOOL. -
VERBAL STATEMENTS OF

FEELINGS ABOUT IT

ACTIONS AT SCHOOL =

VERBAL STATEMENTS OF
BEHAVIOURAL INTENTIONS
TOWARDS IT

FIG. 5.1 RELATIONSHIPS BETWEEN ATTITUDE COMPONENTS

(SOURCE: THOMAS, 1978, p.4)
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person has in relation to a school (Thomas, 1978). Each
attitude component can be measured by an individual's
statements regarding ©belief, feelings and behavioural
intentions in relation to the object 'school'. ‘

Although Fishbein and Ajzen (1975) argue that the term
'attitude' should be confined to only those responses
related to the affective component (they regard responses
related to the cognitive component as belief, and those
relating to the conative as intention and behaviour),
this approach severely complicates the measurement of the
concept. To distinguish between affective and conceptual
components by measurement is difficult, especially if verbal
statements are used (Wicker, 1973). Furthermore, the exact
relationship between attitude and overt behaviour is
difficult to establish. . Fishbein and Ajzen (1975) for
example, try to overcome this problem by dividing the
conative component of attitude into intention and observable
behaviour. Intentions, as indicated by attitudes, can thus
be separated from observable beha&iour which is an
individual's response to an object. Intentions, therefore,
do not always relate exactly to observable behaviour.

Furthermore, attitude components towards an object need not

be consistent within an individual. Often knowledge,
feeling and behavioural intent can be at variance. For
example, a geography teacher may use teacher-centred

methodologies as thev are the most suitable for examination
requirements, knowing that this is not in the long-term
interest of the pupils, subject or society . Wicker (1973)
explains that attitude-behaviour inconsistencies result when
a person holds competing attitudes which, in certain
situations, are stronger than the one under consideration.
He suggests that ideas regarding attitude-behaviour
inconsistencies often fail to take into account the unstable

nature of the process of attitude formation.

From the above perspective it 1is clear that no simple
relationship between attitude and behaviour exists. To
differentiate between, and measure exact differences in an

individual's Dbelief, attitude, intention and Dbehaviour
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towards an object may be important in certain psychological
or sociological research,.e.g., where attitude scaling is
undertaken. However, as this study is concerned with
ascertaining teacher attitudes towards geography 'education
and not with constructing psychological attitude ﬁcales, a
more general definition of the term is appropriate. For
this purpose therefore, the term attitude is défined as
"certain regularities of an individual's feelings, thoughts
and predispositions to act towards some aspect of his
environment" (Secord and Backman, 1970, p.41). This
definition includes the commonly accepted tripartite view of
attitude but is not so 1limiting as to confine the
measurement of attitudes to the use of bipolar evaluative
techniques such as those used in attitude scales.

5.2 RESEARCH LOCATION.

Ideally research into geography teacher attitudes and
practice should cover all eighteen departments of education
in South Africa. Practically,‘ however, such a study is
fraught with difficulties both in the administration of the
research and the interpretation of results. According to
Hartshorne (1986, p.64), "education is taking place within
an untidy maze of interactions that are themselves volatile
and unpredictable and which differ radically from place to
place, from situation to sifuation, often at the whim of
State officials". Difficulties with the administration of

nationally-based research include :-

(i) the bewildering array of departmental
procedures which have to be followed before
permission is granted to allow school-based

research to proceed.

(ii) the suspicion and reluctance to allow
research to take place in many departments
due to the political sensitivity of

educational matters within the country.



(iii) the disfuptions ~occurring due to staff and
pupil boycotts and the resultant closure of

many schools'for differing time periods.

Problems involved with the interpretation of results from a
country-wide educational research programme are difficult to
overcome. Thus Hartshorne (1986, p.64) remarks, "éssesssing
education in South Africa today is a risky endeavour because
of the extreme complexity of the social, eccnomic and
peclitical context, and the rapidity with which situations
change". Although the basic elements affecting geography
teacher socialization and classroom decision- making within
the country are similar, the interaction of elements and
their relative importance in determining attitudes and
practice varies between departments. It follows that
appropriate intervention strategies in one department may
differ from those employed in another.

Due to the apartheid system,' departments face differing
problems which would be .highlighted in a Dbroadly-based
study. Although identification of these differences in the
- process of geography teacher socialization and classroom
decision-making would be interesting, the interpretation of
results would require extensive knowledge of, and experienca
in, the workings of individual departments. Given the
researcher's 'White' background and experience, it would be
difficult, if not inappropriate, to attempt to explain
teacher attitudes in 'Asian’', "Coloured' or 'Black'
education. Not only would the analysis of results be
difficult to achieVe without a 'White' bias, but due to the
present distrust énd suspicion existing between the races
with regard to educaticnal matters, the co-operation of
teachers and the objectivity of countryéwide responses to a
'White-based' investigation, would be open to question. Any
inter-departmental ressarch should, in terms: of the
difficulties of administration and expertise required in the
analysis of data, be undertaken as a collaborative exercise
along the lines of those funded by the HSRC.
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This study, therefore, confines itself to research in one

Department of Education Viz,.‘the Cape Education Department.

This Department is the second ‘'largest of the four which

cater for 'White' pupils in South Africa. Factors favouring

the choice of the Cape Education Department‘were:—.

(i) the availability of a Departmental Research
Bureau facilitating the administration of
research in the schools.

(ii) the ,educational environment as well as the
qualifications and background of teachers, is
representative of 'White' education generally
(HSRC, 1981). As such it is reasonable to
expect that research fihdings would reflect
the situation existing in the other three
'White' departments of eduéation;

(iii) the presence of four universities offering
pre-service geocgraphy education courses which
feed teachers into the secondary school
system, viz., the universities of Cape Town,
Port Elizabeth, Rhodes and Stellenbosch.

(iwv) the experience and involvement of the

researcher in geography education in the Cape

Province which could help in the choice of

research design and interpretation of data.

5.3 RESEARCH DESIGN AND METHODOLOGY.

In order to inform the research design literature concerning
the use of survey, questionnaire and case study techniques
were consulted (Babbie, 1973; Dixon and Leach, 197(8);
Oppenheim, 1966; Sonquist and Dunkelberg, 1977). Other
surveys, such as those conducted by the Association of
American Geograrhers investigation inte gecgraphy courses
(Hastings et al, 1970) were also consulted and proved to be
useful in suggesting wayé of presenting research findings.

Surveys allow widespread opinion to be ascertained and are



a8 common and scientifically acceptable means of studying
individuals under natural conditions (Babbie, 1973; Smith,
1883). Case studies, unlike surveys, initially, seek to
understand a single, idiosyncratic case, thereby maximising
the number of variables considered (Babbie, 1973).

Basic research designs suitable for use in the measurement
of geography teacher attitudes and practice are cross-
sectional surveys, longitudinal surveys (trend, cohort and
parel studies), parallel samples, contextual and socicmetric
studies. Considering the positive and negative features of
these designs, it was decided to use a cross-sectional
survey which allowed the approximation of longitudinal data
(Babbie, 1973; Nachmais and Nachmais, 1976). An advantage
of using this design lies in the fact that although data are
collected once, they may be used for the purpose of

describing and determining relationships between wvariables

through time (Babbie, 1973). As the process of teacher -

socialization occurs over a long time period, inferences can
be made from cross-sectional data regarding the process of
individual change (Babbie, -1973). Cross-sectional data,
together with the judicious use of statistical'techniques,
enables the process of geography teacher socialization to be
analysed without undertaking years of longitudinel research.

Choice of a cross-sectional survey design and the broadlv-
based nature of the study led to the selection of a
gquestionnaire technique in preference to unstructured
interviews or interview schedules {(Dixon and Leach,
197(8)). A postal rather than a delivery and collection
questionnaire was decided upon because of +the size and
widespread location of the target population as well as the
resources available.

Before the attitudes of geography teachers could be surwveyed
permission had to be obtained from +the Cape Education
Department. This involved sending a sample questionnaire
together with a covering 1letter setting out the research
aims, to the Cape Departmental Educaticn Bureau. The

gquestionnaire was scrutinised and permission granted to send



it into the schools. The Department instructed that +the
letter granting permissibn and setting out the conditions of
the research must accompany the questiconnaire Ainto the
schools (Appendix C). Condition 2.2 relating to the
confidentiality and anonymous nature of the research was of
particular importance and affected the administration of the
survey making it impossible to identify and investigate non-
respondents.

A letter of introduction to the survey was constructed,
setting out the purpose of the questionnaire and attempting
to encourage and obtain teacher support (Appendix D). The
letter, together with the introduction to the questionnaire,
assured individuals of the anonymous nature of their
responses and requested them to reflect their personal
feelings. It was hoped that the letter would elicit teacher
support and interest, thereby overcoming the potential
problem of a poor response which would harm the validity of
the research. ‘

In order to achieve a high response rate from students, it
was decided that gquestionnaires would be administered by
geography methocdology lecturers. Letters were written to
the four lecturers at the Universities of Cape Town, Pcrt
Elizabeth, Rhodes and Stellenbosch, informing them of the
purpose of the research and asking for their’co—operation.
A positive response was obtained and these individuals

administered the questionnaires at the times requested.

5.3.1 Questionnaire construction.

Content used in the teacher questidﬁhaire was arranged'under
headings reflecting the major research areas viz., personal
~data, attitudes towards teaching, geography education,
teacher +training, teaching style, use of and attitudes
relating to methodology. Some areas of concern were not
included in the student surveys because they were irrelevant
at the time of questionnaire administration, e.g., sections
relating to methodology use. Questions concerning personal

data also varied between teacher and student questionnaires.
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All the items used in the survey were devised by the
researcher except those used to establish teachersf 'reasons
' for teaching', which were taken from Lacey's (1977X research
into the process of teacher socialization. The uée of his
questionnaire items allows perceptions towards the' éubject,
change, job, child-self, creativity and achievement to be
measured and enables comparisons to be made with_teachers
outside the context of thexstudy area.

The questionnaire included both response statements and
closed-ended questions. This format was chosen as sample
size is large and closed-ended questions allow a uniformity
of response; responses are easily coded and data analysis
is simplified; and respondent replies in general would refer
to the areas of concern identified by the researcher. An
attempt was made to provide exhaustive response categories
in each content section (Babbie, 1973). However, in order
to overcome the problem of a respondent wishing to deal with
an issue not mentioned ih the questionnaire, space was

provided for the inclusion. of open-endéd responses.

Having identified content areas and question format,
response statements and question items were constructed. 1In
this process care was taken to ensure that statement and
question wording was as clear and unambiguous as possible.
Negative items were avoided in order to  minimise
misunderstanding and error (Babbie, 1973). 1In the.few cases
where the word 'and' is used in a statement, care was taken
to ensure that the>meaning conveyed to the respondent was
not double-barrelled (Babbie, 1973). Take, for example,
the statement 'geography should develop a 1love for one's
country and culture'. 'CountryAand culture' is generally
perceived by teachers as relating directly to aims of
Christian National Education. By means of this phraseology,
attitudes towards Christian National Education could be
inferred without infringing upon the sensitivity of
officials in the Cape Education Department.

‘The initial bank of questions and statements was refined
and then handed to geography teachefs,'educationalists and
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academic geographers for commenfs regarding their
suitability. Their resanses:wére used to rephrase certain
statements and questions and in some instances to reject
them. Thereafter, the questiohnairé was. given to a
psYchologist skilled in survey techniques, and acting on his
advice minor adjustments'Were made to statement wording and
survey format. The Questionnaire was then tested on a smaill
group of pre-service geography education students and
teachers. '

During the pilot study it was noted that the time taken to
complete the survey ranged from 20 to 25 minutes. This is
an acceptable time for a self-administered survey (Dixon and
Leach, 197(8); Smith, 1983). Note was also taken of any
problems encounted by respondents in the undefstanding of
questions. As a result of the pilot study,\ minor
alterations were made to the questionnaire before it was
translated into Afrikaans and finally printed in both
official languages. Student and teacher questionnaires are
presented in Appendix E. |

5.3.2 Case Study Design.

Teacher socialization research has identified the first year
of teaching as a‘period of extensive attitude change. As a
result, probationary teachers were chosen as subjects in the
case study with the aim of monitoring changes in their
attitudes and practice during their first yvear in the
schools. The case study involved a longitudinal assessment
of variables affecting the day-to-day decision-making of
probationers in the classroom. The investigation was
designed to complement the interpretation of statistical
data gained from student and teacher surveys relating to

elements affecting classroom decision-making

Several probationary teachers were asked +to record their
feelings, experiéhces and behaviour concerning elements
affecting their classroom decision-making, in a personal
diary. Entries were to be made once a week for the duration

of 1985. The use of diaries allowed participants to report

\D
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events perceived as- impdrtanf to them at the time they
occurred. In this way the ~subjective observations of
probationers had an 'immediacy which would not' have been
possible if an interview method had been used. Tpe use of
case study diaries, therefore, allows changes resulting in
teacher attitude and practice tp be investigated and
- provides as true a perspective as possible on probationer
experience. ' ‘

5.4 ADMINISTRATION OF RESEARCH.

5.4.1 Teacher Survey.

An attempt was made to survey all geography teachers working
for the Cape Education Department. Surprisingly, the
Department has no record of the number of secondary schools
offering geography as a subject or the number of geography
teachers they employ. It was established, however, that 15
schools enter candidates in the gecgraphy matriculation
examination. Discussions with departmental officials and
geography teachers suggests that the average number of full-
time geography teachers in each secondary school in the
Province is two, with one or maybe two other teachers taking
a few classes in the 1lower standards. The largest
metropolitan schools were found to have a maximum of six
gecography teachers. Working on an average of 2,5 to 3,5
teachers per school entering candidates for +
matriculation examination, the number of geographers in the
Cape Education Department could be assumed to fall between
397 and 556.

Questionnaires were posted to - the principals of the 159
schools with geography matriculation pupils, during April
1984. In order that all geography teachers in a school
would be approached, six questionnaires were sent for the
principal to circulate among the geography staff. Each
batch of questionnaires contained a self-addressed, postage-
paid envelope in which to return the survey. The first
responses arrived within 10 days of posting and within a
seven week period 313 were returned. . This suggests that a

response of between 56% and 79% was obtained, even the iower
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percéntage being accéptable for the analysis of survey
results (Babbie, 1973). '

Students taking geography methodology as a course during
their post—graduate'pre-service higher diploma in education
were surveyed at the beginning, and égain at the end of
their course, i.e. February and October, 1984. Al%hough 91
students completed and returned the first questionnaire,
only 87% of them completed the second (79 in total). The
fall-off in numbers was due to the administration procedure
followed in one university where sfudents were given the
responsibility for returning the questionnaires themselves.
Consequently, a number did not send them back and as they

had finished their course, no follow-up was possible.

5.4.2 Case Studies.

The need to have close personal contact with individuals, in
order to motivate the continued and regular writing of diary
entries, meant fhat case study participants were selected
from students graduating from the University of Cape Town.
In this way the problems of 1language, interpretation and
contact were overcome. ‘

Initially ten students of the University of Cape Town who
were members of the 1984 pre-service geography methodology
course, agreed to participate as case study subjects . This
number dropped to seven at the beginning of 1985 with
withdrawals due to 1lack of geography teaching posts (2
students) and the arrival of military call-up papers (1
student). In January 1985 each probationary teacher was
sent a letter setting out in detail the areas of interest to
the researcher (Appendix F). The use of a weekly diary was
proposed as the method of reporting. Contact was kept with
the participants throughout the vear and the diaries were

collected at the beginning of November 1985.

5.5 DATA ANALYSIS TECHNIQUES.

The questionnaire pilot study made it possible to undertake

a dummy run of question coding and computer analysis. This
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was done in order to ensure that suitable statistical
analysis could be undertaken on the data. Althodgh time-
consuming, the pilot study was a wvaluable exercﬁse which
enabled appropriate statistical techniques to be determined, -
computer runstreams to be debugged, ensured that| response
coding was suitable for the purposes of analysis, and
streamlined the data processing procedure in preparétion for
the analysis of student and teacher responses.

The research outlined above is, of necessity, a compromise
between the desire to obtain general answers to questions
pertaining to a diverse education system, and_thevpractical
constraints involved with time, financial resources,
expertise, manpower and measurement. Notwithstanding this,
the work clearly contributes to knowledge concerning
geography teacher attitudes and practice in- 'White'
education departments in South Africa. ‘
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CHAPTER SIX

ESTABLISHING GEOGRAPHY TEACHER ATTITUDES AND PRACTICE:
RESEARCH RESULTS.

|

One of the results of investigating geographyi teacher
attitudes and practice in the Cape Education Department is
that the personal characteristics of the population have
been established. As this type of information is not
available from the department of education it forms a useful
guide to the characteristics of geography teachers in
'White' departments in the'country. Unfortunately, due to
the 1lack of information regarding the +total number of
geography teachers in the Cape Education Department> and
therefore the impossibility of establishing the number and
characterisitics of non-respondents,' it is impossible +to
estimate +the population precisely in statistical terms.
Nevertheless, the information provides a useful descriptive
tool with regard < to both the characteristics and the
attitudes of geography teachers working for the Cape
Education Department; '

On the basis of the 313 returns the following
generalisations can be made. The typical geography teacher
is predominantly male, has three to four vyears training
(presumably a three year degree with geography as a major
and a one year post-graduate higher diploma ih education),
and teaches either in a small town or in a metropolitan
school (Table 6.1). '

Although teaching in secondary schools, as many as 26% of
the population ha&e trained for two or 1less years, while
only 14% have five or more years of training. There are
large numbers of téachers who trained before the major
changes in the nature of geography education in the 1970's,
‘but an equal number (including some who would have been
pupils at secondary school) trained after the implementation
of the 1973 geography syllabuses. Accordingly, Cape

Education Department teachers have experienced all degrees
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9,

PERSONAL ITEM % RESPONDENTS ACCORDING TO CATEGORY (N = 313)!

1st year Teacher Teacher Senior Teacher

!

t

!

! SEX Male Female

! 72 : 28

1

I{

!  GEOGRAPHY 2 years or less 3-4 years 5 years and above
!  TRAINING 26 60 14
t

!

! INSTITUTION College of Education University
!  ATTENDED 3 91

) ' _

' .

!  TRAINING Pre-1970 Post-1970

!

!

!

i

1

1

l

SCHOOL POST 9 35 23
Head of Dept. Deputy Principal Principal
11 1 1

!HIGHEST GEOGRAPHY! Std. 6-8 Std. 9-10
! STANDARD TAUGHT 49 51
!

MEDIUM English Afrikaans

OF INSTRUCTION 42 : 58

Small Town (<20 00C) Large Town(20,000- 100,000)!
40 23
Metropolitan Region (>100,C00)
37

SCHOOL

Y
1
!
!
1
!
!
1
V
i
!
1
!
!
Y
!

PERIOD ! 41 59

1
1
!
1
!
l
1
l
1
'
!
1
!
!
l
SITUATION !
!

1
1
!
!
]
1
1
1

TABLE 6.1. GEOGRAPHY TEACHER PERSONAL DATA SUMMARY (EXPRESSED AS
PERCENTAGES).
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of socialization and it is therefore possible to establish
the general impact of syllabus change upon teachers by
comparing population responses. 4 ;

i

The sample reflects not only teachers with dlfferent lengths
of serv1ce but also those from different promotlon levels
within the school system ranging from first year teachers to
school principals. Numerically there is an even spread
between those who teach geography up to the standard 8 level
(presumably those with two or less years training) and those
who teach from standards 6 to 10. The range of school
experience is thus wide and responses cah be expected to
represent varied conditions existing in the classroom

environment.

From the characteristics above it is clear that the sample
is not biased towards any particular subset and represents
as wide a range and experience of secondary school geography
conditions as could be expected. The data is therefore
ideally suited to the ©purpose. of this study, viz.,
establishing the attitudes of gecgraphers towards teaching
and their perception of how their teaching practice
operates. '

As the survey covers a wide spectrum of +teachers it is
possible to analyse their attitudes towards reasons for
teaching, geography educatibn and practice, pre-service
teacher training, influences upon teaching style, ; and the

use and idealised use of teaching methodologies. 'Firstly,

analysis involved the investigation of thosef factors
predicating their teaching, viz., perceptions on education
which would affect why they became +teachers (and in'
particular geography teachers), as well as their attitudes
regarding the aims of geography education. Secondly, the

analysis cculd establish the impact of socialization forces

',.l.

upon teachers, wviz., their attitudes +towards pre-service
training and what they perceive as influential in
determining their choice of teaching style. Thirdly, the

analysis could focus on the classroom situation to establish
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the use of teaching methodologies as well as the extent to-
which actual and ideal methodology use correspond.i
Responses to each question were processed byvcompu&er using
the P2D package of the Biomedical Programs Statistical
Software (Dixon, 1983) and the mean, median and modal wvalues
were calculated for each item. These three meésures of
central tendency allow generalizations to be made }egarding
teacher attitudes and practice. However, in order not to
lose information, frequency histograms produced by the P2D
program were also used to identify thé spread of responses
for each item and thus aid in the interpretation of results.

An example of the computer printout is found in Appendix G.

6.1 ATTITUDES TOWARDS GEOGRAPHY EDUCATION (Q0s.9 - 50).

|
A total number of 42 items were used to evaluate geography
teacher perceptions of job satisfaction, why they chose
teaching as a career and, in particular, their attitudes

towards geography education.

Items 24 and 25 evaluated teacher perceptions of job
satisfaction. Item 24 concerns general perceptions of
satisfaction with teaching as a career, while item 25
concerns satisfaction with geography téaching in particular.

Mean and modal responses .are presented in Figure 6.1 below.

MEAN .—_—- MODE svamas

. VERY | VERY
QUESTION : NEVER SELDOM SELDOM FREQUENTLY EREQUENTLY
ITEM
24 I think | made a mistake becoming a teacher Lo /
| Ithink | made a mistake becoming P /

25 a geography teacher

HG.61PERCEPTKMJOFJQBSATBFACNON

[0S ]
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Generally, geograéhy teachers don't feel that they chose the
wrong career. Modal vélugs indicate that alwostihalf the
respondents 'never' or 'very seldom' question their career
choice (Q. 24) while as many as 40% 'never' quegtiop the
choice of geography as their teaching subject (Q. 25).
Similarly, although 23% do in fact f£frequently wénder why
they became teachers, only 12% question their choice of
geography as a teaching subject (Fig. 6.2). Overall,
respondents arz happy to. be teachers, and in particular,
geography teachers.
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FREQUENTLY FREQUENTLY

FIG. 6.2 RESPONSE DISTRIBUTION: Q. 24 and 25

As the respondents show interest in and concern about
geography education, their responses to the questionnaire
are expected to be thoughtful. Concern for, and
satisfaction with geography education could have cone of two
results, i.e. téachers hoping to keep geography education as
it is and therefore resisting change, or teachers wishing to
bring about change in order' to improve the quality of
geography education ekperienced in the schools. In order to
.establish which of the two alternatives is more likely, and
where the differences are most marked, the information was
grouped according to why the réspondents became teachers and

how they wview particular aspects of teaching.
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MEAN ——— MODE [T TTT]

: LEVEL OF IMPORTANCE
LOW HIGH

ESTION 1 2 3 o 5
TEM ‘

) — Want to increase seif-knowledge ..

} b— Challenge of changing situation

g +— Like keeping up with subject

Like teaching own subject and
imparting knowledge T

) — Influence next generation

Like seeing progress made by children
as they become aware of things

s

| +— Change young people’s attitudes

) +— Guide pupils towards a suitable career -

I TIIT Ly

) +— Preparing pupils to build new society

| — Little danger of being out of job

+ [— Possibilities for advancement

| Like to feel will always have steady income

) |— Companionship of staffroom

|+ Can be fitted around other commitments

— Like the holidays

3. 8.3 REASONS FOR TEACHING



108

6.1.1 Reasons for teaching.

The 15 items included in fhis section of the questionnaire
were not arranged in any particular order because the
intention was to establish whether a pattern could be
discerned in the responses.

Mean and modal scores of geography teacher responses to
statements regarding their —reasons for teaching are
represented in Figure 6.3. A score of 1 indicates that the
item was rated as having a low level, and 5 a high level of
importance. Mean and modal scores for items are, in most
instances, 1located <close together, reflecting a narrow
response spread.

When the fifteen items relating to reasons for teaching are
ranked according to mean Scores, a trend is clear (Table
6.2). The ranking reflects the relative importance of
squect (Os. 23 and 18), observing pupils develop (Q. 12)

and the desire for a job which varies in its activities (Q.

13), as reasons for teaching. Of considerable interest are
the positions of job-related items in the rankings. These
occupy the 1last six positions. Of these six items,

financial security (Q. 15) is perceived as being of greatest

importance and job security (Q. 11) of least importance.

Surprisingly, the grouping of items according to Lacey's
(1977) seven category descriptions showed ho obvicus pattern
of related answers. However, if those items with similar
ratings are grouped, a clear pattern emerges in which
subject/personal issues, pupil development. and job related
factors tend to cluster together. - The association of
answers to related questions is highlighted by using lines
to join the mean and mcdal values for items (Fig. 6.3). 1t
vecomes clear that the most important infiuence wupon
teachers' career choice concerns subject/personal issues
viz., attachment to geogréphy as a subject (Qs. 18 and 23)
and a desire for a career which is both challenging and
varied in its nature (0. 13). Subject considerations in

particular, are generally perceived as being the most
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! RANK ! MEAN ! ITEM ! %
j 1 i 4.22 i 23 i Like teaching own subject and i&parting 1
! ! ! ! knowledge !
! 2 ! 4.08 ! 12 5 Like seeing progress made by children 5
376 T E % Like keeping up with subject 3
I !
i 4 i 3.53 % 13 5 Challenge of changing situation i
!
; 5 % 3.51 % 10 % Infiluence next generation i
% 6 % 3.50 % 22 % Preparing pupils to build new society é
% 7 % 3.41 g 19 %,Guide pupils towards a suitable career i
g 8 % 3.36 % 17 é éhange young peoples’ attitudesj i
% 9 % 3.15 g 9 % Want to increase self-knowledge i
1
i 10 i 3.06 i 15 i Like to feel will always have a steady i
! ! ! ! income !
f 11 3 2.89 f 14 f Possibilities for advancement i
% 12 % 2.57 % 16 % Companionship of staffroocm i
13 1 2.49 {21 % Iike the holidays i
1
i i4 é 2.48 i 20 g Can be fitted around other commitments i
; 5 g 7,18 ; i1 % Little danger of being out GF Job ;

TABLE 6.2. RANKING OF REASONS FOR TEACHING.
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important factors in terms of reasons for teaching and are
rated above those concerning pupil development and job
consideration. ’ '

!
Although pupil-centred issues do not reflect as{great an

influence upon career choice as subject considgrations,
respondents do indicate that working with young peéople and
helping them to progress is an important factor influencing
their choice of teaching as a career (Q.12). Relatively
speaking, items indicating job-related issues are not
perceived as influential in career choice. Of note,
...however, is item 11 which concerns teacher perception of the
importance of job security 'in career choice. Teacher
responses to this item wvary widely. While the modal score
suggests that job security is unimportant, 35% of teachers
rate it as moderate to high in impbrtance (Fig. 6.4).
Interestingly, teachers who have five or more years of
training and those who trained before 1970, rate job
security of higher importance than other teachers. This
would suggest that qualifications and age, reflecting levels
of commitment and job dependence, are variables influencing

teacher perception of the impocrtance of job security.

30
%o

! l | ! J
1 2 3 L 5

FIG. 6.4 RESPONSE DISTRIBUTION: Q. 11

As a whole the results above confirm the contention that
Cape Education Department geography teachers f£fit most

comfortably into the second phase of the Graves typology
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(1981). Responses reflect the ocverriding importance of
subject issues when compared Awith pupil-centred and job
concerns. | ' '

|
6.1.2 Attitudes regarding geography education and,bractice.

|
|

_ . |
In the questionnaire teachers were asked to respond to bi-

polar statements concerning the aims and practice of
secondary school geography education. Responses were coded
from 1 to 5. (1 = agree strongly; 3 = undecided; 5 =
disagree strongly). For discussion purpcses the wide
ranging statements are grouped into five sections focusing
on Kknowledge and concepts, skills, attitude development,
subject and practice. The mean and modal values for related
questions are linked and presented in Figure 6.5. Teacher
responses indicate an overall agreement with item statemen*s
and in only two cases do the largest set of respondents
disagree (Q0s.43 and 48). - The 1level of consensus in
responses is reflected in‘the high correspondence bvetween

mean and modal sccocres for items.
6.1.2.1 Knowledge and concepts.

Geography teachers' responses to items 26, 33, 34, 35 and 37
reflect their perceptions relating to geographical content
and concepts in secondary schoocl education. The very strong
positive response to Q.33, when compared with those to other
items in this section is interesting. All the teachers
replied to this item and on average 68% agreed strongly and
30% agreed that geography should supply pupils with facts
about the world. From this it is seen that teachers rate
the imparting of geographical facts as the most important
aim of geographical education.: However, although they agree
strongly with the notion that geography should supply pupils
with facts about the world in which they live, the largest
group of teachers (40%) disagree with the statement that
pupils should be presented with more regicnal geography at
school 1level (Q.35). This apparent contradiction may be
explained in one of two ways. Either teachers feel that the

present syllabus already supplies pupils with enough facts
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Geographical education is concerned with
the development of young minds

Geography should supply pupiis with facts
about the world they live in

The geography school syliabuses should
contain more spatial theory

Pupils should be presented with more regional
geography at the school leve!

_Geography lessons should teach generalities

common to many regions rather than
the particularities of any one region

Geography at school level should aim
to develop problem-solving skills

Geography should develop pupils’ criticali
appreciation of their environment

The learning of graphic skills such as
map-work should comprise a larger segment
of geography syllabuses than at present

Geography should develop a love for
one's country and culture

Geography should encourage
a wonder of creation

Geography lessons should instil respect
for moral values and tolerance
of other races, religions and ways of life

Geography should deal critically
with political ideals as they pertain
to spatial patterns and organisation

Geography should develop an awareness
of social justice in pupils

Geography syllabuses should be designed
to facilitate social awareness
on the part of pupils

Geography should encourage environmental
awareness and conservation ethics in pupils

Geographical education is concerned with
teaching concepts and skills useful to society

Syllabus changes in school geography are
desirable as they enable the subject to remain
relevant to the needs of pupils and society

School gecgraphy content should be separate
and different from that taught at university

School geography is a highly relevant
subject in relation to the needs of pupils

Geography is the most exciting subject
to teach in the school curricuium

it is idealistic to assume that teaching methods
such as fieldwork,geographical games and
role plays should constitute a significant part
of school geography teaching strategies

Normally the ideal time ratio for "teacher talking” as 3.
opposed to "pupil working” in a 40 minute period is :~

30:10 25:15 20:20 15:25 10:30

As a geography teacher | largely conform to the
teaching methods used by others in the department/ school

1

]
Discovery methods of teaching which utilise pupil-centred L2y
approaches are fine in theory but are not practicable in reality

New pupil-centred geography teaching methods achieve

AGREE UNDECIDED DISAGREE
-n..... )
~-.::=.

| PSP

greater learning in pupils when compared with the results

obtained by more traditional methods
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about the world they live'ih, or the facts which pupils need
to be taught relate to geogfaphical theories and concepts
rather than details about regions. That the latter
contention is the correct one is supported by the modal
values for 0s.34 and 37 (Fig.6.5). l

Although some are undecided about the importance df theory,
the majority of teacher responses to statements }egarding
the importance of concepts in geographj education (Qs.26, 34

and 37) indicate that they would agree that geography

education should be concerned with the teaching of concepts
relating to spatial theories and regions. In fact 95% of
respondents agree or strongly agree that gecgraphy education
is concerned with the development of young minds (Q.26).
Teachers rate this item as the second most important aim of
geography education.

70
\
60 \ 60
50 S0+
LOp L0
%o
30 % 30+
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FIG. 6.6 RESPONSE DISTRIBUTION: Q. 33 and 26

Further analysis of the frequency polygons for Q.33 and Q.26
(Fig. 6.6) shows that a higher percentage of teachers agree
strongly with the neéd to supply pupils with facts about the
world in which they live (68%) rather than the development

of young minds  (42%). The comparative response

[
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distributions indicate that‘teachers, as a‘-grocup, feel more
strongly about the imporfance of teaching facts than
developing pupil concepts. This suggests that geography
teachers in the Cape Education Department perceive geography
education from a content, rather than pupil-centred,
viewpoint. This supports the interpretation oﬁ teacher
responses regarding their reasons for teaching ' (section
6.1.1) and indicates that teacher viewpoints regarding the

nature of geography education are second phase in naturse.

6.1.2.2 Skills.

Contrary to the above, teacher responses indicate a general
third phase view of the place of skill development in
geography education (Qs.36, 39 and 41). 1In particular, mean
and modal values for Q.39 show that teachers agree strongly
with the idea that pupils should be taught skills which will
enable them to develop an appreciation of the environment.
Teachers also favour the development of problem-solving
skills (Q.36) and support an increase in the amount of
graphicacy taught in the schools (Q.41). However, teachers
are relatively more positive towards the development of
problem-solving and environmental skills than in increasing
the role played by geography in the development of
graphicacy. Although not explicitly stated, experience
would also suggest that teachers} conception of skills
relate to those traditionally developed in geography, rather
than those concerned with developing social or ?olitical
skills e.g. values clarification.

6.1.2.3 Attitude development.

The above contention i.e., that teachers regard skills as
important only insofar as they fall within a traditional
subject ZIramework, 1is supported by responses to items in
this section. Overall, teachers agree that geography
education should include the teaching of attitudes (Qs.27,
28, 30, 31, 32, 38, 40) although they feel that the
development of certain attitudes are more important +than

others. In particular, teachers feel strongly that

3]



[

geography education should develop Christian National
attitudes (Qs.27 and 28). In fact 84% of teachers would
aim to urge pupils to feel proud of <*heir country and
culture (Q.27) and 95% to ‘encourage a wonder oijreation
(0.28). From these responses it may be assumedithat the
- physical geography sections of the syllabus are likely to be
interpreted within a religious framework where nature is
perceived as revealing the existence and greatness of the
Creator.
oL

It is not surprising, therefore, that the teaching of
environmental attitudes and ethics is ‘rated -highly by the
majority of teachers (Q.40). = In fact 99% of teachers
agreed or agreed strongly that geography should encourage
environmental awareness and conservation ethics in pupils.
Environmental concerns have, in recent vyears, bacome
increasingly popular in gecography education in the Cape
Education Department. Unlike socio-political concerns, they
are perceived to be politically neutral and the department
therefore encourages the development of environmental
attitudes and ethics during school lessons. The inclusion
of an ecology section in the recent JMB geography syllabus
(1983) will help in the development of environmental
attitudes during geography 1lessons and, on the basis of
questionnaire response, should be welcomed by Cape Education

Department geography teachers.

Generally teachers feel that geography should deveiop pupil
'attitudes relating to morai values), other race groups and
social justice (Q0s.30, 32 and 38). Although geography
teachers might in certain instances adcpt an essentially
fundamentalist Christian emphasis, they nevertheless
perceive that it is important to instil tolerance of other
religions and ways of 1life (Q.390). In the South African
context attitudes regarding moral values, racial issues and
social Justice could most easily be developed by the
critical assessment of political ideology as it pertains to
spatial patterns existing within the country. Although the
majority of teachers agree with this notion (Q.31),

experience of teaching in the South African situation

»
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indicates that many 'Whites' are unwilling to take up
positions opposed to the political ideolecgy of apartheid in
the classroom, or to encourage questions relating to social
problems and injustice. By ignoring issues which have
socio-political connotations, +teachers presumably imagine
that they remain neutral in'relation to value—ladenfcontent.
The lack of debate or questioning of the conseqﬁences of
government policy regarding the spatial layout of the South
African city, -migrant 1labour, influx control and the
creation of 'Homelands' is mirrored in gecgraphy textbooks

and matriculation examination questions.

Responses +to items in this sub-section indicate that
although teachers agree that geography education should
develop attitudes in pupils, they prefer to develop +hose
encouraging pride in country, culture and environment,

rather than those relating to socio-political issues.
6.1.2.4 Subject.

Items 29, 42, 43, 44 and 45 relate to teacher attitudes
regarding the general nature of geography education in
secondary schools. Figure 6.5 showing mean and modal
response values indicates that there is general agreement
that geography is a relevant subject (Q.44) teaching
concepts and skills (Q.29), thereby meeting the changing
needs of pupils and society (Q.42). Notwithstanding this

[

view, teachers on average are undecided whether or not g

eography is the most exciting subject to teach in the school
curriculum (Q.45).

On the question of whether subject ’content at secondary
school should be separate and different from that taught in
the universities (Fig. 6.7), only 17% of teachers indicated
that they felt there should be a difference. The apparent
uncertainty about the relationship ©between school and
university geography appears to reflect the problematic
issue of content mentioned previously (section 2.2).
Responses to Q.43 reflect predominantly second phase views

of geography education ‘as content in schools should,

4
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according to a third phase'perspective, be chosen for its

suitability in developing the whole pupil. This is not the
case in university geography.

|
|
|
|
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FIG. 6.7 RESPONSE DISTRIBUTION: Q.43

6.1.2.5 Practice.

Items 46, 47, 48, 49 and 50 were specifically designed +*o
establish geography teacher attitudes towards the use of
non-directive, pupil-centred teaching practice. The
overall, mean and modal values which imply that geography
teachers are generally wundecided in their attitudes
regarding classroom practice (Fig. 6.5) are, in fact,
somewhat misleading. ‘

In the first place responses to item 48, designed to measure
the influence of colleagues upon respondents' use of
teaching'methodologies, aré’equally divided between teachers
who agree (42%) and who disagree (45%) with the statement
(Fig 6.8).
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FiG. 6.8 RESPONSE DISTRIBUTION: Q. 48

The bi-modal distribution above suggests that a significant
number of teachers are'eégentially conformists. Although an
equal number are presumably prepared to resist presures from
colleagues, a move towards the use o©f pupil-centred
methodologies could be expected to gain momentum once the
majority of teachers in schools employ third phase teaching
practice. - |

The assumption that teaching practice is largely teacher-
centred in nature is confirmed by responses to Q.49 in which
42% of teachers agree (or agree strongly) with the statement
that pupil-centred approaches are fine in theory but not
practical in reality (Fig 6.9). ~Nevertheless, and in direct
contrast, 35% have entirely different feelings regarding the
practicality of using pupil-centred teaching methods in the
schools. Given this fact, and in the light of the previous
question, the propoftion (22%) of respondents who are
undecided about the relative merits of the two approaches

are 1ikély to be swayed by majbrity respoeonse.
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FIG. 6.9 RESPONSE DISTRIBUTION: Q. 49

Further support for the view that geography teachers are'’

ambivalent in their attitudes towards a teacher-centred
approach comes from their responses to Q.46 (Fig 6.10).
Although 32% cf teachers are positive towards the use of
pupil-centred teaching techniQues, the majority (54%) feel
that it is idealistic to assume that teaching methodolegies
such as fieldwork, geographical games and role plays should
constitute a significant part of a geography teacher's
practice. | i
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FIG. 6.10 RESPONSE DISTRIBUTION: Q. 486

Many teachers (43%) are also undecided about the benefits of

using pupil- as opposed to teacher-centred methodologies.

-]



This is clear from their -fesponses to 0Q.50. However,
slightly mecre teachers (45%) agree that pupil-centred
methodologies encourage learning in pupils while only 12%
disagree. Given the above it is not suprising thdt teacher
responses to Q.47 indicate that the majority endbrse, and
presumably use, a directive, teacher-centred approach in
geography education. In fact 75% of respondents?feel the
ideal time ratio for teacher talking as opposed to pupil
working, should be 50% or more. A mere 6% of respondents
feel that teachers should talk for 25%, and pupils work for
75% of lesson time. This suggests that geography lessons in
Cape Education Department schools are strongly teacher-

centred in nature.

Generally, teachers do not favour (or are undecided about)
the wvalue of pupil-centred techniques (Qs.46, 49 and 50)
preferring instead to use a directive style of teaching
(Q.47). Responses show a Predisposition towards an approach
where teachers talk and pupils listen. This is
characteristic of second phase geography education in which
teaching practice is concerned more with imparting content
knowledge, than_with the development of concepts, attitudes,
values and skills.

6.2 ATTITUDES TOWARDS TRAINING AND TEACHING STYLE
(Q9s.51-76).

A total of 26 items concerned teacher perceptions of the
value of pre-service training, the importance of geography
methodology course components and influences upon teaching
style. Responses to these items allow conclusions to be
drawn regarding' the impact of socialization factors upon

teachers.

The general attitude of teachers towards the value of pre-
service geography training generally, and the training they
received in particular, was measured by responses to items
63 and 64 (Fig 6.11).
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QUESTION 1 2 3 ‘. 5
ITEM . i
63 Geography teacher—trfa{ning courses are far ‘ : .
removed from the realities of classroom teaching 11
The geography teacher-training course \ E
]

64 | participated in has been of no value
to me in my teaching career

FIG. 6111 THE VALUE OF GEOGRAPHY TRAINING

As statements in the questionnaire were generally positively
worded these two items broke the monotony and were phrased
in a negative manner. The most frequent résponse was
disagreement with both statements (mode = 4) although mean
Scores suggest a lack of unanimity in perception of training
value. These findings imply that most teachers perceive
geography pre-service training as relevant to classroom
reality and the pre-service training they ‘received as

valuable.
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FIG. 6.12 RESPONSE DISTRIBUTION: Q. 63 and 64

The frequency polygens for $.83 and (.64 above {(Fig 6.12)

indicate that 38% and 26% of teachers respectively agree or
agree strongly that training courses do not reflect
classroom realities. Interestingly 6% and 5% respectively
found them to be of no value at ail. Coupled to the fact

that 27% and 35% were undecided in their responses to items



LOW

JESTION L
ITEM
1 — Geographical content of school syllabus
2 t— Methods of geography teaching
3 — Practical geography teaching
4, +— Philosophy of geographic education
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121

63 and 64 respectivelf, it is clear that many teachers are
not satisfied with the gquality of pre-service gecgraphy
teacher training programmes. . If this is indeed the case, it
is not surprising that the long-term socialization effects
of training wupon teaching practice should be minimal
(section 3.1). ' f

|

6.2.1 Rating of training course components.

Items in this section were aimed at establishing the
importance of components commonly 4dincluded in geography
methodology courses. Responses were rated from a low level
of importance (1) to high 1level of importance (5).
Space was provided for teachers to record and comment on any
other components not listed. )

The mean and modal response values are presented in Figure
6.13. Overall, the ratings are medium to high (no item had
a modal value of 2 or less), Mean scores are generally
lower than modal wvalues due to the spread of responses.
Components concerned with teaching practice issues (Qs.52,
53 and 58), the development of professional attitudes (Q.59)
and teaching of gifted pupils (Q.60) were rated most highly
(modal score = 4 or 5). Similarly when items are ranked
according to mean scores (Table 6.3) those: items ranked
highest, concern teaching practice issues (Cs.52 and 53);
those relating to gsographical content (Qs.51 and 58) are
rated moderately high (rank 4 and 5); while those dealing
with theoretical issues (Qs.54 and 57) or specific school
issues (Qs.56 and 62) are perceived on average to be of
least importance. The rating of the relative importance of
components in geography teacher training programmes dealing
with gifted pupils, slow -learners and teaching in
disadvantaged schools, are as "expected and reflect +the
insular nature of the education system in Soutiy Africa. A
lack o©f concern with the teaching of geography in
disadvantaged schools reflects the fact that 'White' schcools
are not materially disadvantaged in the Cape Province where
adequate finance, teaching materials and facilities are the

norm. Correspondingly there is a ccncern for the teaching
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RANK MEAN ITEM
1 4.33 52 Methods of geography teaching
2 4.28 53 Practical geography teaching
3 4.02 60 Gifted pupils in geography
4 3.79 51 Geographical content of school syllabus
5 3.77 58 Special geography skills (map work etc)

Slow learners in geography
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7 3.51 59 Development of professional attitudes

8 3.38 55 Talks by practising geography teachers

9 3.37 57 Spatial concept development of pupils

10 3.31 56 School geography tasks (journals etc) !
11 3.29 62 Teaching geography in disadvantaged schoolsi
12 2.66 54 Philosophy of geography educaticn i

! ! ! !
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TABLE 6.3. RANKING OF ATTITUDES REGARDING THE IMPORTANCE OF
TRAINING COMPONENTS.
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of gifted pupils, as evidenced not only by teacher
responses, but also by the increasing number of schools
running gifted pupil programmes. ;

_ .
|
Item 51 exhibits a bi-modal profile (mode = 3 and 4) and
reflects respondents' ‘perceptions of the impor%ance of
including syllabus content in training programmes. The
importance of geographical content in methodology courses
(62% rate it as 4 or 5) supports the earlier findings
regarding the subject-based concerns of respondents.

The five components ranked as least important in terms of
mean scores have modal values .of 3. These deal with
theoretical educational issues (Q0s.54 and 57), school
administration (Q.56), teaching' in disadvantaged schools
(Q.62) and talks by practising teachers (Q.55).

Few teachers recorded other components which they felt
should be incorporated into pre-service geography
methodology courses. Those that did, however, mentioned and
rated the following as either 4 or 5 in importance, viz.,
group work, project planning, setting examinations and
tests, teaching mixed ability groups, fieldwork, team
teaching and the use of audio-visual aids. These
methodologies reinforce the notion that teachers are mainly
interested in components which concern teaching practice
issues. In reality they could all be subsumed under'
question items 52 and 53, i.e., methods of geography
teaching and practical geography teaching.

Teacher attitudes towards ‘training components clearly
indicate that classroom teaching experience is more highly
valued than theoretical educational issues. In fact,
teaching practice issues are favoured above those concerning
general classrcom administration e.g. the Kkeeping of
journals, day books and registers (Q.56). The implication
is that in terms of teacher socialization, issues relating
directly to teaching practice can be expected to be more

influential in changing classroom decision-making and
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teacher-training course

Ideas you have gained
by reading books and journais

The teaching styles of other
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Teacher guides from the education department

Examinations
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3. 6.14 INFLUENCES ON TEACHING STYLE
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behaviour than those involving theoretical and philosophical
debate.

|
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6.2.2 Influences on teaching style.

Given the concern with classroom practicalities, the next
step is to establish what teachers perceive as influencing
their choice of teaching style. The mean and modal values
of teacher responses (Fig. 6.14) indicate that nc single
item is seen as being particularly important in influencing
J teaching style and there is only a small difference between

the highest and lowest mean scores (Table 6.4). The only
modal responses which suggest a slight influence upon the
adoption of a particular feaching style are the availability
of teaching aids and the classroom behaviour of pupils (Qs.
69 and 70). Apparently school experience has a greater
influence upon teacher socialization +than training, and
attitudes towards teaching style and the use of
methodologies develop as a result of personal .experience in
the classroom rather +than from the influence of past
teachers. This finding extends theory (section 3.1) in that
it suggests the interaction between pupils and teacher ig
more important in the process of socialization +than the
influence of past teachers (the influence of past teachers
is ranked ninth out of twelve items) (Table 6.4). Responses
to this item (Q.65) show that perceptions range from very
low to moderately high but only 8% rate this item as very
high in importance (Fig. 6.15). However, 30% of respondents
feel that past teachers have influenced their adoption of a
particular teaching style (rating = 4 or 5).
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! RANK ! MEAN ! ITEM ! INFLUENCES ON TEACHING STYLE !
! ! ! ! !
! 1 ! 3.79 ' 70 ! Classroom behaviour of pupils !
! ! ! ! , !
! 2 1 3.55 ! 69 ! Availability of equipment and prepared !
! o] ! ! teaching material !
! 3 1 3.33 ! 71 ! The material contained in fextbooks !
! ! ! ! !
! 4 ! 3.21! 67 ! Ideas gained by reading books and journals !
! ! ! ! !
! 5 ! 3.16 ! 75 ! Examinations !
! ! ! ! !
! & ! 3.12 ! 68 ! Teaching styles of other geography teachers!
! ! ! ! !
! 7 1 3.02! 72 ! In-service training courses and teacher !
! ! ! ! associations !
! 8 ! 3.0l ! 66 ! Ideas gained during teacher-training course!
! ! 1 ! !
' 9 ! 2,70 1 65 ! Teachers admired while a pupil !
1 1 ! 1 !
! 10 ! 2.58 ! 73 | Instruction given by subject head !
! ! ! ! ' !
! 11 ! 2.50 ! 74 | Teacher guides from education department !
1 ! ' ! 1
! 12 ! 2.48 ! 76 ! Desire to obtain promotion !
! ! ! ! !

TABLE 6.4. RANKING OF PERCEPTIONS REGARDING INFLUENCES ON TEACHING
STYLE.
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FIG. 6.15 RESPONSE DISTRIBUTION: Q. 65

Although this finding 1lends support to those who advocate
that teacher socialization is largely accomplished prior to
the undertaking of formal pre-service teacher training, the
relative position of the item in the rankings (Table 6.4)
indicates that anticipatory socialization does not play as
great a role as contended by Lortie (1975) and others
(section 3.1).

Items ranked 2, 3 and 4 (Qs.69, 71 and 67) all relate to
the influence of teaching aids, viz., the availability of
equipment, prepared worksheets, textbocks, books and
journals (Table 6.4). The influence of formal educational
programmes (pre-service and in-service) are not highly rated
by teacher respondents (Qs.66 and 72). In fact it would
appear that the 1least important influences upon teaching
style are instruction from subject heads, <teacher guides
from the education department and desire to obtain promotion
(Q0s.73, 74 and 76). However, the importance of obtaining
promotion (Q.76) gives rise to a wide spread of responses
(Fig. 6.16). Although ranked on average the least important
factor influencing teaching style, 23% of respondents rated

this item as 4 or 5 in importance.

[
RN
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FIG. 6.16 RESPONSE DISTRIBUTION: Q. 76

The implication of the above finding is that teachers are
influenced in their classroom behaviour by the desire to win
the approval of senior colleagues. The teaching style of
senior teachers is thus an important influence on many
teachers' choice of practice. When the responses to .68
and Q.73 are analysed it appears that 39% and 22% of
teachers respectively rate the influence of these items
highly viz., the influence of other teachers upon choice of
teaching style.

Few teachers indicated any other factors which influenced
their choice of teaching style. Those mentioned, however,
and rated as 4 or 5 in importance were class size, the
differing abilities of pupils, lack of time, experience of
teaching other subjects, understanding of geography content,
need to complete the syllabus, team teaching and the desire
to be innovative. ~Again it is clear that school issues

influence choice of teaching style and thereby methodology
use.

Overall, teacher responses in this section indicate +hat
pupil behaviour, the availability of' equipment, prepared
teaching material and textbooks are the most influential
factors affecting choice of teaching style. Training
influences are not highiy rated. In particular, efforts by
the education department to improve teaching standards by
means of in-service courses and the publication of teaching

guides appears to have 1little influence upon teachers'
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choice of teaching style. These findings strongly support
Denscombe's (1982) contention that classroom experience is
more important <than training experience in determining
teaching style.

6.3 ACTUAL AND IDEAL METHODOLOGY USE (Qs. 77 - 118).

As classroom experience 1s so important, analysis of
teachers' actual and ideal use of methodology should provide
a wuseful insight. Due to the importance of teaching
practice in third phase géography education, establishing
teacher methodology use makes it possible to speculate on
the nature of geography education in the schools.

6.3.1 Use of teaching methodologies.

In this section of the queétionnaire teachers were asked to
indicate the frequency with which they used certain teaching
aids and techniqgues. Each guestion item was rated on a 5
point scale from 'never' (1) to 'very often' (5). The
frequency of methodology use enabled the relative value of
items.to be compared and thus indicated teacher preference
for teacher- or pupil-centred approaches (Fig. 6.17). 1Items
having high modal values are mapwork, overhead projectors
and textbooks (Qs.80, 85 and 86) followed by those which
generally characterise a teacher-centred ' approach to
geography education e.g., worksheet for reinforcement of
learnt material, discussion and reading of duplicated notes
and talk and chalk (Q0s.82, 91 and 94). Those items
exhibiting low modal values are generally pupil-centred in
their nature or expensive e.g., sample tables, geographical
games, video films and computers (Q0s.84, 90, 93 and 95).

The range of methodologies commonly used by teachers are
limited. Geographers tend to use 2 few methodologies
frequently (mapwork, texthbook, overhead projector and talk
and chalk), and under-utilise those best suited to the

achievement of third phase syllabus aims viz., geographical
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games, fieldwork, sample'tables, computers and worksheets
involving problem- solving (Table 6.5). Methodologies which
are pupil-centred in nature (with the notable exception of
mapwork) are low in the rankings (0s.83, 81, 90, 84 and 95),
as are those which are costly (Q0s.93 and 95). Inl terms of
mean scores there are two major breaks in methodoiogy use.
These occur between ranks 16/17 and 20/21 and would indicate
that the use of geographical games, sample tables, sound-
tapes and video films is considerably 1less than that of
fieldwork and other methodologies ranked above. The use of
computers (a particularly new and costly aid) is well below
all other items. Clearly geography teachers in the Cape
Education Department use teachér- rather than pupil-centred

methodologies in the classrooms. !
l
l

Although few teachers indicated that. they emplofed other
aids and techniques, the following were recorded and rated
as being used often or very often: film strips, aerial
photographs, 1library work, radio newscasts/ debates, pupil
tutorial presentatidns, assignments, talks by subject
specialists, physical models and group work. Cf these
library work, debates, tutorials, assignments and group work
are pupil-centred in nature. Only 4 teachers indicated that
they used group work although it is an important pupil-
centred teaching methodology. On reflection it is felt that
the omission of group work as an item in the questionnaire
was unfortunate and if the s@rvey is replicated it is
suggested that this item should be included.

Teacher responses reflectingvthe frequency with which they
use particular teaching methodologies supports the
contention that geography teaching practice in Cape
Education Department schools is second phase in nature.
Teachers apparently see themselves as the focus of the
learning process and pupils as the objects. Uniortunately,
therefore, Cape Education Department geography teachers all
too often adopt a 'vessel filling' or 'knowledge banking'
approach to education (Mabetoa, 1985).



! RANK ! MEAN 5 ITEM E TEACHING METHODOLOGIES !
; 1 i 4.37 % 80 g Mapwork ! i
— ; .17 % 86 % Textbook -
: 3 1 4.09 % 85 % Overhead projector i
— é 2.05 % 9T 5 Talk and chalk ;
s3I T % Pictures i
T3 T s Worksheet ;
! ! ! ! (reinforcement of learnt material) !
: 7 f 3.48 f 97 % Journal and magazine articles %
: 8 5 3.41 % 96 % Newspaper articles 2
3 % 3.35% 77 % Photographs ;
% >1O % 3.22 % 89 % Passages from books i
1T % 3.12 g 87 5 Films A
T I1 1 3.12 7 83 1 Worksheets-introduction to learning i
! ! ! ! (discovery method) !
: 13 i 2.98 f 88 5 Slides f
: 14 E 2.82 % 94 'é Discussion and‘reading of duplicated notesi
15 R % 79 g Case studies ;
:
16 ; 2.62 | 81 % Fieldwork i
,
: 17 g 1.91 ; 30 % Geographical games .%
18 ! 1.86 % 84 % Sample table g
: 19 ; 1.74 i 92 g Sound-tapes g
TS g Video £ilms = g
:
E 21 ? 1.23 % 95 % Computers %
TABLE 6.5 RANKING OF THE USE OF TEACHING METHODOLOGIES.
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6.3.2 Idealised use of teaching methodologies.

The purpose of these 'questions were to assess teacher
attitudes  towards the  idealised wuse of | teaching
methodologies in geography education. Responsés would
relate to perceptions of the frequency with whichfteaching
methodologies should ideally be used, thereby ihdirectly
indicating attitudes towards third phase practice.

Modal scores (Fig. 6.18), which.lie close to mean scores,
indicate that teachers feel the majority of the teaching
aids and techniques presented should be used often (14 out
of 21 items). This is in marked contrast with their actual
methodology use and indicates a strong preference for the
use of a wide range of methodologies. However, closer
scrutiny of the responses shows that the methodologies
teachers feel should be used most frequently are those
usually associated with a teacher-centred approach to
education (Table 6.6). The first 8 methodologies in the
ranking, with the exception of mapwork, are those normally
used by geographers when conducting a 'lecture—style'
presentation of geographical content (Qs. 106, 117, 99, 103,
118, 109 and 98). These methods of instruction brighten
geography lessons, although in essence the approach is
similar to that of talk and chalk. In contrast both modal
and mean scores indicate that even the idealised use of
.pupil-centred methodologies is not highly rated viz., case
studies, field work, sample tables, geographical games and
computers (Qs.100, 102, 105, 111, and 116).

Methodoloéies not included - in the gquestionnaire but
mentioned by teachers as those which should ideally be used
often or very often were 1library work, interviews, guest
speakers, projects and once again, group work. However, as
only a few mentioned these methodolcogies, it implies that

most teachers do not consider them.

There is a high correlation between teachers' actual and
idealised methodology use, (rS = 0.76) which is significant
at above the 99,5% level (Table 6.7). However, a few items



3 RANK f MEAN 3 ITEM % TEACHING METHODOLOGI%S 5
; 1 5 4.50 % 101 é Mapwork _ i 2
i 2 E 4.42 % 106 é Overhead projector i
i 3 ; 4.10 g 117 % Newspaper articles i
T oo Pictures ;
i 5 i 4.08 i 103 i Worksheet , j
! ! ! C ! (reinforcement of learnt material) !
5 6 f 4.07 5 118 3 Journal and magazine articles 3
7 1 4.05 1 109 % SIides i
1 ! !

5 8 % 4.00 % 98 % Photographs i
% 8 % 2.00 % 108 g Films ;
i 10 i 3.89 i 104 i Worksheet introduction to learning i
! ! ! ! (discovery method) !
5 11 s 3.84 5 112 5 Talk and chalk f
% 12 % 3.83 5 107 % Textbook i
13 % 3.78 g 114 5 Video Films ;
; 14 ’% 3.72 | 102 % Fieldwork ;

!

% 15 i 3.64 % 110 % Passages from books ;
5 5 T35 % 100 é Case studies %
1313 % 113 | Sound-tapes %
i 18 i 3.11 E 115 i Discussion and reading of duplicated notes%
T T 3.09 T 105 ; Sample table %
i 20 i 3.03 i 111 % Geographical games g
i 21 i 3.00 ; 116 % Computers' %
! ! . . -

TABLE 6.6 RANKING OF

IDEALISED USE OF TEACHING METHODOLOGIES.



! TEACHING METHODOLOGIES ! RANK1 ! RANK2 ! MOVE !
! : ! ! ' ! !
! Photographs ! 9 ! 8 Do+l
! ! ! : ! !
! Pictures ! 5 ! 4 o+l
! . ! ! ! !
! Case studies ! 15 ! 16 -1 !
! ! ! ! !
! Mapwork ! 1 ! 1 ! 0 !
! ! ! ! !
! Fieldwork ! 16 1 14 !o+2
! ! ! ! !
! Worksheet (reinforcement of learnt ! 6 ! 5 o+l
! material) ! ! ! !
! Worksheet as 1ntroductlon to learning !11 ! 10 !+l
! (discovery method) ! ! ! !
! Sample table ! 18 ' 19 I
! ! ! ! !
! Overhead projector ! 3 ! 2 I
! ! ! ! 1
!  Textbook ! 20 112 ! -10 !
! ! ‘ ! ! !
! Films Y11 ! S o+2 !
! ! ! J !
! Slides t 13 ! 7 ! +6 !
! ! ! ! !
! Passages from books ! 10 ! 15 ! =5 !
! ! ! ! !
! Geographical games 17 ! 20 ! -3 !
! ! ! ! !
! Talk and chalk ! 4 !'11 vo=-7 0!
! ! ! ! N
! Sound-tapes ! 19 ! 17 Po+2
! ! I ! 1
' Video films 120 t 13 1 +7 1
! ! ! ! !
! Discussion and reading of ! 14 ! 18 -4 1
! duplicated notes ! ! ! !
! Computers 21 21 ! 0 1
1 ! 1 ! 1
! Newspaper articles ! 8 ! 3 ! +5 !
! 1 ! ! 1
! Journal and magazine articles ! 7 ! 5 '+l
! ! ! ! !

RANK 1
RANK 2
MOVE

ideal).

Ranking of use of teaching methodologies.
Ranking of idealised use of teaching methodologies.
Difference between rank 1 and rank 2 (i.e.

actual and

TABLE 6.7. COMPARISON OF RANKING OF USE AND IDEALISED USE OF

TEACHING METHODOLOGIES.
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show large changes in rank. Items exhibiting large positive
moves between actual and idealised use are those concerning
the use of video films (+7), slides (+6) and newspaper
articles (+5). A positive move indicates that fteachers
perceive that the aid or technigque should be used more
frequently than 1is presently the case in schools and
suggests a desire for more equipment. The above three aids
are normally associated with bringing 'reality' into the
Classroom environment. Experience indicates, however, that
in practice their use is generally associated- with a
teacher-centred approach to learning, as they take the place
of the teacher in conveying content information Eo pupils
who remain largely passive in the learning process.

Methodologies displaying a large negative move in terms of
actual and idealised rankings are textbooks (=-10), talk and
chalk (-7), passages from books (-5) and the discussion and
reading of duplicated notes (-4). These aids and techniques
are associated with a teacher-centred approach to learning
and their large negative moves in ranking indicate teacher
awareness of their overused nature. This finding suggests
that teachers may be open to the adoption of <third phase
teaching practice. In order to establish whether +this was
indeed the case, methodologies associated with pupil-centred
teaching were considered and found to exhibit small moves
between actual and idealised  use. Fieldwork (+2),
worksheets as introductions to learning (+1), sample tables
(-1) and geographical games (-3) show 1ittle difference
between actual and idealised use. Apparently Cape Education
Department geography teachers do not perceive the need for a
pupil-centred approach in 'geography education. It would
appear rather that their ideal is to use methodologies
which help to enliven or brighten up +teacher-centred

performances.

In the final section of the guestionnaire +teachers were
asked to account for 4i ferepces existing between their
actual and ideal methcdology use {Q.119). Responseé to this
open-ended question indicate' that geography teachers are
aware of the discrepancy between the methocdologies which

~1

develop pupil concepts, attitudes and skills.
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expressed by one respondenf who states that "I find that by
concentrating mostlvy on talk and chalk I gain the best
results and satisfaction”. School experience ensures that a
directive, teacher-centred approach works. well in the
education system. As one teacher remarked in relaticn to
the use of pupil-centred methodologies, "Dit wat teoreties
baie goed 1lyk, werk nie altyd in die pfaktyk nie" (That
which 1looks good theoretically, does not élways work in
practice).

6.4 SUMMARY.

Before changes can be made in geography education it’is
necessary to ascertain and understand teachers' perceptions
of issues affecting their decision-making in classrooms.
This is particularly important when change is aimed at
encouraging the use of non-directive, pupil-centred teaching
practice necessary in third phase geography education.

In the 1ight' of the data collectedn in the éurvey the
following generalisations regarding Cape Educaticn
Department geography teacher attitudes and practice are
highlighted. |

Teachers are subject-orientated rather than pupil-
centred in terms of their reasons for teaching. Job
related issues are perceived as relatively unimportant
in terms of career choice.

Teachers perceive the conveying of facts about the
world tc Dbe the most important aim of geography
education.

Teachers hold that knowledge should be included for its

geographical significance rather than 1its use 1ir

developing concepts, skills attitudes and values.

Teachers regard the development of mapwork skills,
problem-solving and appreciation of the environment as
important.

>
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Insofar as teachers feel that geography education
should be concerned with the development of attitudes,
they favour the development of Christian Naticnal
attitudes rather than those concerning sociofeconomic

or socio-political issues.

Teachers hold that geography methedology courses should
primarily provide students with knowledge of practical
issues affecting the <teaching of geography in the
classroom. |

Choice of teaching style 1is largely influenced
by the <classroom behaviour of pupils and the
availability of teaching aids and prepared teaching
material. ' '

Teachers support a directive, teacher-centred approach
towards geography education in which pupils are
perceived as passive fecipients of- geographical
knowledge. ' |

Teachers use and prefer teacher- rather than pupil-
centred methodologies and their use of aids and
techniques 1is greatly influenced by syllabus and
examinations.

From the above it is clear that geography teachers in the
Cape Education Department exhibit attitudes towards, and
practice in geography education, which can be classified as
second phase in nature. There is a general emphasis on
teaching geographical content as opposed to concern with
the use of content to develop.pupils',concepts, attitudes
and Values. It is generally perceived that the aims of
school and university geography should be similar.

——— A —
Inevitabl

¥, therefore, teaching practice is characterised [e}%%
the use of teacher- rather than pupil-centered methodologies
and concomitantly school experience is more important in
influencing teaching style choice and methodology use, than

training.
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The necessity of generalising about all teachers results in
a loss of detail which may hide interesting features. The
obvious question is whether, if teachers are divided into
subsets and their responses analysed, there are any real
differences between them? Whatever the outcome, analysis
of this type will help identify where attention should be
focused, especially if the intention is to bring about
change in the nature of geography education in the Cape

Education Department.

>



CHAPTER SEVEN

GEOGRAPHY TEACHER ATTITUDES AND PRACTICE : WITHIN-GROUP
DIFFERENCES.

Although the attitudes and practice of geography teachers in
the Cape Education Department as a group are second phase in
nature, it is possible that certain individuals are 1less
second phase than others. Insight into differences between
teacher attitudes and practice may be gained by dividing
respondents into groups eccording to specific
characteristics. Groupings used in this study reflect
differences in training, school and personal experience
i.e., length of training, training period, teaching level,
school 1location, language medium, 'gender and school post.
These categories were chosen as they are commonly mentioned
as factors which lead to differences in teacher attitudes

and practice (Lacey, 1977; Morrison and'McIntyre, 1973;
Shipman, 1975; Smit, 1985). Although school post
differences are also investigated, the findings are

presented in the following chepter which focuses on the

socialization process of geography teachers.

All the data is sorted into each of the seven groups listed
above and descriptive statistics together with histograms of
group responses for individual question items were obtained
by applying the P3D package of the Biomedical Computer
Programs Statistical Software (Dixon, 1983). An example of
the printout from this program is seen in Appendix H. The
measures of central tendency as well as the histograms
produced by the P3D package are used in the interpretation

of group responses to items.

This study is not merely concerned with establishing the
characteristics of - each .group but goes further and
determines whether the differences between them are real or
not. As theory holds that it is probable that members of a
particular group could differ in their attitude and practice

from those in another, a hypothesis testing exercise was

“:\\



145

carried out. In this regard the feollowing hypothesis was

formulated :
Ho : -the distribution of group responses to items
is identicai
Ha : the distribution of group responses to items

indicates shifts in response locations.

The alternate hypothesis (Ha) is couched in non-directional
terms as it was deemed important to identify both positive
and negative shifts in the -response 1locations of the
different groups (i.e. two;tailed tests are used). Because
the teacher population cannot be assumed to be normally
distributed the hypothesis has been evaluated by means of
non-parametric tests. —

Due to the ordinal nature of response data the Mann-Whitney
and Kruskal-Wallis tests were appropriate to identify items
exhibiting significant differences in group' response
locations.» The Mann~Whitney test is applied in cases where
respondents fall into two groups, e.g. male/female. It is
one of the most powerful of the non-parametric tests which
can be used to determine whether tquindependent groups have
been drawn from the same population (Siegel, 1956). The
test establishes the significance of the difference between
median valﬁes and can be used on small, medium and large
samples. The Kruskal-Wallis ' test was applied in cases where
more than two groups of respondents were recognised. This
test performs a one-way anélysis of variance by ranks and
determines significant differences between median values.
To obtain these statistics for respondent groups the P3S
package of the Biomedical Computer Frograms Statistical
Software (Dixon, 1983) was appliedvto the data. An example
of the P35 printout may be seen in Appendix i. A
characteristic of the package is +*hat where a respondent
fails to answer an item in the questionnaire the
individual's total data set is rejected. This has the

advantage of‘overcoming the bias introduced by selectively



answering particular questions but has the effect of

decreasing the sample size to 170 out of the possible 313.

The Mann-Whitney and Kruskal-Wallis statistical tésts were
used as a screening process to identify items whére group
response locations reflect real differences. 1In using these
tests, cognisance is taken of the fact that the'range in
possible values is small (0 - 5) and if wide deviations are
evident in data, shifts in response location may not be
easily detected. In such cases the probability of a type 1
error is high and therefore in multi-modal cases, histograms
have been checked to establish if between-grcup differences
could exist. This procedure was seldom necessary as the
majority of data being compared were skewed and peaked in
nature. | |

The tests were carried out on all questionnaire items and
therefore it is important to wuse a relatively high
significance 1level in order to reduce the probablllty of
accepting Ho when it is not true (type 2 error). The
probability of recognising a real response difference was
therefore set above the 90% 1level. Items where p > 0,10
have not been regarded as sufficiently unambiguous for one
to.reject Ho and are therefore not discussed. Those items
reflecting a value of 0,05 < p < 0,10 are taken to indicate
that there are 'possibly' significant differences between
group response locations while those with 0,00 < p < 0,05
are considered to reflect 'significant' differences.

7.1 RESPONDENTS GROUPED ACCORDING TO LENGTH OF TRAINING.

In the light of the discussion in Chapter 4 it could be
expected that the length of training in academic .and
professional institutions would impact upon the attitudes of
geography teachers towards, and practice in, geography
education. Due to the nature of pre-service geography
training it is assumed that the 1longer the training
continues, the greater the 1likelihood that teachers will

exhibit attitudes and practice consistent with a third phase
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view of geography education. In order to investigate this
assumption, respondents were placed intc one of three
groups, viz., 2 years or less training (n = 36), 3 to 4
years training (n = 101), and 5 or more years training (n =
33). Length of training includes time spent‘ in both
academic and professional training. The Kruskal-Wallis test
was applied to this data, allowing the analysis of between-
group differences in attitudes and practice.

Table 7.1 presents the probability that the differences
between respondents when grouped according to 1length of
training could have occurred by chance alone. Generalily
significant differences occur with the greatest frequency in
those sections dealing with teacher attitudes to geography
education and practice (in 32% of the items Ho could be
rejected) and with the use of teaching methodologies (where
Ho could be rejected in 29% of cases). '

Concerning the personal characteristics of teachers grouped
according to iength of training, real differences emerge
" from answers to items 1, 3, . 6, 7 and 8. Analysis of
response histograms indicates that :-

(i) significantly more males than females have 5

Oor more years training.

(ii) those teachers who have 2 vyears or less
training teach almost exclusively at the
standard 8 level or below. Those with 5 or
more years of- training teach almost without
exception up to the standard 10 level.

(iidi) there 1is a significant difference in the
proporticn of teachers with 5 or more years
training who teach predominantly throﬁgh the
medium of English, from those having 2 years
or less <training who teach predominantly
through the medium of Afrikaans.
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n
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Length of training: 2 years or less

= 101
33

3 to 4 years

5 years or more

TABﬁE 7.1. LENGTE OF TRAINING: PROBABILITY OF DIFFERENCES

REFLECTING CHANCE VARIATION BETWEEN GROUPS

(KRUSKAL -~ WALLIS TEST).



(iv) teachers -with "2 years or less training
predominate in schools iocated in small
towns. Those who have 5 years or more
training usually teach in metropolitan
schools. .

(v) those teachers who attended a university have
more years of formal training than those
trained at colleges of education.

In general, therefore, geography teachers with the highest
qualifications are male, teach up to standard 10 level
through the medium of English and are located in
metropolitan schools. Those with lower qualifications are
females who teach at the standard 8 level or below through
the medium of Afrikaans in small town schools.

7.1.1 Attitudes towards geography education (0s.9 - 50).

The null hypofhesis can be rejected for items 24 and 25
indicating that there are real difference in the perceptions
of respondents' towards job satisfaction when grouped
according to length of training (Table 7.1). Response
histograms show that the majority of respondents with 3 or 4
vears of training very seldom think they have made a mistake
in becoming a teacher (Q.24) and are also most satisfied as
geography teachers (Q.25). Respondents with 2 vears or less
training seldom think they made a mistake becoming a teacher
(Q.24) but as a group they are the leaét satisfied with
being geography teachers (Q.ZS). Those with 5 years or more
training question their career choice more frequently than
the other two groups (Q.24) but are relatively satisfied
with ©being geography teachers {(Q.25). It appears,
therefore, that as length of training increases so does
teacher dissatisfaction with career choice and satisfaction
with teaching subject. This result may reflect
dissatisfaction with rewards from increased training as well
as a greater subject concern leading to, or arising from,
an increase in length of training. |
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As expected there were no real differences in reasons given
for career choice when respondents were grouped according to
length of training. Furthermore length of training has
little or no impact upon teaching practice decision-making.
However, Ho could be réjected in 32% of the items reflecting
group attitudes regarding geography education viz., (s.27,
29, 35, 36, 38, 39, 42 and 45 (Table 7.1). Regarding
knowledge and concept issues, only one item, that dealing
with the place of regional geography at school level (Q.35),
evoked a significant difference in response. 1In this regard
the most frequent response of those with 2 years or 1less
training is to agree that more regional geography should be
included in the school syllabus while those with 3 or more
years of training disagree. Generally the 1longer the
training undergone by teachers, the more likely they are to
oppose an increase in regional geography content in the
school syllabus. Presumably those with the longest period
of training have been more influenced by the 'new' geography
as taught in universities. |

Items concerned with the development of skills in geography
education indicate that as the length of training increases,
so0 teachers' perceptions of the importance of developing
skills relating to environmental appreciation and problem
solving increase (Q.36Aand Q.39). In this regard it would
seem that the longer the training the more likely it is that
respondents will hold a third phase view of the place of
skill development in geography education.

Differences in the location of group responses to statéments
concerning the teaching of attitudes in geography education
reveal that as training length increases so perceptions of
the importance of Christian National Education, i.e.
developing a love for country and culture, decreases, while
the importance of developing social awareness increases
(9s.27 and 38). This confirms the contention +that as
training length increases so respondents are more likely to

hold a third phase view of geography education.
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Real differences between training group responses to items
(Q9s.29, 42, 45) confirms the émergence of a greater third
phase perception of the nature of the subject when related
to the 1longer period of training. Thus as }ength of
training increases more concern is felt for.the teaching of
concepts and skills useful to society (Q.29), the stronger
the agreement with the need for syllabus changes in order
that geography should remain relevant to the needs 6f pupils
and society (Q.42) and the greater the enjoyment derived
from teaching the subject (Q.45).

7.1.2 Attitudes towards training and teaching style
(0s.51 - 76).

Length of training has littlé effect upon the respondents'
attitudes tcowards training course compénents. Overall group
responses indicate that practical issues involved with the
teaching of the subject are more important than those
involving theoretical or philosophical knowledge. However,
as length of training increases, respondents rate the
importance of including talks by practising teachers (Q.55)
and map skills (Q.58) in geography methodology courses more
highly.

Overall, length of training is found to have little impact
upon the respondents' choice of teaching style for in 83% of
cases it is necessary to accept Ho. The only significant
differences between groups are found in response to
questions 67 and 73 (Table 7.1). An "analysis of the
histograms for these items indicates that as training iength
increases books and journals (Q.67) become more important,
and instruction on how to teach given by subject heads 1less
important {(Q.73) in determining téaching style choice. This
- suggests that the more training teachers have undergone the
more confident they are in determining their own choice of
teaching style and the more 1likely they are to act
independently and/or go to primary sources.
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7.1.3 Actual and ideal'methodoldgy use (Q0s.77 - 118).

Regarding the wuse of teaching methodologies, the null
hypothesis may be rejected for 89% of items in this section.
Location shifts in response histograms indicate that as
length of training increases, teacher use of case studies
(Q.79), fieldwork (Q.81), sample tables (Q.84), overhead
projectors (Q.85) and slides (Q.88) increases. Of interest
are the marked differences in response between groups as far
as the use of pupil-centred techniques (case studies,
fieldwork and sample tables) are concerned. Mean response
locations show that as 1length of training increases
respondents use pupil-centred techniques more frequently.
Although this would suggest an inqlination towards third
phase practice as -training 1length increéses, it must be
remembered that even in the group with 5 or more years of
training, the overall use of pupil-centred techniques is
still infrequent and well below the use of methodologies
indicating a teacher-centred approach to classroom practice.

Responses of teachers grouped according to length of
training show that significant differences exist between
them with regard to their ideals concerning the use of case
studies (Q.100), fieldwork (Q.102), sample tables (D.105)
and computers (Q.116). This finding supports the trend
identified previously, i.e., pupil-centred techniques are
not only used more frequently, but are also rated more

favourably as length of training increases.

7.1.4 Summary : Training length response differences.

The following generalizations are drawn from the results
discussed above. When teachers are grouped according to
their 1length of training, real differences are found

betwesen: -~

(i) where they teach, the standard level at which
they teach and the language medium they use
in the classroom. The more highly gqualified
respondents tend to be male and teach through
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the medium of English. This raises the
question of why these differences ex 'ist, the
answers to which are not clear and would need
to be followed up in a future study.
Similarily, it 1is not clear why ' English-
speaking males are more highly qualified than
their Afrikaans-speaking colleagues.

(1i) their perception of the importance of skills
and syllabus change as well as the enjoyment
derived from teaching. The 1Ionger the
training the more third phase are teachers'’
viewpoints. .

(1ii) their attitudes regarding the importance of
Christian National Education and towards
developing social awareness in geography
education. As length of training increases
Christian National concerns decrease and the

wish to develop social awareness in pupils

increases.
(iv) respondents' actual and idealised use of
pupil-centred teaching methodologies.

Responses indicate a greater use and
preferred use of third phase methodologies ‘as
length of training increases.

The findings above support the assumption that the 1longer
the period of training, the greater the 1likelihood that
teachers will exhibit attitudes consistent with a third
phase wview of gecgraphy education. It is noticeable,
however, that feelings towards statements and practices
reflecting the use of a third phase approach in geography
educaticn are not particularly strong, even in the group of
teachers with the 1longest training experience. This
supports the finding in Chapter 6 regarding the dominance of
second phase attitudes and practice in the Cape Education
Department.

(93]



Of particular interest is the fact that there are no
significant differences in attitude towards teaching
practice if teacher responses are grouped according to their
length of training This finding is important in that it
supports socialization theory which suggests that classroom
experience is probably the major determinant of teaching
practice choice. It also clearly indicates that training
has had 1little impact upon changing teachers' attitudes
towards the use of non- directive, pupil centred techniques
(section 3.1).

7.2 RESPONDENTS GROUPED ACCORDING TO TRAINING PERIOD.

Paralleling academic changes associated with the move from a

regional to a quantitative approach in tertiary institutions
in the early 1970's, were those occurring in the
professional sphere. The emergence of third phase geography
education in the United Kingdom and the impact of content
changes in the secondary school Syllabuses in South Africa
combined to alter the nature of pre-service geography
methodology courses. Consequently teachers who trained
prior to 1970 and those who trained after this date received
a different type of preparation for gebgraphy teaching. It
is hypothesised that those who trained before 1970 will,
therefore, exhibit differing attitudes and practice in
geography education from those who trained more recently.
(The fact that they also have more experience as teachers
and probably hold higher posts in the school hierarchy will
be taken into account and considered later.)

Respondents were therefore divided into two groups
corresponding to their training period (pre- and post- 1570)
and the Mann-Whitney test was applied to the data. (Table
7.2. ror convenience the pre-1970 group (n = 70) will be
termed 'pre-group’ and the post-1970 group (n = 100), 'post-
group'.

Overall, real differences occur between groups trained

before and after 1970 in over 40% of responses to items
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concerning personal data and reascns for teaching.
Furthermore, the null hypothesis may be rejected in one
third of each set of items concerning training course
components, influences on teaching style and idealised
preferences for the use of methodologies. ;

As expected, significant differences between pre- ;nd post-
group respondents are found in relation to the training
institution‘ attended (Q.3), school post held (Q.5) and
standards taught (Q.6). From the analysis of response
histograms for these items it is noted that :-

(i) pre-group respondents are more likelv to have
trained at a college of education than post-
group colleagues.

(ii) pre-group respondents occupy more senior
positions in the school system than post-
group respondents,

(iii) pre-group reépondents are largely involved in
teaching at the standard 10 level or below
whereas post-group respondents usually teach
up to”the standard 8 level.

The first finding reflects the pattern common before the
1970's when those trained in colleges often taught at the
secondary school level. The two latter findings support the
view that claséroom experience and seniority are important
criteria determining whether an individual teaches at the
standard 9 or 10 level. Although their more recent academic
and professional training would suggest that post-group
respondents would be well suited to teach standard § and 10
syllabus content, the majority do not, in fact, teach at

theése levels.

7.2.1 Attitudes towards geography education (0s.9 - 50).

Indications of a significant difference in attitude towards

job satisfaction are found between group responses to item

{8 )



24. Response histograms show that post-group respondents
express greater dissatisfactionf with their job than pre-
group colleagues, who are also less likely o think they
made a mistake in becoming a teacher. This probably
reflects the fact that post-group respondents are less
settled in their careers as they are younger. Pre-group
respondents, not unexpectedly, are more committed to
teaching given their 1level . of seniority and age.
Furthermore, real'differenées are found in responses to

items directly related to their reasons for teaching :-

LA post-group respondents rate personal
achievement and child/self issues as more
important reasons for teaching than do their
pre-group colleagues (Qs.9, 14 and 19).

(ii) post-group respondents generally rate the
need for a changing situation (Q.13), .
companionship of - the staffroomv (Q.16) and
that the job can be fitted arocund other
commitments (Q.20) as more important than do
pre-group respondents.

This would suggest that post-group respondents are more
achievement orientated in their reasons for teaching than
their pre-group colleagues, despife the fact that they are
‘more 1likely to . question the correctness of their career
choice. ’ -

Real differences are found between group attitudes towards
. geography education and practice (Table 7.2). Post-group
respondents are, on average, more positive than pre-group
raspondents about investigating the spatial consequences of
political policy (Q.31), increasing the amount of graphicacy
(Q.41), the separation of school and university geography
content (Q.43) and the benefits of using pupil-centred
methods in geography education (Q.50). These resﬁlts imply
that post-group students are more favourably disposed
towards third phase geography education and practice than

pre-group respondents.
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7.2.2 Attitudes towards training and teaching style
(Q0s.51 - 76). ’

Given the differences between the two groups in their
attitudes towards geograpﬁy education and practice, it is
not surprising to find that significant differences also
emerged in their perceptions of the importance of including
school geography tasks (Q.56), the teaching of gifted pupils
and slow learners (Q0s.860 and 61) and teaching in
disadvantaged schools (Q.62) in geography methodology
courses. Group response histograms show that in all the
above cases post-group respondents perceive the inclusion -of
the above items to be more important than do their pre-group
colleagues. This finding once again emphasises that post-
group respondents tend to be more pupil-centred in their
approach to geography education and more concerned with the
practicalities of teaching than those individuals in the
pre-group. Perhaps, due to their longer experience in the
Classroom, pre-group respondents have already come to terms
with these issues. ‘

Significant differences between the groups also emerge in
the perception of factors which are important in determining
choice of teaching style. An analysis of group response
histograms for items indicating significant differences
reveals that :-

(i) post-group respondents rate the influence of
teacher training (Q.66) and the classroom
behaviour of pupils (Q.70) as more important
in determining their choice of:teaching style

than do their pre-group colleagues.

(ii) pre-group respondents generally rate the
influence o©f in-service training/geography
teacher associations and examinations (QOs. 72
and 75) as more important determinates in
their choice of teaching style than do post-

group respondents.



These findings are .to be expected when one considers the
training experience of the respondents. Recently trained
teachers are generally involved in an attempt'to apply the
practice suggested during their teacher-training course, are
less experienced and therefore more sensitive to pupil
reaction than are their pre-group colleagues. In contrast,
in-service education conducted by education authorities and
geographical associations has played an important roie in
upgrading the pre-group teacher's knowledge of syllabus
content during the 1970's. It is also not surprising to
find that these teachers are more influenced by examinations

than their post-group colleagues as they are generally mcre .

likely to be preparing standard 10 pupils for matriculation

examinations.

7.2.3 Actual and ideal methodology use (Qs.77 - 118).

Differences between groups in terms of their use of teaching
methodologies mean that Ho may be rejected in 19% of cases
in this section (Table '7.2). There are significant
differences between the groups in their use of mapwork
(Q.80), fieldwork (Q.81), talk and chalk (Q.91) and sound-
tapes (Q.92) with the pre-group respondents using these
items more frequently than do their post-group colleagues.
Initially it seems contradictory that pre-group respondents
should use both fieldwork and talk and chalk frequently.
These techniques may be regarded as indicating opposing
approaches towards geography education. As pre-group
respondents have been shown to be more teacher-centred in
their approach to geography education their relative use of
talk and chalk is expected but not their use of mapwork and
fieldwork. It should be remehbered, however, that the
matriculation examination includes a practical mapwork paper
and that the theory paper may sometimes test fieldwork
experiences. The finding that pre-group'respondents tend to
be more influenced by examinations in their choice of
teaching style and are more likely to teach at the standard
10 1level than post-group respondents, would suggest that

their use of fieldwork may not indicate an increased

m
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commitment to pupil-centred'teaChing but rather a response
to examination demands.

More commonly, the respdnses of pre- and post-group
respondents differ significantly from each other when their
ideal use of teaching methodologies is considered (Ho is
rejected in 33% of cases). Possibly significant differences
betWeen the groups are found in what they regard as the
ideal use of fieldwork (Q.102), worksheets as reinforcement
of learnt material (Q.103), sample tables (Q.105) and slides

(Q.109). Significant differences occur in the preference
for case studies (Q.100), films (Q.108) and computers
(Q.116). Invariably post-group respondents rate the use of

all the above items more highly than their pre-group
colleagues. ' B

These findings support the contention that post-group
respbndents are more pupil-centred in their ideals regarding
geography préctice than their pre-group colleagues.
Furthermore, the fact that post-group respondents indicate a
greater preference for the idealised use of fieldwork than
do pre-group respondents supports the previous contention
that their use of this technique is not necessarily an
indication of a preference for the use of pupil-centred
methods, but results rather from the need +*o satisfy

examination requirements.

7.2.4 Summary : Respondents grouped according to training

period.

From the analysis of those items in which the null
hypothesis could be rejected the following conclusions are

drawn :-

(1) pre-group respondents are more likely to
occupy senior posts and teach geography at
the standard 9 and 10 level than their post-
group colleagues.



(11i) .

(iii)

(iv)

(v)

(vi)

Tc summarise,

[

pre-group réspondents rate the influence of
in-service activities and examinations as
more Important, and teacher training and
classroom behaviour of pupils as less

important, in determining their teaching
style choice than post-group respondents.

post-group respondents are more subject
orientated and pupil-centred in their reasons
for teaching than are pre-group respondents.

pbost-group respondents are more ambitious
than pre-group teachers. They are, however,
more dissatisfied with their career choice
and less committed to teaching. This 1is
probably due to frustrations arising from
promotion vdifficulties and their relative
lack of status when compared with pre-group
colleagues. | '

post-group respondents indicate a greater
concern with training course components which
are pupil-centred and practical 3Iin nature
than pre-group colleagues.

pre- and post-group attitudes towards
geography education and practice are similar,
although there is an indication that post-
group respondents hold attitudes more in line
with the aims of third phase geography
education than do pre-group respondents.

pre- and post-group respondents use teaching
methodologies which reflect an overall
teacher-centred approach. However, pre-group
respondents are less third phase 1in their

ideals than their post-group colleagues.

pre-group respondents (who generaliy occupy

relatively senior school positions), are more conservative

=
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in their attitudes towards the nature of geography educaticn
than are their post-group colleagues.

7.3 RESPONDENTS GROUPED ACCORDING TO TEACHING LEVEL.

In the Cape Education Department both length of training and
more particularly, the length of service (closely related to
training period), are important variables affecting the
level at which respondents will +teach. In order to
investigate and establish the type of differences, if indeed
any do exist, responses to questionnaire items weré grouped
according to the highest standard taught. Those who teach
at the standard 8 1level and below are termed 'junior
teachers' (n = 76) and those teaching up to the ‘standard 9
and 10 level, 'senior teachers' (n = 94). The Mann-Whitney
test was applied to establish whether differences betWeen
the two groups exist (Table 7.3). ’

Overall, the most significant differences appear in sections
dealing with personal details (Ho is rejected in 86% of
cases), reasons for teaching (Ho is rejected in 33% of
cases), and influences on teaching style (Ho is rejected in
58% of cases). As expected, the results reflect the
findings of the two aspects previously considered, namely
that :-

(i) senior teachers are more highly qualified

than junior teachers.

(ii) junior teachers are more likely to have
trained at a college and senior teachers at a

university.

(iidi) junior teachers underwent training after 1970
whereas senior teachers show an equal
distribution of those who had trained before
and after 1970.



163

! ITEM

P

! ITEM ! P ! ITEM !

P

!

ITEM

Sfe-t o9 o0 o0 s e oo fmr

WOWOWOOMOIN
PO O DNM WS

HANHOOO N

O A AOQ O <P <

-~ - ~ w0~ ~ ~ ~ LY ~ N ~ ~ ~ N ~ L .~ N - LY ~ - L - e

MAOVOO0O0O0O0O
QrHIINQOMO

~ LY L T Y LS

QOO0 Q0OO0O

Clome w9 ot =8 = =0 = =

NI 678
NOMOOMNOMMM

o|es o0 =t mt e e e s

NONNHO | OO
OO0 _00

LR N N N N |

OCQOOQO .00

- S s et P 8 —p

SHANMHINON0

Sl ep e e = = s

S T8 el mt e = el 8 b md et 8 P el P =0 Sl wF At 8 e e

S Nl e el el e s e P el 0 P 0 el P s =l my 8 = ) =g ws

S0 S h ed g ep Ef Tl 8 B S S8 8 sl Bl eh el B e ams e d et el

NOUOULNOONWINNONMODDO M
MNONQOOVOOMINHAITANIODNONO ®

IHONNYOYNo~NIOOHOMONNMM
COFOOONOQOHMOAOINWVWAODHMO W

iejsjojsRujviofu]clolaoloNoNoRuloYoNoRaYo Ko

OO ANM=
OSINES00 0000

Ll i I ol R I R R R e L L s (Vo)

’ [ 1]
FONHOAQOU OO H NI OAONNH IO M
VOO OIIUNNOOINAHINQOODO AN o

L L NN L Y L L e ~ N ~ N

jojojolujojolniojoNoloRouloNoNoNoRoRuNoRaYoNeo!

P BD e EP et e 0 et =t b 0 b el -t el s wl e P e s

8 n
10

60
d <
az

O NM OfHNMID
o 0niwm wun Wi

45
56
57
58
59

o))
™

=% eP P e et = =t = et af =0 bl et ms ] e et s e

HHOONNANNOQOUYHOIFINAHFNOOUND
AV ADNOOOMUOUOOVOURNORO N

L R Y T N N [ L e Y ~ N N ow

ojojojololujuiefololaululololoNoRuloNuNoNo o)

Standar
Standar

S8 S8 e el e # b eb b e h el =¥ b - el b e b eI e o8 e ey

OO NMIPNONNOONO 23456789
A A AT A A A ANNNNNNNNNN

Teaching:

PROBABILITY OF DIFFERENCES
REFLECTING CHANCE VARIATION BETWEEN GROUPS
(MANN ~ WHITNEY TEST).

TEACHING LEVEL:

TABLE 7.3.



(iv) junior teachers occupy lower promotion posts

than those teaching senior standards.

In addition, it appears that junior teachers mainly use
Afrikaans as their teaching medium while those teaching
senior standards predominantly use English. Reasons for
this need to be mofe fully investigated. Similarly, the
finding that those teaching geography in junior standards
are, on average, located in small towns and those teaching
senior standards, in metropolitan regions, needs to be
followed up.

7.3.1 Attitudes towards geography education (0s.9 - 50).

Although junior and senior teachers are generally satisfied
with their career choice there is a significant difference
between the two groups regarding attitudes towards the
choice of geography as a teaching subject (Q.25). Junior
teachers, as a group, are léss satisfied with being
geography teachers than their senior colleagues. Although
the reasons are not clear it seems probable that the answer
lies in their reasons for teaching. In this regard real
differences . were found between junior and senicr groups
responses to items 14, 15, 16, 19 and 20 (Ho is rejected in
33% of cases). Most of the items reflecting response
differences concerned conditions of service (Qs.14, 15, 16
and 20). Analysis of response histograms for these items
shows that junior teachers 1rate the possibilities of
advancement, the need to have a steady income, companicnship
of the staffroom and the fact that teaching can be fitted
around other commitments, more highly than‘do their senior
colleagues. This indicates the greater concern of junior
teachers with service-related issues. ~ Senior teachers, who
have relatively more status and occupy higher positions in
the schocl, generally rate pupil-centred concerns (Q.19)
more highly than do their junior colleagues as reasons for
teaching. These findings indicate that junior teachers are
more aware of issues affecting personal status and job
conditions than senior teachers, who in turn, are motivated

more by subject and pupil-centred concerns. Given their

1E4



relative need for companionship and desire +o advance, it
follows that junior teachers may be highly susceptible to
the influence of senior cclleagues who control job

conditions within a school.
’ |

|

As far as attitudes towards gecgraphy education and practice
are concerned, Ho is rejected in 32% of cases (Q§.27, 31,
35, 36, 38, 42, 45 and 50). Significant differences exist
between group responses to the amount of regional geography
content which should be presented at school level (Q.35) and
towards the need to develop problem-solving skills (Q.36).
Response histograms for these items show that junior
teachers are more positive tcwards increasing regional
geography content in the syllabus and less positive about
developing problem-solving skills than their senior
colleagues. In contrast, senior group respondents hold
attitudes towards content and skills more in line with the
ideals of third phase geography education.

Significant differences are also found between Jjunior and
senior teachers' responses towards the teaching of attitudes
in geography education. Group differences in response o
the development of Christian National attitudes (Q.27),
political ideals and their influence upon spatial patterns
(Q.31) as well as the development of pupil social awareness
(Q.38), make it possible +to reject Ho at the 95% 1level.
Modal location differences (as illustrated by response
“histograms), indicate that junior teachers as a group feel
more strongly that geography should develop a love for
country and culture and 1ess strongly that the subject
should develop <critical appreciation of the spatial
influences of political ideals and social awareness. This
finding reinforces the contention that senior teachers, as a
group, hold attitudes more compatible with third phase aims

~ N 3 e - I R, T m e
and cbjectives than do junicr teachers.

Two items in which the null hypothesis may be rejected are
concerned with subject issues (Qs.42 and 453, Senior
teachers feel more strongly +than junior teachers that

syllabus change is desirable in order to ensure that the

(9
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subject remains relevant to the needs of pupils and society
(Q.42). They also feel that geography is the most exciting
subject to teach in the school curriculum,(Q.45). These
findings once again illustrate +the greater third phase

concerns of senior teachers.

A significant difference between junior and senior teacher
attitudes towards teaching practice is found in response to
item 50. Junior teachers perceive the effectiveness .of
pupil-centred methods more positively than do. their senior
colleagues. This finding is problematic as it could be
interpreted as refuting the previous findings viz., +that
senior teachers are more third phase in their attitudes than
their junior colleagues. However, if one remembers +that
many senior teachers are concerned with preparing pupils for
an external examination which is largely factual in its
requirements (section 1.3.4), it would be surprising if they
did not feel less than convinced about the merits of using
pupil-centred methodologies. In the light of‘other evidence
(particularly with regard to senior and Jjunior teachers' use
of teaching methodologies) it would be incorrect to use this
findiﬁg to assume that junior teachers as a group are more
pupil-centred in their approach than senior colleagues.

7.3.2 Attitudes towards training and teaching style

+

(9s.51 - 76).

There is no difference between the groups in their
perception of the value of pre-service training. Generally
respondents are positive towards their choice of teaching as
a career and geography as their teaching subject. However,
in terms of group responses to items cencerning  the
importance of training course components senior teachers
predominately rate talks by practising teachers (Q.BS) and
skills such as mepwork (Q.58) more highly than junior
teachers. Conversely, junior teachers as a group rate the
need for instruction on school tasks (Q.56) more highly than
do their senior colleagues. Although significant

differences do exist in the above instances, they refer +to

[0
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items which both groups fank as being of relatively littile
importance in geography methodology courses (section 6.3).

Junior - and senior group responses to items concerning
influences on teaching style show real differences in more

than half the cases :- .
1
i

(i) junior teachers rate the influence.of their
teacher training course (Q.66), guides from
the education department - (Q.74), teachers
admired when a pupil (Q.65), instruction
given by subject head (Q.73) and desire to
obtain promotion (Q.76), more highly than do
senior teachers. This further supports the
contention that junior teachers are generally
more influenced in their. teaching style
choice by role models and formal training
elements than are senior teachers.

(ii) senior teachers are'geneially more influenced
by the classroom behaviour of pupils (Q.70),
and in-service courses/ geography teacher
associations (Q.72) than are Junior teachers.

It is clear that both junior and senior teachers peréeive'a
difference in the importance of factors influencing .their
choice of teaching style. This finding lends wéight to, and
helps explain the contention, that geography education
differs between junior and sénior secondary level. It also
suggests that junior teachers are more susceptible to the
socialization influences which emanate from those in more

senior positions in the career hierarchy.

7.3.3 Actual and ideal méthodolcgy use (Qs.77 - 118).

(W)Y
~3

Significant differences emerge between junior and senior

teachers' use of teaching methodologies. This can be deduced
from their responses to 29% of items (Qs.79, 81, 84, 85, 88
and.94). Location shifts in respense histograms indicate
that on average senior teachers tend to use fieldwork
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(Q.81), sample tables (Q.84), overhead projectors (Q.85),
slides (Q.88) and discussion and reading of duplicated notes
(Q.94) more frequently than do junior teachers., On the
other hand, junior teachers generally use case studies
(Q.79) more frequently than do their senior colleadues. The
more frequent use by senior teachers' of fieléwork and
sample tables does not necessarily. indicate a greater
support for pupil-centred teaching and should be viewed in
the 1light of the interpretation given to between-group
differences for question item 50, discussed previously
(7.3.1). This contention is supported by the fact that
group. .attitudes towards the value and use of pupil-centred

methods show no significant difference (Q.46).

7.3.4 Summary : Teaching 1evei response differences.

From the results above regarding differences between junior
and senior teacher percepfions of geography education and
practice the following points are highlighted. On average :-

(1) Junior respondents are less qualified and
occupy lower promotion posts than their
senior colleagues. They are also more likely
to be Afrikaans-speaking and teach in small
town schools. Senior teachers are generally
English-speaking and teach in metropolitan
schools.

(11) Junior teachers are more job- and less
.subject- and pupil-centred in their reasons

for teaching than are their senior
colleagues. '
(1iii) senior teachers are more positive towards the

need to develop pupil attitudes towards
pbolitical and social issues, problem-solving
skills and the need for syllabus change than
are junior teachers. Junior teachers, on the
other hand, are more positive towards the
development cf Christian National attitudes.
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(iv) the teaching .stgle’ of‘ junior teachers 1is
influenced largely by formal raining
elements and role 'models whereas senior
teachers are more influenced by pupil
behaviour, in-service courses and geography
teacher associations.

(v) there are few differences to be found in
senior and junior teachers actual and ideal
use of teaching methodologies. Overall both
groups use teacher-centred aids and
techniques more frequently than those which

. are pupil-centred in nature.

It follows therefore that geography education in junior and

senior standards will differ. - Senior teacher attitudes

suggest that as a group they'are more disposed towards a

third phase approach in geography education than their
junior colleégues although both groups use teaching practice
which is predominately teacher-centred in nature.

7.4 RESPONDENTS GROUPED ACCORDING TO SCHOOL LOCATION.

It is often mentioned by inspectors/subject advisors and
geography teachers that geographers working in small town
schools exhibit different attitudes and practice from those
located in metropolitan regions. This idea is supported by
extrapolation from the finding in the previous section
(7.3.4). If this is the case .the implication is that
geography education in metropolitan regions is more third
phase in its nature than that found in the more rural areas.
In order to test this assumption teachers were grouped into
three categories according to whether their school was
located in a small town of less than 20,000 people (n' = 62),
a large town of between 20,000 and 100,000 people (n = 44)
or a metropolitan regicn of more than 100,000 rpeople
(n = 64).

0



Results of the Kruskal-Wallis test indicate that significant
differences in personal characteristics of the groups emerge
from teacher responses to items 2, 3, 4, 5, 6, and 7 (Table
7.4). Analysis of group response histograms for these items
indicate that in general :-

(i) the larger the town size the more qualified
the respondents, the more 1likely they are to
be university trained, the higher the
standards they will teach and the more likely
they are to use English as a medium of

instruction.

(ii) respondents from large towns are more likely
to have undergone,training after 1970 and to
occupy lower school posts than those teaching

in either small town or metropolitan schools.
These personal differences are such that it would indeed be
surprising if the nature of geography education in small

town and metropolitan schools was similar.

7.4.1 Attitudes towards geography education (Qs.9 - 50).

Teacher perceptions regarding reasons for teaching are not
influenced to any large extent by school location. 1In fact,
the only really significant difference between groups
appears in perceptions of the importance of job security as
a reason for teaching (Q.11). As the reasons for selecting

teaching as a career are established some time before

teachers are posted to a school, location would not be
expected to alter attitudes reflecting reasons for career

choice.

Attitudes concerning geography education and practice do
reflect differences between groups in 7 out of 25 items in
this section (Ho is rejected in 28% of cases). Response
histograms reveal that the smaller the town in which a
school is located, the more positive the respondents tend to

be regarding an increase in regional geography content in
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the school syllabus (Q.35) and‘thé,teaching of generalities
rather than particularitiés about regions (Q.37).
Respondents from large town schoolé' appear to .be more
positive towards an increase in the amount of spatial theory
in the school syllabus (Q.34) than those from both smail
town and metropolitan schools. This preference probably
reflects the fact that respondents from large town schooils
have generally trained more recently and thus have are

experienced in the field of modern spatial theory.

Significant differences emerge between group responses to
items concerning the teaching of attitudes in géography
education (Qs.27 and 28). 1In this regard histograms clearly
indicate that those teaching in small town schools are the
most positive towards the 'teaching of Christian National
attitudes and those in metropolitan schools +the 1least
positive. Furthermore, respondents from both small and
large town schools generally feel that it is idealistic to
assume that fieldwork, geographical games and role play
should constitute a significant part. of school geography
teaching strategy (Q.46). Those from metropolitan schools
are mostly undecided in this regard. Respondents teaching
in large town schools, however, are more positive about the
benefits of pupil-centred teaching than their colleagues in
either small town or metropolitan schools (Q.50).

It appears that respondents from small town schools are less
favourably disposed towards third phase geography attitudes
and practice than those from schools in large towns and
metropolitan centres. Significant differences between the
attitudes of each group towards the place of regional
geography and spatial theory in school syllabuses (Qs.35 and
34), the teaching of love for country, culture and Creator
in geography lessons (Qs.27 and 28) and the use and benefits
of pupil-centred technigues (0s.46 and 50}, all support the

above view.
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7.4.2 Attitudes towards training and teaching style
(0s.51 - 76).

A significant difference between the three groups:is found
in responses towards the value of 'geography methodology
courses (Q.64). Response histcocgrazms for this item indicate
that those respondents in large town schools are the most
satisfied with their geography teacher training and those in
metropolitan schools, the least. Knowing that the large
town respondents have undergone training most recently
(section 7.4.1) this finding would suggest that post-1970
teacher-training programmes have been more successful in

meeting the needs of teachers than was previously the case.

Few real differences emerge in attitudes towards training
components (Ho 1is rejected in 17% of cases). The
differences in perceived importance of school gedgraphy
tasks (Q.56) and teaching methodologies (Q.52) in geography
methodology courses are possibly significant and-it appears
that :-

(i) large town respondents rate geography tasks
(such as use of journals, registers .and day
books) as more important in a methodology
programme than do teachers who are located in
small town and metrcpolitan regions. This is
presumably due to the fact thHat as a group,
large town respondents are generally less
experienced teadhers than ‘those in small town
and metropolitan schools and the learning of
administrative tasks is more pertinent at

this stage of their careers.

(ii) as town < size increases ={e} respondent
perceptions oOf the importance of geography
methods in training courses weaken. Smalil
town teachers are generally more satisfied
with the methods they use in school than
teachers in large towns, who in turn, are

less critical than metropolitan school

(@3]



respondénts. As small town respondents have
been shown to be the 1least third phase in
their attitudes towards‘geography education,
the relative lack of concern regarding the
importance of geography methods in?training
programmes i1s regrettable. r

The greatest number of real differences between groups
analysed according to school location, occur in relation to

influences upon teaching style (Ho is rejected in 58% of

b

cases). Significant differences are found between dgroup -

responses to the importance of teacher training courses
(Q.66), books and journals (Q.67) and guides from the
education department (Q.74). Possibly significant
differences exist between group responses. to the influence
of pupil behaviour (Q.70), in-service training/geography
teacher associations (Q.72), instruction from subject heads
(Q.73) and examinations (Q.75). Analysis of the above items

leads to the following conclusions :-

(i) respondents from small town schools rate the
influence of education department teacher
guides (Q.74) more highly than do respondents
from 1large town and from metropolitan
schools.

(ii) respondents from large town schools rats
teacher training courses (Q.66), books and
journals (Q.67), in-service courses/
geography teacher associations (Q.72),
instruction from subject head (0Q.73) and
examinations (0.75) as more influential in
determining their teaching style than do
those working in smallvtown and metropolitan

schools.

(iii) respondents from metropoliitan schools are
more influenced by the classroom behaviour of

pupils and their response to different
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teaching styles than are those from small or
large town schools (Q.70).

The findings above highlight intereéting differences between
respondents from schools located in tocwns of differing size.
Generally it can be said that small town teachers are more
influenced by departmental directives than those teaching in
larger towns; teachers from large towns are more influenced
by training expefiences than those in small +town or
metropolitan schools; and teachers from metropolitan schools
are more sensitive to pupil behaviour in response to their
teaching styles than are those from schools in smaller
centres. This suggests that respondents from large town
schools are the most likely to adopt a teaching style which
is supportive of the use of third phase teaching practice.

7.4.3 Actual and ideal methodology use (0s.77 - 118).

Differences in group responses analysed according to town
size reveal that Ho can be 'fejected in 29% of cases
concerning the use of teaching methodologies. a comparison
of response histograms for the three groups shows that
teachers located in small town schools use textbooks (Q0.86)
more frequently and sample tables (Q.84), video films (Q.93)
and discussion and reading of duplicated notes (Q.94) 1less
frequently than their colleagues in larger centres. On the
other hand, respondents in large town schools use mapwork
(Q.80), sample tables (Q.84), video films (Q.93) and the
discussion and reading' of duplicated notes (Q.94) more
frequently, and textbooks (Q.86) 1less frequently, than
teachers in small town or metropolitan schools. Fieldwork,
as a method of teaching (Q.81), is used most frequently by
respondents lccated in large towns dr.metropolitan centres.
learly there is a general increase in the use of thir

phase practice as town size increases. Differences in
methodology use are most marked between respondents from
small and large town schools. This is not surprising when
considering the attitudes of small town réspondents towards

geography education and practice (section 7.4.1).

m



Methodology use in 1large ﬁan and metropolitan schocls is
generally very similar. - Overall then, respondents from
small town schools are the furthest removed from the use of
third phase teaching practice in Cape Education Départment
secondary schools.

t

In the section concerned with respondents' ideal use of
teaching methodologies, Ho is rejected in 24% of cases
(Qs.100, 105, 107, 112 and 117). - Shifts in group response
locations indicate that as town size increases, there is a
progressive decrease in the perception of the frequency with
which talk and chalk (Q.112) should be used. Furthermore,
respondents from large town schools prefer to use sample
tables (Q.105), case studies (Q.100) and newspaper articles
(Q.117) more frequently than dd those from small town or
metropolitan schools. Respondents from small town schools
prefer, on average; to use textbooks (Q.107) more frequently

than do their colleagues from larger centres.

These results égain support the previous conclusion, i.e.,
that small town respondents are as a group more teacher-
centred in their attitudes and practice than those from
large town or metropolitan schools.

7.4.4 Summary : Responses grouped according to school

location.

The following general comments can be made regarding the
attitudes and practice of geography +*eachers located in
towns of differing size :-

(i) respondents froﬁ small town schools are more
positive towards the place of regional
geography in secondary schools, the role that
gecgraphy education should play in developing
Christian National attitudes, and the use of
teacher-centred _pfactice than are their
colleagues from larger centres.
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(1i1) respondents from small town schools use and
idealised use of teaching' methodologies is
mofe teacher-centred in nature than that of
respondents from larger centreé. In
particular, major differences in ;teaching
bractice exist between respondents‘in small
and large town schools.

(iii) respondents from large town schools: have
trained most recently, occupy lower school
posts and are the most positive towards
increasing the amount' of spatial theory in
the syllabus and the benefits of pupil-
centred teaching practice. They are the
mcst positive group in terms of their regard
for the value of their geography methodology
course. Respondents teaching in metropolitan
schools are the least satisfied. The teaching
style bf those in large town schools is also
more influenced by formal and informal
training expériences than that practised by
colleagues 1in small town and metropolitan
schools.

(iv) Respondents in metropolitan schocls are more
influenced in their choice of teaching style
by the behaviour of pupils than thcse working
in smaller centres. This suggests that
respondents teaching in metropolitan schools
experience more discipline problems as &
result of the type of pupil and the lower
status accorded to teachers in these areas,
in comparison to the situation existing in

large and small town schools.

(v) significantiy more respondents with high

qualifications teach in the larger centres.

Geography teachers in small +town schools, therefore,

generally exhibit differing attitudes and practice from
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1

w

those working in schools- located in  larger centres. The
nature of the differences imply  that geography education
experienced in small town schools is less third phase in its
nature than in larger centres. ‘

J

7.5 RESPONDENTS GROUPED ACCORDING TO LANGUAGE MEDIUM.

Language medium was included as a grouping category in order
to test the common assertion that English— and Afrikaans-
speakers exhibit different attitudes towards, and practice
in, geography education. : Differences between English- and
Afrikaans-speaking teacher attitudes and practice are
generated and perpetuated by government education policy, in
which the need for mother tongue instruction is used to
justify the separation of English- and Afrikaans-speaking
Pupils into different schools (in a few instances, where
specific circumstances warrant it, schools are dual-medium).
It is possible therefore, that geography taught through the
medium of English would differ in its nature from that
taught in Afrikaans medium schools even though all pupils
use the same syllabuses and write the same matriculaticn
examination.

In order to investigate the above contention and to identify
the nature of any differences in attitude and practice,
teacher responses were placed into two groups according to
their language medium and the Mann-Whitney test applied to
the data (English-speakers n = 74; Afrikaans-speakers n =
96).

From an overall perspective the initial finding is that Ho
is rejected in 44% of cases in the questionnaire (Table
7.5). This is the highest overall rejection rate for any of
t

T
i1

(1)

seven groupings in this study. As such, this finding
supports the view that language medium is a good predictor
of the likely nature of geography education existing within
a school.
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REFLECTING CHANCE VARIATION BETWEEN GROUPS

(MANN - WHITNEY TEST).

-
-

TABLE 7.5. LANGUAGE MEDIUM



The greatest differences between English~ and Afrikaans-
speakers appear in answers to questions concerning personal
characteristics (Ho rejected in 71% of cases), attitudes
towards geography education and practice (Ho rejected in 48%
of cases), influences on teaching style (Ho rejected in 58%
of <cases) and actual and idealised use of teaching
methodologies (Ho rejected in 43% of cases). !

On the basis of significant differences in group responses
the following may be noted :-

(i) . . proportionately more male respondents are
Afrikaans-speaking than would be expected
from the sample size.

(ii) English-speaking respondents are more highly
qualified and less likely to have trained at
a College of Education than are their

Afrikaans-speaking colleagues.

(iii) Afrikaans-speaking respondents are mainly
involved in teaching at the standard 8 level
or below whereas English-speakers generally
teach up to the standard 10 level.

(iv) English-speaking respohdents predominate in
metropolitan schools and Afrikaans-spsakers
in small town schools.

The highly significant differences between English and
Afrikaans groups in relation to training, teaching level and
school location helps to explain why language medium as a
grouping variable generates such high levels of attitude and

practice differences

7.5.1 Attitudes towards geography education (Q0s.9 - 50).

Overall, English—speaking teachers are more satisfied with
their career choice than their Afrikaans-speaking colleagues

(Q0.24). The relative dissatisfaction of Afrikaans-speakers



may reflect a mismatch between career aims and level of
qualification. Their relatively lower qualificaticns +tend
to put them at a disadvantage when competing for promoticn
posts. No differences are found in relation to group
perceptions of their choice of geography as a teaching
subject. |

As far as reasons for teaching are concerned, the
differences between the groups are sufficiently marked for
Ho to be rejected in 33% of cases (Table 7.5). Histogram
characterisitics indicate that Afrikaans-speaking
respondents rate the need for a sfeady income (Q.15),
companionship of the staffroom (Q.16), changing young
people's attitudes (Q.17) and preparing‘pupils to build a
new society (Q.22) more highly than do English-speaking
respondents. This suggests that Afrikaans-speaking
respondents are more concerned with changing and moulding
pupils for a particular way of 1life than their English-~
speaking colleagues (Qs.l7 and 22). This is a significant
finding considering the identification of +the Afrikaner
with, and acceptance of, the aims of Christian National
- Education.

English- and Afrikaans-speaking respondents show many
significant differences in their perceptions of the aims and
practice of geography education. Ho is rejected in 48% of
cases covering attitudes towards the teaching of content
(0s.33, 35), concepts (Q.28), skills (Q.41), attitude
formation (Qs.27, 28, 38), the subject (Q.43) and teachihg
practice (Qs.46, 47, 48, 50). "

Group responses regarding the need to supply pupils with
geographical facts zbout the worid {£.33), deveslop
graphicacy (Q.41) and increase the amount of <regional
gecgraphy content (Q.35) in geography education, indicate
that Afrikaans-speakers perceive these attitudes to be more
important than do English-speakers. Afrikaans-speakers alsc
feel more strongly that geograrhy education should be
concerned with developing young minds (Q.26) than do their

English-speaking colleagues.

(v %)
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Afrikaans-speakers feel more strongly than English-speakers
that geography should develop a love for country and culture
(Q.27) and encourage a wonder of Creation (Q.28). This
extends the finding regarding their reasons for teaching and
reflects the Afrikaans- speakers' adherence to the dogma of
Christian National Education. It is interesting to note
that although Afrikaans-speaking teachers on average espouse
the development of love of country and culture, they do not
feel as strongly as English-speakers that geography should
make pupils socially aware (Q.38). To be socially aware in
South Africa is to be seﬁsitive to the injustices which
result from a ruling class which bases its policy on a
sectarian viewpoint regarding country and culture.
;

In terms of issues affecting the subject, Afrikaans-speaking
teachers disagree more strongly than English-speakers with
the idea that school geography content should be separate
and different from that taught at university (Q.43). This
implies that Afrikaans teachers are less pupil~centred in
their attitudes and therefore more second phase in their
perception of the nature of geography education than are

English-speakers.

Concerning attitudes towards geography teaching practice,
English- and Afrikaans-speaking teachers differ
significantly on almost all issues presented in the
gquestionnaire. Responses are such that Ho can be rejected
in 80% of cases. English-speaking teachers are more
disposed to the use of pupil-centred techniques such as
fieldwork, geographical games and role play (Q.46), than are
Afrikaans-speakers. This +trend is confirmed by group
responses to Q.47 where English-speakers indicate that they
are more likely to use pupil°activity in geography lessons.
However, Afrikaans-speakers are more positive about the
theoretical benefits o©of pupil-centred teachin methods
(Q.50). It appears that while Afrikaans-speakers have an
appreciation for the benefits of pupil-centred teaching,
they are unlikely to translate this into practice. This is
reflected in the inconsistency in their attitudes towards

the value and use of pupil-centred teaching.
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‘Generally Afrikaans-speakers perceive geography to be a
subject which provides pupils with facts about regions of
the world, thereby encouraging the development of national
pride and a wonder of Creation.

7.5.2 Attitudes towards training and teaching style
(Qgs.51 - 76).

A significant difference is found between group responses to
perceptions of the realities of geography teacher training
courses (Q.63). Englishfspeakeré are less satisfied with
the preparation provided during pre-service training in the
light of classroom realities. This suggests that as a group
they perceive greater differences between their training
experience and the realities of classroom teaching than do
their Afrikaans-speaking  colleagues. This raises the
question of whether the training received in English medium
institutions is more liberal than that offered in Afrikaans
medium institutions and'supports the idea that the school
system is largely dominated'by the 'conservative' practices
and ideals of Afrikaans-speakers.

In the section concerning attitudes towards training Ho
could only be rejected for three items out of twelve viz.,
talks by practising teachers (Q.55), school tasks (Q.56) and
gifted pupils (Q.60). English-speaking teachers, on
average, rate the importance of +talks by practising
geography teachers more highly thén do Afrikaans speakerg.
Afrikaans-speaking teachers, however, generally rate school
geography tasks and the teaching of gifted pupils in
geography more highly than their English-speaking colleagues
(Qs. 56 and 60). Overall, Afrikaans-speakers consider
training components related to administrative tasks and the
teaching of special groups of pupils, as more important than
do theixr English-speaking counterparts. Although
differences do exist 1in the responses of English- and
Afrikaans-speakers towards traiﬁing components, they occur
in relation to items which both groups rate as relatively
unimportant (Table 6.3). However, 58% of responses to items

concerning influences on teaching style allow Xo to be



rejected (Qs.65, 66, 70, 71, 73, 74 and 76). Analysis of
group response histograms highlights the following
differences :-

(i) Afrikaans-speakers choice of teaching style
is influenced more 'by pre-service . training
course experience (Q.66), material contained
in textbooks (Q.71), instrﬁction.<x1 how to
teach given by the 'sﬁbject head (Q.73),

184

departmental teacher guides (Q.74) and a

desire to obtain promotion (Q.76), than is
the case with English—speake:s.

(ii) English-speakers are influenced more by role
models from their school days (Q.65), the
classroom behaviour of pupils and their
responses to different teaching styles (Q.70)
than are their Afrikaans—speaking colleagues.

The findings above suggest that Afrikaans-speaking teachers
are more likely to be susceptible to the influence of views
emanating from authoritative sources within the school
system than are their English-speaking colleagues. This,
coupled with the greater deéire to obtain promotion, is
likely to predispose them to adopt a teaching style which is
more directive than English—speakiné,colleagues.

7.5.3 Actual and ideal metﬁodology use"(Qs.77—118).A

Real differences between the groupsAOCCur in the actual use
of teaching methodologies (Ho may to rejected in 43% of
cases). It appears that Afrikaans-speaking respondents use
mapwork (Q.80), photograpﬁs (Q.77), pictures (Q.78),
worksheets for reinforcement purposes (Q.82), textbooks
(8.806) and passages from books (0.89) more freqguently than
do English-speakers. Converéely English-speaking
respondents use field trips (Q.81), sample tables (Q.84) and
films (Q.87) more frequently than do their Afrikaans-
speaking colleagues. Clearly Afrikaans-speaking respondents

are relatively more teacher-centred in their approach +*o
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geography education than English-speakers. This finding is
supported by their responses to what they regard as the
ideal use of teaching methodologies (Ho is rejectaed in 43%
of cases). '

7.5.4 Summary : Response differences of English- and

Afrikaans-speakers'.

The analysis of differences between English- and Afrikaans-
speakers' attitudes towards, and practice in, geography
education indicates that in general :-

(1) English-speakers are. more highly qualified
and teach higher standards than their
Afrikaans-speaking‘ counterparts. English-

speaking respondents normally teach in
metropolitan schools whereas Afrikaans-
speakers predominate in small town schools.

(ii) Afrikaans-speakers’' reasons for teaching
relate more towards moulding Apupils’-
attitudes to fit a particular way of life
than do those of English-speakers.

(iid) English-speakers exhibit greater use, and
predisposition to use, methodologies
indicating a pupil-centred approach towards
classroom practice.

In particular there are wide.differences between English-
and Afrikaans-speakers' attitudes towards geography
education and practice. Afrikaans-speaking respondents are
more likely to view geography éducation as a venhicle for the
teaching of 1love of country, culture and Creator than
English-speaking colleagues. They are also more disposed to
stress the learning of factual information about differing
regions of the world and adopt a teacher-centred approach in
the classroom. English-speaking respondents, on the other
hand, are more 1likely to view geography education as

important in developing the social awareness and political

o
(4]



insight of pupils. They also tend to hold attitudes more
favourable to the use of pupil-centred methodologies in
geography education than do A their Afrikaans-speaking
colleagues. This view gains further support when
considering differences between groups in terms of what
influences their choice of teaching style as well as their
actual and ideal methodoldgy use.

English-speakers' choice of teaching style is more
influenced by factors predisposing them to adopt a non-
directive and greater teacher-centred approach in their
geography practice. Afrikaans-speaking respondents tend to
be influenced by guidance gained from authoritative sources
within the school system which, it is postulated, encourage
the adoption of a conservative, teacher-centred approach

towards geography practice.

Clearly then, Afrikaans-speakers, due to their socialization
as pupils. and students in Afrikaans medium educational
institutions, will be 1less third phase in attitude and
practice than their English-speaking colleagues. It is
postulated that this difference is mainly due +to the
conservative influence of the philosophy of Christian
National Education in Afrikaans-medium educational
institutions. It follows therefore that Afrikaans-speakers
are more 1likely to resist the implementation of the third
phase aims and objectives in geography education than are
English- speakers. (

7.6 RESPONDENTS GROUPED ACCORDING TO GENDER.

This section examines the extent fo which male (n = 123) and
female (n = 47) roles may be associated with different
attitudes and practice in geography education (Taple 7.6).
In this regard major differences between group responses are
found in relation to perscnai characteristics (Ho is
rejected in 43% of cases), influences on teaching style (Ho
is rejected in 50% of cases), and the use of teaching

methodologies (Ho is rejected in 33% of cases).
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The relative position of wocmen in the Cape Education
Department may be discerned from the fact +that female
respondents have significantly less ‘geography training and
occupy lower school posts than do their male colleagues.
Interestingly, more female respondents use English as a
medium of instruction and males, Afrikaans. Language
groupingé showed that differences in attitude towards
teaching as a career were most marked in English-speaking
males. This finding is supported by male/female perceptions
of job satisfaction (Q.24), the importance of career
advancemenmt (Q.14) and the desire to obtain promotion
(Q.76), where significant differences are found between
group responses. Male respondents, as a group, are
significantly more concerned with career advancement than
are female respondents and more likely to feel that thevy
made the wrong decision by becoming a teacher. They also
indicate more fregquently than females that they desire to
obtain promotion. It is suggested therefore that the poor
level of material benefits, difficulties encounteréd in
gaining promotion and the generally 1low status accorded
teachers in the community, affect male perceptions of the
worth of a teaching career more than females and giving rise
to their greater 1level of job dissatisfaction (which is

particularily marked in the case of English-speaking males).

7.6.1 Attitudes towards geography education (Qs.9-25).

Group responses concerning attitudes towards geography
education and practice make it possible to reject Ho for
item 35 only (Table 7.6) and it appears that female
respondents are more favourably disposed towards increasing
the amount of regional geography presented at school 1level
than are their male colleagues. This difference in
viewpoint is more 1likely to be training- than gender-based,
as female respondents have generally yeceived less training

in the subject than males.



7.6.2 Attitudes towards training and teaching style (Qs.51-
76).

Although female respondents, as a group, rate the importance
of practical gebgraphy teaching and the teaching of
geography in disadﬁantaged schools more highly and the need
to include the philosophy of geography education less highly
than their male colleagues, there are no other real
differences in group attitudes towards the importance of
training compogents.

However, male/female response differences towards influences
upon teaching style are significantly marked for Ho to be
rejected in 50% of cases. Female ;espondents are generally
more influenced in their choice of.teaching style by role
models, viz., teachers admired as a pupil (Q.65), colleagues
and department heads (Qs.68 and 73), ‘than are maie
respondents. They are also more influenced by the
availability of prepared teaching material (Q.69) and ideas
gained from books and journals (Q.67). '

From these results it appears that females are 1less
individualistic in their choice of teaching style and tend
rather to conform to the style used by 'significant others'.
However, they are relatively more influenced by books and
journals than are male teachers, which suggests that females
may be more willing to accept new ideas and innovafive
teaching practices than are their male colleagues. Males,
on the other hand, are more likely to adopt a teaching styie
perceived to be 'safe' and acceptabie to those who evaluate
their practice for promotion purposes (Q.76).

7.6.3 Actual anrnd ideal methodology use. {({s.77-118).

ticn Hco is rajected in 33% of cases {(Q0s.73, 82,
87, 89, 90, 96 and 97). Of these seven items, three rela

to differences in the use of literature in lessons, two *o

Z
te

the use of visual aids, and one each to the use of pupil-
and teacher-centred methodologies. Male/female response

locations to these items show that in general :-
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(i) female respondents use passages from books
(Q.89), newspaper érticles (Q.96) and journal
and magazine articles (Q.97) more frequently
than do their male colleagues. This supports
the previous finding that the teaching style
of females is more- influenced by the
availability of books and journals than is
that of males an@ would suggest a willingness
to read about the subject and try out new
ideas. |

[

2

(ii) female respondents use pictures (Q.78) and-

films (Q.87) as teaching aids more frequently
than do male respondents.

(iii) female respondents indicate that “~they use
worksheets for‘ reinforcing 1learnt material
(Q.82) and geographical games (Q.90) more
frequently than do male respondents.

Although the findings above suggest that female use of
teaching methodologies is more third phase in nature than
their male colleagues, it is noted that where real
differences exist, they result from responses to items
which both groups indicate as infrequently used. It is
noted, therefore, that both male and female geography
teachers are largely second phase in their approach. This
contention is supported by group responses to their ideal
use of teaching methodologies which show no real differences
between items indicating a teacher- or pupil-centred
approach, with the exception of the relative female
preference for the use of geographical games (Q.111).

From the findings above, gender does not appear to play a
role in determining whether an individual adopts, or is
predisposed to adopt, a third phase approach towards
geography education. Those significant differences which
exist in the attitudes of respondents do not 1lead to a
markedly different choice of teaching style and practice.

Accordingly, the quality of geography education in Cape



- Education Department schools is not likely to be unduly
influenced by the proportion cf male to female teachers in a
school. It is interesting to note that the greater concern
of male teachers with career advancement does not lead to
the adoption of better teaching practice, a reason which is
sometimes advanced by 'departmental officials as a
justification of a job selection policy which favours the
employment of males.

7.7 BETWEEN-GROUP DIFFERENCES IN ATTITUDE AND PRACTICE.

Analysis of teacher responses to questionnaire items
established that Cape Education Department geography
teachers are, as a whole, second phase in their attitudes
and practice (Chapter 6). That a broad generalization of
this nature can be misleading becomes obvious when responses
are grouped according to selected variables. It is possible
to evaluate questionnaire items, sections and the variables
themselves in terms of their effectiveness in highlighting
differences in teacher attitudes and practice.

Real differences between subsets have been isolated on a
statistical basis and it is therefore possible to justify
focusing on particular attributes of the groups. Detailed
analysis of these specific aspects has made it possible to
identify those who are furthest removed from, or closest to,.
the ideals of +third phase geography education and to
determine precisely where these differences appear. The
approach is thus highly successful in recognizing groups of
teachers whose attitudes and practice are most in need of
change if the third phase .aims of the syllabus are to be
achieved. Identification of target areas and groups is
important in order to formulate strategies designed to move
geography education towards .the achievement of third phase
aims. This 1is accomplished by analysing items where
significant differences are found between responses grouped

according to selected variables (Table 7.7).
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Generally items which do not give rise to significant
differences between grcups are those which establish common
ground 1in teacher attitudes and practice in geography
education. Most real differences émerge in group responses
to items relating directly to second or third phase views of
the subject (Table 7.7). In particular they include items
concerning attitudes towards geography education and
practice i.e. developing a 1love of country and culture
(Q.27), the need to present more regional geography (Q.35),
facilitating social awareness (Q.38) and the relative
benefits of pupil- and teacher-centred practice (Q.50).
Also included are items which highlight the use of teaching
methodologies i.e. the actual use of mapwork, fieldwork and
sample tables (Qs.80, 81 and 84) and the ideal use of case
studies (Q.100). These items generate the largest number of
significant group response differences and indicate issues
on which teachers are already divided. Accordingly, these
attitudes and methodologies could be successfully exploited
in order to encourage teachers to adopt third phase
practice.

A total of 79 items (72%) in the questionnaire are seen *o
distinguish significant differences in responses for one or
more of the grouping wvariables. Cbviously some of these
items are 1linked but 39 of them are unigque in that they
identify where differences relate to one particular group
only e.g. in item 68 a significant response difference
appears only when respondents are grouped according to
gender. ‘When responses to an item reflect significant
differences for more than one grouping variable it suggests
that these variables might be associated. There are 19 item
pairings of this nature e.g. training period and teaching
level may be associated in terms of responses to item 70.

In only 12 1nstances do questionnaire items generate

significant response differences to the same item on 3 or

more of the wvariables. This poses guestions of whether the
grouping variables are appropriate; whether the itsms
themselves do not recognise truly identifiable

characteristics or whether the interrelaticons are such that



a multivariate technique should be applied to the data set.
Accordingly the data were subjected to factor and cluster
analysis. The findings, however, indicate that neither
obvious factors nor clearly discernible clusters are
identifiable. These 12 cases, then, are a reflection of
real association between variables which apply only to the
specific items. It follows that the methodology used in
this study to determine between-group differences is highly
appropriate and would seem to be the best way of identifying

precisely where real differences lie between the groups.

Certain sections of the questionnaire were more effective in
generating significant differences between some groups than
others (Table 7.7). These are influences upon teaching
style, attitudes towards geography education and practice
and the use of teaching methodologies. These sections are
those which are mosf applicable and useful in terms cof
assessing the nature of geography within an education
system. Within these sections some produce relatively more
significant differences when responses are grouped according
to certain variables, than do others. Thus responses, when
grouped according to language medium and by teaching level
generate the largest number of significant differences
concerning attitudes towards geography educaticn and
practice. When language medium .is combined with training
period, they generate the 1largest number of significant
differences relating to influences upon teaching style, and
when combined with gender, the largest number of significant

differences concerning the use of teaching methodologies.

Overall, by far the greatest number of real differences_
appear when responses are grouped according to language
medium (Ho may be rejected in 43% of cases). This indicates
the importance of 1language in the process of teacher
scclaiization within the Cape Education Department. It is
language medium which emerges as the most important single
variable identifying teachers With divergent viewpoints
regarding geography education and practice. In this regard
those who teach through the medium of Afrikaans are markedly

less third phase in their attitudes and practice than their



English-speaking colleagues. Afrikaans-speaking teachers,
as a group, consistently rate attitudes and practice
reflecting second phase viewpoints more positively, and
third phase viewpoints more negatively, than do their
English-speaking colleagues. This difference between group
viewpoints is most. clearly evident from responses to items
concerning teaching practice issues - a finding which
supports many of the arguments and assumptions set out in
Chapters 1 and 2 relating to the impact of Christian
National Education upon the attitudes and practice of
geography teachers. Concomitant with this finding is the
fact that geography education is markediy different in
English and Afrikaans-medium schools and institutions, a
factor which must be taken into account if 'White' geography
education in both the CapezEducétion Department and South

Africa as a whole is to become third phase in nature.

A similar proportion of differences are generated when
teachers are grouped according to teaching level, training
period and school location (Ho is rejected in 30%, 27% and
27% of cases, respectively). That the first two wvariables
are inevitably associated is evident from the fact that the
same items highlight significant differences on both
groupings in 40% of cases. Respondents who teach up *to the
standard 9 and 10 level display attitudes indicating that as
a group they employ an approach towards geography education
which is more third phase in natﬁre than those who teach
solely in the lower standards. The finding, may however,
reflect the fact that most junior teachers are Afrikaans-
speakers and most senior teachers, are English—speakers.
It follows that junior secondary 1level geography is 1less
third phase in nature than .that found at the senior

secondary school level.

Although <he practice of both groups is similar, pre-~1970
respondents reflect a greater second phase emphasis in
-approach towards the subject. This is particularly the case
in response to items dealing with pupil-centred issues in
geography educatiocn. The more positive view, held by post—

1970 trained respondents towards pupil-centred education
§
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also reflects their actual and idealised use of teaching
methodologies. '

Respondents residing in small town schools are less third
phase in their approach to geography education than
colleagues in larger centres. It is postulated that this is
an indirect result of cultural differences generated by the
féct that small town'schools predominantly reflect Afrikaner
values and metropolitan schools English values and attitudes
towards education. These differences are magnified by the
widely accepted fact that people living in rural areas tend
to be more conservative in their attitude towards new
innovations and ideas than those in large wurban areas.
Interestingly, the perceivéd influences upon teaching style
vary markedly between teachefs in schools 1located in
different sized centres. In this regard the need for
remedial action in terms of in-service training is clear.
The fact that most in-service courses are conducted in
metropolitan areas would indicate that those most in need of
training are not being catered for.

Gender and length of training each identify a similar number
of real differences between group responses (Ho may be
rejected in 24% and 22% of cases respectively). Few, if
any, differences exist between male/female use of pupil- and
teacher-centred techniques. However, male teachers are more
likely to adopt a style which they‘perceive will win the
approval of those in authority, whereas females are more
influenced by past and present role models and ideas gained
from books and Jjournals. From this it is contended that
females are more likely to be susceptible to the adoption of
third phase practice than their male colleagues.

Of all the factors used as grouping variables, length cf
training produced <he fewest response differences,
indicating that increased training does not bring about
marked change in teacher attitudes and practice. It 1is
particularly notable that the number of differences
identified between the teaching practiée of those with 2

years cr 1less and 5 years or more training experience, are
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fewer than those generated by any of the other grouping
variables. This finding suggests that training ié not an
important influence in the process of geography teacher
socializaticn. " |

There are marked implications arising from analysis of
between-group differences in geography teacher attitudes angd
practice. These differences may be used to identify target
areas for change :-

Firstly, the whole system of Afrikaans-medium education
(both in schools and tertiary institutions) supports
the maintenance and perpetuation of second pbhase
attitudes and practice. Although fraught with
difficulty, strategies for change should be devised to
overcome this fundamental problem and further research
is necessary to expose ﬁhe underlying factors which
influence Afrikaans speakers'’ approach towards
education 1in general, and 'geography‘ education in
particular. '

Secondly, particular attention needs to be given to the
teaching of geography in the junior secondary phase.
Traditionally in-service training has been fccused upon
the senior secondary level. While this is not to be
discouraged, there 1is a great need for in-service
training to be given to junior secondary level teachers
if third phase aims and practice are to become the norm
at all levels in sécondary schools. The notion that a
third bhase geography approach will 'trickle down' to
lower standards does not appear to occur in practice.

Thirdly, pre-1970 trained teachers who are lsss third
phase than their younger colleagues, are most likely to
occupy senior pecsitions in the school hisrarchy thereby
influencing junior teachers to adopt teacher-centread
practice. If change is to occur, strategies need to be
devised to encourage older teachers to be not simply
well-versed in the 'new geography' content but also to
teach it in an appropriate manner. In this regard it
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is suggested that iIn-service workshops involving
practical experience in the use and preparation of
pupil-centred teaching methodologies would go a long
way towards improving the situation.

Fourthly, change will. need to occur in small town

' schools. A strategy which provides special in-service
education programmes for those in small centres could
help improve the situation, particularly as responses
from small town teachers reveal that they are
susceptible to influences emanating from departmental
sources. ’

Finally, as length of academic and professicnal
raining have been shown to have little effect upon

teachers' adoption of third phase attitudes and
practice, it is essential to establish what training
does achieve. More research should be . undertaken to

establish the long-term effects of pre-service
geography methodology courses and their influence upon
teacher adoption of non-directive - pupil-centred
teaching strategies in the schools. Findings in this
respect should feed back into the training system in
order to inform the nature of training programmes.
Further testing can then focus on whether a new system
of teacher education would have a more positive effect
upon the adoption of third phase ideals by teachers in
the schools.

The research discussed in this chapter has identified where
differences lie in geography teacher attitudes and practice
in the Cape Education Department. It is thus possible to
target those teachers having attitudes and practice which
are furthest removed from the ideals of third phase
gecgrarhy education. As these differences are not
apparently due to the influence of training it remains +o
investigate how, and at what point in their career, teacher
attitudes towards, and practice in, geography education are

formed.



CHAPTER EIGHT

GEOGRAPHY TEACHER SOCIALIZATION : TRAINING AND SCHOOL
EXPERIENCE.

Differences ©between respondants grouped according to
training period, indicate that changes occur in teacher
attitudes and practice with time. This  supports
socialization and classroom decision-making theory that
attitudes and practice change as individuals move from
student to experienced teacher. Most of these changes
appear to occur during the probationary year of teaching
(section 3.1 and 3.2). However, Chapter 8 is not confined
to an investigation of the probationary year of teaching
only, but is aimed at identifying and monitoring the process
of geography teacher . socialization as individuals move
through the career hierarchy. Two research techniques:were
used in order to’ determine the nature and process of
change. Firstly, using questionnaire data, periods of change
were identified by statistical  analysis of between-group
differences relating to poéitions in the geography career
hierarchy. Secondly, this proéess of change was monitored by
analysis of probationary teacher diaries concerning
influences upon their attitudes and practice.

8.1 RESPONDENTS GROUPED ACCORDING TO POSITION IN CAREER
HIERARCHY. '

The position of teachers in the career hierarchy is largely
determined by experience rather than training, school or
personal variables. Accordingly, changes in attitude and
practice between respondents in different post levels allows
insight into the process of socialization without +the
complicating influence of the differences identified in
Chapter 7. The analysis is further enhanced as there is a
good spread of respondents in'differentvcareer posts (Table
6.1).
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Longitudinal changes - in -attitudes and practice are
identified by differences in response (using P3D and P3S
programmes as in Chapter 7) between consecutive groups
categorised according to respondent's position in the career
hierarchy, i.e., beginning student, gualified student,
probationer, teacher, senior teacher and head of department.
Although in the survey 2% of respondents were deputy
principals or principals, the sample was too small once all
cases where one or more items had not been answered were
rejected (see Chapter 7).

Accordingly there are six categories defined as follows.
Beginning students are those who are.at the start of their
professional training (post-graduate higher diploma in
education). Qualified students are those who have-.just
completed their post-graduate higher diploma in education.
Probationers are individuals in their first year of
teaching. Teachers are thosé teaching geography but not in
charge of the geography education programme in a school.
Senior teachers are in charge of geography education
programmes in a particular school. Finally, heads of
department (HODs) are those who hold senior administrative
posts in the school hierarchy as well as teaching gecgraphy
(they may also be in charge of the geography education
programme in a school).

As the purpose of the analeis is to identify the process of
teacher socialization, it is important to know not only the
nature of differences but also when they occur. It was
- therefore decided to test for real differences between the
groups by comparing pairs in temporai order on the career
hierarchy rather than by using multivariate techniques.
Accordingly the Mann-Whitney test was applied to consecutive
data sets. As 1in previous cases, real differences were

taken as those where p = < 0,10..

Given the aims of this chapter, +the discussion focuses upon
items which deal specifically with an individual's attitudes
towards, and practice in, geography education. Items

concerning personal characteristics, reasons for teaching



and attitudes towards geographyvteacher training components,
therefore, are not discussed although reference to Tables
8.1 - 8.10 will enable those interested to establish the
nature of any differences in the above attributes.

8.1.1 Differences in response between beginning and

qualified students.

In order to establish pre-service attitudes towards
geography education and practice, geography methodology
students from the four feeder universities in the Province
completed questionnaires before, and again after undertaking
their post-graduate higher diploma in education (HDE).
Student responses to the questionnaires were not matched due
to the anonymous nature of the study, although with
hindsight it would have been possible to allocate a random
number for each student. Although student questionnaires
contained the same questions as the teacher survey some
sections were not included.  In particular, beginning
students were not asked to»comment on both their actual and
preferred use of methodoiogies, and qualified students,
although commenting on their ideal in the wuse of
methodologies, were not requireduto indicate their actual
use of aids and technigques. These sections,-therefore, wers
excluded from the respective questionnaires. Analysis of
within-group differencees between beginning and qualified
students does not, therefore, include actual and ideal use
of methodologies, and differences between qualified

students' and probationary teachers' actual methodology use.

According to teacher socialization theory (section 3.1),
students at the commencement of pre-serviee training have
already informally established attitudes towards education
and practice as a result of the process of anticipatory
37. Due to participation in an
HDE course, however, these attitudes should become mora
'liberal’ in nature (Hogben and Petty, 1979). By comparing
the attitudes of geography students before and after the
completion of a geography methodology course it is possible

i
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to gauge the short term impact‘of training and test the

theoretical assumptions above.

Table 8.1 presents the probabilities that between-group
response differences to question .items dealing with
attitudes towards geography education and practice, as well
as perceived influences upon teaching style, are the result
of chance. Overall the null hypothesis could be rejected in
32% of cases (p = < 0,10).

8.1.1.1 Attitudes regarding geography education and
practice (Q.26-50).

Real differences in responses between beginning and
qualified students in this section occur for 9 out of 25
items (Hc is rejected in 36%  of cases). Those responses
reflecting possibly significant differences (0,10 > p >
0,05) relate to perceptions of the relevance of the subject
in relation to the needs of pupils (Q.44), the ideal time tb
be spent on ‘'teacher talking’' as opposed +to 'pupil
working'(Q.47), and whether pupil-centred teaching methods
achieve greater learning in pupils than traditional methods
(Q.50). Items displaying significant differences between
responses (p < 0,05) concern perceptions of the importance
of geography in developing a love for country and culture
(Q.27), teaching concepts and skills wuseful to society
(Q.29), instilling respect for moral values and tolerance of
other races, religions and ways of life (Q.30), developing
problem—sol&ing skills (Q.36), conformity in the use of
teaching methods (Q.48), and the practicalities of using
pupil-centred methods (Q.49).

In all instances gualified students hold more 1liberal
attitudes towards geography education and practice than they
did as beginning students. Clearly geograpny methodology
courses play a positive role in influencing students to

adopt third phase attitudes and practice.
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8.1.1.2 Influences upon teaching style (Q.65 - 76).

Real differences only emerged in thfee instances viz., items
dealing with the perceived influence of textbooks (Q.71),
teacher guides (Q.74) and examirations (Q.75) :upon an
individual's choice of teéching style. Group response
histograms indicate that once qualified, students rate the
above items to be of lesser importance in influencing their
choice of teaching style than they did at the beginning of
their HDE course. The change in - attitude towards
examinations and textbooks 'suggests that as students
progress through their HDE year they become less influenced
by factors predisposing them towards the adoption of second
phase practice (section 4.2). This finding supports the
contention that geography methodology courses help encourage
third phase aims and practice (section 8.1.1.1).

8.1.2 Differences in response between gualified students

and probationers.

It is postulated that major changes will occur in the
attitudes held by individuals at the end of their training
and after a few months as probationary teachers (Denscombe,
1982). Generally, researchers suggest that "the impact of
the university is evident but does not last beyond the first
few high-pressure weeks of full-time teaching during which a
reorientation to what might be called the orthodox positicn
is already well under way" (Hogben and Petty, 1979, p.219).
Accordingly, it could be expected that differences between
qualified student and probationary teacher responses woculd
reflect a move from a liberal to a conservative position
regarding the nature of geography education and practice
(section 3.1).
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Cverall, rea
probationer responses to questionnaire items are found in
31% of cases (Table 8.2). 1In pafticular, major differences
occur in relation to the idealised use of teaching aids and

techniques (Ho rejected in 48% of cases).
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8.1.2.1 . Attitudes regarding geography education and
practice (Q.26 - 50).

In this section Ho is rejected in 24% of cases. Although
real differences between the two groups emerge in attitudes
towards increasing the amount of regional geography in
schools (Q.35) as well as encouraging environmental
awareness and conservation ethics in pupils (Q.40), of
greater interest are differences in attitudes towards the
use of pupil-centred teaching methods (Qs.46, 47 and 49) and
the influence of colleégﬁes on methodology choice (Q.48).
In this regard :-

(i) probationers are less positive regarding the
importance of regional content and deVeloping
environmental awareness . and ethics in

geography education than qualified students.

(ii) probationers indicate that they perceive

| pupil-centred teaching to be idealistic and

not practical in rea;ity; qualified students

hold the opposite viewpoint. Qualified

students also favour a greater amount of

'pupil working' to 'teacher talking' in
geography lessons than do probationers .

(iidi) probationers acknowledge that they normally
conform . to the teaching practice of
colleagues in the school, whereas qualified
students do not feel that they will be
influenced by colleagues once they start
teaching (modes = 2 and 4 respectively).

As an individual progresses from‘being a qualified student
tc a probaticnary teacher, changes in attitude are mainly
concerned with teaching practice issues where a definite
move away from the previously held positive perceptions
regarding pupil-centred teaching is evidenced. This change

clearly supports socialization theory and indicates that
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school experience is more influential than training in
determining teacher attitudes towards practice.

8.1.2.2 Influénces upon teaching style (Q.65 - 76).

Here, Ho is rejected in 17% of cases. An item refiecting a
possibly significant difference is the inflﬁence of
examinations (Q.75) on teaching style. A significant
difference is found for the influence of textbooks (Q.71;.
Response histograms show that both of the above items are
more influential in determining choice of teaching style
when individuals move from qualified student to probationer.
In particular, change in perception of the importance of
textbooks is very marked.

It is particularly interesting to analyse the direction of
changes occurring in the perception of qualified students
and probationers towards the relative importance of factors
influencing their choice of teaching style. Although the
correlation is high (rS = 0,73) and significant at the 95%
level, the top four positions in the qualified student and
probationer rankings show interesting differences (Table
8.3). Firstly, the availability of equipment and other
prepared teaching material, as well as the classroom
behaviour of pupils, are ranked in the top three by both
groups and can thus be consideréd as enduring in their
importance. Secondly, qualified students rate ideas gained
during their teacher training course as the most important
factor influencing their choice of teaching style, whereés
probationers rank this item as only sixth in importance.
Thirdly, the influence of textbooks on teacﬁing style drops
to tenth position for qualified students from being
considered third in importance by probationers. Finally,
examinations occupy fourth position in the probationer

rankings but only ninth position in the qualified student

Together these findings indicate that school experience has
a stronger influence upon teacher choice of style than
training and supports the ideas of Mardle and Walker (1979)
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! ITEM ! ! QUALIFIED ! PROBATIONER ! MOVE !
! ! STYLE ! STUDENT ! ! !
! 65 | Teachers admired while . ! 6 ! 7% !o=-1 !
! ! pupil ! ! ! !
! 66 ! Ideas from teacher - ! 1 ! 6 ! =5 1
! ! training ! ! ! !
! 67 ! Ideas from books/ ! 4 ! 7% ! =3 1
! ! journals !. ! 3 !
! 68 | Teaching styles of ! 7 ! 5 ! +2 !
! ! other teachers ! ! ! !
! 69 ! Equipment/ prepared ! 3 ! 2 too+1
! ! material ! ! ! !
! 70 ! Pupil classroom ! 2 ! 1 P+l
! ! behaviour ! ! ! !
!' 71 ! Textbooks ! 10 ! 3 1o+7
! 1 i 1 1 J
! 72 | Inservice courses/ ! 5 ! 10 ! -5 !
! ! Geog. associations ! ! ! !
! 73 ! Instructions from ! 11 ! 9 !o+2 !
! ! subject head ! 3 ! ! !
! 74 | Departmental guides ! 8 ! 11 Po-2 0t
f ! ! 1 ! !
! 75 | Examinations ! 9 ! 4 !'o+5
1 1 ! ! -1 !
! 76 | Desire for promotion ! 12 ! 12 ! c
! ! 1 1 1 1
* identical mean

TABLE 8.3. RANKING OF INFLUENCES ON QUALIFIED STUDENT AND
PROBATIONER TEACHING STYLES (RANKING ACCORDING TO

RESPONSE MEANS).
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and others (section 3.2). The effect of an increase in the
influence of textbooks and examinations and a corresponding
decrease in the influence of training (Qs.66 and 72) upon .
the chcice of teaching style, suggests that teaching
practice will ©become 1less third phase 'in nature as

individuals move from qualified student to probationer.

8.1.2.3 Idealised use of teaching methodologies
(Q.98 - 118).

An obvious question which is raised‘is whether the changes
in the relative importance  of factors influencing teaching
style are a response to classrbom pressure only, or Whether
the ideals remain unchanged. Interestingly, the responses
of qualified students and. probationers regarding their
idealised use - of teaching methodologies show many
differences (Ho is rejected in 48% of cases).

Qualified students rate their ideal use df pictures (Q.G9),
case studies (Q.100), wOrksheefs' as discovery method
(Q.104), sample tables (Q.105), slides (Q.109), geographical
games (Q.111), video films (Q.114), journal and magazine
articles (Q.118) more highly.than probationers. In direct
contrasf probationers rate the idealised frequency of using
talk and chalk (Q.112) and the discussion and reading of
duplicated notes (Q.115) more highly than' gqualified
students.

Clearly as individuals move from - qualified student to
probationary teacher they become more teacher-centred in
their approach to geography ‘practice not only in their
attitudes towards the use of methodologiés but in terms of
their ideals as well. Once again these results support the
theory that school experience plays a greater role in
determining teacher practice than training experiencs

{section 3.1).



[3V]
b
[se]

8.1.3 Differzsnces in response between beginning students

and probationers.

The preceding sections have identified real differences
between beginning and gqualified students as well as between
gualified students and probationers in both attitudes and
practice. Whether beginning student attitudes differ
significantly from those of probationers has not been
established. Ds2spending on'whether one agrees with the idea
that changes between student and probationer attitudes
result from the process of anticipatory socialization or the
influence of school experience, differences between
beginning students and probationers would be expected to
reflect either :- |

(i) few differences, due to a reversal of
attitudes towards those held before'training
commenced as a result < of the relative
dominahce of anticipatory socialization over
training experience; or.

(ii) numerous differences, reflecting ~ the
accommodation of training influences
resulting from the interaction between
training and school experience, during the
probaticnary vyear.

8.1.3.1. Attitudes regarding geography education and
practice (Qs.26 - 50).

From Table 8.4 it is noted that Ho is rejected in 28% of
cases in this section (Qs.35, 36, 39, 40, 47, 48 and 49).
Items reflecting significant differences concern attitudes
towards increasing -the amount of regional geography at
school level (Q.35), the development of problem-solving
skills (Q.36), appreciation‘ of the environment (Q.39),
envircnmental awareness and con$Servation ethics‘(Q.40)( as
well as practice issues (Qs.47,'48 and 49). Group response

histograms for these items reveal that generally :-
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PROBABILITY

OF DIFFERENCES REFLECTING CHANCE VARIATION

BETWEEN GROUPS.

BEGINNING STUDENTS AND PROBATIONERS
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(i) beginning students feel more strongly about
increasing the amount of regional geography
in ‘the syllabus, developing critical
appreciation of the environment,
environmental awareness and conservation
ethics, than do their probatibnary
colleagues{ "Although the above identifiable
differences in attitude towards syllabus
content, skills and ' envircnmental concerns
exist, they cannot be’ expected to have as
direct an impact upon classroom behaviour as
those relating to practice issues.

(ii) probationers, although ‘favouring the
developmeht ¢f pfoblem-solving skills more
than beginning students, show a greater
teacher-centred approach (Q.47) and believe
more strongly that pupil-centred approaches
are not - practical in reality (Q.49).
Probationers also acknowledge a greater
dependence upon‘colleégues, as they'conform
in their methods of teaching more than they
had anticipated as beginning students (Q.48).
The attitudes of beginning students are more
third phase in nature than those held by
probationers. These changes in attitude
towards geography practice are worrying and
indicate that the effect of training
experience, relative 'to that of )schodl
experience, is. minimal in terms of its
influence on an individual's choice of

teaching practice.
8.1.3.2 Influences on teaching style (Q.65 ~ 76).

The many differences bétween group responses (Ho is rejected
in 42% of cases in the section) indicate that anticipatory
socialization does not play a large role in determining
geography attitudes and practice in the Cape Education
Department.
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Real differences appeér in responses’to the importance of
pre-service training programmes (Q.66), ideas gained from
books and journals (Q.67), textbooks (Q.71), in-service
training/geography teacher associations (0.72), and teacher
guides from the education department (Q.74). | Response
histograms reveal that :-

(i) beginning students expect the influence of
teacher training, ideas gained from books and
jourrals, in-service training, geographicail
associations and departmental teacher guides
to be of greater importance than probatiocners
do.

(ii) probationers find the influence of textbooks
to be more important than do their beginning
student colleagues.

The above differences in perception of expected and real
influences upon an individual's choice of teaching style
clearly indicate that those related to training experience
decline dramatically in importance once individuals enter
the school environment. Although there is a very strong
positive correlation (rs = 0,80 which is significant at the
98% level) between the ranking of responses (Table 8.5), it
is clear that those factors showing a positive move (0s.65,
68, 69, 70, 71, 73 and 75) relate to school influences. In
particular the influence of textbooks and examinations are
seen to increase in importance. On the other hand the
importance of pre-service training, in-service courses and
geography associations (Qs. 66, 67, 72 and 74) show large
negative changes in ranking as they decrease in relative

importance once respondents start teaching.

The <finding above implies that students start their
geography methodology course with positive expectations of
training and regard it as influential in relation to their
choice of teaching style. In the case of the Cape Education
Department at least, the influence of anticipatory

soccialization is not as strong as expected. This is
I
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! ITEM ! INFLUENCES ON TEACHING ! BEGINNING ! PROBATIONER ! MOVE !
! ! STYLE ! STUDENT ! ! !
! 65 ! Teachers admired while ! 8 ! 7* (S
! ! pupil ! ! ! !
! 66 | Ideas from teacher - ! 1 ! 6 ! =5 1
! ! training ! ! ! !
! 67 ! Ideas from bocks/: ! 4 ! 7% ! =3 1
! ! journals ! ! ! !
! 68 | Teaching styles of ! 6 ! 5 T+l !
! ! other teachers ! ! ! - !
! 69 ! Equipment/ prepared ! 3 ! 2 too+1 !
! ! material ' ! ! , ! !
! 70 ! Pupil classroom ! 2 ! 1 o+l !
! ! behaviour ! -1 ! !
! 71 ! Textbooks ! 9 ! 3 I +6 !
1 ! ! ! ! 1
! 72 | Inservice courses/ ! 5 ! 10 ! -5 1
! ! geog. associations ! ! ! !
! 73 | Instructions from ! 11 ! 9 !o+2
! ! subject head ! ! ! !
! 74 | Departmental guides ! 10 ! 11 'o=-1 !
1 ! 4 ! ! 1
! 75 | Examinations ! 7 ! 4 'o+3
! ! ! ! ! 1
! 76 ! Desire for promotion ! 12 ! 12 ! o 1
! 1 ! ! ! !
* identical mean

TABLE 8.5. RANKING OF INFLUENCES ON BEGINNING STUDENT AND

PROBATIONER TEACHING STYLES (RANKING ACCORDING TO

RESPONSE MEANS).
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illustrated by the 1low ranking of the influence of past
teachers wupon choice of teaching style (0Q.65). Once
individuals become probationary teachers, however, scheol
experience reduces the influence of a tréining which
stresses pupil-centred approaches to teaching practice.
Simultaneously, factors predisposing teachers to adept a
teacher-centred approach to practice increase in importance
as probationers struggle to deal with the reality of
Cclassroom teaching. |

8.1.4 Differences in response between probationers and

teachers.

Theory regarding teacher socialization would suggest that
relatively few differences between probationer and teacher
attitudes and practice should be found when compared with
those that exist between qualified student and probationer.
It is suggested that the first year of school experience
moulds probationers' attitudes and they quickly conform to
the practice of their colleagues'(Hogben and Petty, 1979).

As the Ho is rejected in only 20% of cases (Table 8.6) this
theory apparently holds in the case of geography teachers in
the Cape Education Department. In their attitudes and
practice, probationers and teachers are closer to each other
than are qualified students and probationers. This implies
that the attitudes and practice of geography teacher will
undergo most change during the probationary year, a finding
which corresponds with the socialization process presented
in Chapter 3.

8.1.4.1 Attitudes regarding geography education and
practice (Q.26 -50).

Scme real differences between probaticner and teacher
responses do appear in their respective attitudes towards
the need for the subject to encourage a wonder of creation
(Q.28), dealing critically with political ideals as they
pertain to spatial patterns and organisation (0.31),
supplying pupils with facts about the world they 1live  in
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TABLE 8.6.

PROBABILITY OF DIFFERENCES

REFLECTING CHANCE VARIATION BETWEEN GROUPS.
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(Q.33), developing an appreciatibn of the environment {Q.393)
and encouraging environmental awareness and conservaticn
ethics  (Q.40). In all instances, teachers respond more
positively towards these items than probationers. It
follows therefore, that teachers are mere third phase in
their attitudes towards geography education <+han their
probationary colleagues. In terms of content though, they
feel more strongly that geography education should be
factually based (Q.33). Perhaps more important, however, is
the fact that the attitudes of probationers and teachers
towards teaching practice issues show no real differences
((Qs.46, 47, 48, 49 and  50). This suggests that although
probationer and teacher attitudes may differ in certain
respects, the influence of classroom experience determines
that practice remains: the same.

8.1.4.2 Influences upon teaching style (Q.65 - 76).

The above contention (section 8.1.4.1), is supperted by the
fact that no real differences emerge between probationer and
teacher responses in this section. Clearly the pressures of
school experience upon probationers and teachers cause them
to adopt a similar approach when teaching the subject.

3.1.4.3 Use of teaching methodologies.(Q.77 - 97).

The findings thus far suggest that few, if any, differences
should be found between probationer and teaéher use - of
teaching methodologies. Real differences between groups do,
however, appear in relation to their use of photogrzphs
(Q.77), pictures (Q.78), passages from books (Q.89),
discussion and reading of duélicated notes (Q.94), computers
(2.95), and journal and magazine afticles (Q.97). it
appears that :- '

(i) teachers use photographs, pictures, rassages
from books, journal and magazine articles
more frequently than do their probationer

colleagues.
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(ii) probatione:s use  discussion and reading of
duplicated notes, and computers, more
frequently than teachers.

Although the above differsnces exist they  are 1largely
related to the use of aids. rather than techniques. This
would suggest that probationer and teacher approaches to
geography education are similar, wviz., teacher-centred in
nature. This contention is supported by comparing mean
responses for items reflecting the use of pupil- and
teacher-centred approaches (Table 8.7). '

Probationer (X)
4,1

Methodologies
Textbooks (Q.86)

! Teacher (X)
!
Talk and chalk (Q.91) !
1
!

4,2

(@

!
i
!
! Worksheets:

! (reinforcement) (Q.82) )
! (discovery method) (Q.83)!
! Case studies (Q.79) i
! Fieldwork (Q.81) ot
! Geographical games (Q.90)!

NN WW
FWNON O
NN WW

[ - ~ - -

OO NN

TABLE 8.7 Probationer/teacher use of selected methodologies.

The actual scores clearly indicate that teacher-centred
techniques are frequently used by both groups. The closeness
of probationer and teacher values for each methodology
illustrates the fact that no real differences exist between

probationer and teacher use of methodologies.

8.1.4.4 Idealised use of teaching methodologies
(Q.98 - 118).

In this section Ho is rejected in 24% of cases. Items where
differences exist concern the idealised use of mapwork
(Q.101), overhead projector (Q.106), textbook (Q.107),
slides (Q.109), and video films (Q.114). Responses indicate
that teachers view the ideal use of the above items more
positively than probationers except in the case of glides,
where the converse is true. 'JAgain the real differences
identified relate to the use of aids rather than techniques.
However, ©both groups indicate +that their ideal wuse of

selected methodologies (Table 8.8) is less teacher-centred
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in approach than their actual use of these methodologies
(Section 8.1.4.3). This is evident from the mean scores and
the order of the means in Tables 8.7 and 8.8.

! Methodologies ! Probationer (x)! Teacher (X)!
! Worksheets: ! ! !
! (Reinforcement) (Q.103) ! 4,2 ! 4,1 !
! (Discovery method)(Q.104)! 4,0 ! 4,0 !
! FPieldwork (Q.102) ! 3,8 ! 3,8 !
! Talk and chalk (Q.112) ! 3,8 ! 3,8 !
! Textbooks (Q.107) ! 3,6 ! 3,8 !
! Case studies (Q.100) ! 3,5 ! 3,6 !
! Geographical games(Q.111)! 3,4 ! 3,1 !

TABLE 8.8 Probationer/teacher idealised use of selected
methodologies. - '

8.1.5 Differences in response between teachers, senior

teachers and heads of department.

As far as can be ascertained, research into the
socialization of teachers has not attempted to identify
differences between teacher’ attitudes and practice in
relation to school vpost. It is generally assumed +that
teachers, as a group, exhibit similar attitudes and practice
regardless of their position in the school hierarchy. In
order to establish whether this is the case with geographers
in the Cape Education Department, teacher, senior teacher
and head of department responses were analysed.

8.1.5.1 Teachers and senior teachers.

Table 8.9 presents p values showing that differences between
teacher and senior teacher responses appear to be the result
of chance. Overall, as Ho is rejected in only 18% of cases
this indicates that teachers and senior teachers hold

largely similar views regarding attitudes and practice.

Where differences are found they generally concern
perceptions of influences upon teaching style (Ho is
rejected in 25% of Cases). Items include teachers admired

when individuals were pupils (Q.65) and ideas gained during
pre-service training (Q.66). Teachers are more influenced
in their choice of teaching style by their experiences as
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pupils and by pre-éervice tféining, than are senior
teachers. A possibly significanf' difference appears in
relation to the influence of instruction given by subject
heads (Q.73) where senior teachers are more positive. This
is easily explained as senior teachers are generalfy subject
heads in their schools and can therefore be expected to8
regard their input as influential.

Two important differences appear as individuals move from
teacher to senior teacher. These involve the influence of
training and past role models on the choice of teaching
style. It is postulated that when individuals take charge
of geography education within a school (senior teacher) they
become increasingly independent and rely ‘more on their own
experience than that of others. This experience, it should
be noted, relates largely to the classroom behaviour of
pupils and their response to different teaching styles, the
availability of equipment and teaching materials (such as
prepared worksheets), and the material contained in
textbooks (top three items according to means for both
groups). These influences, combined with the lesser one of
past training, suggest that senior teachers will be more
teacher-centred in. their apprcach to geography education
than their teacher colleagues. This 1is regrettable as
senior teachers influence the Elassroom decisicon-making of
their colleagues due to the role they play in the n@rit

promotion system (section 4.2.5).

Real differences between teacher and senior teacher
attitudes towards geography education and practice only
appear in approximately 10% of the total items_in this
section. They concern attitudes towards increasing the
amount of regional geography (Q.35) and mapwork (Q.41) in’
the school syllabus, and the need for syllabus change in
schosl geography (£.42). Althcugh teachers, on average,
agree more strongly with the above statements than do senior
teachers, this does not indicate a trend which would clearly
differentiate between teacher and senior teacher approaches

towards geography education.
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Neither significanf nor possibly significant differences are
found in relation to attitudes.tcwards teaching practice.
It is not surprising, therefore, to find that teacher and
senior teacher use of teaching methodologies is similar (Ho
is rejected in 19% of cases in this section). Except for
the use of talk and chalk (Q.91), ‘items showing real
differences concern the use of aids such as computers
(Q.95), newspapers (Q.96), joufnal and magazine articles
(Q.97). Teachers use newspaper, journal and magazine
articles more frequently than do their senior colleagues,
which suggests that they are more interested in updating
their course content and making it relevant for their pupils -
than are their senior collegues. Although senior teachers
generally use computers more frequently than their teacher
colleagues, the amount of use is very low (mean = 1,25 where
1 = never use the aid or technique). Senior teachers use
talk and chalk (Q.91) significantly more than teachers.
This would indicate that senior teachers are 1less third
phase in their use of teaching methodologies than are
teachers.

Real differences between group responses towards the
idealised use of methodologies (Ho is rejected in 19% of
cases) concern the uée of case studies (Q.100), fieldwork
(Q.102), sample table (Q.105) and geographical games
(Q.111). Response histograms for these items indicate that
in all the ébove cases teachers would prefer to use these
methodologies more frequently than would senior +teachers.
This finding clearly supports the earlier contention that
senior teachers are less pupil-centred in their approach to

gecography education than teachers.
8.1.5.2 Senior teachers and heads of department.

Senior gecgraphy teachers are- generally conly in charge oif
the geography education programmes in secondary schools,
while heads of department (HODs) are involved with general
school administration relating to the functioning of a
number of different subjects, one of which may be

geography. Both positions require the persons occupying
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PROBABILITY OF DIFFERENCES REFLECTING CHANCE

VARIATION BETWEEN GROUPS.
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them to carry responsibility (althbugh»at different levels)
for the standard and quality of geogfaphy education received
by pupils. Accordingly, few differences in group attitudes
and practice are to be expected, as pfessures upon
individuals should be similar. This is confirmed by the
fact that the responses of senior teachers and HODs only
allow rejection of Ho iﬂ 9% of cases (Table 8.10).

There are few real differences in attitude towards geography
education and practice (Ho is rejected in'8% of cases) and
there is a real possibility that these differences are
spurious (probability of type 1 error is high). The only
significant difference is found with regard to the question
of whether geography syllabuses should be designed to
facilitate the social awareness of pupils (Q.38).' In this
respect HODs are more 'favdurably' disposed towards
syllabuses designed to facilitate social awareness than are
senior teachers. ’

No attitude differences are found between groups in relation
to teaching practice, but real differences are found in 14%
of cases between senior teachers and HODs use of teaching
methodologies. Possibly significant differences are seen in
relation to the use of case studies (Q.79) and sample tables
(Q.84), and a significant difference in relation to sound
tapes (Q.92). HODs tend to use the above aids and techniques
more frequently than senior teachers which suggests .that
they are more pupil-centred in their practice than senior
teachers.

H.0.D. (X)
4,2

Senior (Xx)
4,

! Methodologies
! Talk and chalk (Q.91)
! Textbook (Q.8%6)
! Worksheets:
! (reinforcement) (Q.82)
1

1

1

1

[
\S]

r’

~ 0~

OQKFW,

(discovery method) (Q.83)
Case studies (Q.79)
Fieldwork (Q.81)
Geographical games {(Q.90)

HFNNNWW >
s RN RN )
NDWWwww W

S Bt b b~ Ss bem s bm] o=

TABLE 8.11 Senior teacher/HOD use of selected
methodologies.
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Mean scores (Table 8.11) indicate that there is little, if
any, difference between senior teacher and HOD use of
teacher-centred methodologies although slight differences
are found in relation to the average frequeﬁcy with which
these groups wuse pupil-centred techniques viE., .case
studies, fieldwork and geographical games. Regarding the
ideal use of teaching methodologies Ho is accepted in 95% of
cases and both groups retain a teacher-centred ideal. When
mean scores are considered (Table 8.12), and compared with
those in Table 8.11, a slight difference is seen between
actual and idealised methodolgy use. The 'frequency with
which they feel talk and chalk and textbooks should be used
drops for both groups, while the ideal use of geographical
games and case studies indreases dramatically.

e
O _.
o
b

ONNOO 0 Ol

Methodologies
Talk and chalk (Q.112)
Textbook (Q.107)
Worksheets:

! ! Senior (X)
1 1
! 1
! !
! (reinforcement) (Q.103) !
1 1
! !
! 1
! 1

4,0

-~ 0~

(discovery method) (Q.104)
Fieldwork (Q.102)
Case studies (Q.100)
Geographical games (Q.111)

NWWWk b
NWWWE Wi

OkOOO o

N N N W N

TABLE 8.12 Senior teacher/HOD idealiséd use of selected
methodologies. '

8.1.6 Summary: Differences in teacher attitudes and

practice'according to position in the career

hierarchy.

The differences between student attitudes towards geography
education and practice at the béginning and end of their HDE
course would indicate an increase in the acceptance of third
phase aims .and practice as training progresses. This
finding supports the general theory regarding the influence
of pre-service training upon student attitudes (conservative
to liberal transition) (Denscombe, 1982; Hanson and
Herrington, 1976; Lacey, 1977). '

Differences Dbetween qualified student and probationer

responses, however, support the theory that attitudes and
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practice developed during pre-service training are
transitory in nature. 'In'particular, marked changes in the
perception of the idealised use of pupil-centred techniques
in geography education are noted. Third phase attitudes of
qualified students rapidly become second phase in nature
during the firstvfew-months of school experience. Reasons
for the changes which occur are explained by the short term
impact of training experience when compared tc school
experience. In this regard, factors playing a majer role in
. changing probationer attitudes towards teaching practice are
the classroom behaviour of pupils, availability of prepared

teaching material and equipment, textbooks and examinations.

Comparing changes in attitudes and practice of beginning
students with that of probationers, it- was found that
beginning students are more disposed towards the use of
pupil-centred practice than probationers. This finding
clearly indicates that the assumption that probationary
teachers revert to the attitudes they held before their
training began, does not>appear to occur in the case of
geography teachers in the Cape Education Department.
Instead, findings suggest that probationers are less
predisposed to adopt third phase practice than beginning
students. As such, the effect of school experience as
teacher is clearly more important than experience as pupil,
in the process of professional socialization (section 3.1).

Teachers hold a more positive approach towards third phase
geography education aims than probationers. Attitudes
towards practice, as well as the actual and idealised
methodology use of the two groups are similar. Both groups
respond in a manner which indicates a general teacher-

centred approach towards geography practice.

Teacher and senior teacher attitudes towards gecgraphy
education and practice and their approach towards the
subject are sgimilar. It is therefore surprising to find
that they differ in their actual and idealised methodology
use. Teachers, in general, are 1less teacher-centred in

their practice and approach than their senior colleagues.
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1

This difference, it is postulated, arises from the fact that
senior teachers rely heavily on their own experience when
choosing their style ‘of teaching. 1In this regard the
'liberal' influence of training is greatly weakened as the
individual becomes accountable for the geography education
programme within a school. Increased responsibility brings
with it a greater tendency to adopt conservative attitudes
because of the emphasis placed upon examination performance.
It is indeed unfortunate that when individuals finally have
the opportunity to implement a geography education programme
in a school, they should adopt teaching practice which is
less third phase in its approach than that used by their
junior colleagues. ‘

Generally, senior - teachers and HODs exhibit similar
attitudes towards, and practice in, geography education.
This supports the contention that the school experienée of
senior teachers and HODs is much the same probably due to a
similarity in job responsibility. Although responses in
relation to methodology use suggest that senior teachers are
more teacher-centred in their approach +than +their HOD
colleagues, both groups apparently realise that pupil-
centred methodologies should be used more often than they
are, while preferring the uée of teacher- rather than pupiil-
centred methodologies.

The statistical analysis of differences in the attitudes and
practice of geographers as they progress from student to
experienced teacher, clearly indicates that school
experience plays a dominant role in the process of
professional socialization. Results show that it is during
the probationary year that teachers' attitudes and practice
change most significantly. Although statistical analysis
makes it possible to identify attitude and practice
differences it does not establish the process which operates
to generate such changes. It follows, therefore, that an
investigation of probationer school»experience would yield
insight into the relative imgact of school-based factors
determining geography teacher attitudes and practice in the
Cape Education Department.
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8.2 ANALYSIS OF PROBATIONER DIARIES.

The use of case studies describing probationary teachers’
subjective experience of the school environment'complements
the statistical findings presented previously and adds to an
understanding of those influences causing marked changes in
attitudes towardé, and practicé in, gecgraphy education.
Although the nature of case studies is such that no single
experience 1is representative in any statistical sense,
together they provide a picture of common experiences and
perceptions. In this instance seven individuals
participated in the case study research. All had completed
a post-graduate higher diploma in education (HDE) at the
University of Cape Town and started their probationary year
as geography teachers at the beginning of 1985.

Although four participants kept diaries throughout the year,
one participant was only able to keep a diary for the first
three months. Others found it difficult to find time <o
write reports on a regular basis. Two probationers used the
letter outlining the research aims as a basis for comment
regarding their first year's teaching experiences rather
than producing a diary. The one comment took the form of a
written report, the other a tépe'recording which runs for
one and a half hours. Although formats differ, the
participants' observations form a valuable record of the
varying experiences encountered by probationers in Cape
Education Department secondary schools. Analysis of their
statements allows conclusions to be drawn regarding the
general effect of school experience upon individuals. It
also provides some understanding of the pressures leading to
the adoption of conservative teaching practices identified

previously in the statistical analysis.

Although case studies are not intended tc be representative
of any statistical population, the personal an school
characteristics of participants (Table 8.123) are such that
they are typical of teachers described in Chapter 5. Their
diaries and reports should, therefore, reflect varying

experiences of probationers in their first year of teaching.
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Two peints should be noted however; that the probationers
are predominantly English-speaking and that over half of
them taught geography up to standard 10 lével. The 1latter
is unusual as probationers do not normally teach
matriculation classes. Two ©probationers have Honours
degrees in geography and a third was the only geography
‘teacher at the school.

! ITEMS ! PROBATIONERS !
! ! A ! B !/ C ! D '@ E ' F | G 1
! Highest std. ! 10! 10! 10!t 7 1t 8§ 1 10 1 7 !
! taught ! ! ! ! ! ! ! !
! Years of 5 !5 4 0t 4 1 4 1T 4 v 4 1
! training ! ! ! ! ! ! ! !
! No. of geog. ! 1 ! 2 ' 0 ' 3 1 4 1 3 1 0 1
! colleagues ! ! ! ! ! ! ! !
! School !Metro!Small!Metro!Small!Metro!Metro ! Metro!
! location !area !town !area !town !area !area !area !
! Gender ! M ! F 1! F i M 1 F ! M ! F !
! ! ! ! ! ! ! ! !
! Language ! Eng ! Eng ! Eng ! Eng ! Eng ! Afr ! Eng !
! medium ! ! ! ! ! ! ! !
! School type !Boys !Co-ed!Girls!Boys !Co-ed!Co-ed!Girls!
! !High ! !High !High ! ! !High !

TABLE 8.13 Personal details of case study participants.

Probationer diaries and reports were analysed by focusing
upon and extracting comments relating to influences upon
attitudes and practice. These statements are collated under
two major headings, viz., those which contain general
comments on school experience and those which elaborate on
influences on teaching practice. These are presented in
Appendix J which represents the overall experiences of <the

seven geography probationers who contributed to this study.

8.2.1 General comments on school experience.

The case study participants could all be classified as
enthusiastic individuals with a love of geography and a wish
to communicate this to pupils. This is reflected in their
willingness to involve themselves .in the case study.
Although idealistic they were not naive about the problems
awaiting them in the school environment and as students they
were keen to prepare themselves for their teaching career.
It would be true to say that the individuals were highly



motivated and committed to a career as a geégraphy teacher.
Once participants entered the school environment, however,
they struggled to come to terms with undisciplined pupils,
heavy work 1loads and administrati&e requirements. The
outcome of school experience in the first year was Jgenerally
characterised by a state of emotional and physical
exhaustion. During. this process probationers gradually
devised, through trial and error, strategies designed to
enable them to cope with school experience.

All the case study participants completed their probationary
year with a hope that the following year would be more
rewarding and less emotionally and physically exhausting.
They were generally philosophical about their probationary
experiences and hoped to build upon them in the following
years. It 1is interesting to note that all seven
participants are still teaching (even the two who reported
very negative feelings about their first year experience)
and all report that their second year as teachers is proving
to be far more enjoyable and rewarding.

Initial statements reflect general apprehension regarding
the onset of teaching. One participant records that

"I feel overwhelmed by the amount of responsibility,
the paper work and the administraticn that has to be
dealt with before even stepping into the classroom!
It makes me very nervous for teaching."

In fact it did not take 1long for probationers to become
confused and demoralised by the task facing them. They

comment that:

"The first week of real teaching has been rather
depressing. 211 my thoughts abcut what I had hoped to
do seem to have gone by the way - what is more
demoralising is that it is only after one week.”
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I feel tired and very confused - there is so much to
be done and many other very busy people who say I must
Jjust ask, but I don't feel I can approach them."

"I have been feeling so mixed up and confused this
week. Every time I walk into the staff room somebody
asks me to fill in this or that, complete this -
forgot to fill in your dates - bits and pieces of
silly admin. - its so annoying."

As a result of initial school experience, and in particular
the related tasks of teaching and organising pupils,
individuals found Ithat they rapidly became emotionally
exhausted. Comments such as those below reflect the general
feelings of participants in their first term.

“Its emotionally exhausting and its not fair on those
at home either.”

"I think it is most unfair that I leave school most
days feeling angry and depressed."”

"I don't really think teaching is at all a rewarding
career.”

Although these statements reveal that emotional turmoil is
very much a part of the initial probationary experience,
individuals become more positive in their outlook as time
progresses. Comments such as "well, I seem to have more
confidence in myself and am starting to prepare a group of
lessons at a time" reflect a reasonably positive outlook.

In addition to the emotional stress, probationers mention
without fail the effect of increasing tiredness upon their
approach to teaching. In.'particu;ar, lesson preparation
suffers as individuals become less motivated as the term
progresses. One probationer comments that "I feel tired and
sometimes don't feel 1like making the effort to prepare
properly", while another remarks that "I could improve my
lessons but am basically not interested." |
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Heavy teaching loads (one individual reports that he only

had three free periods per week) and extra-mural commitments

lead to resentment on the part of probationers who feel that

.the school system works against the preparation of pupil-

centred lessons. Thus individuals remark that:-

As

"I find that I go through stages of being very
rebellious and then I don't want to prepare. I start
feeling rebellious when there are go many things to do
that my social life suffers i.e., when I have to work
late every night and on weekends."”

"Right now I am feeling flustered and overwhelmed. I
resent working so hard and hate the fact that so much
extra time 1is speﬁt having to attend school
functions.”

a result of physical and emotional stress and the

subsequent feelings of resentment, probationers report that

they desperately need a vacation through statements such as

the following :-

"During this three day week I did not work at all! I
was tired and needed my holidéy. Could not face
standing in front of the class so just took them to
the library. Thank goodness for school holidays. I
am sure teachers need them more than pupils."”

"End of term. Thank goodness. This week I have felt
as though I wasn't even going to make it. I feel
quite worn out and certainly seem' to have lost my
flame of enthusiasm. Its just one big drag!"

"Its nearing the end of term now and I am quite
exhausted. It seems a constant battle just to hold on
and I am becoming awfully apathetic. My lessons are
very much put together in class and its quite bad."

Vacations are seen as rejuvenating periods which play a

vital role. in restoring probationers'

mental and physical
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energy. The following stétements reflect the feeling of
relief that accompanies the onset of a holiday :-

"Could even get up this morning because I knew I would
not be teaching. Feel like giving up at this stage. "

"Well I've no complaints. Its the beginning of a
three week break and suddenly I feel I'm going to make
1t. What an incredible feeling of freedom."

If the vacations are used for the preparation of new work or
lesson consolidation, then the effects of not having had a
break from school work are summed up by one probationer who
records that:- '

"I find if I don't have a proper holiday then I am not
as effective as I would like to be. The results of
not having a proper holiday has been that I tend to
live from day to day. Holidays for me are vital and I
feel drained at the moment."

Even as the year progresses some probationers find that they
never really get on top of their teaching and they repcrt
that "I find I am less concerned about the class as time
goes on" and "Not much has changed and I am beginning to

feel lazy and quite uninterested". With time probationers
learn the 'tricks of the +trade', but this does not
necessarily improve their teaching practice. One

probationer comments that :-

"I am quite good at taking short cuts now, but its not
doing my lessons any good. Because I am always so
tired I try to work in class and get the kids to do
something while I prepare lessons for the next day.
Then its pretty slapdash and I have tc make a lot of

notes as the textbooks are so had."

Not all individuals, however, find that their teaching doces
not improve with time. Some report that after two *terms of

teaching they start to relax and come tc terms with school
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experience. These individuals, although still employing a
largely directive approach, start to review their use of
methodologies and attempt the occasional pupil-centred
lesson. The following gquotes reflect this process :-
"I am becoming freer in my approach towards teaching
and towards the pupils. I am learning to trust the
pupils more with achieving their full capabilities and
I am giving them more freedom to express themselves,
to teach each other, to think of alternatives that I
haven't thought of etc.”

"As I relax I am enjoying it more although I also
realise that there is a tendency to slack off on
preparation and methods - for at least the first half
of the year each lesson made me incredibly tense. I
was as nervous for each lesson as for crit lessons
(1ts amazing I didn't get an ulcer). Although I
relaxed slightly once the lesson was under way, I
always felt as though the pupils were examining my
teaching very critically. I was quite sure they were
noting mistakes in my teaching methods and weaknesses
in my presentation of the work etc. Whether they were
or not I do not know. It could possibly have been
that I was very critical of myself and aware of
everything that I was doing and continually testing it
against the ideal theory I learned during my training.
It could also have been that I was over sensitive to
any reaction from the pupils.”

"I am trying to have less teaching by me and give the
pupils more worksheets, essays and self-study.”

Amongst the more pupil-centred approaches used was fieldwork
which meost probaticners re?orted using at some stage during
the year. Although time-consuming in preparation, fieldwork
was well received by pupils and probationers were pleased

with their efforts. Comments in this regard include :-
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"I found field trips very difficult and time consuming
to organise. The ones that I did do, however, were
very successful and benéficial and made me motivated
towards organising mcre." - ‘

"We had a super field trip today. It started off very
well with lots for the pupi;s to do - their comments
were very encouraging. Théy seemed to enjoy it and
were asking questions which proved that they were
learning something. Discipline was good and there
were no snags."” '

Although the probationary year was perceived as a difficult
period, with hindsight individuals felt it had been a
worthwhile experience. The following comments reflect
positive perceptions regarding the year's experience :-

"This year I have been over worked and under rewarded
- but there have been some most enjoyable moments in
all of this.”

"My feelings as I look back on the year are that
having expected to hate my first year teaching I
haven't - on the contrary I have really enjoyed it."

"I am looking forward to my second year because I now
have more confidence in my knowledge of content and
all the various aspects of teaching and I feel that
instead of spending time in familiarising myself with
content of lessons and presentation of content, I will
be able to spend more on preparing different methods
of teaching and try to find the most appropriate
method for particular content.”

"I enjoy my teaching experience now and would not
change it for anything else in the world, but I will
not do it for ever and ever. I hope to move up the
ladder and thus away from classroom teaching."”
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Two prooatloners were, however less enchanted as they

looked back over their past oxperlences. They report that:-

"My first year has been one of battling'to keep above
water. "

"To sum up - what are.my feelings about teééhing? At
this stage I want OUT!! My emotions are like a yo-yo
and I find it difficult to maintain a normal state of
equilibrium. I know I am not the only one who feels
this - all my first year colleagues feel the same. It
is more a battle with one's emotions than anything
else, i.e., up one day, down the next.

These comments above may reflect personal unsuitability for
teachlng or a partlcularly difficult first year of teaching
experience. One probationer,. however, remarked :-

"I have been fortunate in being at a school where we
are encouraged to try -new ideas, we ‘are . given
respon51b111ty' and freedom and those in -authority
trust us to be profeésional I have learned a lot and
it has encouraged me to expand my ideas and to use my
initiative."

8.2.2 Influences on teaching practice.

Probationers frequently commented in their diaries on the
effect of training and organisational elements upon their
teaching practice choice. It is clear that the influence of
training and organisational elements encourage the use of
different teaching practice. Probafioners solve the
conflict by satisficing in their classroom decision-~-making,
‘resulting in the overall choice of a teacher-centred
approach *towards practice. This finding supports the ideas

of Mardle and Wailker (1 979) dlscussed in section 3.2.

Probationer statements regarding influences wupon their
Classroom decision-making correspond with those highlighted

in Chapter 4. Statements regarding influences upon practice
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are presented in order of’' their perceived importance as
indicated previously (Table 8.3).

8.2.2.1 Pupils.

Probationer statements reinfcrce the fact that pupils play
the most important role in the determination of their
teaching practice. The' intellectual ability of a class
(whether it is streamed or not) and in particular the
behaviour of pupils, are frequently mentioned as reasons for
adopting a teacher-centred, authoritarian approcach in the
classroom. Probafioners face serious challenges to their
authority by pupils. This is reflected in the following
statements :- '

"Disciplining the rowdy‘eiements absorbs much of ycur
time. Your teaching methods and attitude becomes very
authoritarian simply because it has to. Any weakness
like giving group work or individual work is a chance
to 'jack about’'. " '

"As for the girls, I am getting even better at being
hard, cruel and strict. I hate it and myself for it
because it is so again t what I want to be like. But
it seems like I have no alternative."”

"I am actually being quite fierce and don't feel that
happy about it but I refuse to feel llke I have spent
a term in a tumble drier again.

"At this stage I don't feel confident enough to let
pupils take over as the class has an element of
‘rugger-bugger ', macho types who are trying to catch
me out and are testing me regarding my standpoints
with regard *to discipline. It is for this reason alsc
that I don't want to have too much discussion 3in
class. I need to give them work that will keep them
busy so that I can regain my foothold and strength in
class. I have been relying heavily on worksheeté."



reward classes according to their behaviour.

"The girls are very rude and sometimes say the most
cutting things. As a teacber'I must learn to cope
with this. They haven't even noticed the trouble I
went to to decorate the classroom. What an apaihetic
bunch."” |

statements support this contention :-

"I am starting to make a breakthrough. I have ignored
the impossible kids the whole week and every time they
talk I write loads of notes on the board which they
have to copy down."

“They have given me nothing this year - so from now on

I am producing the material but no further interesting

lessons - no more involvement - no more old exam
papers etc."

"My emotions sure do fluctuate! Two weeks ago I was
hating geography teaching - feeling thoroughlé unsure
about the content and having many discipline problems.
The discipline problems seem to drain one of all one's
energy so that eventually one tends to say 'oh, what
the hell, why bother?’ That attitude keeps one going
but lessons lose their excitement. Things are,
however, much better now. Although my lessons have
resorted to the old conventional type in an effort to
survive, I am feeling more confident about the
content, the spead at which to move and also

discipline."
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From the above statements it is clear that discipline
problems are usually counteracted by the use of teaching
pract;ce which is planned to make 1lessons as boring as
possible by involving pupils in 'busy work' such as copying
notes. In this way teaching practice is used to punish or

The following

While most probationers would seem to be unconsciocus of the
fact that they are using teaching methodologies to punish

pupils for bad behaviour, some are not. One individual
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reports in detail how he varies his methods depending on the
behaviour of the class. When'he.uses boring, authoritarian
methods he reports that the class is aware that they are
being punished.

It becomes clear, théreforé, that the choice of teaching
practice is determined largely as a result of pupil-teacher
interaction rather than as a response to the educational
aims of the syllabus. Probationer diaries indicate that the
outcome of pupil-teacher interaction .is the predominant use
of teacher-centred mehtodologies. To punish pupils, or to
maintain discipline, teacher-centred methodologies involVing
the learning or copying. of content knowledge are favoured.
When pupils are rewarded, lecture/discussion types of
lessons are used where pupils are generally entertained by
the teacher. This helps explain teacher perceptions of the
ideal teaching practice (section 6.3.2).

Probationers are seen to become disillusioned with the
effectiveness of pupil-centred methodologies in terms of
preparing pupils for examinations. One reports that :-

"I thought that by involving pupils in role playing
that they would never forget it, but I found that it
does not work like this. Pupils enjoy lessons like
this but during revision later on, it becomes clear
that they have not grasped the concepts involved. I
don't know how I am going to handle this. I feel that
it 1is best to use repetition rather than fantastic
teaching methods. "

In addition, the pupils themselves are sometimes negative
about participating in pupil-centred lessons. Faced with
‘this reaction most probationers indicate a reluctance to
precead with this approach and adopt authoritatian

practices. Comments reflecting this process include :-

"The girls just talk, as they feel like, and seem to
believe that the. teachers have to stick all the
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'

knowledge in their heads for them. . They are totally
incapable of d01ng anythlng for themselves.

"I have given up on group work and problem-solving
teaching methods because no matter how exciting I try
to make it they find it a big drag.”

""I arranged to . go out to Escom on Wednesday - they
were all keen, but the day before not .one person
admitted to saying that they would come so I had to
cancel it. I rearranged the outing due to insistence
- guess what, no one turned up. I actually sometimes
hate teaching.”

Overall then, the effect of pupil behaviour upon
probationers is such that they quickly forget and/or become
disillusioned with the ideals and attitudes they developed
during training and revert to the use of a directive,
teacher-centred approach which is perceived as being better
suited to the practicalities of classroom teaching.

8.2.2.2 Equipment/prepared material.

Probationer reports indicate a 1lack of audio-visual
apparatus within their schools which suggests that in thie
respect 1little has changed since 1966 (Hattingh, 1971;
Ledger, 1978). As suggested in section 4.2.4 this may

predispose individuals to use teacher-centred methodologies.

Statements such as "We have no overhead projectors so I have
to use the blackboard extensively", reflect the difficulties
faced by probationers trained to use modern apparatus. A
shortage of overhead projectors in schools for exanmple,
results in individuals preparing duplicated notes for their
pupils as blackboard work is gensrally perceived as MEsSsy
and time-consuming. If many of the teachers in a school
prepare notes for their pupils, duplicating and photocopying
machines are put under pressure and measures are imposed to
regulate their use. The effect of this is described by one
probationer who mentions that ;-



"Access to hardware .alsc determines much of one's
methodology. For example, it takes two days for any
roneoing or photostating to be done. Thus if you want
to run off a worksheet it must be propared three days
in advance. I am rarely that organised.”

It is interesting, however, that although equipment and
prepared materials are ranked as the second most important
influence upon the adoption of teaching style (Table 8.3),
diary reports do not —really reflect +this level of
importance. Although probationers mention a lack of
equipment as influencing their choice of teaching practice,
it is particularily noticeable that no mention is made of a
lack of prepared material. The reascn for this is that
teacher content needs are very well catered for by
textbooks. It is therefore contended that the introduction
of pupil-centred material into the schools could play an
important role in moving geography education towards the
achievement of third phase aims.

8.2.2.3  Textbooks.

Due to problems involved with lack of equipment and prepared
material teachers wusually resort to extensive use of
textbooks which , in turn, form the basis of pupil notes.
Dependence on textbooks inevitably results in geography
lessons beccming teacher-centred with the emphasis laid on

the acquisition of content knowledge.

Generally probationers rely heavily on textbooks to guide
them in terms of the content they need to teach. This view
is supported by an individual's comment that "textbooks help
- me to determine the content level I present to my puplils”.

The dependence on textbooks is also reflected in the

"This week I finished the geomorphology section, but
did not know what to do next. I felt 1ike giving up
the teaching part until the books arrived. '
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This problem arose because 1985 saw the implementation of a
new syllabus in standards 6 and 7 and textbooks for these
levels only became available in the second term. The effect
of the arrival of new textbooks on pupils and probationers
is clear from the comment:- - .

"This term started off well with the arrival of the
new standard 6 geography books. I felt that the
writing load would not be as great and the pupils were
very keen to use the books - even for homework. I was
more interested in the lesson and prepared my lessons
properly, iving them some drawings to do for
homework. "

Extensive use of textbooks which .are generally content
orientated (section' 4.2.3) helps to explain why school
geography in the Cape Education Department is second rather
than third phase in nature. This finding also suggests that
if textbooks could. be made less content-dominated and
changed to encourage a pupil-centred approach'towards the
subject, they could "play an importanf role in moving

geography education towards the achievement of third phase
aims.

8.2.2.4 Examinations.

Probationers indicate that class tests and examinaticons play
an impdrtant role in influencing their teaching practice.
Comments reflect the fact that teaching practice decision-
making is often influenced by the need to ensure that pupils
achieve good marks. This supports the findings in section
4.2.2. Interestingly,yexaminations are also seen to have an
impact upon probationer and pupil perceptions of self-
esteem.

Examinations determine +the content to be taught and. the
teaching practice wused in the classroom. This is
particularily so in the c¢ase of individuals who teach
standard 10 pupils. Probationers indicate that examinations

require pupils to reproduce gecography content and thus a
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teacher-centred approach is generally favoured. Thus they
report that :-

"Examinations, and the pressure on a teacher. to
achieve good examination results, means that one has
to spend a lot of time simply giving information in a
way that can be regurgitated at exams. Another
teacher who spent her time telling the class which
notes to underline in the textbook achieved much the
same marks as my kids. This is very discouraging as
it takes much more work to prepare all this pupil-
centred hogwash."”

"I teach for exams to a certain extent but they are
not the dominant force. Next year, however, I will be
teaching higher standards and then I will perhaps be
forced to become exam orientated."”

“I am finding it very difficult not to let the exams
influence my teaching of matrics. I am using past
matric papers to structure some of my teaching e.g., I
select a few past exam questions and then compile them
into a worksheet for the pupils.”

Probationers, cclleagues and pupils all too frequently
evaluate performance by examination results. This supports
the contention that examinations act as a feedback mechanism
to teachers and pupils (séction 4.2. 2). The following
comments reveal the effect of pupil results on probatloner
images of self-worth :-

! ) ) i

"After marking the exams I was ready to give up.

"I was furious with the standard sixes because it was
quite obvious thet they had not learned for their

test. I felt I had wasted my time teaching them.

"Also, much of one's success as a teacher 1is measured
by examination results. If a child does well he/she



is clever and hardworking, if he/she does poorly or
fails it is because of a poor teacher."”

"All the papers have been marked and I must say I feél
very proud. My geography class did extremely well. I
received many favourable comments from the pupils (I
am & good teacher, etc.) which makes me feel good. I

realise that pupils often only say that if the results
are good."

The above statements reflect the effects of examination
results upon probationer motivation. Good results
stimulate, and poor results deflate, the individual's self
image. This results in a self-reinforcing system where
probationers continually try to provide pupils with more and
more information which they perceive to be necessary for

gcod examination performance and then attempt to motivate
them to learn it.

Examinations are regularly used by probationers to motivate
pupils to leérn. Enquiring'minds, it would seem exist only
in the imagination of educational theorists! If all else
fails pupils can be forced to learn or be motivated through
fear of failing an examination. Remarks reflecting this
perception are :-

"The matrics are keen to learn 1if there is a test
ahead of them." 4

"I test the pupils regularly every Friday. That 1is
the only way they will do any work."

The comments zabove reinforce the important role played by
tests and examinations in determining teacher practice. In
this regard it could be sxpacted that if examinations are
set 1in order to reflect a concern with concepts, skills,
attitudes and wvalues, it is 1likely that teacher response
would be to adopt third phase teaching practice.
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8.2.2.5 Teaching Cclleagues.

Statements relating fo the influence of colleagues upon
probationers' choice of teaching techniques indicate the
varying experiences encountered in different schools and
support the contentions made in section 4.2.5. While some
probationers feel that teaching colleagues have had 1littie
effect upon  their  teaching practice, others report
colleagues pressurising them to conform +o +the use of
conservative methods. Statements indicatiﬁg pressure to
adopt teacher-centred practice by teaching colleagues are
seen below :-

"My head of department suggested I lecture to the
matrics, but I refused to do so."

"My head of. department taught the matric class last
year and he believes in drilling for the exams.
Therefore whenever he gives me advice (on my request)
he directs me according to his way of teaching. I
don't agree with his technigque but I must admit that
~ when I am feeling tired and as though I have got no
time, I am tempted to follow his advice - although
when it comes to putting it into practice, I feel
guilty being lazy and generally don't follow that.
When I feel more rested and less pressurised I make an
effort to focus on concépts, skills and values."

“There is no doubt it requires effort and discipline
to teach using pupil-centred methods as they require a
lot of preparation -especially if you are feeling
tired. The HOD suggests the use of a poor teaching
method. It is very tempting to follow his advice

because it regquires less effort and because it has

i’

4

been condoned by an autheority figure.'
“The inspector suggested that I give the pupils roneod
notes and spend the period teaching them. Freguent
tests could ensure that they read the material.”
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Probationers also «report a 1ack of discussion with
colleagues about teaching practice issues. In most cases
senior colleagues do not try'to help probaticners in any way
and they are 1left +to rstruggle on by themselves. When
meetings are held they consist largely of discussions
regarding examination administration rather than dealing
with teaching practice issues. . Examples of statements
reflecting the above are :-

"Our vice head who has been on my back for the past
five weeks, has discovered that it is my first year
and that's why I have been aSking SO0 many questions.
Well things are looking up!"

“There is little or no encouragemeﬁt for a teacher to
teach creatively. All the staff meetings and staff
room chatter is aimed at administration and gossip.
There is no sharing of teaching methods or resources.
- When I have offered to share mg worksheets etc., other
members of staff have received them gratefully, but
there has been little reciprocation."”
"The senior geography teacher gave me the geography
objectives for the school. He didn't ask me for my
ideas. We have since had three meetings in a year and
these largely concerned the setting of exam papers.
These meetings lasted about 15 minutes each. Other
than that there was not one time when the senior
teacher approached me. There was no sense of guidance
at all. The senior teacher’'s methods consist of
talking with pupils and then they summarise sections
from the textbook at home. The senior teacher has
never seen me teach the whole year."”

Obviocusly, probaticnsrs are disappointed by the lack of help
given them by their senior colleagues as well as their
superiors' choice of teaching methods. This attitude is
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summed up by probationers who domment,that -

"Having just completed my training I still feel
prepared to strive for the ideal and I feel
disillusioned that established  teachers aren't
prepared to." '

"The biggest problem I experienced in geography is the
lack of communication between teachers."

Comments relating to the rolé of senior teachers in
influencing probationers ‘use of teacher-centred practice
support the findings ih section 8.1.5.1 regarding senior
teacher attitudes and practice. It is clear, therefore,
that the examples set by senior teachers is. important in
maintaining the second phase nature of teaching practice in
the schools.

8.2.2.6 Pre-service training.

Comments on the perceived §a1ue of training indicate that
probationers are generally happy with their academic
preparation but critical of their HDE course. Those having
a four year geography degree report that their Honours year
was more useful than  their HDE course. One probationer

expressed it thus:-

"I feel that Honours prepared me better for teaching
than HDE did because during that year I came to terms
with what geography is and why I am teaching it. It
helped me establish my aims. and objectives 1in
geography education as well as the value of geography
as a subject. Also during"Honours I became more
familiar with the content and I learned skills myself
and therefore geined more confidence. I think that
having these things established in my mind has given
me a more solid backing in my teaching and I don't get
so easily swayed by outside influences, e.g., other
teachers, syllabus etc."”
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University geography training, i.e., in terms of subject
approach, 1is thus obviocusiy helpful to those becoming
teachers. The HDE course on the other hand was criticised
for not preparing them for the reality of school experience.
This is particulariy so in the case of preparation for
administrative tasks, setting of examination papers and the
planning of work schemes. As such it is suggested that pre-
service geography methodology training needs to be more
practically orientated than at present. As one individual

comments :-

. "I feel that HDE should .be 6 months theory and 6
- months teaching practice/apprenticeship. This system
will give experience in handling administration, e.g.,
work schemes, exams, as well as becoming more familiar
with the school'atmosphere and the rate at which work

can be covered.”

It should be noted, however, that not all probationers were
critical of the HDE course they attended. One probationer

reports that :-

"My pre—servicé training prepared me psychologically
for first year teaching. It made me aware that the
first year will be difficult; don't expect to crack
it in the first year; just get through the next year.
There were a lot of good ideas I learnt last year and
as time allows I will start to incorporate them into
my teaching. Some of my lessons. ara absolute
disasters but there are others that I know are good
and I know that next year there will be an

improvement. "

The above remarks suggest that training does prepare some

for the transition shock of school experience.

It 1is clear, however, that the overall feeling cf
probationers is that HDE courses do not prepare _them
adequately for the reality of school experience. This

finding helps to explain why training has so little impact
on teaching practice choice  (section 8.1.2.3). Although it
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is seen that teacher training'dévelops third phase attitudes
towards, and practice in geography educaticn, if these are
to survive the first few months of school experience serious
attention will have to be given to devising a method whereby
teachers are carefully inducted into the school system.

8.2.2.7 In-service courses / geography associations.

Case study participants indicate that they feel the need for
in-service training. It is striking, however, that +the
majority do not receive this type of assistance during their
first year of +teaching. Generally in-service educaticn
courses are attended by senior +teachers rather than

probationers as the following experience reveals :-

“I- was really keen. to ‘go to the in-service course

being held by the Department. I went to the senior

teacher, who went to the headmastervto enquire about

me going. As the headmaster said only three teachers

could go, the senior teacher said that as I was the
newest member of staff, I.could not go. ' As a result

of them going to the course nothing has changed -and

no-one has bothered to tell me anything about what

occurred. There was no feed-back at all."

While the value of in-service training upon experienced
teachers is often questioned, the effect upon probationer
teaching practice seems to be more promising. This 1is
largely due to the fact that individuals in their first year
of teaching are insecure and are not yet set in their ways.
Thus one probationer who underwent in-service training
reports that:- |

“The E.E.A.S.A. (Environmental Education Association
A F

.
- P B
nf Southern A a) conferenczs alsoc servsed as t

“ygo

have

(1}

B

of in-service training course and since then
used several of the ideas and methods in my teaching.
I learned a lot from the conference with regard to
using the environment to teach geography and also how
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to teach with few facilities, aids etc. - a facet
which I feel our training course neglected.”

Generally probationefs did not ‘'receive any help from
geography associations. Some report that there:'were no
branches of any geography:'association operating in their
areas. However, those teaching in the Cape Town
metropolitan area, which is served by an active geography
teachers' -society, largely ignored its activities. Whether
this was due to bad publicity, 'a lack of time to attend or
the unsuitable nature of programmes is not known. It would
be a valuable exercise to establish why probationers .do. not
avail themselves of the opportunity +to attend society
meetings.

8.2.2.8 Time pressures.

Time pressures are obviously an area of great concern and
have an influence upon the attitudeé and practice of all
probationers. Findings in this regard are similar to those
of teachers (section 6.3.2). A lack of time and the
pressure this creates heightens probationer feelings about
school experience and is a major factor contributing to the
emotional turmoil experienced. 4'From diary entries it is
clear that a lack of time causes individuals to satisfice in
terms of their teaching practice decision-making (section
3.2). Individuals report that they do not have enough time
to prepare 1lessons adequately due to administrative and
sport commitments. A great deal of time is spent in
conducting extramural activities, especially at rural
scheols where sports teams have to travel long distances to

play matches. In this regard one probationer comments :-

“I have been put in charge of hockey and with very
limited kncwledge of the game am expected to umpire
first team games, write umpires exams and attend
hockey courses. I have to train eleven girls to play
hockey before next Saturday as our second team
consists of beginners. By the way, I also still have
to prepare lessons."
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The result of time Qressure is .that pupil-centred teaching
methods are abandoned in favour of teacher-centred ones.
Not only do pupil—éentred lessons involve relatively more
preparation time but they also tend to be time-consuming in
terms of conveying geographical content. This is Sorne out
by probationer comments that :-

"Because I have been rushing from day to day I haven't
really sat down and thought out what my aims and
objectives are for each lesson."

"If only there was more time to devbte to preparation
- how infinitely better I could prepare."

"I simply do not have the time to plan for discovery
method or inductive teaching and because I feel so
pressurised, I simply have to get things done - I have
to resort to teacher talk."

"I don't seem to have any time to myself. I work
until at least 11.30 p.-m. every evening preparing
lessons and it doesn't seem to make any difference."

Probationers strongly resent the intrusion of 1lesson
preparation and school activities into their social 1lives.
A lack of time available to prepare lessons at school due to
work load and extramural duties severely curtails personal

social activities. Thus individuals report that :-

"One of the main complaints I have about the teaching
profession is that'they expect you to produce lessons
of high gquality but give you no time to prepare themn.
I am newly married and for instance last night I got
home after 5 p.m. (we start at 7.30) and I was
exhausted and there was nc way that I was going to sit
down and prepare. I knew I didn't have enough
geography ready for the following day's lessons. I
thought, well that's too bad - the class is just going
to have to suffer for one day, and so last night I



socialised. About 75% of my weekday evenings this
year have been spent preparing lessons."”

"I am still very tired and feel it is very unfair that
I have so little free time. I have seen my family
once since I have been at school and most of my
friends even less." |

The comments above reveal that the second phase nature of
geography education in schools will dontinue unless serious
attention is given to devising a system whereby probatiocners
are eased into the school environment. Teacher trainers and
school authorities need to combine in order to ensure that
the third phase attitudes towards geography education and
practice held by probationers will survive the first year of
school experience. ‘ |

8.3 GEOGRAPHY TEACHER PROFESSIONAL SOCIALIZATION.

The professional socialization of geography teachers in the
Cape Education Department conforms with the general trend of
teacher socialization outlined previously (section 3.1).
One important difference, however; is that probationary
teachers are found to hold more conservative attitudes
towards geography education and practice than those held by
students at the beginning of their HDE training. It would
therefore seem incorrect to assume that school experience as
pupil and teacher would result in the development of similar
attitudes towards geography education and practice as
proposed by Lortie (1975) and Mardle and Walke;, (1980).

Probationer reports support the contention +that school
experience as pupil and teacher is very different. The
notion that <teacher attitudes are largely the result of
anticipatory socialization would therefore seem to be false.
The experience and role of pupil and teacher is too diverse
to expect the attitudes established in one to carry over
into the realm of the other. This is borne out by.'the

previous finding that the greatest discrepancy in attitudes
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towards geography education and practice occurs between
beginning students and probationary teachers.

At each stage in the career hierarchy, individuals perceive
the influences of training and school experienc e from a
differing viewpoint.  Table 8.14 shows +*he mean scores
relating to group perceptions of influences upbn their
choice of teaching style (1 = not important; 5 = extremely
important). It is clearly discernible that <+he perception
of the influence of training experience (Qs.66, 72 and 74)
generally declines from the time students start their HDE
course. This would suggest +that during the HDE year
disillusionment has already commenced regarding the
practicality of employing idealised practice in school
Classrooms. During the pre-service training year student
attitudes towards téaching'practice become more 1liberal, a
factor which would seem to heighten the frustrations felt
when attempting to apply these ideals in practice. It is
suggested that disillusionment commences during student
teaching practice and intensifies when the individual
becomes a probationary teacher.

Most changes in teacher attitudes and practice occur when
individuals are probationers. . Upon entering the school
environment they are influenced by organisational factors
which alter their attitudes towards geography education and
tend to make them less third phase in nabure. Attitude
changes are reflected in probationers'’ decision-making in
relation to teaching practice. Probationer diaries clearly
indicate that classroom experience generated emotional
stress as the individuals attempted to come to terms with
the practicalities of classroom teaching. Although +they
receive experience of teachin g during their pre-service
training, it appears *hat they are not well prepared for the

shock of transition to full-+time

10}

cnool experience. In this
regard the amount of academic, administrative and extramural
work. they are required to undertake leaves +them tired,
confused and demcralised. As a result they have little free
time and find that personal relationships become neglected.

Eventually the attempt to balance their private and working
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! ITEM ! INFLUENCE ! ! STD ! PROB ! TEACH ! SR ! HOD !
! ! P12 : ! ! ! !
! 65 ! Teachers admired ! 3,2 ! 3,2 1 3,0 ! 2,7 12,51 2,91
! ! while pupil ! ! ! ! ! ! !
! 66 | Ideas from teacher! 3,8 ! 3,8 ! 3,1 ! 3,1 ! 2,91 2,7 1
! ! training ] ! ! ! ! ! !
! 67 | Ideas from books/ ! 3,4 ! 3,2 1 3,0 ! 3,3 13,11 3,41
! ! journals ! ! ! ! ! ! !
! 68 ! Teaching styles 13,3 13,21!13,2 t 3,1 1 3,0 1! 3,4 !
! ! of other teachers ! ! ! ! ! ! !
! 69 ! Equipment / !13,5!13513,8 1t 3,6 ! 3,41 3,81
! ! prepared material ! ! ! ! ! ! !
! 70 ! Pupil classroom ! 3,7 13,81!3,9 ! 3,8 1 3,7 ! 3,9 !
! ! behaviour ! ! ! ! ! ! !
! 71 ! Textbooks 13,212,711 3,5 1 3,3 1 3,3 1! 3,5 !
! ! ! ! ! 1 ! ! !
! 72 ! Inservice courses/! 3,3 | 3,2 12,7 ! 2,9 13,2 % 3,4 !
! ! geog. associations! ! ! ! ! ! !
! 73 ! Instructions from ! 3,0 ! 3,01 2,8 ! 2,6 12,31 2,8 1
! ! subject head ! ! ! ! ! ! !
! 74 | Departmental !1'3,112,81!2,4 1 2,5 1 2,41 2,6 !
! ! guides ! ! ! ! ! ! !
! 75 | Examinations !'3,212,813,3 1 3,1 1 3,01 3,4 !
! ! ! ! ! ! ! ! !
! 76 | Desire for 1'2,512,312,4 1 2,5 1 2,41 2,4 !
! ! promotion ! ! ! ! ! ! !
STD 1 = beginning student

STD 2 = qualified student

Prob = probationer

Teach = teacher

SR = senior teacher

HOD = head of department

TABLE 8.14. GROUP MEANS RELATING

TEACHING STYLE.

TO PERCEPTION OF INFLUENCE

UPON
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lives leads to satisficing behaviour in which probationers
compromise their ideals and adopt a teacher-centred, seccnd
phase approach towards the subject.

The most important influences favouring the move towards the
use of traditional, conservétive teachihg practices are the
behaviour of pupils, the availability of equipment and
prepared material, textbooks and examinations. Choice of
teaching approach is 1largely determined by the need to
convey information to ‘pupils who are often perceived as
obstructive and who ©prefer to be ‘spoon-fed' with
geographical information. Allied to this is the influence
of textbooks which are used to prescribe the content and
depth to which the subject should be taught (Diepeveen,
1982). Finally, the system of teacher¥centred education is
reinforced by examinations and the influence of colleagues
which predisposes individuals to conform to the teaching
style and standards of others in the school environment.

During the soc1allzatlon process the ideals of training are
not forgotten but are rather found to be impractical in the
light of organisational pressures and the need to be
accepted by pupils and colleagues.

Case study diaries reinforce the potency of school
experience in the socialization of teachers, particularly in
regard to teaching practice. The trauma of full-time
teaching is such that attitude change is easily
accomplished. Unfortunately, school experience in the Cape
Education Department tends to reinforce the use of a second
phase approach towards geography education thus thwarting
the progressive aims of the school syllabus. A ray of hope,
however, lies in the increased sensitivity of individuals to
in-service tra ning and gecgraphy associaﬁions as they
progress through the school system. If third phase practice
is tc become the norm in secondary schools it is essential
that research is undertakén in order to improve the process

of geography probationer induction into the school
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environment. If the present system is allowed to continue,
the emotional and physical strain of school experience will
persist in the reinforcement of outmoded and inappropriate
teaching practice. ;
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CHAPTER NINE

CHANGE IN SECONDARY SCHOOL GEOGRAPHY EDUCATION : SUMMARY AND
CONCLUSIONS. o

Geography education is firmly entrenched in South African
schools and has responded to change from the time it was
officially introduced into secondary schools during the
middle of the 19th century. . The subject has grown in
importance and stature as it has consolidated its position
in the curriculum. Analysis of standard 10 pupil enrolment
provides evidence that geography has maintained its position
in the curriculum since 1970. In contrast, during this
period other major subjects such as history, biology and
physical science have experienced a percehtage decrease in
pupil enrolment relative to the total numbers of pupils.
Whether geography will continue to maintain its position in
the secondary school curriculum of the 1990's will, however,
depend firstly on the response of teachers to the challenge
of demographic and political change (which will
increasingly alter the aims of secondary schoolreducation)
and secondly, on their ‘ability to successfully confront
issues related to subject accountability.

It has been demonstrated that the Graves (1981) typology is
a most useful tool which not only enables analysis of the
nature of South African geogfaphy education, but also
provides a conceptual framework within which to view “the
interaction of syllabus aims, content and Cclassroom teaching
practice. Evaluation of the aims and content of secondary
school syllabuses initialiy suggests that geography
education in South Africa is ' third phase in nature.
Clearly, syllabus and examination changes implemented since
1370 have been highly successful in this regard, However,
literature research establishes that classroom teaching
practice has remained relatively static during this period.
It appears that classroom teaching practice is dominated by
a directive, teacher-centred approach (which is more

characteristic of first or second phase education) and on
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this basis South African geography education fits most
comfortably into the second phase of the Graves typology.

The application of the typology requires that all aspects of
the education process be taken into account. This poses the
question of why the aims and content of the syllabus can
reflect one stage in the evolution of change while teaching
practice lags behind. The typology provides a means whereby
it is possible to establish that the teacher's role is of
ultimate importance'in the attainment of third phase aims.
Given that syllabus change in itself does not necessarily
lead to an alteration in the nature of geography education
as a whole, the teacher is identified as a most important
element in the process of change. If geography education is
to be truly third phase in nature, it is essential that
classroom practice should be non-directive and pupil-centred
in approach in order to achieve the aims of the syllabus.

Theory, supported by a limited number of  studies, suggests
that training elements (although successful in terms of
encouraging what may be descriﬁed as third phase attitudes
towards geography education) have little long-term influence
upon teacher adopticn of pupil-centred practice. Once
teachers enter the school environment, organisational
elements combine to effect attitude and practice changes
which are marked by a reversion to a conservative
standpoint. Thus the +third phase views and ideals of
teachers are quickly nullified by school experience.

It is clear, therefore, that to effect change in classroom
practice, a more detailed understanding is required of
teacher attitudes and practice and how these change during
the process of professional socialization.  This study
advances knowledge in this regard by establishing and
rplacing majecr clements influencing geography teacher
classroom practice within a theoretical framework relating
to training and organisational experience. - By focusing upon
these elements it has been possible toc establish their
relative roles in teacher élassroom - decision-making and

isolating those aspects most in need of change.
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As far as can be ascertained, this study breaks new ground
1n that it attempts to investigate the above process in
geography education using both an empirical and case study
approach. In particular, the research undertaken has
contributed to knowledge in the following ways:-

- by establishing an approach which can be used in
the investigation of geography teacher attitudes
and practice as well as the process of
professional socialization. The nature of the
approach is such that it may be applied in other
education systems. Accordingly, this research is
seen as a pioneering attempt which, it is hoped,
will stimulate others to undertake comparative
studies in order to extend understanding of the
interaction Dbetween the nature of geography
education, the socialization of the teacher and
Classroom decision-making.

- by establishing the personal characteristics of
gecgraphy teachers in the  Cape Education
Department. Findings indicate that the typical
geography teacher is male and has three or four
years of training. It is disturbing, howeVer, to
find that 26% of respondents have only two or less
years of geography training. Concerning attitudes
towards geography education and . the manner in
which the subject is taught, analysis of survey
data indicates that gedgraphy teachers are
subject- rather than bupil-centred in terms of
their reasons for teaching;- their attitudes
towérds geography education and préctice is
decidedly second phase in nature: choice of
teaching style is largely' influenced by the
Classroom behaviour of pupils, the availiapility of
teaching aids and of prepared teaching material;
the use and ideal use of teaching methodologies
indicates a directive, teacher-centred apprcach in
the classroom. Overall, the f£findings reinforce

the contention that geography education in the



Cape Education Départment (and by implication in
'White' education in South Africa generally) is
second phase in nature. The analysis breaks new
ground by using geography teacher attitudes and

practice to determine the nature of geography

education within an education>department.

- by establishing where significant differences

lie in Cape Education Department geography teacher:

attitudes and practice, thereby identifying groups
of teachers most in need of attention if the third
phase aims of secondary syllabuses are to be

achieved. Major differences emerged in both
attitudes and practice between English- and
Afrikaans-speaking teachers..- This suggests that

the quality of geography education in English- and
Afrikaans-medium schools differs significantly.
The finding raises questions about the effect of
cultural background upon the nature of geography
education in South African schools and seriocusly
undermines the basis of apartheid education, i.e.,
that one can provide education which is both
separate and equal. The exact nature and effect
of culture upon geography education in' a variety
of South African schools obviously requires
further study. Comparative research undertaken in

other countries where geography is taught using .

two or more 1languages in a single education
department, would help +c provide ~additional
insight and throw light on the effect of cultural
background upon teachers and consequently upon the
nature of geography education experienced by

pupils in the classroom.

- by establishing that 1length of training has
little impact upon <teacher attitudes towards the
use of non-directive, pupil-centred teaching
practice. Findings do, however suggest that
teachers with five or more years of training use

pupil-centred methodologies more frequently than

N
h



those with two ,years‘ or .less.' However, the
relatively minor infiuence' of training upon
teacher classroom decision-making, when compared
with that of school experience, is a particularly
interesting finding. It suggests that institutions
involved with pre-service geography teacher-
training need to re?evaluate their effectiveness
in determing teacher classroom practice. As far
as is known, no such research has been undertaken
thus far in South Africa.

- by considering the process of geography teacher
socialization and identifying periods of maximum
change in attitudes and practice. 'The research
findings generally support international theory
concerning the professional socialization of
teachers, i.e., the dominance of school as opposed
to training experience in determining teacher
attitudes and practice, as well as the fact that
most change occurs in the probaticnary vyear of
teaching. This research does, however, break new
ground by investigating not only changes occurring
as individuals progress from student to
probationer, but also by establishing the
differing attitudes and practice of feachers as
they progress through the career hierarchy. The
finding that the practice of senior teachers is
less third phase in nature than that ~of their
junior colleagues is cause for concern, due to the
influence they exert upon the standard of
geography education in schools. Research into
geography teachef socialization also provides
empirical evidence which contradicts the ideas of
theorists such as Lortie (1975) and Mardle and
Walker (1980), for anticipatory socialization has
not emerged as an important determinant in
individual choice of teaching style. O©On the basis
of study it can be argued that the rols cf pupil
and teacher are sufficiently_ dissimilar to

engender different attitudes towards issues

[h]
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concerning classroom decision-making. Further
research is needed in order +o clarify the part
which past experiences as pupil have upon

geography teacher adoption of classroom practice.

- by establishing influences uéon ﬂprobationary
teachers which 1lead %o the marked changes in
attitudes towards, and practice in, geography
education identified in the statistical analysis.
Probationer diaries confirm that the behaviour of
pupils and keeping discipline in class are the
major factors affecting teaching practics
decision-making. Predictably, other organisational
factors predisposing probationérs +to adopt a
directive, teacher-centred approach " in the
classroom, are the lack of equipment and prepared
material, the nature of textbooks, tests and
examinations and the example of colleagues and
others in positions of authority. Not only has
the use of diaries provided(insight into the most
important socialization forces once teaching
starts, but an unsuspected reaction comes to light
in that probationers apparently use teaching
methodologies to punish or reward pupils according

to their classroom behaviour. The implications of

this finding for those concerned with encouraging
the use of pupil-centred methodologies in

geography classrooms, obviously needs further

investigation. Overall, probationer diaries

indicate that much of the trauma of first year |

teachlng is generated as a result of an excessive

work load and that this, in turn, rapidly leads to .

the adoption of satisficing behaviour in which the
use of teacher-centred practice becomes
increasingly attractive. it is not surprising,
therefore, that training has relatively little
influence upon choice of teaching style and use of
teaching methodologies compared with the effect of

organisational elements.

262
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The findings of this'study highlight the need for teaching
practice change in geography education if the third phase
aims of the syllabué are to be achieved. 1In the past it was
assumed that Euch change: would occur in an ~evolutionary
manner as teachers adjusted to the demands of a revised
syllabus and matriculation examination. Accordiﬁgly,
attention has been directed largely at bringing about change
in syllabus aims and content as well as the nature of tests
and examinations. Althoﬁgh this has had the effect of
changing the knowledge base of the subject, the nature of
geography education as experienced by pupils inv the
Cclassroom has, however, remained much the same. This is due
largely to the reluctance of teachers to adopt a non-
directive approach and use pupichentred methodolcgies in
the classroom. It is clear then, that to move the subject
towards the attainment of third phase aims, geography
educators need to actively ﬁndertake research and planning
in order to bring about fundamental change in teacher
classroom deCision—making..' Confrontéd by challenges to
demonstrate the wvalue of geography education in the
secondary school curriculum, geography educators can no
longer afford to plan for such change in a reactionary
manner but need to respond by actively creating the desired
future. |

There are of course a variety of strategies which may be
used to encourage teachers to adopt a non-directive, pupil-
centred approach in geography education. This study has
shown that the most difficult and _yef essential problem
which strategies must address is the need to alter the
influence of organisational elements in order to encourage
teacher use of third phase practice.i Stated another way,
strategies must be developed to ensure.that the influence of
training becomes dominant in claésroom decision-making. In
this regard geographers need to consider the teacher rather

than the subject, as the focus of change.

Educational planners, especially in South Africa, must
therefore ensure that stratégies for future change in

geography education are based upon reliable information
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regarding teacher attitudes and practice and actively
involve teachers in the planning process. In this regard it
is essential that future research and planning 1link
educational theory with the realities of school experience
(Slater and Rask, 1983). It is strongly recommended that
research be undertaken to investigate the suitability of
systems in which training institutions and schools are
jointly responsible  for pre-service teacher-training.
Although such a suggestion is far from new, it is noticeable
that there has recently been a strong international move to
focus upon partnership schemes in teacher training (Cohn,
1981; Emans, 1983; Smyth, 1984; and Zeichner, 1983) which
could aid in defining problems and suggesting solutions. 1In
particular, research related to apprenticeship schemes
(Watts, 1982), mentoring (Bova and Phillips, 1984; Fagan and
Waltér, 1982; Gibbon, 1986), and +teacher-tutors (Gibson,
1972), suggest that a judicidus mix of these approaches
could bring about 1lasting change in the attitudes and
practice of teachers. For an extensive summary of practical
measures for probationer support, see Hadley (1982, p.79-
80).

Due to the problems involved with undertaking a detailed
study of geography teacher attitudes and practice in all
departments of education in South Africa, it is inevitable,
but nevertheless unfortunate, that the findings are directly
applicable to 'White' education alone. This project should,
therefore, be regarded as a pilot study to be replibated as
part of a futufe collaborative effort combining the
expertise and experience of geography educators in other
departments. Notwithstanding the above, it is contended
that the general conclusions of this study, particularly in
relation to planning approach, apply to all departments of
education in South Africa. The fact that educational change
has traditicnally been imposed upon departments catering for
pupils other than 'Whites' without due consideration of
their views, reinforces the wvalue of a planning approach
which is based upon the premise that change in the classroom
will take place only if it has the suppott and commitment of

teachers. In a post-apartheid society, such an approach
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will be essential if change is to be successfully

implemented in a system which will be characterised by vast

differences in the nature of geography education in the
schools due to the legacy of the past.
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S. — STANDARDS FOR THE SCHOOL-LEAVING

CERTIFICATE OF THE BOARD
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S1. - The list of subjects for the School-leaving Certificate examinations shall

be —

Group A

Afrikaans First Language Higher Grade

Afrikaans Second Language Higher Grade

Afrikaans Second Language Standard Grade

English First Language Higher Grade

English First Language Standard Grade

English Second Language Higher Grade

English Second language Standard Grade (To be offered only until
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Mathematics Standard Grade

Group C
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Biology Standard Grade

Physical Science Higher Grade
Physical Science Standard Grade

Group D

Afrikaans Second Language Standard Grade (may only be offered by
immigrants and Black candidates)

A Bantu language First Language Higher Grade selected from North-
ern Sotho, Southern Sotho, Tsonga, Tswana, Venda, Xhosa and Zulu.
A Bantu Language Standard Grade selected from Northern Sotho,
Southern Sotho, Tsonga, Tswana, Venda, Xhosa en Zulu.

English Second Language Standard Grade (may only be offered by
immigrants and Black candidates)

German Higher Grade (Mother Tongue)

German Higher Grade (Third Language)

WIeCK oianddrd urauc.
Hebrew Higher Grade.
Italian Standard Grade.
Latin Higher Grade.
Portuguese Standard Grade.
Spanish Standard Grade.

(e) Group E:

Biblical Studies Higher Grade.

Biblical Studies Standard Grade.

Economics Higher Grade.

Economics Standard Grade.

Geography Higher Grade (if not offered under Group F).
Geography Standard Grade (if not offered under Group F}).
History Higher Grade.

History Standard Grade.

(f) Group F:

Accounting Higher Grade.

Accounting Standard Grade.

Additional Mathematics Higher Grade (shail nu: be oftered witaout
Mathematics Higher Grade and shall only be offered by candidaltes taking
seven subjects). :
Agricultural Science Higher Grade.

Agricultural Science Standard Grade.

‘Art Higher Grade (shall not be offered by private candidates)

Art Standard Grade (shall not be offered by private candidates)
Business Economics Standard Grade. ,
Commercial Mathematics Standard Grade (shall not be offered with
Mathematics Higher or Standard Grade). '

Geography Higher Grade (if not offered under Group E).

Geography Standard Grade (if not offered under Group E),

Home Economics Higher Grade (shall not be offeied by private candi-
dates).

Home Economics Standard (icade (shall not be offered by private
candidates).

Music Higher Grade (shall not be offered by private candidates).
Music Standard Grade (shall not be offered by private candidates).
Shorthand Standard Grade.

Snelskrif Standard Grade.

Speech and Drama Standard Grade.

Technical Drawing Higher Grade.

Technical Drawing Standard Grade.

Typing Standard Grade.
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1.

PRINCIPLES ON WHICH THE SYLLABUS IS BASED

1.

1

Nature of Geographvy

Geography as a subject has many areas of overlao
with other subjects in both the natural and the
social fields of study. This syllabus takes
into account the essential nature of Geography.

It ensures that:

1.1.1 the four major traditions in Geography
are upheld. These are:

man-land rélationships
the spatial perspective
the regional viewpoint
the earth-science component,

1.1.2 a balance is maintained between Physical
Geography and Human Geoqgraphy

1.1.3 provision is made for both the theoretical
and the practical aspects of the subject

1.1.4 sufficient flexibility exists to allow
for the changing nature of the subject.

Y

General education of the pupil

Education is concerned with the development of the
'whole being' and not merely with imparting
kncwledge.

1.2.1 'The most important aims, in the long term,
are for pupils to:

acquire and develop intellectual
skills and abilities which will promote
on-going education

adjust to a society that is undergoing
rapid and far-reaching social, economic
and political changes

enter the world-of-work that is becoming
increasingly more technologically orientated

develorn their moral and emectional
(affective) attributes.
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The teaching of Geography should neither
be specifically vocationally orientated,
not entirely university orientated. The
syllabus should provide for two groups
of pupils:

those who will receive no further
instruction in the subject, and

those who will continue with the
study of Geograohy at a tertiary
level.

1.2.3 Although the syllabus is divided into a
Junior Secondary Phase and a Senior
Secondary Phase, the two phases must be
related, and must allow for the progres-
sive development of geographical knowledge,
skills and attitudes.

OBJECTIVES

In lesson premaration teachers should bear in mind
the higher abilities of comprehension, analysis,
application, synthesis and evaluation.

This subject should be taught in such a way that
pupils develop an eagerness for further study and
individual inquiry.

Teachers should be aware of the contribution Geographyv

is making to the general education of the pupil. It
is this awareness that glves direction to day-to-day
teachlng

Objectives should be meaningful to pupils and
teachers alike, and must constitute both realirctic
and achievable targets.

The type and number of short-term objectives in
Geography are numerous, and those selected for a
lesson should be closely correlated with the nature
of the subject matter and the resources available
to the teacher.

Objectives can be classified into four main categc-
ries:

2.1 Knowledge

2.1.1 Pupils should acguire a fundamental
bodv of knowledge which is mecaningful
and useful to them and which can be
applied and reproduced in wnute\er
form is required.
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2.1.2 Pupils should recognize the unity
of knowledge through the links that
Geography has with other subjects.

Skills

2.2.1 No list of skills can be complete.
The following should, however, be
kept in mind:

The importance attached to different
skills should be related to the
abilities and maturity of the pupils.

The development of skills should
enable pupils to deal with knowledge
in an organized manner.

Pupils should gain proficiency in
the use of skills through repetition
and the application of these skills
to new situations.

2.2.2 Geography makes a particular contribu-
tion to the, following skills:

Perception

The way in

in relation to the 'actual' environment influences

Oracy and literacy: thinking logical-

ly, writing concisely, speaking with
assurance and accuracy -

Numeracy: facility with simple
statistical methods, graphs and
tables

Graphicacyi the ability to draw,
read and interpret

Interpretation: of pictures, photo-
graphs and maps

Fieldwork techniques: using either
the traditional (survey) or the
scientific apwnroach.

which the environment is 'perceived!’

the pupil's concept of space (spatial concep-
tualization).
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2.3.1 In order to heighten the pupils' percep-
tion of their environment, 1t is neces-
sary fcr them to: :

. recognize the relationships that exist
between peonle and their environmeqt
{
. identify spatial patterns, spatial
relationships and interaction (This
is closely linked with an understanding
of location, distance and accessibility.)

. be aware of the underlying processes
which act upen spatial patterns and
relationships and which bring about
change

. be aware of the world's place to place
variety; to recognize the uniqueness
of place.

2.3.2 Many studies require pupnils to examine the
spatial aspects of social and economic
problems. Such studies provide opportunities
for pupils to respond to problem-solving
and decision-making situations through
critical, divergent and creative thinking.

.4 Appraisal

2.4.1 Studies in Geographv should promote the
formation and reinforcement of positive
attitudes and values.

This is an emotional objective, for,
without appealing to the emotions and
without sufficient motivation, learning
seldom takes place.

2.4.2 Pupils need to develop a social awareness.
This means that they are expected to:

recognize the inter-dependence of man

B acquire a tolerant attitude towards
others with different social, economic
and political circumstances.

2.4.3 Pupils need to develop an environmental
awareness. Theyv need to feel a commitment
towards the environment by developing a
'caring attitude'. This means they are
expected to:



recognize the need for conservation

understand that the balance of nature
is largely dependent on man's wise
management of his environment

They should be aware of how man
uses/abuses his environment, parti-
cularly the resources available to
him; the options and constraints
that are placed on his actions.

realize that the quality of life is
influenced by the aesthetic aspects of
man's environment as well as by an
appreciation of the grandeur and wonder
of Creation.

3.  TEACHING GUIDELINES

3.1 Teaching approaches

Teachers should make every effort to create effective
learning experiences for their pupils. Whatever
teaching approach is used, it is essential to

develop a sense of reality in the teaching situation.

3.1.1 The holistic or global approach

It is particularly important that the
components of the syllabus be viewed

as parts of a whole and not as isolated
compartments of knowledge.

The divisions of the syllabus should be
regarded as a convenient means - of
grouping the characteristics of the
individual components. :

Wherever possible, the rélationship and
interaction between components should
be stressed.

3.1.2 The descriptive versus the problem-solving
approach
. Although there is still room for some

of the descriptive techniques of the
old traditional Geography, emphasis
snould be given tc a more problem—
orientated approach.

Pupils should gain insight into the

process of decision-making by participa-
ting in exercises such as simulation games.



3.1.3 The systems appfoach

It is recommended that teachers introduce
the concept of systems into their teaching.

Pupils should be aware that Geography
encompasses the study of a very ccmplex
man-environmental ecosystem. This complex
system is broken down into a number of
sub-systems to facilitate its study.

Several components of the syllabus could
be taught as sub-systems such as those
associated with weather, drainage and
urban sub-systems.

3.1.4 The inter-disciplinary approach

Concepts studied in Geography may overlap
with those of other subjects such as
Biology, Science, and Economics.

. Inter-disciplinary studies should form
part of the broad teaching strategy.
This will enhance the value of both the
learning content and the learning
objectives. : B

3.1.5 The scientific approach

Pupils should be trained in the scientific
method of inquiry (statement of hypothesis,
followed by the collection and classifi-
cation of information, and finally, the
testing of the hypothesis).

Teaching techniques

It is recommended that, where apprbpriate, teachers
should:

3.2.1 integrate the reading and analysis of photo-
graphs and maps with the relevant sections
of the syllabus. This includes:

photographs: vertical, oblique and
horizontal (i.e. aerial and ordinary)

maps: such as wall, atlas, topographic
maps of Southern Africa (particularly

the 1 : 50 000 SA series) and municipal
maps of the local area.

3.2.2 ensure that pupils become competent in the
use of various measuring instruments and
other apparatus

(80]
[9N]



3.2.6

make use of diagrammatic representation
of statistics. For example, climatic
figures, economic data and population
characteristics can be illustrated by
means of curves, columns, rectangles,
circle segments, dots, colour, pictorial
diagrams and isolines

introduce quantitative techniques such as
means, deviations (range), simple correla-
tions, scattergrams, regression lines and
probabilities. Emphasis should be on under-=
standing what the different techniques
reflect. Complicated calculations and
constructions need not be required

[N

refer to models. These include:

theoretical models (such as urban and
economic models) which need to be tested
against the real world. These enable
geography to be studied by means of a
more problem-orientated approach

physical models (such as globes, tellu-
rions and paper-mdché / sand-tray
models) which provide effective repre-
sentations of the real world.

undertake well planned and meaningful field-
work

This includes: observation and measure-
ment in the: field; the recording and
processing of data; the interpretation
of written and graphical information.

encourage individual and group research
techniques

Pupil involvement, independent activity,
initiative, creativity and independence
should constantly be extended.

Pupils should learn to rely on personal
observation in the field (primary source)
and to make use of secondary sources

such as: reference books; maps, photo-
graphs and diagrams; films, tapes and
slides; as well as television, the radio
and the press.
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. Pupiis need to develop werthwhile
attitudes towards learning such as:
respect for evidence; a critical
appraisal of reporting; a suspicion
of simplistic explana*ions, and a
willingness to engage in rational
discussion.

Pupils need to distinguish between
central issues of importance and periphe-
ral ‘issues.

NOTE: Pupils should undertake short

: independent study topics ehroughout
the vear on work related to the
requirements of the syllabus.

3.3 Differentiation

3.3.1 - Teachers should not expect the same amount
and guality of work from all pupils.
Differences in ability must be taken into
account. However, each pupil can be expected
to work at the highest possible level of his
own ability.

3.3.2 Most of the topics studied are common to all
- - grades. However, pupils in different grades
will not be expected to study these in the
same depth. The approach to, and the control
of work for less able pupils should be more
direct.

3.4 Evaluation
' Evaluation is concerned with both:
the measurement of pupil achievement, and

the effectiveness of lesson preparation, class
management and the achievement of lesson

objectives.
4. EXAMINATIONS
4.1 There should be continous evaluation for all
standards:
4.2 Pupils in Stds 8 and 9 must write an internal exami-

nation at the end of each year.

4.3 A final public examination w1ll be set at the end
of the Std 10 year.



-10-

Although the examination will be set on
the Std 10 syllabus, candidates will be

- expected to draw on their overall knowledge

of concepts and skills developed in previous
years.

This examination will consist of TWO papers:
PAPER 1: 1% HOURS

Compulsory questions on photo and map
reading, analysis and interpretation
will be set. :

The emphasis will be on interpretation,
and gquestions will relate to aspects
of Physical, Settlement and Regional
Geography. .

PAPER 2: 3 HOURS

. This paper will be divided into THREE
sections.

FOUR questions must be answered: ONE
from each section and the FOURTH question
may be chosen from sections A, B or C.

Layout of paper for the Higher Grade
~and the Standard Grade:

SECTION A - PHYSICAL GEOGRAPHY
TWO questions set, at
least ONE must be answered.

SECTION B - SETTLEMENT GEOGRAPHY
TWO questions set, at
lease ONE must be answered.

SECTION C - REGIONAL GEOGRAPHY
THREE questions set,
at least ONE must be
answered.

COMBINED questions may be set in each
section; for example, a guestion in
section A may comprise the Geomorpho-
logy, Ecology and Climatology components.



NOTE:

-11-
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HIGHER GRADE: Questions may either be
SYSTEMATIC or of the COMPOSITE variety.
A composite question in one section

{eg. Section A) may include aspects

from one or both the other two sections
(B and/or C), provided the marks alloca-
ted to aspects from other sections do
not exceed 25 % of the total marks for
the question.

STANDARD GRADE:  emphasis should be on
the SYSTEMATIC type of gquestion.

Differentiation between Higher Grade and Standard
Grade, for both internal and external papers,
should be achieved through the type of questlons
set and on their mark allocation.

- - = ——a — —— -~ —— -

Italicized statements in the SYLLABUS CONTENT
are GUIDELINES suggesting an approach. These
should allow for greater flexibility when
teaching the subject.
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TOVINSIALE ADMINISTRASIE
DI KAAR DID GOEIE HOOP

PROVINCIAL ADMINISTRATION
OF THE CAFE OF GOON HOPR -

RTEMENT VAN CNDERWY S DEPARTMENT OF EBLCATION

CFROVINCIAL BUILDING, VALE STROUT,
P.O. BOX 13, CAPE TOWN 6000

VINSIALE GEBSU, W/\A‘LSTHAAT,
POSBUS 13, KAAPSTAD 8000

RE TELLKS 4722360
TELEX
TELEGRAM EDUCATION

r R. Ballantyne"
/o Departmcont of Geography ‘ e 45-9329
niversity of Cape Town NAVRAE Mr G.J

ONDEBOSCH ENQUITCES ce
700 ' verwysiNG L, 15/73/7

Swanepoel

REFERENCE
DATUM
. DATE 5 August 1983

car Mr Ballantyne

HE ROLE OF POST-GRADUATE TEACHER TRAINING IN THE FORMATION
F GEOGRAPHY TEACHER ATTITUDES: Pn.D. THESIS

. Your lettern.dated 29 July 1983 has reflerence.
Your application for carrying out the survey 1is granted,
subject to the following conditions: '

2.1 No teacher/principal is under any cobligation to
provide the information reguired, or to co-operate
in. the research in any other way.

2.2 No teacher, principal or schecol may be identifiable
in any way.

2.3 All arrangemnents in connection with yvour project

must be undertaken by yoursaelfl

bmitied for comnlation
he fourth Lerm of

2.4 The questionnairce must not ba st
during school hours, cr during L
the school year.

2.5 The conditions 2.1 - ¢
full when you approsnch the prid
for their co-cpaorstion.

>~
13
o

L copy of your ap
for their co-opu
Education Dureau < 2.7

vour carliest convenience. Inis coepy is reguirad
for Depsartmental record purpeszs,

no
ON

a7 ...



2.7 A copy of your thesis must be submitted to each
of the following:

(i) The Education Bureau, and
(ii) The Education Library

of the Cape Department of Education, P.0O. Box 13,
CAPE TOWN 8000. ' :

3. The Department wishes you every success 1in your studies.

Yours faithfully

4_7&«/(

for DIRECTOR: EDUCATION
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QUESTIONNAIRE SURVEY LETTER






SCUTH AFRICAIN COLLECE)

UNIVERSITY OF CAPE TOWN 0

(VATH WHICH 1S INCORPORATED Tt

Telephone: 69-8531 Telogrophne, Arfdre s,
Al Cape Tour

Telex: 57-22208

DEPARTMENT OF GEOGRAPHY
Rondebosch, 7700

Dear Geography Colleaque, i
As part of my Ph.D. entitled "The role.of Post-Graduate Teacher Training

in the Formation of Geography Teacher Attitudes" I have constructed a
survey which needs to be administered to all practising geography teachers
in the Cape Province. Please could you assist me by ensuring that all
teachers in your school who teach geography (even if only for a few

periods a week) complete the enclosed survey and return them to you. I
would greatly appreciate it if you could then return the surveys to me in
the enclosed self-addressed envelope.

The aim of the research being undertaken is to investigate the effect that
teacher training programmes have on the way in which geography is being
taught in schools in order to improve the effectiveness of the training.
As such it is essential that practising geography teachers are canvassed
for their views and attitudes towards the subject, the way it is taught
and the geography. teacher training programmes they attended.

Obviously the success of the research will largely be dependent on the
number of surveys that are returned. Your assistance in this regard will
be greatly appreciated.

Yours sincerely,

ROY BALLANTYNE




UNIVERSITY OF CAPE TOWN

(WITH WHICH 15 INCORPORATED THE SCUTH AFRICAN COLILGE) ©
Telephone: 69-8531 Telegravhic Address:

Telex: 57-22208 Alumrne Cape Town

DEPARTMENT OQOF GEOGRAPHY
Rondebosch, 7700

Geagte Aardrykskunde Kollega,

As deel van my Ph.D.-tesis, getiteld "The role of Post-Graduate Teacher
Training in the Formation of Geography Teacher Attitudes" het ek m

vraelys opgestel wat toegepas moet word op alle praktiserende aardryks-
kunde-onderwysers in die Kaapprovinsie. Sal u my asseblief help deur toe
te sien dat alle onderwysers in u skool wat aardrykskunde onderrig (selfs
al is dit net n paar periodes per week), die ingeslote vraelys voltooi

en aan u terugbesorg. Ek sal dit hoog op prys stel as u dan die vraelyste
aan my sal terug stuur in die ingeslote, selfgeadresseerde koevert.

Die doel van die navorsing wat onderneem word, is om die effek van
onderwysersopleidingsprogramme op die manier waarop aardrykskunde in skole
onderrig word vas te stel, ten einde die effektiwiteit van die opleiding

te verbeter. As sodanig is dit noodsaaklik dat praktiserende aardrykskunde-
onderwysers genader word om hul menings en houdings teenoor die vak, die
manier waarop dit aangebied word en die aardrykskunde-onderwysersopleidings-
programme wat hul bygewoon het, vas te stel.

Die sukses van die navorsing sal ooglopend grootliks afhang van die aantal
vraelyste wat teruggestuur word. U hulp in hierdie verband sal hoog op
prys gestel word. Indien u graag die resultaat van die opname sou wou
bekom, dui asseblief aan deur u adres in te sluit wanneer u die vraelyste
terugstuur. :

Vriendelike Groete,

Ve &ZLJJ;J

ROY BALLANTYNE
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APPENDIX E

BEGINNING STUDENT, QUALIFIED
STUDENT AND GEOGRAPHY TEACHER
SURVEY QUESTIONNAIRES






UNIVERSITY OF CAPE  TOWN - : - ,01

GCOGRAPHY  STUDRENT  TEACHER  SURVEY -

The purpose of this survey is to gain information about teacher attitudes
towards teaching, geography as .a subject; geography teacher training and the
types of geography teaching methods used-in schools. As such there are no
right or wrong answers. UWhen answering questions please reflect your own
feelings and not what you perceive to be the correct answer. This survey
is private and confidential.

<

Please answer every quastion by crossing the appropriate response.

Fof'example:—

* Male Feale

- THANK YOU FOR YOUR CO-OPERATION.

" PERSONAL DATA:

'll' Male Female
2. :Years of formal geography education. i.e., Geography III = 3
None = 1 2 3 4 ‘5 6 7

3.  Pid you take geography as a Matric subject?

Yes No
4. When did you decide to become a teacher?
During your | First year Second year Third year Foﬁrth yea]
school years University University University University
»5.. Do you intend taacﬁing Geography when you qualify as a teacher?
Yes No |
6. Highest geography standard taught during practical teaching;
Std. 6 Std; 7 std, 8  Std. 9 Std. 10 Post Matric
7. . Which language medium do you use when teaching? !
‘English Afrikaans ;

8. What bpther subjects are you intending to teach oncs you are qualified?

-

R R I T I I I T I S R S R O I A I I I R A A R R I I R N N R A

Py
Page 2/.....



6E.

67.

68.

69.

70.

71.

72.

73.

4.

75.

76.

Dui aan die belangrikheidsgraad ven die volgende invloede np die maniser.

waarop U aardrykskunde sal dosesr.

1

Sterkte van invlosed:-

NN =
i

~
it

821
"

Invligede op styl van onderrig

Onbelangrik
Minder belangrik
‘Belangrik
Baie belangrik

Uiters belangrik

Vlak van belangrikheid

Laag Hoog
Onderuysers wie u bewonder het toe u .
2 3 4 5
op -skool was . v
Idees aangeleer in u onderwysersopleidings- »
' 2 3 4 5
kursus
Idees wat u ult boeke en tydskrifte gekry
. 2 3 4 5
het
Die onderwysstyle van ander onderwysers '
. - A 2 3 4 5
met wie u in kontak was
Die beskikbaarheid van toerusting en ander
onderrigmateriaal soos voorbereide werkop- 2 3 4 5
dragte
Die klaskamergedrag van leerlinge en hul 2 3 4 5
reaksie teenoor verskillende onderrigstyle
Die materiaal bevat in handboeke 2 3 4 5
Indiensopleidingskursusse en aardryks- ] '
. . 2 3 4 5
kundeonderwysersverenigings
Instruksie obr metode van onderrig van die
2 3 4 5
Departementshoof
Onderwysersgids van die Departement van
2 3 4 5
Onderwys
Eksamens 2 3 4 5
Begeerte om bevordering te verkry: 2 3 4 5-




ATTITURES TOWARDS TEACHING:

292

Please indicate the level of importance of the followtng factors in determining

your

OIS EENE
i

roasons for choosing teachlng as a caresr:

Not important
Little importance

« Important

VYary important
Extremely important

Reasons for Teaching

10. .
‘11,

12, .

13.
14.
15.
16. |
17.
18.
19.
20.
21,
22.

23.

Level of Importance

knowledge

High

yani tp increase self—knoulgdge 2 3 4 5
Influence next genération ‘ 2 3 4 5
'Li{tle danger of being out of job 2 3 4 S
Like seeing progress made by children -
as they become aware of things 2 3 4 5
Challenge of changing situation 2 3 4 ‘5
Possibilities for advancement 2 3 4 S
Like to feel will always have 'steady income 2 3 4 S
Cqmpanionshipvof staffroom 2 3 4 5
 Change young people's attitudes 2 3 4 5
'Like keeping up with subject 2 3 4 5
Cuide pupils towards a suitable career 2 3 4 5
‘Can be fitted around other commitments 2 3 4 5
Like the holidays 2 3 4 5
Prepapihg pupils toibuild new society 2 3 4 5
Like teaching own subject and imparting 9 3 4 5

Fage 3/,



56.

57.

58,

&0.

63,

64.

 Houdings teencor sardryksikunde onderwyseropleiding - Vervolg

Onderwysopleidingsinhoud | v Ylak van belangrikheid

Laag : Hoog

Skoolaardrykskunde projekte

2 3 4 5
(tydskrifte, ens.) 1 2
Ruimtelike konsep-ontwikkeling by lesr- 1 5 5 4 5
linge socos hulle deur die skool vorder
o ] . .o )

Besondere aardryxskyndlge vermoens 1 2 3 4 5
(kaartwerk, ens.)
Ontwikkeling van professiocnele houdings

. 1 2 3 4 5
teenoor onderrig van aardrykskunde
Begaafde leerlinge in Aardrykskunde ‘ 1 2 3 4 5
Stadige leerders in aardrykskunde 1 2 -3 4 5
Onderrig van a;rdrykskunde in agterlike 1 2 3 4 5
skole
Ander (voeg by)
e eserssennaeas Cesranenasesenians o 1 2 3 4 5
S et s s seransseres i sen s s s acsetanen s 1 -2 3 4 5
h e s eresreeeratacehesee s ras e ns e 1 2 3 4 5 °
T T R IO 1 2 3 4 5

Aardrykskunde-onderwysersopleiding is ver verwyder van die realiteite van
klaskameronderrig.

Beslis ja Ja Weet nie Nee Beslis nee

 Die aardrykskunde-onderwyseropleidingskursus wat ek bygewoon het was van

min waarde vir my.

Beslis ja Ja lieet nie Nee Beslis nee

...



24,

25,

26..

217.

30.

31,

32.

33.

34.

35.

Attitudes towards Teaching - Continued. » 293

I think I made a mistake becoming a_teacher.

Never Very seldom Seldom Frequently Very frequently

I think I mzde a mistake becoming a geegraphy teacher. :

Never " Very seldom Seldom Frequantly Very frequently

STATEMENTS CONCERNING GEOGRAPHIC EDUCATION:

Geographical education is concerned with the development of young minds.

Agree strongly Agree Undecided Disagree - Disagree strongly

Geography should develop a love for one's country and culture.

Agree strongly Agree Undecided Disagree Disagree stronglyl

Geography should encourage a wonder of ‘creation.

- Agree étrongly' Agree Undecided - Disagree Disagree strongly

Geographical education is concerned with teaching concepts and skills
useful to society. ' '

Agree strongly Agree Undecided Disagree . Disagree strongly

Geography;iessons should instil respect for moral values and tolerance of
other races, religions and ways of life.

Agree strongly Agree Undecided Disagree Disagree straongly

Geography should deal critically with political ideals as they pertain to
spatial patterns and organisation.

Agree strongly Roree Undecided Disagree Disagree strongly

]

Geography should develop an awareness of social justice in pupils.
Agree strongly Agree Undecided Disagree Disagree strongly
Geogréphy should supply pupils with facts about the. world they live in.

Agree strongly Agree - Undecided Disagree . Disagree strongly

The geography school syllabuses should contain more spatial theory.

'
Agree strongly *Agree Undecided Disagree Diségree strongly

Pupils should be presented with more regibnal'geography at the school level.

Agree strongly Agree Undecided Bisagreo Disagree strongly

Page 4/



46.

47,

48,

49,

50.

51.

53.

54,

1]
[#3]

HOUDINGS TEENOOR ONDERWYSMETODES:

Dit is idealisties om te aanvaar dat onderwysmetodes soos veldwerk,
aardrykskundige spaletjies en rolvertolkings n belangrike deel van
skoolaardrykskunde-onderrigstrategieg moet udtmaak.

Beslis Ja Ja Weet nie Nee Beslis nee

Gewoonlik is die ideale tydsverhouding van "onderuwyser wat praat" teenoor
"leerling wat werk" in ™ 40 minute periodei-

30 : 10 25 : 15 20 ¢+ 20 15 : 25 10 «+ 30

As aardrykskunde-onderwyser sal ek hoofsaaklik hou by die onderrigmetodes
gebruik deur ander in die departement/skool. ‘

Beslis ja Ja Weet nie Nee Beslis nee

Ontdekkingsmetodes van onderrig wat leerlingsentrserde benaderings gebruik
is goed in teorie, mear nie prakties in die werklike situasie nie.

Beslis ja Ja Weet nie Nee . Beslis nee
Die nuwe leerlingsentreerde aardrykskunde onderrigmetodes bereik hogr
inname by leerlinge vergeleke met die resultate behaal deur meer

tradisionele metodes.

Beslis ja - Ja Weet nie - Nee Beslis nee

HOUDINGS TEENOOR AARDRYKSKUNDE ONDERWYSEROPLEIDING:

Dui aan die beslangrikheid wat u sal heg aan die volgende komponente
as u n aardrykskunde-onderwysersopleidingsprogram moes opstel.

= Onbelangrik

Belangrikheidsgraad:~ 1

2 = Minder belangrik .

3 = Belangrik '

4 = Baie belangrik

5 = Uiters belangrik
Onderwyscpleidingsinheud, : Vlak van belangrikheid

Laag " Hoog

Aardrykskunde~inhoud van skoolsillabus 1 2 3 4 .5
Metodes var aardrykskunde-onderrig 1 2 3 4 5
Praktiese aard}ykskunde«onderrig 1 2 3 4 5
Filosofievvan aardrykskunde-onderrig 1 2 3' §4 5

Voorlesing deur praktiserende aardrykskunde
L
onderwysers |

6/



36.

37.

38.

39.

40.

41.

42.

43.

44,

45,

Statements concarning qeoqraphic education -~ Continued. 294

Geagraphy at school level should aim to develop problem-solving skills.

Agree strongly Agree Undecided Disagree Disagres strongly

Geography lessons should teach generalities common to many regions rather
than the particularities of any one region.

Agree strongly Rgree Undecided Disagree Disagree strcngly

Geography syllabuses should be designed to facilitate social awareness on
the part of pupils.

 Agree strongly Agree Undecided Disagree Disagree strongly

Geography should develop pupils' critical appreciation of their environment.

Agree strongly Agree Undecided Diéagree Disagree strangly

Geography should encourage environmental awareness and conservaticn ethics
in pupils. ' '

Agree strongly Rgree Undecided Disagree isagree étrongly

The learning of graphic skills such as map-work should comprise a larger
segment of geography syllabusegs than at present. '

Agree strongly Agree Undecided . Disagree Disagree strongly

Syllébus changes in school geography are desirable as they enable the
subject to remain felevant to the needs of pupils and society.

Agree strongly Agree Undecided Disagree Disagree strongly’

.School geography content should be separate and different from that taught

at University.

Agree strongly Agree Undecided Disagree Disagree strongly

School geogréphy is a highly relevant subject in relation to the needs of
pupils.

Agree strongly Agres Undecided . Disagree Disagree strongly

. Geography is the most exciting subject to teach in the school curriculum.

Agree strongly Agres Undecided Disagree Disagree strongly

|

Paga &/.
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37,

38.

. 39.

40.

41,

42,

43.

44,

Stellings aangaande aardrykskundige opvoedkunde - Vervolg

_Aardrykskunde op skoolvlak behoort ten doél te h& om probleemoplossings-
vaardigheid te ontuwikkel.

Beslis ja Ja Weet nie Nee  Beslis nee

Rardrykskunde-lesse behoort algemene feite wat gemeen is aan baie streke
te onderrig eerder as die besonderlikhede van enige enkele streek.

Beslis ja Ja Weet nie Nee Beslis nee

Sillabusse vir aardrykskunde behoort ontwerp te wees om sosiale bewustheid

" by die leerling te ontwikkel.

Beslis ja Ja Weet nie Nee  Beslis nee

Aardrykskunde behoort die leerling se kritiese waardering van sy

. omgewing te ontwikkel.

Beslis ja Ja Weet nie Nee Beslis nee

“ Aardrykskunde behoort omgewingsbemdstheid en bewaringsetiek in leeriinge

aan te moedig.
Beslis jJa Ja lleet nie Nee Beslis nee

Sillabusse vir aardrykskunde behoort die aanleer van grafiese vaeardighede,
soos kaartwerk, meer te beklemtoon as tans.

Beslis ja Ja Weet nie Nee Beslis nee

Sillabusaanpassinge in skoolaardrykskunde is wenslik aangesien dit die
vak relevant hou tot die behoeftes van leerlinge en die gemeenskap.

Beslis ja Ja Weet nie Nee Beslis nee

Skoolaardrykskunde-inhoud behoort afsonderlik en verskillend te wees

van dié op universiteit aangebied.

Beslis ja Ja leet nie ‘Nee Beslis nee

Skoolaardrykskunde is n hoogs relevante vak in verhouding tot die
behoeftes van die leerlinge.

Beslis ja Ja Weet nie Nee Beslis nee

Aardrykskunde is die mees opwindende vak om te onderrig in die skool-
kurrikulum,

Beslis ja d

[

eet nie Nee Beslis nee

YA
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47.

48.

49,

50.

51.
52,
53.
54,

55,

ATTITUDBES TOWARDS TEACHING METHODSs - : . . 295

It is idealistic to assume that teaching methods such as fielduwork,
geographical games and role plays should constitute a significant part
of scHool geography teaching stratsgies.

-

Agree |strongly ‘ Agres Undecided = Disagree Disagree strongly

Normally the ideal time ratio for "teacher talking'" as opposed to "pupil
working"™ in a 48 minute period is:- .

30 : 10 25 1 15 20 ¢ 20 15 ¢ 25 10 « 30

As a geography teacher I will largely conform to the teaching methods
used by others in the department/school.

Agree strongly Agree Undecided Disagree Disagree strongly

Discovery methods of teaching which utilise pupil-centred approabhes'are
fine in theory but are not practicable in reality.

Agree strongly Agree Undecided Disagree - Disagree stfongly

New pupil-centred gecgraphy teaching methods achieve greater learning in
pupils when compared with the results obtained by more traditional methods,

Agree strongly Agree .Undecided. Disagree Disagree strongly'

ATTITUDES TOWARDS GEOGRAPHY TEACHER TRAINING:

Indicate the importance you would pléca on the following components if
you were to plan a geography teacher-training programme.

Level of importance:- 1 = Not important
2 = Little importance
3 = Important
4 = Very important
5 = Extremely important
Teacher Training Content Level of'Importance"
Low _ . High
Geographical content of school syllabus 1 2 3 4 5
Methods of geography teaching 1 2 3 4 5
Practical geography teaching 1 2 3 4 . 5
Philosophy of geographib education g 1 -2 3 ,4 5
Talks by practising geography teachers 1 2 3 4 5

Page 6/..



24,

25,

- 26,

27.

29,

0.

31.

33.

34,

Houdings teenoor onderwys - Vervolg

€k dink ek het fouteer om ondérwyser/es te_wofd.

Nooit Baie selde Selde Dikwels Baie dikwels

Ek dink ek het fouteer om,aardrykskunde—onderwyser/és te word.

Nooit Baie selde Selde Dikwels Baie dikwels

STELLINGS AANGAANDE AARDRYKSKUNDIGE CPVOEDKUNDE:

Aardrykskundige opvoeding is gemoeid met die verstandelike ontwikkeling
van jongmense )

Beslis ja © Ja Weet nie Nee Beslis nee

Rardrykskunde behoort n liéfde vir eie land en kultuur te kueek.
Beslis ja _ Ja Weet nie Nee Beslis nee

Aardrykskunde behoort n bewondefing Qan die skepping aan te moedig.
Beslis ja IJa Weet nie . Nee Beslis nee |

ARardrykskundige opvoeding is bemoeid met die oordra van begrippe en
vaardighede van gemeenskapsbelang.

Beslis Ja Ja Weet nie Nee Beslis nee

Azrdrykskunde-lesse hehoort respek vir morele waardes en verdraagsaamheid
teenoor ander rasse, godsdienste en lewensuwyses daar te stel.

Beslis ja Ja Weet nie Nee Beslis neé

Rardrykskunde behoort krities te kyk na politieke ideale soos hulle
ruimtelike patrone en organisasie raak.

Beslis ja Ja Weet nie Nee Beslis nee

Rardrykskunde behoort n bewustheid van sosiale geregtigheid in leerlinge
te ontwikkel. ‘

Beslis Ja Ja . Weet nie Nee Beslis nee.

Aardrykskunde behoort leerlinge te voorsien van feite aangaande die
wereld wasrin hul leuwe.

Beslis ja Ja Weet nie Nee Beslis nee .

Die skoolsillabus vir aardrykskunde behoort meer ruimtelike teorie te
bevat.-

Beslis ja Ja Weet nie Nee. Beslis nee

Leerlinge behoort meer in strecksaardrykskunde onderrig te word.

Baslis Ja Ja eet nie Nee Beslis nee



56.

57.

58.

60.

61.

62.

63.

64.

Attitudes towards Geography Téacher Training - Continued.

Teacher Training Content

296

Level of Impoftance

h

Lou Hig

School geography tasks (journals etc.) 1 2 3 4 5
Spatial concept development of pupils as
& . , 1 2 3 4 5
they progress through school.,
Special geography skills (map work etc.) 1 2 3 4 5
Development of professional attitudes -

L : - 1 2 3 4 5
towards geography teaching.
Gifted pupils in geography _ 1 2 3 4 5
Slow learners ‘in geography = - 1 2 3 4 5
Teaching gecgraphy in disadvantaged schools = 1 2 3 4 5
Other (please add)
T 1 2 3 4. 5
R R R R I A B A A B I I A A I B N R A R A R B A A l 2 3 4 5
Cheetesaseses et s eaeraeseasetnsenasenas 1 2 3 4 5.

Geography teacher-training courses are far removed from the realities of

classroom teaching.

Agree strongly Agree Undecided Disagree Disagree strongly

The geography teacher-training course I participated in has been of little

value to me.

Agree strongly Agree ‘ Undecided Disagree

Disagree étrongly'

nge 7/.



HOUDINGS TEENDOR ONDERUWYS:

Dui asseblief die belangrikheidsgraad ven die hieropveclgende faktore aan in
u besluit om conderwys as beroep te kies. ’

1 = Onbelangrik
2 = Minder belangrik
3 = Belangrik
4 = Baie belangrik
5 = Uiters telangrik
Redes vir Onderwys gee Belangrikheidsgraad
Laeq Hoog
S. Wil selfkennis verbreed 1 2 4 5
10. Wil volgsnde geslag beinvloed 1 2 4 g
11. Min gevaar van sonder-werk-wees 1 2 4 5
12. Stel beleng in die vordering van kinders
; 1 2 4 5
sons hulle bewus word van dinge
13, Uitdaging van n veranderende situasie 1 2 4 5
14.  Moontlikhede van bevordering 1 2 4 5
15, Wil seker wees van vaste inkomste 1 2 4 5
1€. Kameraadskap van personeelkamer 1 2 4 5
17. Verander -benaderings van jongmense 1 2 4 5
18. Bewus te bly van nuutste ontwikkelings 1 o 4 5
in vak
19, Heip skoliere om geskikte loopbane te kies 1 2 4 5
20. Kan inpas by ander verpligtinge 1 2 4 5
21. - Hou van die vakansies 1 2 4 5
22. Berei leerlinge Voor om nuuwe gemeenskap ] 9 4 5
op te bou ’
23. Hou van cie vak doseer en kennis borara 1 2 4 5

'
3.



65..

&6.

67.

o
0

71.

72.

73.

74,

-1
e

76.

Indicate the 1mportdncs of the Follomlng lnfluenceQ upon the way in

whlch you expect to. teach geoouraphy.

Strength of influence:-

i

i

IR
1

H

Influences on Teaching Style

= Not important
‘Little importance
Important
Very important

Extremely 1mportant

-

297

Strength .of Influence

Lou tigh
Teachers whom you admired while you
3 2 3 4 5
were a pupil
Ideas gained during your teacher-training 2 3 4 5
course :
Ideas you have gained by reading bcoks .
2 3 4 5
and journals
.The teaching styles of other geagraphy
teacners withthom you have come in 2 3 4 5
contact
The zvailability of equipment and other
teaching materiel such as prepared work- C 2 3 4 5
sheets
The classroom behaviour of pupils and 2 3 4 5
their response to different teaching styles
The material contained in text books 2 3 4 5
Inservice training courses and geography
. : 2 3 4 5
teacher associations
Instruction on how to teach given by your '
. : 2 3 4 5
subject head .
Teacher guides from the education department’ 2 3 4 5
Examinations 2 3 4 5
Desire to obtain promotion 3 4 5

Paga 55/"



UNIVERQITCIT KARBSTAD

AARDRYKSKUNDE ONDERWYSSTUDENT VRAELYS

-

Die doel van hierdie ondersoek is om inligting aangaande die houdJng van
onderwysers ten opsigte van onderwys-aardrykskunde as vak, die opleiding
van aardrykskunde-onderwysers en die verskillende aardrykskunde metodieke
in skole toegepas, in te win. Daar is as sulks geen regte of verkeerde
antwoorde nie. Met die beantwoording van die vrae moct u ash. u eie
gevoelens weergee en nie wat u voel die korrekte antwoord behoort te wees

nia.

Hierdie opname is privaat en vertroulik.

Beantwoord asb. elke vraag deur die toepaslike antwoord met n kruisie aan te dui

o

Byvoorbeeld:-

Manlik /EEED*iEjf

DANKIE VIR U SAMEWERKING.

PERSOONLIKE DATA:

1.

Manlik Vroulik

Aantal jare formele aardrykskumde-opleiding, bv.: Geografie III = 3°
Geen 1 2 3 4 5 6 7

Was aagrdrykskunde een vanvjou matric vakke?

Ja Nee

Wanneer het u besluit om n onderuyser te word?

Gedurende Jou Ferste Jaar Tweede Jaar Derde Jaar Vierde Jaar

skogol jare Universiteit Universiteit Universiteit . Universiteit

Is u van voornsme om aardrykskund “te dosseer wanneer u Kwalifiseer as
onderwyser?

Ja Nee

Hoogste aardrykskunde-klas onderrig gedurende proeftydperk:
st. 6 St. 7 St. 8 st. 9 St. 10

In watter taal onderriy u?

£ngels Afrikaans

5

Watter ander vakke is -u van voorneme om te onderrig wanneer u bogln
onderwys gee?

o

R EEEEE R R N T e R R N A IR B B A N R S R B I A A A LTI T N I N B I S



' 298
UNIVERSITY OF CAPE TOWN

GEOGRAPHY STUDENT. TEACHER SURVEY

The purpose of this survey is to gain information about teacher attitudes
towards teaching, geography- as a subject, geography teacher training and the
types of geography teaching methods used in schools. As such there are no
right or wrong answers. When answering questions please reflect your own
feelings and not what you perceive to be the correct answuer. This survey
is private and confidential. B

Please answer every guestion by érossing the appfopriate response.
For example:-

Male Feiale ’ .

THANK YOU FOR YOUR CO-OPERATION.

PERSONAL DATA:

. 1. Male Female
2. Years of formal géography education. i.e., Geography III = 3
None 1 2 3 4 - 5 . 6 - 7
3. id you take geography as a Matric subject?
Yes " No
4. When did you decide to become a teacher?
Ouring your First year' Second year Third year Fourth year
school years University University University University
5. Do you intend teaching Geography when you qualify as a teacher?
Yes | ND> '
6. Highest geography standard taugﬁt during practical teachingj
Sta. 5 std. 7 Std. 8  Std. 9 Std. 10 Post Matric
7. Which language medium do you use when teaching?
English Afrikaans
8. What other subjects are you intendihg to.teach ance you are QUaliFied?

-o---.o.-...ooo-.-c'..o'o..-00oon-o.-....ooo'---0---.-.....---..-...
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93.

94.

95.
56.

97.

Tegnieke Nooit Baie Selde Dik—_ Baie
Selde wels Dikue%s 
Video baa;;m R o
Bespreking en lees van
afgerolde notas
Rekenaars
Koerant artikels
Artikels in tydskrifte
Ander (voeg by)



ATTITUDES TOWARDS TEACHING: ‘ S 299

Please indicate the level of importance of the following factors in determining
your reasons for choosing teaching as a career:

1 = Not important
2 = Little importance
3 = Important
4 = Very important
S = Extremely important
Reasans for Teaching h‘ Level of Importance
Low High
g, Want to increase self;knowledge 1 2 3 4 5
0.. . Influence next generation 1 2 3 4 5
1. Little danger of being out of job 12 3 4 5
2. . Like seeing progress made by children » ‘ .
. 1 2 3 4 5

as they become aware of things
3. Challenge of changing situation. 1 -2 3 4 5
A Possibilities for advancement . 1 2 . 3. 4 5
5. Like to feel will always have steady income 1 2 3 4 S
5 Companionship of staffroom » , 1 2 3 4 5
/. = Change young people's attitudes ‘ 1 2 3 4 5
3. Like keeping up with subject 1 2 3 4 - 8§
. Guide pupils towards a suitable career 1 2 3 4 5
J. Can be fitted around other commitments 1 2 3 4 5
L. Like the holidays 1 2 3 4 . s
. Preparing pupils to build new society 1 2 3 4 5
3 R I3 3 - . - > .

Like teaching own subject and imparting 1 2 3 4 5

knowledge

Page 3/..



Dui aan hoe dikwels die volgende onderwyshulpmiddels en tegnieke na u
mening gebruik behoort te word in die onderrig van aardrykskunde :-

7.

78.

79.

80.

81.

82.

83.

84.

85.

86.

87.

88.

89.
90.
91.

92,'

Baie-

. /H lomiddel Nooit Baie Selde | Dik-
Tegniek/Hulpmidds Selde wels | Dikwel:
Foto's
Prente

Gevalle Studies

Kaartwerk

Veld-ekskursies

“wat geleer is

inwinning (ontdekkingsmetode)

Werkopdrag vir versterking van

Werkopdrag as inleiding tot kennis-~

Proeftafel

Oorhoofse projektor

Handboek

Films

Skyfies

Praat en kryt

Klank-kasette

Uittreksels uit boeke

Aardrykskundige spelet jies




24,

25,

26,

27.

29,

30.

31

32.

33

35.

fittitudes towards Teaching ~ Continued. : . , 300

I think I made a mistake becoming a_teather.

Never Vary seldom Seldom Frequ ntly Vary frequently

I think I made a mistake becoming a geography fteacher.

Never Very seldom Seldom  frequently Very Freqhently

STATEMENTS CONCERNING GEOGRAPHIC EDUCATION:

Geographical educaticn is concerned with the development of young minds.

Agree stronaoly Agree Undecided Disagree Disagree strongly

Geography should.deuelop a love for one's country and -culture.

Agree strongly Agree Undecided Disagree Disagree strongly

Geography should encourage a wonder of creation.

Agree strongly Agree Undecided Disagree Disagree strongly

Geographical education is Concerhed with teaching concepts and skills:
useful to society.

Agree strongly Agrae Undecided Disagree Disagree strongly

Geography lessons should instil respect for moral values and tolerance of
other races, religions and ways of 1life.

Agree strongly Agree ' Undecided Disagree Disagree strongly

Gecgraphy should deal critically m1th political ideals as they pertaln to
spatial patterns and organisation.

Agree strongly Agree . Undecided Disagree Disagree strongly

- Geography should develop an awareness of social justice in pupils.

Agree strongly Agreo Undecided Disagree Disagree strongly
Geography should supply Puplls with facts about the world they llVP in.

Agree strongly ~  Agree. Undecided Disagree Disagree strongly

~ The geography school syllabuses should contain more spatial theory.

Agree strongly Agree Undecided. Disagree Disagree strongly

Pupils should be presented with more regional geography at the school level.

Agree strongly Agree Undecided Disagree Disagree strongly

Pags 4/.



65.

67.

68.

69.

70.

71.

72.

73.

74.

Dui aan die belangrikheidsgraad van die volgends invloede op die manier

waarop u_aardrykskunde sal dosger.

Sterkte van invloed:i- "1 = Onbelangrik
: ' 2 = Minder belangrik
3 = Belangrik
4 = Baile belangrik

[61]
H

Invloede op styl van onderrig

Uiters belangrik

.

Vlak van belangrikheid

Begeerte om bevordering te verkry

Laag Hoog
.-therwysers wie u bewonder het toe u
: 2 3 4 5.
op skool was :
. Idees aangeleer in u 0nderwysersopleidings— 2 5 4 5
.kursds
Idees wat u uit boeke en tydskrifte gekry -
e wat 2 2 3 4 -5
het
Die onderwysstyle van ander onderwysers
. s _ 2 3 4 5
met wie u'in kontak was :
DBie beskikbaarheid van toerusting en ander
onderrigmateriaal scos voorbereide werkop- 2 3 4 5
dragte
Die klaskamergedrag van leerlinge en hul
. . , . 2 3 4 5
reaksie teenoor verskillende onderrigstyle
Die materiaal bevat in handboeke 2 3 4 5
Indiensopleidingskursusse en aardryks- e '
, . 2 3 4 5
kundeonderwysersverenigings
Instruksie cor metode van odderrig van die '
2. 3 4 5
Departementshoof
Onderwysersgids van die Departement van 5 2 4 g
Onderwys
Lksamens 2 3 4 5
2 3 4 5




36.

37.

38.

39.

“40.

41,

42,

43,

‘44,

45,

301

Statements concerning geographic education ~ Continued.

Geography at school level should aim to develop pfoblem—soluing.skills.

Aoree strongly Agree Undecided Cisagres Disagree strongly

Geography lessons should teach generalities common to many regions rather
than the particularities of any one region.

Agree strongly ° Agree Undecided Disagree Disagree strongly

Geography syllabuses should be designed to facilitate social awarengss on
the part of pupils. :

Agree strongly . Agree Undecided Disagree - Disagfée strongly

-

Geography should develop pupils' critical appreciation of their environment.

Agree strongly Agree Undecided Disagree Disagree strongly

Geography should encourage environmental awareness and conservation ethics
in pupils.

Agree strongly Agree Undecided Disagree ‘Disagree étrongly

The learning of graphic skills such as map-work should comprise a larger “
segment of geography syllabuses than at present.

Agree strongly Agree Undecided ‘Disagree Disagree strongly

Syllabus changes in school geography are désirable as they enable the
subject to remain relevant to the needs of pupils and society.

Rgree strongly Agree Undecided Disagree Diségree strongly

School gecgraphy content should be.separate and different from that taught
at University.

Rgree strongly Agree Undecided Disagree Disagree strongly

School geography is a highly relevant subject in relation to the needs of
pupils.

Agree strongly: Agree . Undecided Jisagree, " Disagree sfrongly

Geography is the most exciting subject to teach in the school curriculum.

Agree stfongly Rgree Undecided Disagree .. Disagree strongly

Page
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57.

e0.

61,

63, -

64.

Houdings teenoor aardrykskunde onderwyseropleiding - Yervolg

Onderwysopleidingsinhoud

Viak van belangrikheid

9 5 5 5 6 5 5 8 0 9 8 5D 8 T S K O NS E PO LN LS LSS

Skoolaa?drykskunde projekte 1 2 3 4 5

(tydskrifte, ens.)

Ruimtelike konsep-ontuwikkeling by leer- 1 » 3 4 5

linge soos hulle deur die skool vorder

‘Besondere aardrykskundige vermogns 1 2 3 4 5

(kasrtwerk, ens.)

Onﬁ@ikkeling van professionele houdings 1 ) 3 . -

teencor onderrig van aardrykskunde '

Begaafde leerlinge in Aardrykskunde 1 2 3 4 5

Stadige leerders in aardrykskunde 1 2 3 4 5
. b o a1t

Dndgrrlg van aardrykskunde in agterlike _ 1 2 7 4 5

skaole

Ander - (voeg by)

T T ST R TR T 1 2 3 4 5

Ch et iereaseseer st eenaas s anse st s s 1 2 3 4 5

1 2 3 4 5

Aardrykskuride-onderwysersopleiding is ver verwyder van die realiteite van

klaskameronderrig.

Beslis ja Ja Weet nie Nee

Beslis nee

Die aardrykskunde-onderuyseropleidingskursus wat ek bygewoon het was van

min waarde vir my.

Beslis ja Ja lleet nie Nee

-

Beslis nee

7/....



460

48,

49,

50,

51,
52,
573,

54.

Ui
[ &g

302

ATTITUDES TOWARDS TEACHING METHODS:

It is idealistic to assume that teaching methads such as fislduwork,
geographical games and role plays should constitute a significant part
of school geography teaching strategies.

‘Agree strongly Agree Undeéided Disagree Disagree strongly

|

Normally the ideal time ratio for "teachar talking" as opposed to "pupll

.worklng" in a 40 minute period is:-

30 : 10 25 ¢ 15 20 + 20 15 ¢ 25 ) 10 + 30

;As a geography teacher I will largely conform to the teachlng methods

used by others in the departnent/school

Agree strongly Agree Undecided Disagree Disagrée strongly

Discovery methods of teaching which utilise pupil~cenired approaches are

‘fine in theory but are not practicable in reality.

Agree strongly ~Agree Undecided . Disagree Disagree strongly

New pupil-centred geography teaching methods achieve greatef learning in

pupils when compared with the results obtained by -more. traditional methocs.

Agree strongly Rgree Undecided Disagree Disagree strongly

ATTITUDES TOWARDS GEOGRAPHY TEACHER fRAINING:

Indicate the importance you would place on the following components if

"you were to plan a geography teacher-training programme.

Level of importance:- 1 = Not important
.2 = Little importance
3 = Important
4 = Very important
5 = Extremely important
Teacher Training Content Level of Iﬁportance
Low High
Geographical content of school syllabus 1 2 3 4 5
Methods of geography teaching 1 2 3 4 5
Practical geography teaching 1 2 3 4 5]
Philosophy of geographic education 1 2 3 4 5
Talks by practising geography teachers 1 2 K 4 5

Page
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47,

48.

45,

51.

52.

54.

HOUDINGS TEENOOR DNDERWYSMETODES:

Dit is jdealisties om te aanvaar dat onderwysmetodes soos veldwerk,
aardrykskundige speletjiss en rolvertolkings N belangrike deel van
skoolaardrykskunde-onderrigstrategieg moet uitmaak.

Beslis Ja Ja Wecat nie Nee Beslis nee

Gewoonlik. is die ideale tydsverhouding van "onderwyser wat praat' teenoor
"leerling wat werk'" in N 40 minute periode:- )

30 : 10 25 : 15 20 :» 20 15 : 25 10 ¢« 30

- -

As éardfykskunde—onderwyser sal ek hoofsaaklik hou by die onderrigmetodes
gebruik deur ander in die departement/skool. : :

éeslis ja Ja Weet nie Nee Beslis nee

Ontdekkingsmetodes van onderrig wat leerlingsentreerde benaderings gebruik
is geced in teorie, maar nie prakties in die werklike situasie nie. .

Beslis jJa Ja Ueet nie Nee.  Beslis nee

Die nuue leeriingsentreerde aardrykskunde onderrigmetodes bereik ho#r
inname by leerlinge vergeleke met die resultate behaal deur meer

. tradisionele metodes.

Beslis Jja Ja Weet nie: Nee Beslis nee

HOUDINCGS TEENODOR AARDRYKSKUNDE ONDERWYSERDPLEIDING:

Dui aan die belengrikheid -wat u sal heg aan die volgende komponente
as u n aardrykskunde-onderwysersopleidingsprogram moes copstel.

Belangrikheidsgraad:- 1 = Onbelangrik

2 = Minder belangrik .

3 = Belangrik

4 = Baie belangrik

5 = Uiters belangrik
Onderwysopleidingsinhoud . Vlak van belangrikheid

A lLaag .. B Hoog

Aardrykskunde-inhoud van skoolsillabus 1 2 3 40 005
Metodes van aapdrykskunde~onderrig 1 2 3 4 5
Praktiese aard}ykskunde~onderrig 1 2 3 4 5
Filesnofie van aardrykskunde-onderrig 1 2 3 4 5

Voorlesing deur praktiserende aardrykskunds
onderwysers

fu—
N
e
~
(831

6/ e



56.

57.

58.

59.

60'

62.

63.

64.

Attitudes towards Geoqraphy Teachsr Training - Continued.

Teacher Training Content

303

Level of Importance

Low High

Schaol geography tasks (Jjournals etc.) 1 2 3 5
Spatial concept development of pupils as 1 5 3 -
they progress through school. . o
Special geography skills (map work etc.) 1 2 3 5
Development of professional attitudes

. 1l 2 3 5
towards qeography teaching. :
Gifted pupils in geography 1 2 3 5
Slow learners in geography 1 2 .3 5
Teaching geography in disadvantaged schools 1 2 3 5
Other (please add)
B RN 1 2 3 5
l.llI.ll.O..l'..'l.l....l.'..‘0.!0...0'.. l 2 3 5
I T I T 1 2 3 5
€ 6 8 6 658 68 5 089 O PP ST EEESESIIBEESIOEITEIOESTECENNOSDS l 2 3 5

Geagraphy teacher-training courses are far removed from the realities of

classroom teaching.

Agree strongly Agree Undecided

Disagree

Disagree strongly

The geography teacher-training course I participated in has been of little

value to me.

Agree strongly Agree Undecided

Disagree

' Disagree strongly

Page 7/



36.

37,

38.

39.

40.

41,

© 42,

44,

45,

Stellings aangaande aardrykskundige opvoedkunde - Vervolg

Aardfykskunde.op skoolvlak behoori ten cdosl te h& om probleemoplcssings¥
vaardigheid te ontwikkel.

Beslis ja Ja- Weet nie Nee Beslis nee

Aardrykskunde-lesse behoort algemene feite wat gemeen is aan baie streke
te onderrig eerder as die besonderlikhede van enige enkele streek.

Beslis ja Ja ieet nie Nee _. Beslis nee

Sillabusse vir aardrykskunde behoort ontuerp te wees om sosiale bewustheid
by die leerling te ontwikkel.

Besljs‘ja © Ja Weet nie- Nee ~ - Beslis nee

Aardrykskuride behoort die leerling se kritiese waardering van sy
omgewing te ontwikkel.

Beslis Ja Ja Weet nie Nee Beslis nee

Aardrykskunde behoort omgew*ngsb@uustheld en bemarlngsetlek in leerlinge
aan te moedig.

Beslis ja Ja Weet nie Nee Beslis nee

Sillabusse vir aardrykskunde behoort die aanleer van grafiese vaardighede,
sons kaariwerk, meer te beklemtoon as tans,

. Beslis ja Ja Weet nie Nee Beslis nee

Sillaebusaanpassinge in skoolaérdrykskunde is wenslik aangesien dit die
vak relevant hou tot die behoeftes van leerlinge en die gemeenskap.

Beslis ja - Ja Yeet nie Nee Beslis nee

Skoolaardrykskunde-inhoud behoort afsonderlik en verskillend te wees
van dié op universiteit aangebied.

Beslis ja Ja Weet nie Nee Beslis nee

Skoolaardrykskunde is n hoogs relevante vak in uerhoudlng tot die
behoefces van die leerlinge.

Beslis ja Ja Weet rie Nee Beslis nee

Aardrykskunde is die mees opuindende vak om te onderrlg in die skaol-
kurrikulum.

Beslis jJa Ja leet nie Nee Beslis nee



65.

66.

67.

68.

69.

70.

71.

2.

73.

74,

75.-

76. .

Indicate the importance of the following influences upon the way in

which you expect to teach geography.

= Not important

Strength of influence:~ - 1
2 = Little importance
3 = Important
4 = Very important ;
5 = Extremely important
‘ Strength of Influence
- Influences on Teaching Style - ' Low High
Teachers uhom you admired while you 1 2 ' 3 4 5
were a pupil .
d ined duri ner- ini
Ideas gaine uring your teacher-training 1 2 3 . 4 5
course
: i
deas 1é ined din < -
I ea. you fave gained by reading books 1 9 3 4 5
and journals
The teaching styles df'other geography
teachers withuhom you have come in 1 2 3 4 5
contact :
The availability of equipment and other
teaching material such as preépared work- 1 2 . 3 4 5
sheets . :
The classroom behaviour of pupils and 1 o . 4 5
their response to different teaching styles - )
The material contaiped in text books 1 2 3 4 5
Inservice training courses and geography P
v \ . s 1 2 3 4 5
teacher associations
Ins?ructlon on how to teach given by your 1 5 3 4 5
subject head
Teacher guides from the education department 1 2 3 4 5
Examinations : ' 1 2 3 4 5
Desire to obtain promotion 1 2 3 4 5

, /
Page /.



24,

26.

27.

29.
30.
32.
33,
34,

35.

_ Houdings teenoor onderuwys - Vervolg

Ek dink ek het fouteer om onderwyser/es te word.

Nooit Baie selde Selde Dikwels Baie dikwels

Fk dink ek het fouteer om aardrykskunde—ondermyser/es te word.

Nooit Baie selde Selde Dikwels Baie dikwels

STELLINGS AANGAANDE AARDRYKSKUNDTGE OPVOEDKUNDE :

Aardrykskundige opvoeding is gemoeid met die verstandeslike ontwikkeling
van jongmense )

Beslis Ja Jda Weet nie Nee Beslis nee

Rardrykskunde behcort n liéfde vir-eie land en kultdur te kweek.
Beslis ja Ja leet nie Nee Beslis nee

Aardrykskunde behoort n bewondering van die skepping aan te moedig.

Beslis ja Ja Weet nie Nee Beslis nee

pPardrykskundige opvoeding is bemoceid met die oordra van begrippe en
vaardighede van gemeenskapsbelang.

Beslis ja -Ja Weet nie Nee Beslis nee

Aardrykskunde-lesse behoort respek vir morele waardes en verdraagsaamheid
teencor ander rasse, godsdienste en lewenswyses daar te stel.

Beslis ja Ja. weet_nie “Nee  Beslis nee

Aardrykskunde behoort krities te kyk na politieke ideale soos hulle
ruimtelike patrone en organisasie raak. '

Beslis Ja Ja Weet nie Nee Beslis nee

Aardrykskunde behoort n bewustheid van sosiale geregtigheid in leerlinge
te ontuwikkel.

Beslis ja - Ja Weet nie Nee Beslis nee

Aardrykskunde behoort leerlinge te voorsien van feite aangaande die
wdreld waarin hul lewe.

Beslis Jja Ja Ueet nie Nee Beslis nee

Die skoolsillabus vir aardrykskunde behoort meer r.imtelike teorie te
bevat.

Beslis ja Ja Weet nie Neé Beslis nee
Leerlinge behoort meer in streeksaardrykskunde onderrig te word.

Beslis  ja Ja leet nie Nee Beslis nee

4/...



80.
81.

82.

B3.

84.:

85.
86.
87.
88.
89.
8o.
91.
92.
93.

94,

95.

96.

97.

Indicate the frequency with which you feel the following teaching aids and

techniques should be used when teaching geography

. . Very Very
Technlque/Ald Never Seldom Seldom Often Often
Photographs
Pictures
Case studies
Map work
__________________________________________________________________ I
Field trips
Worksheet for reinforcement
of learnt material
Worksheet as introduction to
learning (discovery method)
| mmmm oo oo i e
iSample table
1Uverhéad projector
- Text book
Films
e ittt bbbty Subei by Sty Su ey S A -
fSlides
Passages from books J
Geographical games
______________________________________ e o s ST LTS
" Talk and Chalk
__________________________________________________________ J I S
Sound-tapes ,
——————————————————————————————————————————————— N S | e e
Video films
__________________________________________________________________ A ———a
Discussion and reading of
roneod notes
___________________________________________________________________ e —————
Computers
Newspaper articles
Journal and magazine articles
Others (please add)
———————————————————————————————————————————————— &—-—.——~—-—.———o—--——--———_—1 P - — e -
e e e e e e e e e e e b e -




HOUDINGS TEENOOR ONDERWYS:

Dui asseblief die belangrikheidsgraad van die hieropvolgende: faktore aan in
u besluit om onderwys as beroep te kies.

1 = Onbelangrik
2 = Minder belangrik
3 = Belangrik
4 = Baie belangrik
5 = Uiters belangrik
Redes vir Onderwys gee ' Belangrikheidsgraad
Laag . Hoog
9. Wil selfkennis ,verbreed 1 2 3 4 5
10. Wil volgende geslag beinvloed 1 2 3 4 -5
11. Min gevaar van sonder-werk-wees 1 2 3 4 5
12. Stel belang in die vordering van kinders =
= - 1 2 3 4 5
spos hulle ‘bewus word van dinge
13. Uitdaging van n veranderende situasie 1 2 3 4 5
14, Moontlikhede van bevordering 1 2 3 4 G
15. Wil seker wees van vaste inkomste 1 2 3 4 S;J
1€, Kameraadskap varn perscneelkamer 1 2 3 4 5
17. Verander benaderings van jongmense 1 2 3 4 -5
1E. ?emus te‘bly van nuutste ontwikkelings 1 o 3 4 5
in vak
15, Help skoliere om geskikte loopbane te kies 1 2 3 4 5
20. Kan inpas by ander verpligtinge 1 2 3 4 5
21. Hou van die vakansies 1 2 3 4 5
27, Eergl }eerllnge voor om NUWE gemeenskap ] 5 3 4 5
op te bou
z3 Hou van eie vak dogeer en kennls oorcgre 1 z 2 & 5
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UNIVERSITEIT KAAPSTAD

AARDRYKSKUNDE ONDERWYSSTUDENT VRAELYS

Die doel van hierdie ondersoek is om inligting aangaande die houding van
onderwysers ten opsigte van onderwys-aardrykskunde as vak, die opleiding
van aardrykskunde-onderwysers en die verskillende aardrykskunde metodieke
in skole toegepas, in te win. Daar is as sulks geen regte of verkeerde
antwoorde nie. Met die beantwoording van die vrae moet u ssb. u eie
gevoelens weergee en nie wat u voel die korrekte antwoord behoort te wees
hie. Hierdie opname is privaat en vertroulik.

Beantwoord asb. elke vraag deur die toepaslike antwocord met n kruisie aan ﬁe

Byvoorbeeld: -

Manlik /Ezﬁbkzgj’

DANKIE VIR U SAMEWERKING.

PERSDONLIKE DATA:

1. Manlik Vroulik

2. Aantal jare formele aardrykskunde-opleiding, bv.: Geografie III = 3

Geen 1 2 3 4 5 6 7
3. Was aardrykskunde een van jou matric vakke?
Ja Nee
4, Wanneer het u besluit om n onderwyser te word?
Gedurende jou Eerste Jaar Tweede Jaar Derde Jaar Vierde Jaa
skool jare Universiteit Qniversiteit Universiteit Universite
5. Is u van voorneme om aardrykskuade te dosseer wanneer u kualifiseer as
onderwyser? N
Ja Nee

6. Hoogste aardrykskunde-klas onderrig gedurende proeftydperk:

St. 6 St. 7 St. 8 St. 9 St. 10
7. In watter taal onderrig u?
Engels Afrikaans

8. Watter ander vakke is u van voorneme om te onderrig wannmeer u begin
onderuys gee? : :

R EE R EE R T N A S A S A S R S S BN AR R IR A A SR A B L e v o 00



307
UNIVERSITY OF CAPE TOWN

. GEOGRAPHY TEACHER SURVEY .

The purpose of this survey is to gain information about teacher attitudes
towards teaching geography as a subject, geography teacher training and the
'~ types of geography teaching methods used in schools. As such there are no
right or wrong answers. UWhen answering questions please reflect your ouwn
feelings and not what you perceive to be the correct answer. Do not identify
~ yourself or your school as the survey -is private and confidential.

Please answer every guestion by crossing the appropriate respohse.

For example:-

Male /:Eghﬁié:

THANK YOU FOR YDUR CO-OPERATION,

PERSONAL DATA:

1. Male Female
2. Years of formal geography educatiqn.' i.e., Geography III and Geography
_ Methods = 4.
None 1 2 3 4, 5 & 7 '
3. Institution attended: -
College of Education University
4, Academic and professional training occurred, between 19..... and 19.....
5. Present post:
Teacher Teacher - Senior H.0.D. Deputy Principal
(First year) Teacher (Vice- Prin-
" Principal) cipal
6. Highest geography stahdard usually taught.
Std. 6 Std. 7 Std. 8 Std. 9 Std. 10 Post Matric
7. Which language medium do you use when teaching?
English Afrikaans ' - ' ‘
8. Is‘your school situated in:
A small touwn Large touwn , Metropolitan Region
(Under 20,000 (20,000 - 100,000 (100,000 people and
people) . people)- - above )

Page 2/.....



UNIVERSITEIT KAAPSTAD

AARDRYKSKUNDE-ONDERWYSERVRAELYS

Die doel van hierdie ondersoek is om inligting aangaande die houding van
onderwysers ten opsigte van onderuys-aardrykskunde as vak, die opleiding
van aardrykskunde-onderuwysers en die verskillende aardrykskunde metodieke
.in skole toegepas, in te win. Daar is as sulks geen regte of verkeerde
antwoorde nie. Met die beantwoording van die vrae moet u asb. u eie
gevoelens weergee en nie wat u voel die korrekte antwoord behoort te wees
nie. Moet asseblief nie u naam of u skool bekend maak nie, aangesien
hierdie vraelys vertroulik is.

Beantwoord asb. elke vraag deur die toepaslike antwoord met n kruisie aan te dui.

Byvoorbeeld:-
Manlik Voeulik

DANKIE VIR U SAMEWERKING.

PERSOONLIKE DATA:

1. Manlik Vroulik
2. Aantal jare formele asardrykskunde-opleiding, bv.: Geografie III en
Geografie Metodiek = 4.
Geen 1 2 3 4 5 6 7 '
3. Inrigtings bygewoon:
Onderuyskollege Universiteit
4. Akademiese- en professionele opleiding het geskied vanaf 19... tot 19...
5. Huidige betrekking
Onderwyser Onderuwyser Senior Departementshoof
(Eerste jaar) Onderuwyser (Vise-Prinsipaal)
Adjunkhoof Prinsipaal
6. Hoogste klas aan wie u gewoonlik aardrykskunde doseer?
St. 6 St. 7 St. 8 St. 9 St. 10 N& matriek
7. In wvatter taal onderrig u?
Engels Afrikaans
8. Is u skool geleg in:
n Klein dorp Groot dorp Metropolitaanse Streek
(minder as 20,000 (20,000-100,000 (100,000 mense en meer)
mense ) mense )

2/...



ATTITUDES TOWARDS TEACHING:

308

Please indicate the level of importance of the following factors in determining
your reasons for choosing teaching as a career:

NN -

Not important
Little importance
Important

Very important
Extremely important

Reasons for Teaching

10.

11.

12,

13.

14.

15,

16.

17.

18.

20.

21.

22.

23.

Level of Impertance

Lou High
Want to increase self-knowledge 1 2 5
Influence next generation 1 2 5
Little danger of being qut of job 1 2 5
Like seeing progress made by children ] w c
as they become aware of things_
Challenge of changing siﬁuation 1 2 5
Possibilities for advancement 1 2 5
Like to feel will always have steaay ;ncome 1 2 5
Companionship of staffroom 1 2 5
Change young people's attitudes 1 . 2 5
Like keeping up with sgbjgcﬁ 1 2 5
Guide pupils towards a suitable gareer ;V 2 5
Can be fitted around other commitments 1 2 5
Like the holidays 1 2 5
Preparing pupils to build neu society L 2 5
Like teaching own subject and imparting{ 1 o c

knowledge

Page 3/..



HOUDINGS TEENCOR ONDERWYS:

Dui asseblief die belangrikheidsgraad van die hieropvolgende faktore aan in
u besluit om onderwys as beroep t= kies.

1 = Onbelangrik
2 = Minder belangrik
3 = Belangrik
4 = Baie belangrik
5 = Uiters belangrik
Redes vir Onderwys gee Belangrikheidsgraad
Laag Hoog
9. Wil selfkennis verbreed 1 2 3 4 5
10. Wil volgende geslag beinvloed 1 2 3 4 5
11. Min gevaar van sonder-werk-wees 1 2 3 4 =)
12. Stel belang in die vordering van kinders
- 1 2 3 4 5
soos hulle bewus word van dinge
13. Uitdaging van 'n veranderende situasie L 2 3 4 5
14. Moontlikhede van bevordering 1 2 3 4 5
15. Wil seker wees van vaste inkomste 1 2 3 4 5
1€. Kameraadskap van personeelkamer 1 2 3 4 5
17. Verander benaderings van jongmense 1 2 3 4 5
18. Qewus te bly van nuutste ontuwikkelings 1 o 3 4 5
in vak
19. Help skoliere om geskikte loopbane te kies 1 2 3 4 5
20. Kan inpas by ander verpligtinge l" 2 3 4 5
21. Hou van die vakansies 1 2 3 4 5
. .
22. Berei leerlinge voor om nuwe gemeenskap 1 5 3 4 5
op te bou
23. Hou van eie vak doseer en kennis oordra 1 2 3 4 5




26.

27.

28.

29.

50,

31.

33,

34,

35,

-3 - '
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Attitudes towards Teaching - Continued.

I think I made a mistake becoming a teacher.

Never Very seldom Seldom frequently Very freguently

I think I made a mistake becoming a geography teacher.

Never Very seldom Seldom - Frequently Very frequently

STATEMENTS CONCERNING GEOGRAPHIC EDUCAfIDN:

Geographical education is concerned with the development of young minds.

Agree strongly Agree Undecided Disagree Disagree‘strongly

Geography should develop a lave for one's country and culture.

Agree strongly Agree Undecided 'Disagree Disagree strongly

Geography should encourage a wonder of creation.

Agree strongly Agree = Undecided- Disagree Disagree strongly

Geographical education is concerned with teaching concepts and skills
useful to socciety.

Agree strongly Agree Undecided Disagree Disagree strongly

Geography lessons should instil respect for moral values and tolerance of
other races, religions and ways of 1life.

Agree strongly Agree Undecided_' Disagree Disagree strongly

Geography should deal critically wlth polltlcal ideals as they pertain to
spatial patterns and organisation.

Agree strongly Agree Undecided = Disagree Disagree strongly

Geography should develop an awareness of socialvjustice in pupils.
Agree strongly Agree  Undecided Disagree Disagree strongly
Geography should supply pupils with facts about the world they live in.

Agree strongly Agree Undecided Disagree Disagree strongly

The geography school syllabuses should contain more spatial theory.

Agree strongly Agree Undecided 'Disagfee Disagree strongly

Pupils should be presented with more regional geography at the school level.

Agree strongly Agree Undecided Disagree Disagree strongly

. . - : Paage 4/..



24,

25,

26,

27.

28.

29.

30.

31.

32.

33.

34.

35.

-t

Houdings teenoor onderwys - Vervolg

Ek dink ek het fouteer om onderuyser/es te word.

Nooit Baie selde Selde Dikwels Baie dikwels

Ek dink ek het fouteer om aardrykskunde—ondermyser/es te word.

Nooit Baie selde Selde Dikwels Baie dikwels

STELLINGS AANGAANDE AARDRYKSKUNDIGE OPVOEDKUNDE :

Rardrykskundige opvoeding is gemoeid met die verstandelike ontwikkeling
van jongmense

Beslis ja Ja Weet nie Nee Beslis nee

Rardrykskunde behoort n liefde vir eie land en kultuur te kweek.
Beslis ja Ja Weet nie Nee Beslis nee

Aardrykskunde behoort n bewondering van die skepping aan te moedig.
Beslis ja Ja Weet nie Nee Beslis nee

Rardrykskundige opvoeding is bemoeid met die oordra van begrippe en
vaardighede van gemeenskapsbelang.

Beslis ja Ja Weet nie Nee Beslis nee

Aardrykskunde-lesse behoort respek vir morele waardes en verdraagsaamheid
teenoor ander rasse, godsdienste en lewenswyses daar te stel.

Beslis ja Ja Weet nie Nee Beslis nee

Aardrykskunde behoort krities te kyk na politieke ideale soos hulle
ruimtelike patrone en organisasie raak.

Beslis ja Ja Weet nie Nee Beslis nee

Aardrykskunde behoort n bewustheid van sosiale geregtigheid in leerlinge
te ontuikkel.

Beslis ja Ja Weet nie Nee Beslis nee

Aardrykskunde behoort leerlinge te voorsien van feite aangaande die
wéreld waarin hul lewe.

Beslis ja Ja Weet nie Nee Beslis nee

Die skoolsillabus vir aardrykskunde behoort meer ruimtelike teorie te
bevat.

Beslis ja Ja Weet nie Nee Beslis nee
Leerlinge behoort meer in streeksaardrykskunde onderrig te word.

Beslis ja Ja Weet nie Nee Beslis nee



36.

37.

38.

39.

40.

41.

42.

43.

44,

45.

-4 -
310

Statements concerning geographic education - Continued.

Geography at school level should aim to develop problem-solving skills.

Agree strongly ~ Agree 'Undecided Disagree Disagree strongly

Geography lessons should ‘teach generalltles common to many reglons rather
than the particularities of any one reglen

Agree strongly Agree Undecided Disagree Disagree strongly

Geography syllabuses should be designed to facilitate social awareness on
the part of pupils. :

Agree strongly Agree . Undecided Disagree Disagree strongly

Geography should develop pupils' critical appreciation of their environment.

Agree strongly Agree Undecided Disagree Disaéree strongly

Geography should encourage env1ronmental awareness and conservation ethics
in puplls

Agree strongly Agree Undecided Disagree Disagree strongly

The learning of graphic skills such as map-work should comprise a larger
segment of geography syllabuses than at present.

Agree 'strongly Agree Undecided Disagree Disagree strongly

Syllabus changes in school geography are desifable as they ehable the
subject to remain relevant to the needs of pupils and society.

Agree strongly Agree Undecided Disagree Disagree strongly

School geography content should be separate and dlfferent from that taught
at University.

Agree strongly Agree Undecided Disagree - Disagree strongly

School geography is a highly relevant subject in relation to the needs of
pupils.

Agree strongly Agree Undecided Disagree Disagree strongly

Geography is the most exciting subject to teach in the school curriculum.

Agree strongly Agree Undecided Disagree - Disagree strongly

Page 5/.



36,

37.

38.

39.

40.

41.

42.

43,

44,

45,

Stellings aangaande aardrykskundige opvoedkunde - Vervolg

Aardrykskunde op skoolvlak behoort ten doel te h& om probleemoplossings-
vaardigheid te ontuwikkel.

Beslis Ja Ja Weet nie Nee Beslis nee

Aardrykskunde-lesse behoort algemene feite wat gemeen is aan baie streke
te onderrig eerder as die besonderlikhede van enige enkele streek.

Beslis ja Ja Weet nie Nee Beslis nee

Sillabusse vir aardrykskunde behoort ontwerp te wees om sosiale bewustheid

by die leerling te ontuwikkel.
Beslis ja Ja Weet nie ‘Nee Beslis nee

Aardrykskunde behoort die leerling se kritiese waardering van sy
omgewing te ontwikkel.

Beslis ja Ja Weet nie Nee Beslis nee

Aardrykskunde behoort omgewingsbewustheid en bewaringsetiek in leerlinge
aan te moedig.

Beslis ja Ja Weet nie Nee Beslis nee

Sillabusse vir aardrykskunde behoort die aanleer van grafiese vaardighede,

soos kaartuwerk, meer te beklemtoon as tans.
Beslis ja Ja Weet nie Nee Beslis nee

Sillabusaanpassinge in skoolaardrykskunde is wenslik aangesien dit die
vak relevant hou tot die behoeftes van leerlinge en die gemeenskap.

Beslis ja Ja Weet nie Nee Beslis nee

Skoolaardrykskunde-inhoud behoort afsonderlik en verskillend te wees
van dié op universiteit aangebied.

Beslis jJa Ja Weet nie Nee Beslis nee

Skoolaardrykskunde is n hoogs relevante vak in verhouding tot die
behoeftes van die leerlinge.

Beslis ja Ja Weet nie Nee Beslis nee

Aardrykskunde is die mees opwindende vak om te onderrig in die skool-
kurrikulum.

Beslis ja Ja leet nie Nee Beslis nee



46.

47.

48.

49,

50.

51.

52.

53.

54.

55.

311
ATTITUDES TOWARDS TEACHING METHODS:

It is idealistic to assume that teaching methods such as fieldwork,
geographical games and role plays should constitute a significant part

of school geography teaching strategies.

Agree strongly Agree Undecided Disagree Disag&ee strongly
. I

Normally the ideal time rétio for "teacher talking" as opposed to 'pupil
working™ in.a 40 minute period is:-

[

30 : 10 25 ¢ 15 20 + 20 - 15 ¢ 25 10 ¢ 30

As a geography teacher I largely conform to the teaching methods used by
others in the department/school.

Agree strongly . Agree Undecided - Disagree Disagree strongly

Discovery methods of teaching which utilise pupil-centred approaches are!
fine in theory but are not practicable in reality. ;

Agree strongly Agree Uhdecided Disagree Disagree strongly

New pupil-centred geogpaphy teaching methods achieve greater learning in;
pupils when compared with the results obtained by more traditional methods.
i

Agree strongly Agree . Undecided Disagree Disagree strongly

ATTITUDES TOWARDS GEOGRAPHY TEACHER TRAINING:

Indicate the importance you would pléce on the following components if
you were to plan a geography teacher-training programme.

Level of importance:- 'l = Not important
.2 = Little importance
'3 = Important
4 = Very important
5 = Extremely important
Teacher Training Content Level of Importance
Low High
Geographical content of school syllabus 1 2 3 4 5
Methods of geography teaching _ : 1 2 3 4 5
Practical geography teaching 1 2 3 4 5
Philosophy of geographic education ' 1 2 3 4 5
Talks by practising geography teachers 1 2 3 4 5

Page 6/..



46.

47.

48.

49.

50.

51.
52.
53,
54.

55.

-5~

HOUDINGS TEENCOR ONDERWYSMETODES:

Dit is idealisties om te aanvaar dat onderwysmetodes soos velduwerk,
aardrykskundige speletjies en rolvertolkings n belangrike deel van
skoolaardrykskunde-onderrigstrategie® moet uitmaak.

Beslis ja Ja Weet nie Nee Beslis nee

Gewoonlik is die ideale tydsverhouding van "onderwyser wat praat' teenoor
"leerling wat werk'" in n 40 minute periode:-

30 ¢ 10 25 : 15 20 ¢+ 20 15 ¢ 25 10 : 30

As aardrykskunde-onderwyser hou ek my by die onderrigmetodes soos
gebruik deur ander in die departement/skool.

Beslis ja Ja beet nie Nee Beslis nee

Ontdekkingsmetodes van onderrig wat leerlingsentreerde benaderings gebruik
is goed in teorie, maar nie prakties in die werklike situasie nie.

Beslis ja Ja Weet nie Nee Beslis nee
Die nuwe leerlingsenfreerde aardrykskunde onderrigmetodes bereik hogr
inname by leerlinge vergeleke met die resultate behaal deur meer

tradisionele metodes.

Beslis ja Ja Weet nie Nee Beslis nee

HOUDINGS TEENOOR AARDRYKSKUNDE ONDERWYSEROPLEIDING:

Dui aan die belangrikheid wat u sal heg aan die volgende komponente
as u nh aardrykskunde-onderwysersopleidingsprogram moes opstel.

Belangrikheidsgraad:- 1 = Onbelangrik

2 = Minder belangrik
3 = Belangrik

4 = Baie belangrik

5

= Uiters belangrik

Onderwysopleidingsinhoud Vlak van belangrikheid

Laag ' Hoog
Aardrykskunde-inhoud van skoolsillabus 1 2 3 4 5
Metodes van aardrykskunde-onderrig 1 2 3 4 5
Praktiese aardrykskunde-onderrig 1 2 3 4 5
filosofie van aardrykskunde-onderrig _ 1 2 3 4 5
Voorlesing deur praktiserende aardrykskunde 1 5 3 4 5
onderwysers




56.

57.

58.

59.

60.

-6 -
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Attitudes towards Geography Teacher Training - Continued.
Teacher Training Content ' Level of Importance
Low ] High

School geography tasks (journals etc.) 1 2 3 4

Spatial concept development of pupils as

they progress through school. 1 2 3 4
y :

Special geography skills (map work etc.) 1 2 3 4
Development of professional attitudes

. 1 2 3 4
towards geography teaching.
Gifted pupils in gepgraphy . 1 2 3 4
Slow learnmers in geography o 1 2 3 4
Teaching geography in disadvantaged schools 1 2 3 4

Other (please add)

Ceeteseeses st s es et e bttt ens s eeeeranne 1 2 3 4
9 5 0 5 0 8 0 8 0 5 S S 0B OGO ONE SN .vO * 8 0 0 l 2 3 4
S 8 0 6 8 6 ¢ 5 0 00 0P S EE OB 0L OOL LS l.. ¢ e 0 0 000 l 2 3 4

e ieceser et e ettt es e e et et et aesaaneiee 1 2 3 4

Geography teacher-training courses are far removed from the realities of

classroom teaching.

Agree strongly Agree Undecided Disagree Disagree strongly

The geography teacher-training course I participated in has be?n of no
value to me in my teaching career. [

Agree strongly Agree Undecided Disagree Disagréé strongly

Page 7/..
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57.

58,

58.

€0.

61.

62.

63.

e4.
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Houdings teencor aardrykskunde onderwyseropleiding - Vervolg

Onderwysopleidingsinhoud Vlak van belangrikheid
Laag Hoog
Skoolaardrykskunde projekte 1 5 3 4 5

(tydskrifte, ens.)

Ruimtelike konsep-ontwikkeling by leer- : 1 2 3 4 5
linge soos hulle deur die skool veorder

Besondere aardrykskundige vermogns

4

(kaartwerk, ens.) : 1 2 3 5
Ontwikkeling van professionele houdings

. 1 2 3 4 5
teenoor onderrig van aardrykskunde
Begaafde leerlinge in Aardrykskunde 1 2 3 4 5
Stadige leerders in aardrykskunde 1 2 3 4 5
Onderrig van aardrykskunde in agterlike ] 5 3 4 5
skole
Ander (voeg by)
Peeeserea et enaennans reeeesnans ceses 1 2 3 4 5
et ecserees it e e Chereeree e 1 2 3 4 5
Cerecrereeraresrecen e Crree e 1 2 3 4 5
e e es e tea et e ettt sese s 1 2 3 4 5

Aardrykskunde~onderwysersopleiding is ver veruyder van die realiteite van
klaskameronderrig.

Beslis ja Ja Weet nie Nee Beslis nee

Die aardrykskunde-onderwysersopleidingskursus wat ek bygewoon het, was
van geen waarde vir my in my onderwysloopbaan nie.

Beslis ja Ja Weet nie Nee Beslis nee



69.

70.

71.

72.

73,

74.

/5.

’6.

Indicate the importance of the following
which you teach geeography.

Strength of influence:-

H oo

OB N +

313
influences upon the way in

Not important

Little importance
Important i
Very important i
Extremely important

Strength of Influence

Influences on Teaching Style Low _ Hig
Teachers whom you admired while you 1 2 3 4 5
were a pupil
Ideas gained during your teacher-training 1 5 3 4 5
course
q . .
I ea§ you have gained by reading bqpks 1 5 3 4 5
and journals
The teaching styles of other geography
teachers withuhom you have come in A 1 2 3 4 5
contact
The availabilify of equipment and other _
teaching material such as prepared work- 1 2 3 4 5
sheets
The classroom behaviour of pupils and 1 5 3 4 5
their response to different teaching styles ﬁ
The material contained in text books 1 2 .3 4 5
Inservice training courses and geography

R 1 2 3 4 5
teacher associations
Ins?ructlon on how to teach given by your 1 5 3 4 5
subject head
Teacher guides from the education department 1 2 3 4 -5
Examinations 1 2 3 4 5
Desire to obtain promotion 1 2 3 4 5

Page 8/...
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(93
(e

67.

68.

€9.

70.

71.

72.

73,

74,

75,

7€.

Dui aan die belangrikheidsgraad van die volgende invloede op die manier

waarop u aardrykskunde doseer.

Sterkte van invloed:- 1 = Onbelangrik
2 = Minder belangrik
3 = Belangrik
4 = Baie belangrik
5 = Uiters belangrik
Invlcede op styl van onderrig Viak van belangrikheid
Laag Hoog
Onderwysers wie u bewonder het toe u I 5 5
op skool was
Idees aangeleer in u onderwysersopleidings- 1 5 5
kursus
Tdees wat u uit boeke en tydskrifte gekry
1 2 5
het
Die onderwysstyle van ander onderuwysers
X . 1 2 5
met wie u in kontak uas
Die beskikbaarheid van toerusting en ander
onderrigmateriaal soos voorbereide werkop- 1 2 5
dragte
Die klaskamergedrag van leerlinge en hul 7 5 5
reaksie teenoor verskillende onderrigstyle
BDie materiaal bevat in handboeke 1 2 5
Indiensopleidingskursusse en aardryks- 1 0 g
kundeconderwysersverenigings
Instruksie cor metode van onderrig van die
1 2 5
Departementshoof
Onderwysersgids van die Departement van
1 2 5
Onderwys
Eksamens 1 2 5
Begeerte om bevordering te verkry 1 2 5
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78.

79.

80.

81'

82.

83.

84.

85.

86.

87.

88.

89.

90.

Sl.

Influences on Teaching Style -

Other (please add)

© 2 0.0 6000000000060 000000 000080 a0

® o0 006000000090

Contd.

Strength of Influence

Low

.1

oo 1

et t e ee ittt 1

oo 1

High

Indicate the frequency with which you use the following teaching

techniques:-

Technique

Never

Very
Seldom

Seldom

Often

Very
Often

Photographs

Wlorksheet for reinforce-
ment of learnt material

Worksheet as introduction

to learning (discovery
methad)

- - ————— — — — o ——— - — o ]

- s o = o]
—— ey e e = e = = - —— ——_——— - — — -]

[ R ——

——

——— e

S —_—

- s ot et ey e o e e e e

e e e e e e - ———

e

o —— e

N — 4




77.
78.
79.
80.
81.

82.
83.

84.
85.
86.
87.

88.

Invloede op styl van onderrig - Vervolg

Vlak van belangrikheid

Laag Hoog
Ander (voeg by)
Cecesesaane sesecacssesnnessaesene e 1 3 4 5
et e eeseate et ebe e e 1 3 4 5
et essesoacetsestssesana e ceeeennaes 1 3 4 5
ceerescaneanen . ceeen . 1 3 4 5
Dui aan hoe dikwels u die volgende onderuwystegnieke gebruik.
. Nooit | Baie | Selde | Dik- | Baie
egnieke Selde wels | Dikwel
Foto's
Prente

Gevalle Studies

Kaartwerk

Veld-ekskursies

Werkopdrag vir versterking van wat
geleer is

Werkopdrag as inleiding tot kennis-

inwinning (ontdekkingsmetode)

Proeftafel

Oorhoofse projektor

Handboek

Films

Skyfies

9/...
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Teaching Techniques - Contd.
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Technique

Never

Ver&

Seldom .

Seldom

Often

‘Very
0ften

Discussion aini reading of
roneod notes

- > e oy o o T T Bk > A G B > - = -
- - " " s s o e 2 e s St B e e ) S e s e o Oy v S
—— - - ———— - — - - - — - — o

- — - - o i 2t (i s ok i 8 e

- — - — - — - o — s ot o s o o o

———— . o o

]

- - ——

——— - ————

- - —

o - . -]

e —— -

P o -  ——

— o —

e s g s e

e e -

A T T T Spepa——

b s e s e o o m  od

Indicate the frequency mithvmhich{xou feel the following teaching aids and

techniques should be used.

. : : Very Very
A 4

Technlque/ id Never Sseldom Seldem Often Often
Photographs i
Pictures
Case studies
- - - - ——— " ~ d——r" 70 > dnfl e e s s i ko i e e e e -t - — - o o e - - -]
Map wark
Field trips
Worksheet for reinforcement -
of learnt material
Worksheet as introduction to
learning (discovery method)
Sample table
Overhead projector
Text book
Films
______________________________ Ao ]

Page 10/..



89.
90.
91.
92.
93,
94.
95.

96.

97.

P & PN

Tegnieke

Nooit

Baie
-Selde

Selde

Dik-
wels

Baie
Dikwels

Uittreksels uit boeke

Aardrykskundige speletjies

Praat en kryt

Klank-kasette

Video bande

Bespreking en lees van
afgerolde notas

Rekenaars

Koerant artikels

Artikels in tydskrifte

Ander (voeg by)

® 6 6 4 60 0L L EEOEIOILOEPNOSEOLILBLOIOLEOETDLDS

‘@ 8 € 8 TS 80 S P P EEGCE NI CELOENINEREOEOIELTDSIBEDS
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Continued/...

10 -

Technique/Aid

Never

Very
Seldom

Seldom

Very
Often

e o o e i S - - 2l . >~ > i v —an - ]

o o 1 o A - —— " - — oo o
v > —n = = ]

- - - - - - A - i =]

Discussion and reading of
roneod notes

s e o ——— T - —_———— > ——— 2 = i
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p e o o

Explain the reasons for any differences between the teaching methods you
use and those you would like to use.
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98.

99.

160.
ig0l.
1i02.

103.

104.
105.

106.
107.
108.
109.
110.

111.

113,

v Kaartwerk

-10-

Oui aan hoe dikwels die vqlgende onderwyshulpmiddels en tegnieke na u

mening gebruik moet word.

L Dik-

. . Nooit Baie Selde Baie

Tegniek/Hulpmiddel Selde wels | Dikwel
Foto's
Prente

Gevalle Studies

Veld-ekskursies

Werkopdrag vir versterking van
wat geleer is

Werkopdrag as inleiding tot kennis-
inwinning {ontdekkingsmetode)

Proeftafel

Oorhoofse projektor

Handboek

Films

Skyfies

Uittreksels uit boeke

Aardrykskundige speletjies

Praat en kryt

Klank-kasette

11/,




115,

116..

1174

118.

119,

' Tegniek/Hlemiddel

Nooit

Baie
Selde

Selde

Dik-
wels

Baie
Dikwels

114. "Video bande

; Bespreking en lees van afgerolde

notas

Rekenaars

:Keerant artikels

Joernaal en tydskrif artikels

Ander (voeg by)

® 86 0. 0 0 68 00000 0 s 00 e e e ben

¢ 8 & 06 0 0600 ea0 000000 N

0 00 0 2 0 02 0 000N OLILILECLELL LN

® 5 0 5 0 0 0 2 0 5 08 20T 00N P0 LN e0

Verduidelik die redes vir enige verskille tussen die onderrigmetodes wat u

gebruik en die wat u graag sou wou gebruik.
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UNIVERSITY OF CAPE TOWN 312

(WITH WHICH IS INCORPORATED THE SOUTH AFRICAN COLLEGD

UNIVERSITY PRIVATE BAG
RONDEBOSCH. 7700
SOUTH AFRICA

TELEPHONE (021) 698531
TELEGRAMS "ALUMNI CAPE TOWN"
"TELEX 57-22208

|
DEPARTMENT OF ENVIRONMENTAL AND GEOGRAPRICAL SCIENCE

19th December, 1984.

Dear

As you know I am precent1y engaged in Ph.D. research into the attitudinal
changes that occur in geography teachers as they progress from education
students to fully fledged teachers. In order to 'flesh out' the statis-
tical analysis which I have undertaken it is importeant for me to obtain
information about the 'school experience' cf beginner geography teachers.
. In order to obtain this information I need a few beginner teachers to

keep weekly diaries about their teaching experiences and I wondered
whether you would be so kind as to help me in this regard.

The diary you keep should be a personal account of your experiences as &

new geography teacher. In particular I am interested in your day-to-day

experiences and the way in which they influence the following:-

- your attitudes towards the aims and objectives of school g°nctap

-. your attitudes towards the value of the geography teacher txann1ng
course you attended.

- the influence of other teachers and school perscnnel upon your pevcep-
tion of geography education and the methods you use in geography lessons.

- the influence of pupils in affecting the teaching methods you use.

- the influence of time, finance, syllabus content, textbooks and
examinations upon your teaching style.

- the effect of inservice courses, adviscry services and geographical
associations upon your teaching style.

- any problem areas that you experience in the teaching of geography
or resources and influences that have helped you in your transition
from student to teacher.

From the above you will have gathered that I am mainly interested in the
effects of your school experience upon the way in which you teach geography.
Any experiences which reflect the joys and successes you will have or
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problems you experience in trying to teach geography in a concept based,
pupil centred manner, will help me in my research.

If you are willing to help me by keeping-a weekly diary reuort could you
please Tet me know as scon as possible. Hopefully your diary will not
only be of use to me but will be of lasting interest tc you as a record
of your first year at the chalk-face. I wish to assure you that all your
information will be kept strictly confidential.

Thanking you 1in ahticipation for your help,

ROY BALLANTYNE

" Lecturer

p.s. If you have any queries in regard to the diary please contact me.
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ACE 1R PMDPAEL STUNENE ATITIUDOFS
AARARARN AN AR A
* X(17) x MAX MM £.0000000
tARKARMAR RS A MIN]M M 1,.00000Q0
RANGF 0,0000000
ARTARLF N!MRER o  , , 17 VAR ANCE 1.2185%42
IMEFR OF PISTINCT vALHES | S ST,DFv, 1,1038R17
LMRFR GF val yFS COUNTED, a1 ”J*-’m/? .2000000
HMBFR OF val 4FS NOT CNuNTFD 1] Mx  ST.SC. 1.57
MN.ST.S‘ -?2.,08
(WCAYION FOTTMATFS ST . FKROR
MF AN 3.2637342 .1157185
METAN 3.0000000 LPHRHTST
MNDF g, u000000
SKFwWNFSS
KURJOSTYS
S n
M - M M
'.ll..'....-IO‘..-...-.-.'....Qa'b..'-..E'CCOQOE..COOOQQQQOOO
; N A
1 N
PERCFNTS o PERCFNTS
VALVE COUNT  CFLI rum VALUE COUNT  CFLI cuy VALUE COUNT
L. 7 7.7 1.7 3. 26 PRL6 527 5. 10
2. 15 1h S 24,7 4, 41 34T 890

o SN s s An ol e A G WS R e h A W S N e ) S e Sk WA e D e D AL D W S AP W ey

EACH 'H!
PCPRFbFNTS
CﬂUN'(S)

H
H
H

IR RO AP AN

H
H
7]
" 1t
(3] H
H H H
H H H
FACH *=" ABUth=
. U=
CASE NGO, OF MIN, VAL, =
CASE NO. OF MaX AL, =
VALUE VAIUF/S F.
-, 3R \ a8
"ob, ‘9
FACH ',' HELOW =
¥ M
......I..lol.......‘
X
CFNTS
CuM VALUE
160,0

H
H
H
H
H
H
H
H
H

8

6

COUNT

(=g R

.250
«750
5.500

1NN

LT
+ 1 -

2Zg
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At 1y @nbe3p

AN TS O ST S o SN AT

EEEEEEEE NN
¢ Y a,) AL I I S ELRL R NI P
25 3 S0 B N 2 U R N Y
sVTaf ey« ey Ay Hy ik
[ (:‘F}"H«[.‘[F) R Y G
A ) -l ety 154
(P VAN a0y @y
| FVYF ¢ s Pyny 1,
b A Ak & p kA A A A
Y (L) Iy Vad j Al b sbimnge 0 g2
AR A AA K AL AL
NSRS Bey Ay inF
(eFE AL A(F) tee? L2275 4E S
R O A AN Y I S A R AT |4
R e VAR A} g
L FYENE .85 AN IS 1,
25 B 2R UE N S IR Y
Y A VAT Al gl D ) 1
AAA AR A AP A4
ATaT g < eV AL} F
(ST M ALE o8k JH 2 52 .7
(brod pry 1.k et LIRERS
(FUIR AR [ My S
LFVENG 7.5% I A t,

AAAAARNAS D2
X{ne) A
AR AN ANAD A

STabrefigs

(FLD VpaR Al 9
TR ve ey

VA A

1 F Lo

AV

L

Ty ue

toey Ay i
LT R s7.7
|,'i" .ﬂ,,yl-,, |v.’él
A YA 1,

[STARITS
vy oAb,
N EARE AR
cofF v
SFelty
MLX MY
PRy v

el

P Ay
afnh ryv
QUF v

S A r
YaX g™
LA R
o f

M A
Ll AT AYSRY)
SF v
CaMyitoy
Poay by

NN

(IS
Ly
QYr Py
r;.p-p'.
Sadotd
VXM N
N R Y]

1 £ TS
lat:0o°
.r?]‘:
N RNEL
S yF 2R
1.0000
L.ufue

J FInS
S

~N >N
N -

|
u~/
75
123

WUy F oR
H.uhyle
2.0

b oETRST
PN
1.104¢

ec?0?

ST /P P
Loungn

Ll yn

RRAY 28
Hatftar
i

2 TFaCnte
I./1049

. 7?!;}6

. uS87

170

S.00g0
1.0000

2 VTFaCHFWK
3.60607
1.u572
JURQP
171

Y unan
1.0900

¢ TEaCHFK
2.2hBn0
.q-r,_.,u
AR

o6

Houful
1.u9Gh

2 1FaChFk
. SRu?
118/

L URRO
170
Souhul
o000

1 FIRST (N= 2R)

H
H H
H H
H H
H H H

MINcmcmccrcccmcmmnnmmnaMAX

AN H o= 3 CASFS

1 FIRSY (N=  2R)

H
H
H
H
H H H
H H H H
MiNemecmeccwrmcaccammen=MA
AN H = 3 CASFS
1 FIZST (N=  2R)
H
H H
H H H
H H H H
H it H H

MM rnwwmanne e cancneaMAX

AN H = 2 CASFS

1 FIRST (nN= 2R}

H H
H H
H H

H H H H
H H H H

MlNcweesmcnwencmnm—meneMAX

AN OH Oz 2 CASFS

2 TEQCHER (N= 170)

X X
X X
X X
X X
X X X X X
MlN------—----—--—~----MAX
AN X = 15 CASFS
2 TEACHER (N= ;71)
X
X
X X
X X X X
X X X X
M]N-a--------_-_--__---m
AN X = 15 CASES

? IEQCHER (N= 169)

) 4
X
X X
b X X X
X X X X
MINw e rmc e s mmen-
AN X = 1S CASES

2 TE;CHER (N 170)

X

X X X

X X X

X X X X

X X X X

X X X X X

M]N--_---_----_-_--u---MAx

AN X = 9 CASES

AN
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VARIARLE NG x4k
GRQOUP : FREOUFNCY
MO, NAME

1 STyuNd nq

2 TFACH 23

KR{USKAl «aWal { TS TF
L STNG ChrT=Sullafe

ST STATISTIC
ot T Tl TTON

wANK

Stim
31hé,C
Gy1.,.€

= 2.27. LEVEL OF STGNIFIrANCE
WETH 1 NFGREES UF FREENOM

MANN=WEITRFY JF3T <|A1 : Ir = 9E1,90, LEVEL OF STGMIFIFANCE =
LSTNG NOEMAL TWhetall APPROXTMA[TON
VAR TARIE 4h A(GA)
GROlP FRENIFNGY R ANK
N, NaME Sirm
1 ERAVIAR! 6a 301320
2 1FACH 2% fuS N0
KUSKAL «WAL L TS TFEST STANTSTIC = 4,45, LFVEL OF STGNIFICANCE
LSTNG ChT=SGMHARE pBTISTRIHUTTIGN W TH 1 NFLQF‘S OF FRFENQOM
MANN=wk [TNFY TFST SIA|TST[C = fotne.n0, LEVEL OF STGMIFICAMCF =
LSTNR NOSMAL IMH-IAIL ARPPROXTMATTUN
VARTARI E ny xfa?)
GROUP FEFAUFNLY HANK
MO, NANE Sl
1 STuUny 69 IS,
2 TFACH 23 TIR,S
KEUSKAL awal LTS [FST SIATTISTIC = 7.81 VEL OF STGNIFICANCE
LSTNG CHTSEIARE DISTRTIRHITTTON W] TH 1 nFcﬁrFs UF FRFENUM
MANN=wk [TNFY TFST thl STIC = 10P0 .50, LEVEL OF STGNIFICANCE =
LSTNR NORMAL TWi=Tall apP FxTFAlruk
VARTARLE 4p xfa9)
GRONIP FREQUFNCY KANK
NG, NAME SUM
1 STUDY 09 36070
2 TFACH 2z 71,0
MRIISKAl «aWAL LTS 15T SjATTISTIC = 14,79, LEVEL OF STGNIFICANCE
LSTNG FHT=SQIARE JTSTRINRLTITON w|Th 1 HDFGREFS OF FREENOV
MANN=wk JTNFY [FST STAITSTIC = 11ca.00, LEVEL DF STGMIFIMANCE =
LSTNAE NUGRMAL TwWielAjl APEPROXTMATTUMN
VARTARIF a3 xf(y9)
GRHP FRFRUIENCY RANK
NG, NAME Glim
1 STHNY 69 3171,
2 TFarH 21 [RETE
KRUSKAL =WALLTS JFST STAITSTIr = L1727, LEVEL OF SIGNIFIMANCE
LSTAR ChT=8GHARE PISTKTRI'TTUN ®]TH 1 "DFCREFS GF FREFAOM

MAANNekk [TAFY [FST STATTS
LSTNR NOQRMAL TW-TALL APRP

sTIC =
ROXTMATTOMN

7EA.50, LEVEL OF STGMNIFICANCE =

= L1346

1356

= 0350

.0350

= L0052

0052

= ,N001

000y

= ,73724

7374
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GENERAL COMMENTS ON SCHOOL EXPERIENCE.

I feel overwhelmed by the amount of responsibi%ity, the
paper work and the administration that has +o be‘déalt with
before even stepping into the classroom! It makes me very

b

nervous for teaching.
|

I am subject to many regulations concerning bureaucracy and

administration. The regulations lay down a certain format

of how things ought to be done.

The first week of real teaching has been rather depressing.
All my thoughts about what I'd hoped to do seem to have gone
by the way - what is more demoralising is that it is only
after one week. ‘

I never know how much work to set or whether the pupils are
learning anything.

I feel tired and very confused - there is so much to be done
and many other very busy people who say I must just ask, but
I don't feel I can approach them.

I don't really think teaching is at all a rewarding career.

Its emotionally exhausting and its not fair on those at home
either.

I think it is most unfair that I leave school most days
feeling angry and depressed.

I have been feeling so mixed up and confused this week.
Every time I walk into the staff room somebody asks me to
£i11 in this or that; complete this - forgot to fill in your
dates - bits and pieces of silly admin - its so annoying.
Anyway I'm feeling on top of the world as we have four days
of freedom. I have nothing to do except 400 hours of sleep
to catch up and a much neglected social life.
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Sometimes I think I'm beginning to sound like anything to do
with school is the end of the world. 1Its not really so bad,
its just too much work, until my s&stem begins to feel
rotten from late nights and very early mornings and lots of
work.

Well I seem to have more confidence in myself and am

starting to prepare a group of lessons at a time |

I feel tired and sometimes don't feel like making the effort
to prepare properly.

I could improve my lessons but am basically not interested.

I am beginning to understand why teachers have to resort to
bad techniques - I have been given many responsibilities
which mean that I have to miss classes and then have +o
catch up.

The other half of the period is spent by me dictating notes
and putting drawings on the board. The pupils have to take
all this down.

There are times when I really don't feel 1like teaching. My
mind is not on it and I don't want to be in the classroom
and then, as can be expected, its not a very good lesson.

I find that I go through stages of being very rebellious and
then I don't want to prepare. I start feeling rebellious
when there are so many things to do that my social 1life
suffers i.e., when I have to work late every night and on
weekends. E

Every day I am teaching new lessons, which has meant doing
lots of preparation each night. I have often felt as though
I am continually working, there is seldom chance for a

break.

My aim is to help the matrics as far as possible but I have

no aims as far as the rest of the school is concerned. I
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don't even feel 1like going to school on the days we are
meant to go.

Right now I am feeling flustered and overwhelmed. | 1 resent
working so hard and I hate the fact that so much extra time

is spent on having to attend school functions. |

Lesson preparation I find needs a period of intense mental
thought. I need to sit quietly and think. A lot of my
lesson planning is done in my brain while I am teaching. I
think to myself 'oh that will be a brilliant idea for
tomorrow' and so I go on like that.

During this three day week I did not work at all! 1 was
tired and needed my holiday. Could not face standing in
front of the class so just took them to the library. Thank
goodness for school holidays. I'm sure teachers need them
more than pupils.

End of term. Thank goodness. This week I felt as though I
wasn't even going to make it. I feel quite worn out and
certainly seem to have lost my flame of enthusiasm. Its just
one big drag!

Its nearing the end of term now and I am quite exhausted.
It seems a constant battle just to hold on and I am becoming
awfully apathetic. My lessons are very much put together in
class and its gquite bad.

Could even get up this morning because I knew I would not be
teaching. Feel 1like giving up at this stage.

Well I've no complaints. Its the beginning of a three week

break and suddenly I feel like I'm going tc make it. What

I find if I don't have a proper holiday then I am not as
effective as I would like to be. The result of not having a
proper holiday has been that I tend to live from day to day.

Holidays for me are vital and I feel drained at the moment.
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At the start of the third term I was quite enthusiastic but
worried about the long term ahead with no public holidays or
other breaks. Had a good holiday so felt quite relaxed and
eager to get going again. ‘ |

I find I am less concerned about the class as time goes on.

Not much has changed and I am beginning to feel lazy and
quite uninterested. .

I am becoming freer in my approach +towards teaching and
towards the pupils. I am learning to trust the pupils more
with achieving their full capabilities and I am giving them
more freedom to express themselves, to teach each 6ther, to
think of alternatives that I haven't thought of etc.

As I relax I am enjoying it more although I also realise
that there is a tendency to slack off on preparation and
methods - for at 1least the first half of +the year each
lesson made me incredibly tense. I was as nervous for each
lesson as for crit 1lessons (its amazing I didn't get an
ulcer). Although I relaxed slightly once the lesson was
under way, I always felt as though the pupils were examining
my teaching very critically. I was quite sure thev were
noting mistakes in my teaching methods and weaknesses in my
presentation of the work etc. Whether they were or not I do
not know. It could possibly have been that I was very
critical of myself and aware of everything that I was doing
and continually testing it against the ideal theory 1 learnt
during my training. It could also have been that I was cver

sensitive to any reaction from the pupils.

Unfortunately, that matric certificate is all that they take
away from school and their job eligibility and further
studies depend on it. So it cannot bLe disregarded as
irrelevant, which would be ideal from a methodological point

cf view.
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I am having problems linking different sections. T feel it
is important that I try to make geography a real 1living
subject that is relevant to them in their daily lives.

During the year I have tried to integrate and 1ink with
other subjects, especially English, where they have used
geographical material to develop skills such as note taking,
precis, and comprehension. In art they have made
geographidal models. In history they 1linked the trade
routes with global wind patterns as well as with urban and
economic development. We linked the ecology section with
biology.

Some lessons I have given are disastrous but others I know
satisfy all the requirements of a good lesson, but pupils
don't remember the work. As a result you are not so starry-
eyed about teaching anymore and you realise a lot of it
demands repetition.

Sometimes I find it difficult to see the benefits of methods
that are theoretically good e.g. worksheets. When the
pupils work on them it is difficult to tell whether learning
is taking place. '

Started a section that I hate - learning names and positions
of countries, but after a while came to the conclusion that
they have to learn the names of countries and the capitals
at somé stage of their lives.

Kept away from racial issues - had to be careful in this
respect.

Some aspects of the syllabus are not relevant +o these
pupils and their future e.g. glacial erosion, so I'm leaving
it out. Concept formation is very important for these

pupils.

If I could take the geography class on a trip it would make
a big difference but time, money and supervision make this

impossible.
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I'm organinsing standard eight and nine field trips and am
having ants about the whole situation. Driving the bus with
fifteen excited girls is bad enough but to make it a
worthwhile educational tour is making me petrified. Both
field trips were, however, most successful and‘ I quite
enjoyed the break. f

I am preparing field trips for all three standards I teach
so that they go on at least one a year.

Field trips don't have to be limited to academic experience,
in fact I think that's just a part of them, they also
broaden the pupils' experience and help develop social
skills etc.

I found field trips very difficult and time consuming to
organise. The ones that I did do, however, were very
successful and beneficial and made me motivated towards
organinsing more .

We had a super field trip today. It started off very well
with lots for the pupils to do ~ their comments were very
encouraging. They seemed to enjoy it and were asking
questions which proved that they were learning something. :
Discipline was good and there were no snags.

I worked extremely hard at preparing field trips. One
worked well but the other was a disaster.

Sport is the real 'holy cow' that may not be disturbed in
the school system. Frequently field trips are organised in
teaching time so that sports practices can take place rather

than vice wverssa.

I also tried to organise fieid trips for my matrics to
Crossroads which we did. However, this was very time

expensive with the result that my class fell way behind.

I am trying to have less teaching by me and give the pupils
more worksheets, essays and self-study.
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I am quite good at taking short cuts now, but its not doing
my lessons any good. Because I am always so tired I try to
work in class and get the kids to do something while I
prepare lessons for the next day. Then its pretty slapdash
and I have to make a lot of notes as the textbooks are so
bad.

This year I have been overworked and under rewarded - but

there have been some most enjoyvable moments in all of this.

Did not find the change from student to teacher very
difficult but tried to associate with the pupils as much as
possible and not stick in the staffroom. Wanted them to get
used to me and wanted them to feel free to talk to me, about
anything. I am the youngest teacher here - that made my
task much easier.

Have had a fantastic time - except for the boycotts which
made me feel useless. B

My feelings as I 1look back on the vear are that having
expected to hate my first year teaching I haven't - on the
contrary I have really enjoyed it.

I have been fortunate in being at a school where we are
encouraged to try new ideas, we are given responsibility and
freedom and those in authority trust us to be professional.
I have learned a lot and it has encouraged me to expand my
ideas and to use my initiative.

I am locking forward to my second year because I now have
more confidence in my knowledge of content and all the
various aspects of teaching and I feel +that instead of
spending time in familiarising myself with content of
lessons and presentaticn of content, I will be able to spend
more on preparing different methods of teaching and try to

find the most appropriate method for particular content.

My first year has been one of battling to keep above water.
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To sum up - what are my feeling about teaching? At this
stage I want OUT!! My emotions are like a yo-yo and I find
it difficult to maintain a normal state and equilibrium. I
know I am not the only one who feels this - all'my first
vyear colleagues feel the same. It is more a battle with
one's emotions than anything else, i.e., up one éay, down
the next. }

I enjoy my teaching experience now and would not change.it
for anything else in the world, but I will not do it for
ever and ever, I hope to move up the ladder and thus away
from classroom teaching.

PROEATIONARY TEACHER DIARY STATEMENTS

INFLUENCES ON TEACHING PRACTICE.

1. PUPILS.

Many of the kids are incredibly thick! Any kind of group or

individual work must be explained meticulously.

There is a wide range of academic abilities in each class.
The thick tail-enders (who are usually repeating the year
and are very old for their class and hence a powerful
disruptive element) demand a lot of your attention. This
means that the brighter kids are soon bored and begin to
lose interest. '

Tried to cover some of the astrology and matﬁemétical
geography with the standard six class but could not (or
found it hard +to) bring it down to their level. I found
that I was doing all the *alking except for a few guestions

here and there.

At this stage I don't feel confident enough to let pupils
take over as the class has an element of 'rugger-bugger’,

macho types who are trying to catch me out and are testing
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me regarding my standpoints with regard to discipline. It
is for this reason also that I don't want to have too much
discussion in class. I need to give them work that will
keep them busy so that I can regain my foothold and strength
in class. I have been relying heavily on worksheets.

3

Pupils noisy, therefore group work limited.

The girls are very rude and sometimes say the most cutting
things. As a teacher I must learn to cope with this. They
haven't even noticed the trouble I went to to decorate the
classroom. What an apathetic bunch.

The girls just talk, as they feel like, and seem to believe
that the teachers have to stick all the knowledge in their
heads for them. They are totally incapable of doing
anything for themselves.

In many classes disciplining the rowdy elements (failed
standard éix twice for example) absorbs much of your time.
Your teaching methods and attitude becomes very
authoritarian simply because it has to. Any weakness like
giving group work or individual work is a chance +to 'jack
about’'.

There is an ethos in the school which results in the pupils'
attitude of 'as little as possible for as long as possible’.
In standard seven my attitude changed mainly dué to the
disgusting reports and from speaking to the parents about
the bad behaviour of the class. I made sure the class knew
I was not going to tolerate any more noise. I changed the
seating arrangements to separate the talkers from each
other.

Controlling a class in the library is torture!
Pupils do affect me and the teaching methods I use. Group

work requires that you are on good terms with the class.
The behaviour of the pupils, therefore, affects the methods
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I use. My geography lessons are fine but there is one class
which I hate (and they hate me) and with this class I don't
try anything new. The fact is, the more boring the 1esson‘
the better for them. As soon as I try something that
requires participation from them, then I know it is nect
going to work as they refuse to participate with me because
they don't like me.

What a pleasure teaching the section on *tides. Not only my
favourite but the pupils could relate to this section as
they live in Cape Town.

Pupils were young and reluctant to take part in the lesson.

I am starting to make a breakthrough. I have ignored the
impossible kids the whole week and every time they talk I
write loads of notes on the board which they have to copy
down.

I am beginning to feel apathetic towards the kids. I feel I
am fighting a Iosing battle.

The kids are not wanting to work. Neither am I.

As for the girls, I am getting even better at being hard,
cruel and strict. I hate it and myself for it because it is
8O0 against what I want to be like. But it seems like I have

no alternative.

Had notes etc. ready but found that the pupils hated writing
notes. .

I have tried using group work and discussiocn but the kids
are still shy and so it didn’'t work as well as it could

L] b ] -
have, but they'll relax.

I have given up on group work and problem-solving teaching
methods because no matter how exciting I try to make it they
find it a big drag.
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I arranged to go out to Escom on Wednesday =~ they were all
keen, but the day before not one perscn admitted to saying
that they would come so I had to cancel it. I rearranged
the outing due to insistence - guess what, no one turned up.

They have given me nothing this year - so from now I am

I actually sometimes hate teaching.

producing the material but no further interesting lessons -

no more involvement - no more old exam papers etc.

I am actually being quite fierce and don't feel that happy
about it but I refuse to feel like I have spent a term in a
tumble drier again.

Decided to change my method of giving notes as the pupils
were complaining so much.

The standard six and seven classes were only separated by
doors - therefore had to keep noise level down during group

work and discussions.

As for the matrics, every time I say anything that is not in
their textbook they say 'éan't you roneo that off for us?’
They can't be bothered to read anything in their textbooks
and are incapable of answering their worksheets.

The problems which I face are always discipline - one day
the kids are fine, they want to work and then for the next
two days they don't want to do anything. The upsetting
thing is that I can prepare marvellous lessons and if they
don't want to work, if they just want to fool around, the
lesson can be drudgery because I have to discipline boys to
stop fooling arocund. Generally I am strict so the
disciplining is not a problem, it is the atmosphere which is
often generated which can beccme a problem.

I use worksheets a lot and get them to work on their own or
in groups as much as possible. These methods will always be
appropriate with pupils who are interested, but some hate

school, and to impress their peers, will nct want to
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participate. My attitude is this, well, if that's what you
want why should I bother? I think this is +the most
destructive thing - it demotivates me and other pupils. I
really have to fight with myself to remain motivated.

My emotions sure do fluctuate! Two weeks ago I was hating
geography teaching - feeling thoroughly unsure about the
content and having many discipiine problems. The discipline
problems seem to drain one of all one's energy so that
eventually one tends to say 'oh, what the hell, why bother?’
That attitude keeps one going but 1lessons 1lose their

M%gxcitement. Things are, however, much better now. Although

my lessons have resorted to the old conventional type in an
effort to survive, I am feeling more confident about the

content, the speed at which to move and also discipline.
s

4

Started the solar/sﬁstem with the standard six class. They
loved this section and brought lots of books, pictures and
newspaper—éptiéles to show me. I found their response very
rewarding. I found I couldn't answer some of their
questions, especially when they showed me a picture in the
National Geographic and asked me what was going on. ‘

1 gave an off-the-cuff lesson on rivers, run-off, watersheds
etc., to try liven up the 1lessons on S.A. rivers. The

.change from learning names made quite a difference.

I have had one boost - a matric has asked me if she can sit

in on my lessons because she finds them so interesting.

I have had some good standard seven projects although a lo*
of bad ones. Next year I must provide a guide %o their

projects other than topics and library visits.

Pupils enjoy it when I explain and/ocr give nctes with the

use of the overhead projector - its new and colourful.

With regional geography, 'pupils are divided into groups.
Each group has been given a topic by me (two pupils), and
has had to present a poster to the class on their topic.
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They loved it! They loved doing research in the library.
It was a lovely way of doing Japan because thev explored
topics that interested them.

I thought that by involving pupils in role playing fhat they
would never forget it, but I found that it does not work
like this. Pupils enjoy lessons 1like this but during
revision 1later on, it becomes clear that they have not
grasped the concepts involved. I don't know how I am going
to handle this. I feel that it is best to use repetition
rather than fantastic teaching methods.

2. TEACHERS /COLLEAGUES. '

‘Thefe is little or no' encouragement for a teacher to teach
creatively. All the staff meetings and staff room chatter
is aimed at adﬁinistration or gossip. There is no sharing
of teaching methods or resources. When I have offered to
share my worksheets etc., other members of staff have
received them gratefully, but there has been little
reciprocation.

Colleagues basically had no influence on me as far as
methods are concerned as I was the only geography teacher
and could do my own thing.

My head of department suggested I lecture to the matrics,
but I refused to do so.

My head of department feels quite strongly that we should
train kids towards passing exams. I have explained my view
to him (that I disagree) and he is willing to allow me to
work according to the way I feel. , '
There is no doubt it requires effort and discipline to teach
using pupil-centred methods as they require a 1lot of
preparation, especially if you are feeling tired. The
H.0.D. suggests the use of a poor teaching method. It is

very tempting to follow his advice because it requires less
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- effort and because it has been condoned by an authority
figure. '

My head of department taught the matric class last year and
he believes in drilling for the exams. Therefore whenever
he gives me advice (on my request) he directs me according
to his way of teaching. I don't agree with his technique
but I must admit that when I am feeling tired and as though
I've got no time, I am tempted to follow his advice -
although when it comes to putting it into practice, I feel
guilty being lazy and generally don't follow that. When I
feel more rested and less pressurised I make an effort to
focus on concepts, skills and values.

The senior geography teacher gave me the geography
objectives for the school. He didn't ask me for my ideas.
We have since had three meetings in the year and these
largely concerned the setting of exam papers. These
meetings lasted about 15 minutes each. Other than that
there was not one time when the senior teacher approached
me. There was no sense of guidance at all. The senior
teacher's methods consist of talking with pupilsiand then
they summarise sections from the textbook at home. The

senior teacher has never seen me teach the whole year.

Our vice head who has been on my back for the past five
weeks, has discovered that it is my first vyear and thats why
I have been asking so many questions. Well things are
looking up! '

Generally the headmaster gives us a great deal of freedom in
our teaching. Although this responsibility sometimes
frightens me, I appreciate being treated as a professional.

The inspector suggested that I give the pupils roneod notes
and spend the period teaching them. Frequent tests could
ensure that they read the material.

I also feel so cut off from the rest of the staff even
though we have spent time together over this exam period. I
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have alienated myself from them especially lately with so
much to do at breaks, and mb§t days I sit in the corner of
the staffroom and don't want to talk to anybody - its good
recovery but I feel bad about it all.

Having just cdmpleted my training I still feel prepared to
strive for the ideal and I feel disillusioned that
established teachers aren't prepared to.

By integrating with other subjects one's teaching methods
are affected. This can have a very positive ihfluence, and
I think did have an influence on my teaching because
different teachers gave me new ideas. Often we would have a
type of brainstorming session which would bring out some
very original and good ideas.

I have encountered no opposition from teachers or the
principal concerning my teaching methods.

Colleagues have complimented me on the fact that I allow the
- pupils to chat about topics and that I give more ithan the
syllabus content rather than making geography a purely
content subject where they have to learn all the time.

The biggest problem I experience in geography is the lack of
communication between teachers.

3. TEACHER TRAINING.

I feel that Honours prepared me better for teaching than
H.D.E. did because during that year I came to terms with
what geography is and why I am teaching it. It helped me
~establish my aims and objectives in gecgraphy education as
well as the value of gecgraphy as a subject. Also during
Honours I became more familiar with the content and ‘I learnt
skills myself and therefore gained more confidence. I think
that having these things established in my mind has giveﬁ me

a more solid backing in my teaching and I don't get so
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easily swayed by outside influences, e.g., other teachers,
syllabus etc.

I regret having done an Honours degree from the point of
view that if I hadn't done it I wouldn't have tq teach a
matric class. But on the other hand I feel more &onfident
content-wise and more prepared having done Honours.

I feel that a geography degree is merely an extension of
school geography (this is not meant in a derogatory sense as
I really enjoy the subject) and this has meant that I have
been more confident in geography lessons as I am au fait
with the content.

Teacher training made us aware of methods and age
differences.

I felt that H.D.E. and training in general had not prepared
me at all for reality. 1In our first week of the year we are
expected to set exam papers and I had never done +that
before. I didn't know how to go zbout setting out a year
plan or work scheme for the term.

My pre-service +training prepared me psychologically for
first year teaching. It made me aware that the first year
will be difficult; don't expect to crack it in the first
year; Jjust get through the next year. There were a lot of
good ideas I 1learnt last year and as time allows I will
start to incorporate them into my teaching. Some of my
lessons are absolute disasters but there are others that I
know are good and I know that next year there will be an

improvement.

What I 1look forward to is getting together with other

teachers e.g., decing a B.E4. or a refresher course.

I feel very strongly that geography method courses should
include an overseas trip. It would be invaluable for
teaching. In the same way in which we are taught that
school geography needs fieldwork, so geography teachers
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should ideally have some experience of countries +hat they
are going to teach about. Geography survives on the
personal anecdotes of teachers and pupils regarding their

experiences of place. }

|

I feel that H.D.E. should be 6 months theory and 6 months
teaching practice /apprenticeship. This system will give
experience in handling‘administration, €.g., work schemes,
exams, as well as becoming more familiar with the school
atmosphere and the rate at which work can be covered.

4. TIME PRESSURES.

Because I have been rushing from day to day I haven't really
sat down and thought out what my aims and objectives are for
each lesson. '

If only there was more time to devote to preparation - how
infinitely better I could prepare.

I have enough time to-prepare the run-of-the-mill lessons,
but it must be remembered that I take four standard seven
classes and each lesson is therefore repeated four times.

I simply do not have the time to plan for discovery method
or inductive teaching and because I feel so pressurised, I
simply have to get things done - I have to resort to teacher
talk.

I use a lot of group work and because this is so time

consuming finishing a long syllabus is difficult.

“Although I thought I would cover the standard six mapwork

secticon quite gquickly, I endsd up spending three weeks on
it.
I am battling to find time to set exams. I just don't know

how to go about it.
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I don't seem to have any time to myself. I work until at
least 11.30 p.m. every evening preparing lessons and it
doesn't seem to make any difference.

One of the main complaints I have about the: teaching
profession is that they expect you to produce léssons of
high quality but they give you no time to prepare.them. I
am newly married and for instance last night I got home
after 5 p.m. (we start at 7.30) and I was exhausted and
there was no way that I was going to sit down and prepare.
I knew I didn't have enough geography ready for the
following day's lessons. I thought, well that's too bad -
the class is just going to have to suffer for one day and so
last night I socialised. About 75% of my weekday evenings
this year have been spent preparing lessons.

I am still very tired and feel it is very unfair that I have
so little free time. I have seen my family once since I
have been at school and most of my friends even less.

I have been put in charge of hoékey and with very limited
knowledge of the game am expected to umpire first team
games, write umpires exams and attend hockey courses. I
have to train eleven girls to play hockey before next
Saturday as our second team consists of beginners. By the
way, I also still have to prepare lessons.

I have spent the year trying to survive, build up as many
overhead sheets, worksheets etc. that will help me for next
year. I have a master file in which I place everything I
have used during the year. I also keep other peoples' exam
papers and worksheets. Next year I will be able to spend
the time which I used to prepare my initial work .on

preparing more media-centred teaching.

5. EXAMINATIONS.
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This was a difficult week as we had to set exams. A job
which is time-consuming and terrible. The marking is even
worse.
,

I spent the whole of Thursday (public holiday) preparing and
setting the standard eight gecgraphy exam paper. It was a
real challenge - I really enjoyed setting it. I tried to
vary the question paper as much as possible so that pupils
could enjoy writing the paper.

!
Always, however, there is the pressure of exams,” to finish

the syllabus and to 'get results’'.

Ekaminations, and the pressure on a teacher to achieve good
examination results, heans that one has to spend a lot of
time simply giving information in a way that can be
regurgitated at exams. Another teacher who spent her time
telling the class which notes to underline in the textbook
achieved much the same marks as my kids. This is very
discouraging as it takes much more work to prepare all this
pupil-centred hogwash.

Unfortunately the other teacher in standard eight is
summarising from the textbook and he is setting the exam
paper so my pupils started feeling threatened - do they kncw
enough facts for the exam?

I teach for exams to a certain extent but they are not the
dominant force. Next year, however, I will be teaching
higher standards and then I will perhaps be forced to become

exam orientated.

I am finding it wvery difficult not +to 1let the exams
influence my teaching of matrics. I am using past matric
papers to structure some of my teaching &.g., I select a few _
past exam questions and then compile them into a worksheet
for the pupils.

All homework I have to go through word by word so that they
know exactly what to write in the exams.
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I was furious with the standard sixes because it was quite
obvious that they had not learnt for their test. I felt I
had wasted my time teaching them.

The standard sevens wrote a test and had not learnt. Was so
cross, made lots of threats etc. and said they had to re-
write the test next week.

Also, much of one's success as a teacher is measured on
examination results. If a child does well he/she is clever
and hardworking, if he/she does poorly or fails it is
because 0f a poor teacher.

After marking the exams I was ready to give up.

All the papers have been marked and I must say I feel very
proud. My geography class did extremely well. I received
many favourable comments from the pupils (I am a good
teacher etc.) which makes me feel good. I realise that
pupils often only say that if the results are goced.

I test the pupils regularly every Friday. That is the only
way they will do any work.

The matrics are keen to learn if there is a test ahead of
them.

6. IN-SERVICE COURSES AND GEOGRAPHY ASSOCIATIONS,

I was really keen to go to the in-service course being held
by the Department. I went to the senior teacher, who went
to the headmaster +to enguire abcut me going. As the
headmaster said only three teachers could go, the senior
teacher said that as I was the‘newest'member of staff, I
could not go. As a result of them going tc the course
nothing has changed and no-one has bothered +to tell me
anything about what occurred. There was no feedback at all.
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During the year I attended two lectures by Geoff Dinkele -
one on attitudes'and values in geography teaching and the
other on games and simulations. I thoroughly enjoyed the
lectures and felt motivated by them to try different ideas
in the classroom. It served to remind me of the!value of
geography as a subject and also made ﬁe realise h¢w much I
enjoy the subject myself.

The EEASA (Environmental Education Association of Southern
Africa) conference also served as a type of in-service
training course and since then I have used severél of the
ideas and methods in my teaching. I learned a lot from the
conference with regard to using the environment to teach
geography and also how to teach with few facilities, aids
etc. - a facet which I feel our training course neglected.

There are-no geographical associations in our area - by that
I mean groups of people involved in geography that meet
together. I am interested in starting one amongst geography
teachers in local schools so that we can meet together and
share resources, discuss problems and generally help and
teach each other. |

T

7. EQUIPMENT / PREPARED MATERIAL.

Access to hardware also determines much of one's
methodology. For example, it fakes two days for any
roneoing or photostating to be done. Thus if you want to
run off a worksheet it must be prepared three days in

advance. I am rarely that organised.

Tried to get hold of pictures from travel agents to brighten
up the class, but they would not give me any.

We have no overhead projectors so I have to use the
blackboard extensively.
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There is no equipment to present lessons attractively - no
overhead projector, no screen and only half of my blackboard
can be used effectively.

I use the overhead projector a lot because it means I can
prepare beforehand and I am not scratching around in the

classroom which I hate doing.

There are no textbooks as the new syllabus has been started
and the new ones have not been printed yet. There are no
1:50 000 maps or aerial photographs and only a few old maps
(small scale).

Lack of textbooks and apparatus makes teaching difficult.

| Showing a film or video in this school is quite a hassle as
there is no projector room or TV so it is easier showing
photographs.

Finally I was able to use the library. I gave the standard
sevens a project to do on rivers —'seeing as they had done
river formation in classs. I found many of them were not
working in the library but rather talking or reading other
books. I was pleasantly surprised by those who brought in
books from home or public libraries. '

8. TEXTBOOKS.

This week I finished the geomorphology section, but did not
know what to do next. I felt like giving up' the teaching
part until the books arrived.

This term started off well with the arrival of the new
standard six gsography books. I felt that the writing load
would not be as great and the pupils were very Keen to use
the books - even for homework. I was more interested in the
lesson and prepared my lessons properly, giving them some
drawings to do for homework.
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Used textbook for reference, but'seldom teach from it.

I am trying to work towards moving away from the use of
textbooks which are full of facts but the senior teacher
insists that we order textbooks which have a lot éf 'meat’
in them. I recommended that a more pﬁpil-centred textbook

be ordered but he overruled me.

The textbook I am using is extremely biased so I left out
the section on population and concentrated on relief,

agriculture and industry.

Textbooks help me determine the content level I present to

my pupils.

-6 JUL 1987





