THE “NEW' GICCRAPHY 1IN SOUTH AFRICEN

HICH SCICOL  TEACHING

ICHARD ., LEDGER

Submitted.to the University of Caze Tomn

o

~

in part fulfilment of 1 requirements for

the degree of Master of Arts in Geography

October 1978

i ety of Cape Town has been given
; the vight to e v duce this thesis in whele
E or in part. Copyiight is held by the author,




The copyright of this thesis vests in the author. No
quotation from it or information derived from it is to be
published without full acknowledgement of the source.
The thesis is to be used for private study or non-
commercial research purposes only.

Published by the University of Cape Town (UCT) in terms
of the non-exclusive license granted to UCT by the author.



ABSTRACT

The "new" geography, though a misnamer, is defined as consisting
of varicus, sometimes controversial, approaches to medern gecgraphy
teaching, This research aims to evailuate and suggast ways of modernizing

high school .geography teadn.ing in South Africa.

Aspects of "new" geography are explained, including: the
nceptual approach, a swing away from factual mererization; building
and use of all types of models; simulations and games, a recent.
innovation in teaching geography; the inquiry method where the pupil
learns by "discovering" for himself; prdolem solving by the use of the
scientific method of hypothesis testing; statistical and guantitative
methods uged in measuring and testing geograghic theories; and various

types of fieldwork.

From available publications geography teaching overseas is
evaluated. European school geography teachiing is described, particularly
in England — the leading "new" ceography innovator. The Netherlands,
Belgium, Austria, Sweden and West Germany also show influences of modern
trends, though not as markedly as Australia, New Zealand, Carada and the
U.S.A., where H,.S.G.P, started a spate of similar attempts at
modernization, e.g. MACOS, G.Y.S.L., Geogirgphy 14-18; O.G.P.

A Model for renewal of geography teaching in South Africa is
‘suggested. It portrays the various teaching stravegiesavailable,

with examples of their implementation.

The findings of the 1977 survey of geography teaching in
South African high schools are presented tracing three themss. The
1977 findings are cowpared with the 1966 H.S.R.C. findings. Language
LN

group responses are contrasted and the extent of use ¢f "new" geography
in South Africa is described.

Conclusions are drawn from the findings, and recomuendations

for disseminating "new" gecgraphy approaches in South Africa are made.
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PREFACE

_ The origin of this manuscript lies more than a decade ago
when the writer began a land~use survey of the Klein Berg River Valley
as part of a Master'‘s degree programme, bvut circumstances were continually to

interrupt iesearches,

A car accident put the writer on crutches for seven months
soon after the fieldwork and mapping were completed. Then a year's
leave of absence stretched into thres because of the invaluable
experience to be gained from teaching on bcth sides of the Atlantic,
in addition to visiting Japan and most El.n?opean and ILatin American

countries.

After a year's teaching back in Scuth Africa in 1971 brought
hig service with the Cape Education Department to the five-year
requirerent. for earning 'study leave, the writer was dismayed to
discover that the small print stipulated continuous service before
study leave would be granted. It was not therefore, until 1976 that
full-time research work could continue, though unsuccessful vacation
'attempts were made. In 1976 a new Professor of Geography indicated

a land~use survey was no longer acceptable for a M.A. degree.

However, changing views and circumstances in geography teaching
whicih had caught his attention overseas, praapted the writer to try to
examine the situation in South Africa and evaluate local geography
teaching in comparison with developments in the "new" gecgraphy

overseas.
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CHAPTER T

INTRODUCTION - WHAT IS THE "NEW" CEOGRAPHY?

Since its development nearly twenty years ago the "new" |
geography has permeated geography teaching to such an extent that
few who teach the subject today can still be unaware of its impli-
cations. ,

During the two decades aftér the second world war, content -
and pedagogically - based teaching ideas were applied to curricular
programnes in science and mathenatics teaching which resulted in‘a
new approach and the uvse of different techniques in teaching these
subjects. Wha{: has been referred to in the U.S.A. as "new math"
emerged. Likewise the Nuffield Foundation in the U.K. sponsored
research into new methods of science teaching which lead to the
changed approach, modifications and improvements manifest in Nuffield
Science. Geographers on the research frontiers of their subject in

/ the late 1950's and especially the sixties, found the traditional
approach and methods of geography wanting. They began to adopt a
wore scientific approach, making use of techniques and methods
developad in both the physical and social sciences in an attenpt to
introdvce greater rigour in the discipline.

According to Dunlop (1976,p.3) three trends were discernible:
1. A theoretical approach that stemmed frum the identification of key
concepts and ideas in the structure of geography and the use of models
and hypotheses which flowed from models. ‘The movement parallelled
development in educational thinking (typified by Bruner, 1960) which
emphasized the value of working in a sequential way with central ideas.
Acceleration in the accumulation of factual knowledge required the
development and application of more advanced techniques of analysis and
interpretation. The need to build geograrhy curricula which introduced
conceptual thinking and higher levels of technical skill and interpre-
tation in place of the conventional topographical classification and
description followed. .

2. A behavioural approach in geography that can be traced to a seminal
paper by Kirk in 1951 (further developed in 1963) which first set out
the links between geography and psychology. Since that time the approach
to teaching in several branches of geography has swung progressively
tpwards using the techniques of the behavioural sciences.



An g vm“hdSlS on the use of games, simulation, role-play decision-
making and perception studies has emerged.
3. A quantitative approaoh to the analysis of geographical data
bacame embodied in the increasing use of statistical methods. These
seemed to introduce greater rigour in the development of technical and
practical skills in the subject. Measuring and testing techniques were
myvad closer to those used in the physical, social and biological sciences.
These elements which became characteristic of geographical
research and teaching, induced a grdWing understanding of the nature
of scientific inquiry in geography and a belief that, in a rapidly-
changing world, styles of learnirig will prove more important than
facts. The precedent set by British and American curricular develop—
reents embodying these trends has led to the growth of the use of the
term "new" geography, a temm which, according to Walford (1972,p.2),
"is usually applied to that loosé collection of ideas which revolve
around nodels, hypotheses, quantitative techniques, concepts and
percep"'." A ,
Although widely used, the term is a misnomer; for geography
has always had aspects that were "new" to the subject. This was par-
ticularly true in the first half of the 19th century when Von Hurooldt
and Ritter securely laid the foundations of modern geography. During
the early part of this century much that was new tu geography appeared
in the writings of, for example, de la Blache, Ratzel, Herbertson, Davis,
and later Hartshorne, but in the last two decades, partly as a by-product
of the "knowledge explosion”, so much "new" geography has been developed
that few can now claim to be 'au fait' with the whole subject.
According to Thomas (1970,p.275)

“"The fundamental characteristic of the 'New Geography' seems

rot to be, as is often thought, the use of quantitative methods,
but rather its changed attitude to the region within geographical
studies. Thus, the study of the particular region as a unique
entity has been superseded by the search for patterns common o
many regions, in which the particular case is only significant

as a source of data used in the process of generalization'.

This altered viewpoint has been accompanied by the develogient of a
profusion of techniques including the discovery approach to learning, the
methed of problem solving usirg hypothesis—testing techniques, rcle playing
iQ simulation ganes, tgg buildiﬁg and use of models, the use of stati;tics_
and quantitative methods, and the practical study of geggggphy out in the

field. | -



All these approaches of the "new" geography had, to a limited.

extent, been previously used in geography teaching, but in the sixties
especially, their prota_gonists » Wwainly in wiversities, emphasized them,
citen to the exclusion of the traditional approaches to geography. The
result was that traditional regional geographers and teachers gained
the impression that the "new" gecgraphy was virtually ancther subject.
Hence the po].arization of views on the nature of modern géog‘raphy and
-he dichotomy between the "old" and "new" geographies which Thomas
declares is: (a) mls:-ung the point that both generalizations and studies
of particular cases are necessary if knowledge is to progress; and
(b) making it more difficult for those who teach the "old" geography to
adapt to the "new". He believes that the objectives of school and
university gecgrapny are different and that conseguently the subject
matter taught in each will differ. Fe declares,

"the task cf the teacher is clearly to distinguish between
those aspects of the new doctrine which have a bearing on his
own wori and those which do not, firmly rejecting that which
is irrelevant while at the same time welcoming that which can
help him to teach effectively". (Ibid p.277).

He contends that the ...... "rift between old and new is narrower than it
is often made to appear..." In other wbrds wnile there is much of worth
that has come out of recent dc 7elopments in ooograonlc educatlon, the
foundations of the subject were well laJd and ever modem pupils should
be exposed to the Jadltlonal intellectual damands of having to present
observations_”accuratelv and concicely in clear ‘dmfe prose.
‘What the "new" geoc*rad‘v has done is to bfoad\.n tl e pOSS.LbllltleS of
approach prov.LdJ_ng the teacher with a battery of excellent techmques |
with which to vary his presentatlon and enabl'= him to exploit the poten-
tial in his pupils. Thomas believes that young children need to learn
by proceeding from the particular to the general. Thus he finds the
view of Haggett (1965,p.4.) that roglmal geography is the "laboratory
side of an essentially theoretical subject" as complementary to the
plea of traditionalist Fairgrieve (1936,p.382) for the teacher "to
start from partlcalars and to proceed to generalizations". James
(1967,p.52) however warns:

"Iet us not forget the overriding importance of using geography
to teach people about the world they occupy. And let us not, as
professional geographers, become so entranced with the contemplation
of the methods of our field, and its underlying theory, that we
all forget to face the challenging job of teaching about the world."

[¥%}
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According to Gross (1870,p.516)

"Geography is basically not a research subject. Rather it

. is pedagogic and philosophic. It is primarily interpretive.
It provides a way of thinking about ‘the world and its component
parts .... {and &) unique perspective of the world. ...... The
basic purpose of geographic instruction is to produce knowledge-
able citizens, not professional geographers." ‘

A varied approach to geography teaching is thus to be
encouragad. The quality of geography teaching of the great teachers
of the past is reflected in the eminence that the discipline'now
enjoys. The subject could not have developed without them. Never—
theless, it is true that, in the hands of scme teachers, the subject
has seemed to pupils to be dead and irrelevant and many have bene~
fitted little from years of its study.

The development of new and varied téchniques now gives
ordinary teachers the means of making geograrhy interesting to all
members of their classes._ A natur;l_houté;)nﬁ;‘gf— .interest, once )
captured and sustained by a varied approach, is the disappearance of
boredom and therefore an increase in understanding and appreciation
of our world. : -

The view adopted in this thesis is that geography is not
only a worthvhile subject in the school curriculum but that it should
be taught in such a way that it becomes an effective tool in

ringihg pupils to a greater awareness of the environment in which
‘. ‘they must live. Because pupils are all ihdividuals with widely
differing interests, backgrounds and abilities, it is only through
employing a variety of techniques that the inverest of the majority
will be captured and sustained.

' In 1961 the Association of American Geographers (A.A.G.) and
the National Council for Geographic Education (N.C.G.E) set up the
American High School Geogréphy Project to investigate ways of de-
veloping an entirely new conceptual approach to school geography
teaching. Their work: continued through the decade, finally producing
a complete one-year school geography course described in chapter 3.

The first body in the U.K. actively and intentionally to
take up the task of fostering the developing of the "new" gecgrarhy
at school level was the Standing Camnittee on the Role of Models and
Quantitative Techniques in Geogrephy Teaching. It was set up in 1967
with a fivefold purpose:

4,



to ggﬁlmer information and opinions on (a) the desirability and
(b) the practical implications of increasing the role of models
and quantitative techniques in gecgraphy teaching;
to encourage and assist investigations into teaching methods
and techniques by which such changes may be effected and to
help evaluate their effectiveness at various age-levels;
to publicize the teaching materials, data resources and publi-
cations available to feachers; ,
to stimulate awareness and understanding of relevant concepts
and techniques by lectures, meetings and publicaticns;
to encourage publishers and examiners to consider ways which can
help the development of the subject along conceptual and quanti-
tative lines.

Educational bodies, as well as many geographers, are con-

cexrned about the development of geographv teaching at school lewvel,
for as Cooke and Johnson (1969, preface) put it:

"Techniques of study are changing more rapidly in modern

geography than at any previous time in the subject's history.

As a result there is a great need for a dialogue between research
workers and those being admitted to the mysteries of the subject.
Teachers provide the nhecessary link; and it is dangerous for

the vitality and future health of geography that some teachers
find current developments either incomprehensible or unacceptable.™
(Walford, 1972, p.97).

It is because the author is at one with these sentiments

that this piece of research into geography teaching was undertaken.

It is hoped that the results of the study will play same part in
contributing to the diaiogue and in combatting the "incomprehensibility"
or "unacceptability" referred to, in a South African context.

\



. CHAPTER II

LEADING ASPECTS OF THE "NEW" GEOGRAPHY

The aspecté of the "new" geograprhy receiving the most
attention in the seventies and thus-developinglfastest are: the
conceptual apprcach to geography teaching, the building and use of
models, role-playing and simulation games, the inquiry methed and
discovery learning, problem*solving and hypothesis-testing, the use
of statistics and quantitative methods and fieldwork. This chapter

provides a brief review of each of these.
A. THE CONCEPTUAL APPROACH.

With the exponential increase in kncwledge many teachers have
found conventional content-orientated school geograrhy syllabuses in—
adequate. The syllabus, in théir view; often tends to concentrate too
heavily on a mass of fadts_that'have'to be‘passjvely memorized for the
examinétion,lbut are of little use or relevance thereafter. By the end
of the fifties and increasingly in the sixties, an influential body of
opinion had swung away fxam content orientatédsyllabuses +0 what bacame
known as the conceptual approach to geography teaching. Stress was
increasingly laid upon the importance of concentrating onﬂpasic central
ideas or concepts in geography, rather than uoon mere fjgts. It was
realizzd however, that the two approaches cannct be entirely divorced
from one ancther, fcr facgg'muég remain part of any geographic concept,
even if only to illustrate it. | '
| Acoording to Graves (1975 p.154),

"A concept 1s basically a classificatory device which enables
the mind to structure reality in a simplified manner by
concentrating on the essential attributes of certain experiences.”

Broek (1965,pp.72-5),'a leading figure in the new movement,
suggested that the.9§§ic geographic concepts were the following:
the cultural appraisal of the earth; the regional conc%gt; areal
cbherence; spatial interaction; xlacalization; the'gignificance of A
scale; the concept of change. Since then, a widearray of othesr concepts
of varying magnitude has been added by many geographers and there is
divergence of opinion on the relative importangg of each. Prunty's
article, "What Concepts and What Sequences?" (1966,p.30) captures the
feeling of dilemma well. '

"It seems we need research, including research in the classroom
and experimentation with materials, to establish at least the
following:-
1. what concepts are intrinsic to a full-fledged background

in geography in the secondary school mind;



2. what concepts are desirable at given grade levels;
3. what are the alternative - and best-substantive
beginning points for initiating each concept-structure;
4. what is the relative efficiency {intellectual
‘productivity) of alternative substantive approaches
to the build-up of pre-identified ccncepts in the
child's mind; and
5. among various possible options, what spiralled
sequence of concept-developments by grade levels
could be the most productive one?"
Nishi's article (1966,pp.328-31) entitled "Geographic Guidelines
for Reconstructing the Social Studies Curriculum" represented another
American approach, vhile Kohn (1966,p.356) emphasised that, in addi-
tion to chooéing the concepts for study, any balanced gecgraphy
curriculum nust take into account the needs of society, the needs of
the subject matter and the nseds of the learner. | 4

What has emerged is that there is a range of i.npori*e.nt

- geographic concepts such as scale,” distance, reglo'x, distribution,

diffusion, location and cothers, the gecgraphic meaning of which the
pupi'l should grasp clearly. These may be broadened cut in class es

the c¢hild matures, for same young t,ee,nac_qerc have difficulty coping

with abstract ideas. According o Graves (1975,p.182) the pupil

may learn the simpler concepts that clesc% features or processes
which can Ee peJ.sonally chserved by the process of d.s,mvery or .
simulated discovery. The more abotract cencepts which express "Elci"'
fionships not confmed to the learners' exper:.encc might have to be
taucht in some more direct mammer. These concepts particularly, are
dependent on the use of language, so that it is as vital to geographic
education as to any other, that the pupil be able to understand the
. language used and be able to express himself clearly through its medium,
whether it be the language of mathematics, science, logic or gecograrhy.
Ey the end of his school career the pupil should be able:

1. to think logically and to reason about geographical phencmena,
2. to make abstract generalizations fram concrete instances;

3. to perceive the characteristics of an abstraction (e.g. conservation,

under-development) ;

4. to extract relevant data pertaining to a concept from an unsorted mass;
5. to recognise cause and effect; _ |

6. to draw inferences and make rational predicti‘ons}

7. t0 have a clear idea of the structure of geography and a familiarity

with the world in which he lives.
To satisfy these cbjectives the "new" geography offers the

range of teaching techniques to which the rest of the chapter is devoted.



B, BUIIDING AND THID USE CF MODILS.

Models have been used to aid explanation in geography
teaching frcom its earliest inception. They are . 1ueallzed qJ:Dllned
representations of reality. In simplifying rea_'LLty and extracting
“and enchasizing the essential components of a part of reality
needing explanaticn, they make the phencmenon easier to explain
for the teacher and more easily understood by the pupil.

According to Harvey (1969,p.158) "there are a multlpllClty of
model types performing a multiplicity of functions associated with
a multiplicity of definitions." Although Chorley (1967,p.61) developed
a detailed "Map of Geomorphic Activity" attempting to classify the
various types of models invclved in geomorpﬁology, for school purposes
it is sufficient to divide models into three broad categories each
involving an increasing degree of abstraction, as Haggett (1972,p.20) has
done. Iccnic models are scaled down versicns of reality vhose preperties
are the same as in reality, only the scale is changed e.q. photographs,
relief models. 2Analog models make use of symkols to b_r'ery and
represent rmall oy, so their propert_les are different from those thes
represent e. g topogrzphical mao.;.' Symbolic models also nwke use of
synbols, either verbal or abstract mat:_h-e;rratical expressicins, to represent
far nore :‘:LT;stract concepts e.g. Von Thunen's land-use model.

It is important that models be simple enough to be undevstood
and wsed by pupils, but Lhat they are aple tc be re-applied to the real
" world upon which they are based without undue distortion. Models make
gle choice between relevant and irrelevant nuch easier for the pupil by
| limiting attention to a small number of itwins - the essentials. They
provide mental structuves for puplls to recoanise arnd use at increasing
degrees of complexity as they move up through the school. According
to Dunlop (1976,p.24) they also "encourage an awareness of arrangement
and system which should facilitate transfer from ore .s__p:':ltial setting to
another." Fitzgerald, (1969,p.€3) like many other modern geographers,
sees the building and testing of models as one of the most important
aspects of teaching the "new" geography.

Though often an effective and useful aid, models are not
without their dangers, as illustrated by the dependence which
geomorphology teachers and pupils placed on the Davisian Cycle of Normal
Erosion.



During the first half of the 20th century when the tenets of this
geamorphology model became accepted as the whole truth, misconcep—
tions arose. Later investigations revealed ihe inaccuracies and
»inoonsistencies in this generalized explanation.

Crisp (1969,p.14) draws attention to four dangers in the use
of models. He felt that they rnay'ba"qyers;'_um:_lified_or__ too cample;
and that they may be u_sed.t_o make ymr'easonable predictions" ;  or urwisely
to draw definite oonclL.isions. In Australian matriculation examination
answers Forster (1973,p.13) noticed the cognition cf abstraction tc be
a difficulty in that students were wmsble to relate models such as the
zone, sector or multiple nucleii theories on the structure cf cities
to actuality. He warned that this danger might worsen in the future
as greater use is made of models, unless great care is exercised oy
educators. Previously Scarfe (1971,p.199) warned,"lLet us, therefore,
beware of excessive emphasis on models. We can be taken in by them.

- They are useful iechnology only." Braithwaite (1953) pre—empted this-
warning by insisﬁing that the price of the use of models is eternal
vigilance. As Crisp (1969,p.13) says, mcdels "are_ not meant to be ends
in themselves, but rather a means of understanding and memorizing
generalities akout the reality they represent." As long as they are
used as a tool they will continue to prove, .as they always have done,
of inestimable value to both teacher and learnrer, because of their

advaritages in explanation and the formulation of hypotheses.



C. EDUCATIONAL STMAULATTONG

_ Real life situations are simulated and pupils play out
deci_sion—fnzd{ihg roles according to rules simalating the constraints of
reality. Walfoxrd (1969), who has done more than anyone to publicize
simulaticn games in the United Kingdem, sees in sinulations human decision-
makers being cdnfronted‘with varying situations to test their reactions
to them. According to Gunn (1970,p.338) who has wide experience with
simulations through his involvement in the American High School Geography'
Project, " ‘'Educational SiInulations"sj.rrply means the harnessing of
simulations for educational purposes - for drganizing information, for
posing problems, and for stimulating interest."

'ihey have been used educationally in one form or another over
the centuries as exemplified in the war games that nineteenth centuxy
Prussian generals used to train their officers and in the business
games that contemporary industrialists use in management training. It
was only with the further development of Dewey's principles of
progressive education in the 1960's that the technique was accepted
into school education. As stated by Boocock and Schild (1968,p.57),

"The core principles of the technique -.e.g. the active and
similtanemus participation of all students in an educationeal
game, with the teacher in the role of aid rather than judge;
the internal rather than external locus of rewards, and thus
nmotivation, in a game; and the linking of the student to the
outside world through the simulated enviconment ... can a_Ll
be traced to one or another of Dewey's works."

Especially during the last decade, greater use of the
“technique has led to increasing numbers of simulations devéloped by
educators appearing in periodicals, journals and in kit form, ready -
for use in class. ' | : _

Simulations are models of reality which vary in degree of
ab&.ractmn fram the reallty of the case study to the abstract
mathematlcal model where all variables are quantifiable, as 1llu.=tratea
in figure 1.



FIGURE 1: TYPOLOGY OF SIMULATIONS

S]MUL%\TIONS
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IN GK)%;RAPHY :

ROLE PLAY STOCH%%STIC HARDY}\IARE OPERA’}‘IONAL MA’I‘HB\"ATICAL
Informal Mainly chance Use of fairly Role playing All varizbles
group factors sophisticated in a structured| quantifiable
interaction involved e.g. kit e.q. environment e.g. Reilly
e.g. Metfab Iobster Fish- Portsville e.g. Railway
(H.S.G.P.) ing(Walford) (H.S.G.P.) Pioneers ‘
Iondon Prairie Farm . Walford, 1969)
Airport Gamme (Dunlop, Colonization
(Caron and 1976) of Australia

‘(Dalton,1972)

Lewis, 1972)

T~ -
SIMULATION GAMES

Pley (contest) amcng participants (adversaries) making

‘decisions under constraints (rules) for an objective (winning)

OR(df*er Walford) |
Farming, Location, Routing, Town Growth, Resource Exploration,
Underdevelopment, Conservation/Pollution.

by Topics:

According to Dunlop (1976,p.60) simulation games form

"a contiruun from the open-ended type of role-play in which
outcomes are unpredictable, to the fully quantified set of -
‘variables which might exist in a faxrming game. Personality
and force of argument are powerful weapons in shaping decisions
at one end of the spectrum, but not at the other."

In brief, simulation games enable students:

1. to be involved in decision-making activities;

2. to make closer contact with real-life situations;

3. to experience the large mumber of inter-related factors that

are involved in the processes with which geography deals;

4. to realize that chance factors operate in most situations;

5. tb realize that there is often more than one possibi_e solution

to a problem. A
They also {raxy an often highly structured and repetitious teaching

style.



The theoretical aspects of simulation have not as yet been

fully researched, but Sprague and Shirts of the Western Behavioural
Sciences Insitute's Project Simile (1966 quoted by Gunn 1970, p.339)
give a clear indication of the advantages of using the technique in

the form of the following hypotheses:

lll.

Maybe similations are "rmotivators." Their main payoff
may be that they gene*ate enthusiasm for or commi tment
to: (a) learning in general, (b) social studiss or

some other subject area, (c) a specific ccurse, or

(i) a specific teacher. .
Maybe a simulation experience leads students to more
sophisticated and relevant incuiry. That is, perhaps
the important thing is what happens after the simulation
is over. ,
Maybe simulations- give part:1c1pants a more integrated
view of same of the wavs of men. Mavbe they see the
interconnectedness of political, social, inter-personal,
cultural, econcmic, historical, etc., factors.
Maybe"partif*iﬁant.s in simulations learn skills:

decision-making, resource alloratiocn, oozmruucatlo*l ’

persuasion, influence-resisting.

Maybe simulations affect attitudes: (a) mavba rtici—
pants gain empathy for real-life decis 1on—naker

(b} maybe they get a feeling that life is much more
camplicated than they ever imagined; (c) maybe they

-get a feeling that thev can do something important

about affecting their peJ.sonal life or the nation or
the world. :

Maybe simulations previde participants with explicit,
experiential, gut-level referents about ideas, concepts,
and words used to describe human bebaviowr:.

Maybe participants in simulations learn the form and
content of the mcdel which lies kehind the simmiation.
Maybe the main importance of simulations is their

effect on the social_setting in which learning takes
place. Maybe their physical format alcne, which demands
a sigrificant departure frcm the usual setup of a
classroom {chair shufiling, grouping, Dcs._mlv rOoom
dividers, etc.) produces a more relaxed, natural exchange
between teacher and students later on.

Maybe simulations lead tc perscnal growth. The high
degree of involvement rmay provide some of the outcames
hoped for from T-groups, sensitivity tralm.nc, ba=i
encounter groups, etc.” :

Simulations micht also encourage more pupil par‘.:icipation

and involvement in real world activities. According to Kasperson
(1968 ,P.420) they might help socialize the child in that

"jnter-action with other players, the game rules and enviromment,
"and the player cbjectives all contribute to the student s
aoqulsn.tlon of soca.ety s values and norms."
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to reality dosg taxe

indicates:

"rha units of the High School Geography Project stress tha
ingortance of adequate debriefing after a simulaticn ox game
be it Portsville, Metfab or the Game of Farming. n these
circumetances, also, childrer will provide feedback and
thereby analvse and reflect on the activity and reinforce
learning at a personal level: the teacher can feed into the
discussion what 3eem to him to be the significant aspects,
indicating why he selected the simulation as worthy of their
time and enercy. In all cases, the games and shmilations
formed part of a wnit; they supported other formg of learning
and were themselves supported.”

ancther problem is the difficulty of uﬁvelo ray a game to fulfill

the desired gzographic educational objectives. Hore (1 o9,p.134) found
in his investigation into the use of models and gquantitative techniques
that pupils and teachers placed the desired geographic cbiectives of
the games low on their lists of what the games had taught.

Evaluation of simmlations is extremely difficult because of
the number of interacting variables ~ pupils, aspects of the game, '
environment and teacher. As Kasperson (1968,p.420) noted,

"Since ganes are not closed systems, plavers may introduce
unanticipated and often unrecognisable values, bchaviours
and rules, thus thwarting evaluation efforts."
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French (1975), after working wiil: simulations for five years

s
ol

o
amonget students of all age groups, found that nearly everyone coul
pornefit from them., Bright students sbsorbed the essentials of
simulations, exploring their relations with reality raszidly, vhouch

their interest also often waned rapidly. ile found that students

described as "disadvantaged" or “slow ioormers” might benefit most from
Aadan o

Bt it
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similations, This 18 becousa of the skill cnaracteristics Riessman

(1962,v.72) found "c‘ii_sa.d'\fa}:ﬁ:agz?fﬁ tend to display: viz.
"l 21 rather than aural
2. > rather than form-centred
3. Externally oriented rathezr than introspective

4, Problem-centred rather than acstract-centred

5, Inductive rather than deductive

6. Spatial rather than temporal

7. Siow, careful, patient, persevering (in areas of
damcitance) rath 2 than quick, clever, faclle
and flexible."

Many of these skills may be used in simulations involving and banefli.tlng
the "slow learner".
Ingbar and Stoll (1270,p.53) reported that

"soat tered evidence available on the effect of games and
similations on socialization and in the classxoom indicates
that at least a few of the far-reaching hypotheses about
the eficcts of games might have some validity. At the same
time, we are very far from having anythiuing resembling a
systematic body of knowledge

Nevertheless Scarfe (1971,p.201) maintains that

"the general purpose of a game is to avoid states of
amonotony, and at present, as far as research is concerned, it
is unwise to ciaim more than diversion or varietv as the
justification of games.”
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Furthemore,

"unless simulations sre the reconstracti

iction or reproduction of
actual situstions, subsequent role plaving is purely f antasy.
L

decision-making ig to be of any significance then it has to
be about an actual happening which has existed,”
so that the pupil's decision can be comared with reality, for
"there is little or no evidence that simulations and role-playing
techniques train people in decision~making skills, or influence
their abilizy to resist propaganda.” ‘

He agrees with Walford (196%,1p.30) that

TN e

sanacea in dissident
clazses that allow sweelness and light to reign;
are sirmply extra techniques which may help on occasion

in uﬂ\zo“'\l ing m3dar gn,nm*uun ical teachi

Perhaps Walford, (1972,1,220) ons of the

of simuvlaticns should have the last word:

Ygames in themselvo do not offer a
s £ = -

leading exponents and develcopers

"Theixr success in motivating students to real interest

in topics offers both encouragement and a wider hori
for their future."

An example cof the way a simple simulation based on a South

African situation may be developed, is illustrated in Appendix C
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D. THE JbNQLI1 'RY METHCD OR DISCOVERY LEARNTMNG.

g

K

Discovery learning LS ‘the rigie'given to the way in which a
R,

~ ' great deal of-learning takes place ‘natura

111y, °* From birth on for

example, the child 'discovers' for himself, that sucking his mother's

nipple satisfies his craving for food, and later; that touching fire

causes pain. When transferred to the school situation diseovery learning
PO

is perhaps one of the most d@ﬁ.rable ways of pupils acquiring knowledge;
e

pem.al] y for the bright or gifted child because:

u’l/x{aapﬂs are self-motivated:
2. _their interest often results in rapid learning;
Ki@y can worx in their own time (even beyond school hours)
and at their own pace (allowing for .individual differences};
4/&)ere will be less reginentation and pooling of knowledge by
in~class and extra-class discussion may have a broadening effect,
'I‘he J.]’lC‘ull‘y method, as it is sametimes colled, may range from an

e L

UﬂotTUC‘UL‘”( ituation, to a lughly stxu‘tured teacher-directed .mqulry

worksheet,

The ingquiry method stems originally from the ideas of Dewey

. * }
bress pupill involve-
W’*

!

and Piaget, developed more recently by Bruner. They
A £
nment as ac*hvb agents in the lc,arm.ng process. they insist that the
MG e
puplil, p"%..)lbl_'y gu.ami by the teachel. must be £ ree to delve by
e st

AR )
hlgh’%e.LiE gigt,o resOurces, w’nether in thc classxoom, +he libra ‘a or out
AP

in the field. The individual research experience so gained, they contend,

will result in more effective and enjoydble ledrm V)q and better c,or"epu
AN

formation. 'This is not to say that the pupllb snould attempt this

\%mrai-ion. Dewey, Plaget and Bruper.all.

IR AL

s.2 . developmental

sequence in concmpt formation as pupils rvturc ‘which the tea cher must

take into account in guiding them towards discovery. Hence the reqparnh,

BTN

tasks set must be carefully graded to the puml'“ ability.
Discovery learning is 1nduc,t‘1.ve. According to Kasperson

L

(1967,p 291) it is difficult to "find imaginative classroom experiences to
trangmit ideas inductively" so that students may discover for themselves
Pupils should be encouragec:i to use the fullest possible range of resource
materials and techniques in their researches, including for example,
problam solving, role playing and simulation, fieldwork, model building
and audio visual materials and techniques.



There have been few defiritive and experimentally designed
researches into the inquiry method. Its conplex nature is partly

responsible for this, allowing only certain of the aspects of the

method to be investigated at one tims. Kersh and Wittrock (1962,p.461-8)

did find, after reviewing researches, that discovery learning enhances
transfer and long-term retention. It alsc reinforces the techniques of
inquiry ~—the strategies of problem-solving and productive "search®,
Kagan's (1965,p.553) researches demonstrated that impulsive children
were not well suited to the delays involved in research using the
hypothetical—~learning mode, but Crabtree (1971,p.88) maintains that
this is no. reason for nct using the incuiry method in conjunction with
others. She insists;

"There is no aksolute dichotony between expository telling

and non—directed discovery. Thers are many stages of

guided or directed discovery in between, stages in which

teachers set more and more limitations on the guestion

researched, the marbers of choices up for discussion, or the

defining criteria by which hypotheses are accepted; and in

which more and more supporting instructional aids are

introduced to help young learners grasp the critical

relationships involved ('discover' them, if you wiil)".

The encouragement of this approach to learning and its

implementation by teachers is still very much in its infancy. &
wide range of resource materials is a prerequisite. Whether it will
ever be totally implemented to the exclusicn of other teaching methods
as advocated by Postman and Weingartner (1971) is doubtful and remains

to be seen. Certain aspects of the "new" geography nevertheless

show’ ‘chef‘ growing influence of the inquiry method in geograchic education

{e.qg. fieldwork and problem-solving) .




E. TROBLEM SOL \/’INU AND JxlOTHESIQ TESTING

- g -

P

Incr *‘*eaamg atcent;on is being paid o the us” cf the
scientific method in Lea_chulg the "mew" geography. AS a r"é;f&é of
the "knowledge explosion” it is increasingiy Leing realized,as
Thomas (1970,0.77) puts it, that

"what will ultimately prove to be critical is the gbility
of the individual to think in a.flexible way when (‘O‘lfroated
b_{ an wnfamiliar problem, an abllli"/ which will only be
dcveloyed through regular involvement in problem solvirg
rather than memorization as tl e basic operation in the
process of education.”

Hvpothesis-testing techniques have been required by
generations of geography teachers in their class questioning, but
only very recently has this mode of investigation camprehensively bﬁCh
used by a larger number of teachers. This is partly a result of the
influence of Bruner's edacational ideas on the advan tages of the
hy_pr.)’chetica.'}. teaching mode where teacher and pupil co-operate to solve
problems by means of conjecture. Bruner helicved that a pupil's
pas:tiu.patlon avouses curiosity, and he learns to assess ss _information
acc,ordlng to its possible contrbuﬁ-on w0 the testing of .an. hiypothesis.
Hypothesis testing and discovery can result in increased intellectual
_\ éotéﬂc;“,_ a shift from extrinsiz to intrinsic rewards, the learning Of
the henristic method and more efficient memorization {(Bruner, 1963,
p-425) . Greater intellectual potency is achieved because pum]s uladuzlw

learn to examine evidence by the economic use of hypotbebe.). ”he 7

' oo*ne to expect regularity and relatedness in ,1nformatlonband use hﬁntheses
cumulatlvely in tackling problems. Eventually practJ ce enables them to
discard irrelevant information, preventing flooding and encouraging
tpfzrsistence. Bruner believes the child derives satisfaction from this
method of problem solving. Bruner (1266,p.96) also claims that a child
should be given experience of using a theoretical model and what is
involved in trying out a theory, for

"a good theory is a vehicle not only for understanding
a phenomenon now, but also for ramembering it to-morrow"
(Bruner, 1960,p.25).

More teachers are setting their pupils problems of a geographic
nature, soluticns to which are hypothesised by the pupils. Relevant
geographic data is then collected for testing the hypothesis.



1f borne out by the evidence, the hypcthesis is tentatively accepted
as an explanation or solution to the prcoblem. If not, it is rejected
and another formulated and tested in a like manner, as illustrated in

figure 2.

FIGURE 2: THE HYPOI‘HESIS ~ TESTING TECHNIQUE
(according to Everson,1973,p.110)
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F. STATISTICAL AND QUANTTTATIVE METHCDS

As géography increasingly adcpted the scientific approach
and method, it had t0 employ more stringentﬁeasurementtechniquesn
Yor some, the "new" geography was synonymous with the "quantitative
revolution" characteristic of the 1%60's. At that time sone geog-
raphers felt that qﬁantification would completely re-~orientate the
discipline and claimed that anything not quantifiable was not geography.
To~day, with a more mature approach, geographers see statistical
ethods only as a useful tool in weighing the importance of factors,
testing hypotheses and helping to solve geographic problems.

These methods allow a geographer greater precision and
facilitate comparison, particularly when distinctions are fine. By
the use of sampling procedures the confidence limdts within which any
conclusions are drawn may be stated. The methods can also provide'a

———— - e

basis for the development of geographic theory fo;»usgﬂéglgglping to

understand the camplex world. For instance, conclusions shout a

Telatiorship betwesn geographic phenomena which have been tested may
be transferred clsewhere anda;entativély used for prediction,

Accent in the "newéigebgraphy'is increasingly on "numeracy”
and "graphicacy,“ two new terms coined to represent long used, but
seldom emphasized, aspects of the subject. They are an effective
way of portraying geographic information and according to Dunlop
(1976,p.46) numeracy and grsphicacy are as important in the education
of the child as literacy. He defines graphicacy as "the ability to
comunicate spatial awareness, particularly hy reference to maps and
diagrams"”. Balchin (1972,p.185) contends that English, Mathematics and
' Geography should be regarded as the three foundation subjects in
teaching, since each encampasses one of the basic groups of skills
needed by modern children. 1In addition to being used in testing ideas
and concepts, numeracy provides scope for a variety of ways of presenting
geographic information in, for example,'histograns, graphs and dot or
~ choropleth maps.



G. FIELDWORK
e e

Fieldwork is, and always has been, a kasic component of

geography, for geographic information generally has to be collected

Ehrough personal cbservation by geographers. Unfortunately the

educational value of pupils having this experience themselves was
not widely recognised until the inter-war period, when Fairgrieve
(1936) made a plea for the personal involvement of pupils in field-
work. No geographers did more to establish fieldwerk as a method of
teaching geography as well as of collectihg information, than
Wooldridge and Hutchings. The result was that fieldwork became
increasingly an established part of geography teaching in many
British schools, though not in American schools. Fieldwork is to-day
considered so important that hundreds of field study centres have
been set up all over Britain; and in some examinations, evidence of
fieldwork is required.

Fieldwork is another manifestation of the old adage, "hear [
and forget, see and remember, do and understand." In fieldwork the
pupil learns not only how to obtain qeographJc 1nLormatlon, but
same of the prob]emb of obtéiafgé 1t and some of its llmltatlons.
it is cmly in the field that pupils can fuliy implement and test their
ability to read a map, perhaps the most basic skill. of any gecgrapher.
There is no better way of giving pupils an appreciationof. their
env*ronment than involving them personally in direct cbservation.

e A ——

In so doing, the teacher often acquires a new insight into. his. charges
in a more xeLaked atmosphere. There are also indications that fieldwork
improves the attitude- towards geography of ‘children of average ability
or boWOW, as many teachers have found after a field excursicn.
Involvement in practical work arouses pupils' curiosity and may give
them the pleasure of. discaovery.

s - The broad term fieldwork, while still often used, is
ihcr@dsangly being seen to include divergent approaches. 'Field
teaching' is the term that has been used to denote the approach mary
teachers use, at least initially, to involve pupils in their
environment.  This often takes the form of a quided walk or bus tour
through an area. At specified places the teacher stops to point out
phenomena, either by means of the lecture or the question-and-answer
method, before allowing the pupils the opportunity of sketching,

photographing , map- or'note—nakihg; or collecting samples. Depending

o



on the degree of pupil participation, this might well be calied
fieldwork if the aetivity is pupil-centred;
advisory or information

Hali (1976,p.251) re-classifies f

rele only.

divergent approaches to fieldwork, as shown in figqure 3.

FIGURE 3:
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GEOGRAPHY FIELDWORK. CLA
(according to Hall (1976,p.251)
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In (a) previous clisswork is
foliowed up inciuding simu-
Inted ficidwork  <kiils (ie.
oricntation of map to ground,
slupe and contours, intervisi
bility)

In (b) new phenomena and
new skitls are intsoduced in
the field for the frst time.
Students reenrd what teacher
ohserves for fuiure classwork
arexam stucy

Pupils highly circumscribed by
directives  bul  considerable
autonomy of rrevement. What
is discovercd, mcasurzd, e:c.,
is by teacher intention, but
the process is pupii-cenired

Rewerch  into o specific
hypothesis or moda! ziong
carcfully corelied linas in
sccordance with ihe conven-
tions of deductive ssience.
Pioblem-wiving doininant

journcy into the unknown,
where  theme,  guoidelines,
hypothesis, mode of working
are ihe choice of the puznil
Dmovcry, Exploration, Crea-
tivity* posslble in the widest
sense

" Tightly structured Lncar pio-

gramme prepased by teacher:
‘pause and move on’ by foot
or vchicle

Can be faily tight (i.e. work-
sheet of questions) or more
looscly phased around a series
of guidelines.

‘Colonjal eiephant hunt®
where pupils placed advanta-
peously to fall over their ow n
cavirorment but shoot thuir
OWR GUATTY

Opcrationatly tight (aecusacy
essential in recording data)
Depree of  structuze  and
amount of coiputal
function of hypothesis
techniques cmployed

and

Loose, Lphtly ¢nsi cained to
random.

Close supervision of class as a
class freacher — busy leading
and talliing; pupils — passive
in (a) and imitative in (b)

Open supervision with pupils
wosking in groups or indivi
dually. Teacher control by
effective picparation

Pupil as rescarcher and teacher
as leboratory supervisor with
duty to safeguard data from
contamination by irregularities
of conduct in research and
miscajculations in computation
dities of pastoral
care, swbject consliant by
pupit request. Main work is to
provi’s the possibility and
encourage inquiry

Convergent anu
closed

Convergent  and
closed bul rocm
for a n
personal
cnce and errot

Open, untess pre:
yiously worked
out by teacher,
or the kypoticsis
nvercontrived 1v
him

Dive-eent  and
unpredictablz

He sees fieldwork being approached in four different ways which he

refers to as 'field demonstration',

and 'field discovery'

A A ———— - ..

——

hypothes1c—testlng technlques.

'field study', 'field testing',
(or what American teachers call 'Field research').

The latter two use the selentlflc method cr problem solv1ng by 1nvolv1ng

The more advanced and older pupils in

British schools are increasingly being involved in the latter approach

to fieldwork.

it is usually preceded by field teaching ldananstratlon) or field study.

Tralnlng in the methods of field research is needed so

As the average pupil may be bored by the sameness and rigour of

3.



measurement often needed in testing an hypothesis, the most effective
way of doing fieldwork may be to combine field study and field research.
According to Fitzgerald (1969,p.63) the best method of testing the
concepts learned and models created in the classrcom is out in the field,
using field research methods.

Fieldwork in schools is not entirely without opposition
even in its stronghold, the United 1<1nguom Mot:tershed and Owen
(1972,p.232) mention the annoyance caus=d to people such as farmers
and shop proprietors by pupils from various schools requesting information
or leave to survey their establishments too often. They consider
that much urban fieldwork micght seem irrelevant and useless to the duller
pupil instead of giving a deeper understanding of thé subject and they
suggest that a more productive use of time would be to present pupils
with data which could then be used for making geographic inferences.

An undoubted strength of fieldwork is its ve__rg:)e_zﬁhty, )
enakbling the effective teacher to use it for the 1n«.r(::grat;.on of nwnerou..
branches of the discipline, as indicated in chapter 1v.

" South African syllabuses require that at least one fieldwork
exercise be completed each year, but do not stipulate the form it should
take. Its form will be determinedby various factors, including:

1. the age and abilities of the pupils;

2. the experience of the teacher;

*3. -the geographic location of the school;and
©4. the physical resources as well as relevant fieldwork material to
vhich the teacher has access or which he can develop.

Some areas lend themselves more to field-teaching than field-research
nggh’oaé and vice _versa_for._other_areas. Personalities of sone teachers
aJ.e also more suited to field-teaching than to the use of field research.
This may also be true for pupils according to their previous experience.
~Obviously then, teachers should make use of the resources available in
whichever way they consider the most advantageous.

As fieldwork becomes more widespread, manuals, sample fieldtrips
and various approaches to conducting fieldwork are being written up by
teachers and others with practical experience. An example of a one-day
field excursion using a combination of field study and field teaching
techniques for the integration of various branches of geography is
presented in appendix C. The writer hopes it may prove useful to teachers

in the Western Cape.
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CHAPTER III

SURVEY OF THE "NEW" GEOGRAPHY FLSEWHERE

In this chapter the writer gives an indication of the degree of
diffusion of the approach and methods associated with the "new" geography.
After examining the reliability of the rescurces used, he describes the
position in Europe generally, examines the situation in the Unitad Kingdom
and selected bther European countries in greater depth and then portrays
the position in the other countries Showing marked influences of the
"new" geography. Finally an accountiqf selected geography projects

showing intensive use of the "new" geography approach and methods is given.
g ' phy app e

INTRODUCTION

The South African yeography teaching situation should bé

- viewed in the context of recent overseas developments if it is to be ceen
in perspective. This chapter concerns, in general terms ohly, the
approximate position of geographic'education'in the first half of the
preéent decade in most countries where geography plays an important role
in the education system. - It is not poésible, from the limited information
available, to place any country in an exact rosition along a continuum
stretching across the range of geography teaching from exclusive use of
the "old" to exclusive use of the "new" geography, were it possible

- strictly to define these two positions. What is needed is a view of
geographic education elsewhere, against which South Africa's relative
position can be gauged.

An overall estimation of the relative position in various

countries can be obtained fram a critical evaluation of such aspects
és syllabuses and teaching methods, techniques and aids used. The |
generalizations made can be no more than carefully considered judgements.
Geographic educational literature abounds in value  judgements and
unsubstantiated theories. These are sometimes the result of the extreme
difficulty of measuring, for example, the attainment of educaticnal A
objectives in the evaluative process. There is no saying that these
judgements or intuitively felt theories are invalid. Just as traditional
geographers were able, through cbservation and study, to develop a feel |

Mfor the character of a region no less accurate perhaps in depicting

that region than the modern urban geographers' quantitative rendering



of e megalopolis, so an educationistts judgements regaxrding his
subject, gained through long LYDerlenC? 0f teaching it, might not be
as far from the truth expressed in a scientific law as might sometimes
be suspected. ) o

Relph (l970,pp 193-201) claims that the world can only be
understood fully by examining men's intentions, attitudes and value
systems which are not easily testable by scientific laws. Like
Spiegelberg (1960,p.668) he sees the_worid

“as being essentially subjective, and no empirical knowledge,
however purged and 'objectified,' can get away from this
subjective matrix of all experience."

Thus he, like Tymieniecka (1962,p.127) believes

"the world is understood not as a sum of objects or as
matter, ..... but as a ..... system of relations between
man and his surroundings."

This view is obviously opposed to Harvey's (1969,p.486) claim that
through the testing of explanatory hypotheses it will be pogsible

to develop a controlled, consistent and rational explanation of
events, for man does not always behave rationally and predictably in
an objective world.

' These are problems with which some educationists cuch as

- Rurfman (1970) are trying to grapple, but which are likely to continue
to pldgue them fOl the forseeable future. As stated by Fernald
(1970,p 76}, there is a need for geographers to seek help from pcople
trained in evaluation to assist in setting up "measurable objectives,
develop curricula_to meét these objectives and to build evaluative
instruments to test the éfféctivénesé of the program,"” for very little
has been donevin this field. It is paradoxical that most work bn
evaluation of school géography has been done in North America where,
traditionally, geography has tended to play only a Cinderella role in
secondary education.

Thus, while lacking the rigour and exactness of scientific
measurement not possible within the constraints of this investigation,
~an attempt to gain an objective and balanced evaluation of overseas
geography education has been made. Published resources as well as material

elicited from co-operative personnel involved in geographic education



in Australia,; Canada, Germany, New Zealand, the United Kingdon and U,S.A.
have been consulted. Although there is little basis for precise and
detailed Comparison, it has been possible to nbtain an overall impression
of the extent of influence of the "new" geography in schools in these
countries, sufficient to make an evaluation of the South African position

in the context of world geographic education.
THE POSITION IN EUROPE

The Council for Cultural Co-operation of the Council of
Europe in 1971 published The Teaching of Geography at School/level,

a report on the findings resulting from questionnaires retuéned by the

eighteen member countries, together with essays portrayving the cultural

. and physical backgrounds influencing geography teaching in these countries

in his introduction Marchant, the editor, indicates that

"the analvses are not the result cof precise statistical
processes: few of the questions themselves - rightly
or wrorigly - are susceptible of such treatwent."” (p.10).

Nevertheless he considers

"it remains true that questicnnaires and essays taken
together dc seem to give a balanced picture of
geography teaching in each country,”

for the shortened versions published were scrutinized by the individual
contributors to enswre their accuracy. Virtually all the information
on the European countries in this chapter (unless otherwise indicated)
was taken from this source, to which page rcferences in brackets refer,
Of the dozen questions included in the questionnaire (some sub-divided),
half were-relevant to this examination of the use of the "new" geography

in European countries.

Aims and Syllabuses

The findings of the report showed the general aims of geography
teaching in all countries to be similar. These aims have not been
neEiggggiy influenced by the "new geograPhy (p.17-18). Except in the

Unitgd,Kingd@mT~syllabuses*éfgjﬁfégéfibéd'éverywhere_ihough "there seems

an increasing tendency to leave choice within thgﬁgenéral frameviork to .

tgg’indiyidual teacher" (p.39), particularly in the Netherlands and

Switzerlard. Some countries have differences of syllabus even within

their own boundaries as a result of federalism, but in Germany ministers



of education collaborate to some extent.. In the United Kingdom the
- only syllabuses laid down are those of the external examination boards,
"but these occur only infreguently in th% total course, and they offer
wide choices" (p.39). All countries treat geography both regionally
and systematically and most make provision for the discussion of human
problems of national or international concern at some stage in the

curriculum,

Teacher Training

67 (:7 There is great variation in initial teacher training between
countries.

Nowhere "is there a regular compulsory system of refresher

—wcourseg”for*those-alreadi:féaéhingg:_jhough many._countries "have short

voluntary courses organized either by the central or local authorities,

—
or by teacher or subject associations" (p.29). France epitomizes the
- DY C )

position by reporting on its own situation: "refresher ccurses are
absolutely essential - but seldom happen." (p.30). In Iceland and
Switzerland respectively sabbatical leave of a year after ten years,
and.six months after twelve years teaching enables geography teachers

to update their geographic knowledge and teaching methods. -
Teaching Methods

Teaching methods are still traditional in most countries.
Though teacher explanation and presentation of the text is usual,
many countries concur that the scientific method should be used,
working from observation of the concrete tc interpretation,
deductioﬁ and generalization, i.e. inductively. 'This is, of course,
the weaker channel of the 'scientific method.'

A minority of teachers in some countries is beginning to

\ use other_methods _associated with the "new" geography. The need for

fieléaork is subscribed to by most, though only seven countries
actually encourage it e.g. by prescription (Belgium, Ireland,
Switzerland and the United Kingdom) or having camp schools (Denmark,
France and Germany) . None approaches the degree of development of
fieldwork existing in the United Kingdom where there are hundreds of
field centres and where evidence of fieldwork must be presented in

some examinations (p.24). Increasingly individual assignments or

28.



projects are required of pupils using arange cf resources (p.24).
Sweden particularly emphasizes independént study methods. Training
in geographic’ techniques such as map-drawing and -reading, statistical
interpretation and presentation and the use of diagrams and charts

is provided in most countries; though only the United Kingdom refers

specifically to the increasing use of sample studies.
Facilities and Aids

Specialist geography rooms are found in nearly all schools
only in the United Kingdom and Switzerland, though Austria, Belgium,
Denmark, Finiand, Sweden, the Netherlands and to a lesser extent
Ireland, France, Portugal and Luxemburg have them inlmany secondary
schools, particularly the larger ones (p.26-7).

"Most countries now seem to provide a reasonable collection
of photographs or wall pictures, tco eguip their school
adequately with slide and/or filmstrip projectors, and

to provide or loan collections of transparencies™ (p.25).

All countries supply wall maps and an increasing nurber supply large
scale topographic maps, but other resource material such as statistics,
monographs, and specialiét reference books is only beginning to accumilate
in school or class libraries in most countries. The United Kingdom’

is once again the exception, for many schools “are building up quite
—1arge reference libraries which include a numnber o professional

jownals". (p.26).



GECGRAPHY TEACHING IN THE UNITED KINGDOM

It is worth examining in more detail the teaching of geography
in the United Kingdom, which remains in the vanguard of development

and wherg/gggh of _the "new" geography originated. The introduction to

the escay on geography teaching is quoted verbatim for it presents a
clear picture:

"Since every school in England and Wales is free to choose
its own curriculum and schemes of work, it might be
supposed that geography teaching reflecting as it does
the personal ideas and inclinations of many individuals
and offering a wide choice of topics for study, would
lack any pattern of cohesion. This is, however, far
from true, for although there is scope for great
variation from school to school, there are also concepts
about school geography which receive widespread
acceptance and which find general expression in
training courses for teachers and in textbooks. It

is this commonly accepted body of doctrine which makes
it possible to discern both the roots of our present--
day geography teaching and the new growtis which are
nov revealing themselves" (p.116).

These: roots lie in the pleas for realism in geography teaching
by Fairgrieve and Stembridge in the inter-war period and the emphasis
placed by British teachers on the importance of experience in the

learning process, as advocated by educationists such as Froebel and

Péstalozzi. Thus "firsthand experience wherever possible has now

——

becaome a necessary prelucde to dealing with abstract_ideas” (p.118).

—— e e i——

Fieldwork_oﬁ-aii—types_ig_gggéigered an essential part of geographic
understandings— To cater for this hundreds of field centres have heen

—— ————

established all over the country. They have a ccombined capacity of

10 000 people and are used by all levels of education. School parties
§isit them over week-ends and during vacations, or conduct extensive
surveys from them, lasting a week or more, during term time.

Wide use is made of sample or_case studies of, for example,

foreign farms, mines or cities which cannot be visited. By means of
radio, television, films, slides, novels and reference works in the
libraries, distant plages_arehpgggghg_;ntg,5£;§;§b‘glassrooms. To gain
a more accurate picture of human geography, the study of the traditional
'natural region' is giving way to a consideration of political,-cultural,

econcmic and social factors affecting foreign countries.




Attention is also being given to applying geographic

skills to the solution cof problems in land-use, commerc1al undertakings,

N — .
————— e e e s

town and country oldnnlnc and such worid propiamsas the food shortage,

under-developiment, power resources and the population explosion.

The concluding paragraphs of the essay evaluate the position
in British schools at the beginning of this decade well:

"Thus the two main strands of geographical thought -~ systematic
and r@gional~:_§£g_glQggly_ygyggbinto the texture of school
geograrhy. But the emphasis has been placed on enriching -
the means of study by direct experience,sample studies;—and
lern visual and aural aids. To the well-éstablished themes
of economic geooraphy have been added a more synpathetic
treatment of human co es as social, cultural, and
poLJtlta oups. Wnile gecgraphy concinues tO be pursued by
“some pupils as a rigorous academic discipline, it is hoped
that for all it will provide a richer personal life and at
least part of the foundation for greater international

harmony .....
In a good many secondary schools teachers are devising

carefully graded courses which loy _statistical analysis,
/ sampling, regression, fpchnLquééfmEqglEEG§§:§E:§§£E§£E§“"°"—'
and simple topglogical.map transformations. Experiments
are taklng place with qﬁgggggg%ggéa@aﬁe&-ﬁnmmumaag
' . 2 . L ing.  DESCriptive. gzography
in The classxoom and the field is being supplemented by
theoretical models, problem—solving.and hypothesis~testing,
Lrben situdieg include traffic-flows, the supply Of~gosds
T Services, functional -zones and planning problems.
Or the basis of earlier work older pupils are dealing
'with such concepts_as Central Place theonedhesnatical
nqgg;g4;ﬁ_kaxiﬂgga_ggpggjgggﬂ;;;mxkgg, theories of diffusion,
and similar aspects of iocatonal analysis. It is, as yet,
too early to assess the effect of these new developments
in geograrhy-teaching, but they are attracting the
attention of many teachers who are seeking to recuce the
load of factual memorization and increase their pupils'
understanding of general principles. in.geography." (p.121).

This suggests that the "new" geography is being used in Britain;

statistics from a sample survey provide an indication cf the extent.
(see Table 1;p.33)

~u
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BRITISH . GMAPHY TEACHING SURVEY.

The need to discover, .for planning purposes, the rate at
which certain "new" geography innovations were being taken up in schools;,
was one of the chief reasons for the Department of Education and
Science mounting Education Survey 18. The findings of this survey
were published in 1974 by Her Majesty's Stationery Office under the
title School Gecgraphy in -the Changing Cnrricuium which gives valuable

additional specific information on geography teaching in British schools.
_The report is the result of a sample survey conducted in 1971-2 by
twelve H.M. Inspectors who investigated geography teaching in 217
schools, recording on questionnaires the information gained from
discussions with. teachers and seeing them in action. A peruéal of

the report gives an indication of just how rapid and widespread

_|the adoption-of the "new" geography in Britain has been, for British
schools of-the early sixties still followed-the.patterns, and metheds
of traditional cke,o_grgfohy; Change gathered iwmentum over the decade.
and is continuing so rapidly, that most schocls seem likely to be
using the "new" geography approach and methods by the early 1980's.

The following suﬁnariz tables and camments, based on the findings in
the report, (to which page references rercr) indicate the stage of
acceptance and implementation of the "new" geography in British schools
by 1972. -

Syllabuses

In 1972 only 45 percent of schools -in the sample still
used a traditional regional type .‘geography_sy;labus, while a fqrther
6 percent used the other traditional type syllabus consisting of

topics handled successively and concentrically in greater depth with
advancing pupil age. Fully 18 percent of schools were already using
conceptually based syllabuses built around a skeleton of key ideas

or concepts springing_from the "new" ge_ogr_aph?; T'i-—ﬁe—rceht wera using.
an unstructured, but often intuitively arranged new type topical
syllabus; while another 13 percent were using combinations of the
above. Thus nearly half the schools showed scme influence of the

"new" geograpily in their syllabuses.
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"The analysis shows that wnile regicnally based syllabuses are
still very comoon, espc‘Cral ly in grammar schools, there is a
widespread move particularly in.camerehensive achools towards
new kinds of syllabus, including those which inoorporate some
of the most modern ideas current in school geography, " (p.19).

TABIE 1: BRITISH SCEOOLS USING ASPECTS OF THE "NEW" GIOGRAPHY.
(Figures in percentage of schools in sample, N=217)

1. Methods of enquiry: (@) case studies 71%
(b) problem-solving exercises 34%
(c) Open-ended enquiries 22%

2. Social applications: ' ’
study of :- (a) local problems 69%
: (b) British prcoblems 62%
(c) other countries' problems 60%
(d) world problems 68%
3. Games and simulations 35%

4. OQuantitative methods (newer only, e.q. scatter graphs,
rank correlation, etc.) 29%

5. Theoretical models (e.g. Christaller's, Von Thunen's

Burgess') 24%
6. Networks analysis 11%
Two or more cconbinations of numbers 3 - 6 21%

Some of these percentages may seem relatively low, but it
iwast be remembered that the implementation of change was accomplished
largely without supporting published materials (there was little Lefore
1971) nor in—SerVice training which cccurred cn a scale sufficient

to influence only a-small proportlon of teachers. From this information

it seems

"some schools graft new subject-matter and methods on to
older forms of syllabus, while others give precedence to
new syllabus structures with relatively minor changes of

" content and method. Each epproach represents an early
stage in the innovation process, which permits teachers
to adjust their thinking to the more searching task of
reconciling new syllabus patterns with related changes
in skills, methods and subject-matter." (p.12)

The trend towards applying geography to socially meaningful ends is
partly because an investigation of real problems is claimed to
motivate more highly than academic studies and partly because

'ige@grapx%lcdmowledce_w;ll have.little.value_in.the
labour market (so) teachers must justify.the sab;jer,t_

in €5TmS Of its relevance to social values and understanding.”
(prrd)—"~ : —




“The emphasis on the acquisiticn of skills of learning

(open ended enquiries), an increasine awareness of the

valve of motivation (problem~solving exercise and other

items) and the need to make education socially relevant,

were shown by the suxvey to be very moch in the minds of
- geography teachers." (p.15)

TABLE 2: PARTICULARS REGARDING FIELDWORK IN BRITISH SCHOOLS

(figures in percentage of schools in sample, N=217)

Schools considering flcldwork very importaat 512
Schools considering fieldwork fairly inportant 29%
Schools with oniy a small proportion of pupils doing

fieldwork 11%
Schools not doing fieldwork 8%

CchoUlg providing field teaching and traditional fieldwork

done by pupils 01%
Schools doing problem-solving in conjunction with

fieldwork : : T 30%
Schools doing hvpothesis-testing in conjunction with

fieldwork : 15%

("It is doubtful Whether‘any schools could be found
using hypothesis-testing exercises in geographical
. fieldwork some five years before the survey.")
Fully 80 percent of schools surveyed, regerded fieldwork
as important or Very important, while only € percent did no fieldwork
at all.
A1l schools surveyed doing fieldwork used their local aress;
in addition, over 57 percent. provided residential fieldwbrk courses
further afield. Thus,

"the new ways of teaching geography in the classroom are
being paralleled by new kinds of fieldwork and these

often reflect social cbiectives (as in some problem-
solving exercises) and growing competence in

quantitative technigues (as in hypothesis testing)". (p.18)

Only 13 percent of shools surveyed experienced no difficulties in the

organization of fieldwork.

TABLE 3: DETERRENTS TO FIEIDWORK IN BRITISH SCHOOLS.
(figures in percentage of schools in sample, N=217)
Timetable (schools unable to organize fieldwork without

much dislocation) 53%
Finance (some pupils unable to pay bus fares) 42%
Staffing (insufficient teachers for the required ratio

of 1:20 pupils) - 27%

Uncertainty of teachers (e.g. owing to lack of training) 26%



The report adds, , l

"fewor than half the schools possessed sufficient

flexibility in timetabling to permilt educational |
activities widely acclaimed to be valuable for pupils

of all shades of abiliiy." (p.17)

Facilities and Aids

Although all schools theoretically have specialist geography
rocms, the survey found that in 28 percent of schools less than 60
percent of lessons took place in satisfactorily equipped rooms and
in a further 34 percent between 60 and 80 percent of lessons were
adequately accommodated. Thus in only 32 percent of schools could the
accommodation be regarded as satisfactory. On the whole, schools were
well-equipped with geography teaching aids, only 8 percent of schools

classifying their resources as poor Cr very poor.
Conclusions

As a result of the rapidity of change to the “new" geography,
{ the report concludes that the specialist gecgraphy teacher of the
1970's needs to be more versatile, more open-minded about his subject

{and more receptive_to_in-service_training than his counterpart cf 10
. A A TR
‘or 15 years ago.
The Unlted Klngdom is the leading country in the development.

and general implementation of the ideas-of-the-"new"” geography....This . -

can be deduced from the ev1dence quoted frea the reports of the Cox.nc1l

e — e ——— T e _

of Europe and Education Shrvey 19, from the wealth of “new" creography

nmaterial rec_:gntly_ published in_the United Kingdom both in_ profep_s::-o—r;gt_l
journals and in book form, and by noting the popularity and status of
the subject in camparison, for example, with that of geography in
Emerican schools. British, and to a lesser extent, American publications,
are mainly responsible for the dissemination cf the ideas of the "new"

\ geography to other parts of the world where their acceptance is highly

! variable - some countries absorbing them into the system immediately, '
others more slowly, and still others not at all.




In contrast to the British position, an examinaticn of

the answers of the various European countries to the question

regarding geography teaching methods places British development in

European perspective.

The responses shcw the tremendous contrasts

in Furopean geography teaching. Cuotation of a small cross-section

of responses on geography teaching methods, Marchant (1971), illustrates:

France "(a)
(0.176-177)  (b)

{c)

@
(e)
Turkey
(p.178)
Switzerland (a)
(p.178)
{b)
(c)
Portugal
p.178)
It is thus

traditional in their

Oral question and answer, short and pertinent.
Precisely planned lessons based on concrete
observations or pictures; then conventional
represen itation on blackbcard followed by copymg
in notebook and learning by heart.

Facts and figures must be made real by ccmparison
with the known - e.g. height of a barrage with

the Notre-Dame.

In the first cycle pupils will write only definitions
and a few statistics. All else will be as maps or
diagrams.

In the second cycle less talking by the teacher and
more discriminating note-taking by the pupil.

The wost fruitful methods are those which encourage
pupils to study features at first hand. But this
has been made difficult owing to increasing numbers.

Study of important countries and of the main aspects
of physical and human geography with the help of
films, transparencies, various kinds of maps and
textbooks.

Many pieces of work done by the pupils themselves.
Excursions where possible.

Modern activity methods; direct observation in outdoor
lessons and excursions; samples; small regional
monographs; use of library; docurents; photographs,
etc."

clear that most Europcan countries were still
gecgraphy teaching methods, some markedly so,

at the beginning of this decade. There are, however, .signs of the

influence of the "new" geography being felt.
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BELLIUM

Belgium examplifies '"new' geography influences by insistence
that geography should be regarded as a scientific training involving
investigation, snalysis, synthesis and induction of general ideas.
Fducation authorities realize that geography, like the cther sciences,
is continually changing with the progression of knowledge. Teachers
are trained for this, so that they can use the most effective methods
for making classwork constructive as a result of pupil participation.
VWith a wide range of teaching aids pupils learn to express themselves
during investigation which leads to analysis, explanatory research

and general concepts.

AUSTRIA

Austrian pupils are required, in the last but one year of
school, to write a monograph on their country, working from their
previously acquired knowledge, available maps, slides and films.
They should include information on geology, climate, morphology,
phytogeography and the economic trends (trade balance, prices and
wages, competition, fiscal policy, etc) and portray the natural

regions of their land.
THE NETHERLANDS

Parts of the Netherlands' essay speak for themselves:

"Our task in school geography is not to nw:ture future
geographers; it is to prepare our children, for a society
which can no longer be self-contained, but that every day
is more dependent on co-operation with, and understanding
of, other societies in other environments.

Daily our children are exposed to an uninterrupted
flow of impressions and information fiom the world outside:
in the papers, over the wireless, on television, in the
cinema. Our task is to help them bring some order into
these inpressions. To achieve this, we cannot leave out
those matters that perticuarly attract them; their points
of interest have to be reconciled with curs. We - -
certainly cannot leave out a subject because it does not
-fit into scme academic conception of geograrhy. School
gecgraphy is a subject in its own right., We must not :
neglect or ignore the advances of geograrhy as a science,
but we have to decide on their appropriateness to school
geography by their relevance to our educational needs.

Our teachers enjoy great freedom in fulfilling
their task. In the higher forms they often pose some



basic problem: under-development, race relations,
world population, and world food supplv; or they
discuss the geographical aspects of some international
situation... S

The world for which we are preparing our children
is their world, a world in the making. Let us hope
that our teaching may so contribute to it that they will
enter this world of the future in a spirit of international
understanding, with an outlook that is global but
nevertheless (and none the less) rooted in their own
cultural heritage”. (pp.38 and 89)

Theirs is a view subscribed to by other countries too,

though not as expressively, perhaps because not so clearly seen.
SWEDEN

The Swedish teacher has considerable freedom in choosing
methods and materials for dealing with the prescribed syllabus and
also encourages the independent study methods so well suited to geography.
A qﬁotation from the curriculum of the Swedish Gymnasium (senicr
Secondary school) indicates the influence oi discovery learning and
self-activity, and the wide range of teaching aids and resources used
in Swecdish schools.

"The demand for increased independence in puplls' study
accentuates the need for teaching aids. The central

aids are the teacher's tuition and the printed study
material, but the pupil should become accustowed to
studying on his own without continued reference to

these aids. For this purpose it is important that

pupils should learn to gather information from sources
which they will encounter in their professions, as

students or citizens: the daily newspapsrs, journals,

maps of different kinds, statistics, different kinds

of information issued by public authorities, fimms,
organizations, pclitical parties, national and local
government. Works of reference such as the Swedish Official
Yearbook the State Budget, U.N. Statistical Yearbook and
Swedish Corporations are important sources. For many
sections of the teaching it is essential to use visual aids.
These include not only photographs of human activity in its
natural or cultural environment, but also special maps

and diagrams. The teaching aids should ke used throughout
the work, whether by the teacher for going through the
subject or by the pupils in their studies. They must not
be reserved for particular sections of a subject, particular
exercises, or particular lessons. ' They should be precisely
aids, mesns of building up presentation and information -
i.e., the natural tcols that are put to constant use. An
important point is that, in their own demonstrations and
expositions before the class, the pupils should learn

o make use of several instruments." (p.103)



These last four countries together with West Germany
seem to have feit the influence of the "new" geography most on the

European mainiand.
. WEST GERMANY

Though there is little evidence of change in the West German

report, this is perhaps because senior geography is given very limited
time in curricula. Development is .limi{:ed,Aaccordihg to Geipel, (19'/’2,'p'..32.).
by three factors: ' |
(a) the vested interests in traditional geography of parents,

teachers and the textbook indﬁstry;
(b) the solid bastions of university opinion in favour of regicnal

geography curricula; and
(c) the lack of CGerman development of educational research and

learning theory.

Nevertheless Geipel believes young geographers have been -
sufficiently impressed by the '"new" gecgraphy to be intolerant cf
opposition to its development in Gemmany in the future.- In 1971,
some  young Germzn geography teachers follcwed the American lead in
trying to rejuvenate the subject atschool level, by setting up their
own geography project. Raumwissenschaftliches Curriculum-
ForschungsprojektA (R.C.F.P.) aimed to improve and modernize geography
teaching. Geipel and his teammeet at least twice a year, and have
published four or more units for use in German échools. Their resources
are very limited so progress is likely to be slow in comparison with
the American High Schocl Geography Project (H.S.G.P.) completed in a

more px osperous era.
AUSTRALIA

Geography education in Australia which stems, like that in
South Africa, criginally from the United Kingdom, shows marked influences
of the "new" geography. This is- particualrly true of South Australia,
Victoria and New South Wales. Western Australia has no geograghy as
such in its junior schools and Queensland is in the prot:ess of changing'
. from a traditional systematic approach to a more flexible curriculum.

South Australia has designed'a course based on a oonceptual approach



and using discovery learning, but is having considerable Gifficulty
in applying the course in the classroom.  In 1970 Victoria dispensed
with all centralizec 'C’"ricuiunxguidelines, and after considersble
confusion, is now swinging back very strongly tc a highly structured
core curriculumwith extended options.

As early as 1%61 in New South Wales ceography changed from
a static, factual, content-crientated subject to become an iNQUiIY}
ski.ll-based course, develoﬁing from a landscape approach (in years
8 and 9}, to a geography of world affairs (in year 10), to a "patterns

and processes”

approach to physical, human and regional geography

(in years 11 and 12). Associated with this change were advances in
teaching methods and techniques involving the use of statistical methods,
simulation games and expansion in fieldwork. Pesources necessary for
discovery learning and the inguiry methed involving pupil participation
were also developed. As pupils could choose their subjects freely,
geography gained strongly at the expense of more traditional history

and foreign languages, to become the mopst popular ifreely elected subject
after the compulsory English, mathematics and science.

Afterr the abolition of the externally set School .
Certificate Examination in the state, the junior curriculum (years 7-10)
was recently revised as a result of teacher demand for greater
flexibility and less prescription. Figure 4 indicates the
flexibility now available to teachers in structuring their geograrhy
courses. The syllabus since 1975 has been simply an extremely flexible
statement on curriculum, the aims and objectives of which ars also

¢

shown in Figure 4.
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FIGIRE 4+

Source:

M.S,W, Sscondary Schools

Board, 1978, Geography
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Years 7 to 10, Government

Printer, pp. 5-6.

AlMS ARD OBJECTIVES 3

. AIM3 are broad intentions underlying
The Aims of thie

course are to develop:

a course of study.

abilities to cope with the chanpging
environment

abilities in making personally and
gocially respounsible decisione with
particular reference to spatial
problems .

an infotwmed appreciation of the
environment

an understanding of spatial
patterns and the processes
contributing to them

skills in acquiring, understanding,
commurnicating and applying
knowledge.

OBJECTIVES are specific intentions
underiying a course of study.

The following objectives form

the fromevork on which etrategies,
tasks, matsrials can be developed
to provide appropriate lzarning
experiences.
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The diagram 1llustrates the overlap among the various
structures. In selecting an approach to structuring a course,

teachers may prefer to use cne c¢f these structures or a nusber of
them. '
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KNOWLEDGE OBJECT.

¢ gources of information

° baéic concepts used
in geography

% processen, trends and
sequences

SKILL
OBJFCIIVES
To develop skills
in:

observation and recogni-
tion of phenomena in real an
representative form

interpretation,
© analysis and synthesis
of phenomena

collection and recording
cf relevant information

¢ data interpretation

¢ questioning, framing, and
evaluating hypotheses
¢

® effective communication

@ patterns znd

To develop knowledge of:

¢ terminolngy

6 methods of inquiry

generalisations

VALUE
OBJECTIVES

Enjoy and reepond
o tO 3esthetic

aspects of tne

environment.

Show an appreciation of

. the contribution of
2 gzography to the kitowledge
of man and his society.
Demonstrate an interest in ’

and concern for the values {
¢ and problems of the local

area, the homeland and other

parts of the world. /

Show informed concern for
the enviromrent zrnd the
need for individuals and
groups to co-operate in

the maintenance and

improvement of its
——u ., N

\\\\\S“éiity.
N\..____



Predicted problems in its implementation are now emerging,
according to laurie Dicker, Chairmen of the N.5.W. Geography Syilabus
Committee responsible for the development and revision of curricula
in the state. He lists the problems:

"the lack of training, experience and ability of teachers in

a predominantly school—-based course construction, and
stbsequently a realistic evaluation of curricula and the
associated teaching/learming strategies; —~ the problem of
evaluation of subjective aims and objectlves; - the insecurity
in some teachers' minds of 'whether we are doing the right
thing'; - the lcss of sccurltj of a regimented seguented
content syllabus and its associated terxts." (quoted frcom a
persondl letter dated 1 4/7/77)

As an external examination counts JO percent Jf t. » final
matriculation result, the new senior geography course is less flexible.
It is based on a systems approach in 2-unit or 3-unit courses depending
on interest and ability. The implementation of the course is checked
and halanced ky a combination of the following factors: the inspectorate,
a centralized examination,the setting up of workshops, the develooment
of resources, and a teacher in-service training system — all of which

esult in the dissemination and cross~fertilization of ideas and
axperzence.

Thus geography tPaCthU in the mest populous part of Australia
shows a similar degree of adaptation and implement~rtion of the "now"
geography to what has occurred in the United Kingdom. The traditionally
close Commormealth ties between these two countries as well as with
New Zealand, help to explain the co-incidernce of development batween the
three countries, for New Zealand geography education is also very much
in the process of adapting the ideas of the "new" geography for its

own use.
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NEW ZEALAND

The - New Zealand Department of Education Curriculum Developunent
Unit in liason with the National Geography Curriculum Council (N.G.C.C.)
formed in 1975 and comprised mainly of serving teachers, has been involving
a broad spectrum cof all teachers very fully in a major revision of all
aspects of geographic education, to bring it more in line with recent
trends. Their already modified aims and objectives suggest an
environmentalist approach which will be fully orientated to the "new"
geography, making use of models, simulation games, the inquiry approach
and individual research, hypothesis teétingL field exercises and case
studies (p.l2 Geography Newsletter No. 8, Part 1 of the Réport of the
N.G.C.C. Meeting of March/April 1976.) The N.G.C.C. are putting great
stress on values education, subscribing to the view of Stoltman (1974
quoted in New Zealand N.G.C.C. No. 9, p.2%) that 4

".....the classrcom is not going to be a values—free arena.
Virtually everything the teacher does, the materials
contain, the school administration enforces, and the
students reflect are products of values~laden judgrents.
The only remaining option in the school milieu is to
provide an open expressive environment for the analysis
of values issues. The goal for the (geography) classroom
must be tc provide a place for students to learn to
distinguish objectivity from bias, to separate fact from
fantasy or opinion, and to experience the values analysis
process. "

The N.G.C.C. intendsworking gradually and taking into account
opinions of all teachers, local circumstan~=, educational research and
the needs and abilities of the pupils, in formulating new syllabus (es).
To ensure flexibility, "banks" are being built up, as shown in figure 5,
for use in future course planning and teaching. The full involvement of
teachers and the magnitude of the task make for slow progress, but
already son2 of the "banks" are on trial, being used within the confines
of the syllabus. It is likely that New Zealand will, within a few years,
be fully implementing the ideas of the "new" geography within its

education systen.



FIGURE 5: COMPONENTS USED IH DEVELOPING CEOGRAPHY PROGRAMMES'
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The term "bank" is used to include the notion of withdrawing
macerial for Geveloping school programmes and depositing or
adding further items accerding to the needs of students in a
particular school, or in respect of changes suggested by
develepments in geography o

Source: N.Z. N.C.C.C. Newsletter No. 8 (1976),

New Zealand Department of Education Curriculum Development Unit, Wellingtor.

. CANADA

In Canada, as in.Ausfralia, there are great differences in
geography education from province to province, but the status of the
subject in Canadian schools is low. Geographyfis often only taught as
a lesser part of the Social Studies program. As in New Zealand, the
last decade has seen a strong swing towards values education in Canads,
with an accent on problem-solving and decision-making experiences.

Pupils are taught to apply factual data so as to arrive at "best solutions"

for contentious issues. Alberta Department of Education (1971,p.5) for
instance, claims ‘

~

=
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"Alberta's social studies program secks to help students
utilize personal freedom in discovering ways to inprove
man's relationship to his social and physical environment....
Values and relatea feelings and attitudes are the prime
determiners of actions.” )

Thus it is important for educaticn to provide experierices
which allow Canadian students to clarify their personal values and
to understand the values of others. To facilitate this, flexibility
is given for teachers and students to practise responsible decision-
making by planning together significant léarning experiences relevant
to their lives. Naturally many of the techniques used in the "new"
geography are employed in Canadian social studies programs, but the
amount of time spent on what can be considered as strictly geographical
is somewhat limited in comparison with the time spent on geography

ceaching in the other Commorwealth countries mentioned.
THE UNITED STATES OF AMERICA -

The American and Canadian situations are closély allied as a
result of similar diverse traditions, environment and history. Little
attention has been given to teaching geography in schools. Gecgraphers
with a commitment to expanding geography teaching in schools felt that
a re-appraisal of the subjéct matter and of the educaticnal apprcach was
needed. Thus, under the auspices of the Naticnal Council for Geographic
Education (N.C.G.E.) and the Association .of American Geographers (A.A.G)
the High School Geography Project (H.S.G.P.) was begun in 1961. Within
three years H.S.G.P. hag moved entirely under the wing of the A.A.G.,
and it was receiving substantial financial support from the National
Science Foundation. By 1970 when a brand-new, revolutionary, one-year,
high school geography course had been produced, two-and-a-half miliion
dollars had been spent enticing enterprising young geographers out of

research into education to develop their "new" ideas.

Selected Geograﬁhy Projects
H.S5.G.P. was thé fore-runner of a spate of geography projects
aimed at modernizing the teaching of the subject. As H.S.G.P. has been
crucial in the development of school geography in the U.S. and its '
influence has reverberated throughcut the geography world, it is
described and evaluated at scme length. Its contents and organization

appear in appendix (A).



46.
'THE AMERICAN JIIGH SCHOOL GEOGRAPHY PROJECT (1.5.G.P.)

The aim of H.S.G.P. was to foster geography in high schools
K»by developing a course which would capture the interest of teachers
and high school students (ages 14 to 1¢ years) and could be presented
to students with no foundation in'geography by ahy teacher, even Without
training in geography. The latter was an essential reguirement, for
few geography specialists are found in American schools, geography
seldom being offered as a separate course +here. Any geography taught

is included usually only as an aspect of social studies, so that limited

teacher training time is spent.on the subject. The erd result is a
vicious circle of geograpnic poverty in the American education system,
The development of strong graduate schools in geography, however, has
provided the geographers needed to help break out of the circle as

shown in figure 6.

FIGURE 6: BREAKING THE VICIOUS CIRCLE OF POVERTY
IN AMERICAN GEOGRAPHY EDUCATICN
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These constraints were important to the form of H.S.G.P.
According to Helburn and ¥hite (1970), respectively the project director
and chairman, -

"materials had to satisfy the criteria of being sclid
geographyv, satisfving to students, attractive to
teachers, reflective of contemporary trends in education
and conmercially publishable.™

H.S.G.P. had to be flexible, activity orientated, designed for use by
pupils of a wide abilitv range (eventually the upper €0 -~ 70 percent of
the range) and little geographic background, and use an inquiry approach.
As Helburn (1972,p.50) indicated, social, econcmic and political values
impinge on curriculun development, both in the choice of subject matter
and in the kinds of classroom process encouraged, and value judgements
concerning the direction of reform have to he made. Eventually the
following objectives for H.S.G.P. crystallized from discussions
involving hundreds of p=ople — Helburn (1968,p.281):

", Students will work with a representative variety
of facts or generalizaticns from all the regions
of the world, including physical and social.topics;
2. Students will understand certain basic abstractions
e.g. eco-systan, man-land relations, location,
sequent_occupance, distance, patiern, spatial
distribution;-spatial~ihtéraction, areal association,
diffusion, region,spatial hierarchy, and change
through time.
3. Student's training should focus on four skills objectives:
an increased awareness of place and its significance;....
- yability tQ deal with.data in terms of their spatial
—_ / / characteristics;.. ability io fow&mmpxgw
~ problems which .derive from.-that awareness; ....
ability to_solve.——(perhaps-partially?z). those-problers.
4, Students will want to ask questions which will help them
understand the contents of the world.._ _They_wiil collect
_contents > L CO.
information to answer these; select relevant material;
and hypothesize answers, recognising they are tentative.”

Bayond these general objectives every activity in each of the six units
has its specific objectives listed in the teachers' quides.
~ The project team developed

"a problem-structured set of learning experiences in which

students would use various data to_reach, generalizations in

.. ... vhich the development.of_cognitive. skills_ranging from
the.more specific, lower-order skills such as comprehension

and translation, to higher—order skills such as analysis,

synthesis aud evaluation would be encouraged." (Patton, 1972,p.52).

Figure 7 indicates the improvement in American classroom teaching which



CONTRASTING TRADITICHAT AMERICAN AND H.S5.C.P. TEACHING MODES AND THEIR
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he project team designed H.S.G.P., to facilitate in its criginal form
(1867}, while figure o comperes the teaching strategles traditionally
used in the American classroom with those which H.S.G.P., in its final
form, cmploys. o

Fach of the 200 odd lessons in the course carried detailed.
instxuctions for classroom, crganization and prx cedures including open-
ended inguiry questions for which there were no "correct" answers.
The course format was revolutionary in that it consisted orf wvirtually
everything needed in the classroom ~ student resources, student work
manuals, role cards, activity sheets, teachers' guide, filmstrips,
records, overhead transparencies, and hardawaremodels. Material was
presented in as varied a way as possible with the aim of enhancing pupil
interest, for, according tc McNee (1968,p.70), '

"BEffective teaching might be defined as the development of
N | appropriate strategies for the overcoming of ..... emotional
resisiances to new idess.”

H.S.G.P. sought to diffuse the very_best ideas of modern

geography as urderstocd in the leading graduate scheols, whether these

ideas were generally considered "old" or "new", according to McNee

(1968,p.73) . Tt popularized the use of many aspects of the “new"

geograply such as the concepu;aﬂ approac*h to geograony teacni ng, 1 t

inquiry method, problem-solving and "1}71.01‘1"651‘: ~testing, models (both
hardware and theoretical), role-playing and simulation games. Acccrding
to Pattison (1970,p.23)

"H.S.G.F. conbines a discipline~ceflecting conceptual design
with a procedural. schems that heavily emphasizes sccially
crientated skills. The H.S.G.P. course, to an excent not
anticipated when the project began, is built around social
activities that have come to be seen increasinqu as cliassroom
preparatcion for coping with 'contemporary human problems. '™
It was generally well-raceived, especially by the pupils
with whom the simulations such as Portsville, were particularly popular.
According to Gurm (1975,p.265) six teaching approaches have made
H.S5.G.P. attractive to other countr'i es.
/
‘fJ). Openers take into account the world of the learner
AN
at the beginning of a sequence of lessons, find
out what he knows, develop his interest or disturb
his mind-set. :
2. Concept developers give visual and verbal data

building on students'experiential base to build
concepts.

Y
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3. Skill develcpment results from activities desioned to
extend students' ability to interpret documentary
sources, to diraw_inferences from data and predict.
results from given information.

4. Similations stirmulate interest; secire involvement,
allcw peer leayrning and pose prob.hems for inqui ry.

5. The inguiry technique uses the hypothegis~forming-
testing-validating procedure.

6. \The valuing process ewplores the bases of decision~
making at all levels of personal and community life
in three stages: identification - defense in the

face of new data - action."

Gunn indicateg that H.S.G.P. has been mostly used in Canada,
Australia, New Zealand , the United Kingdom, Singapore and Brazil.

This widespread use is an indication of its flexibility and adaptability,
but it is not a penacea. For instance, according to Gunn, (1972)
H.5.G.P. cannot easily be used in ooﬁntries such as France, Japan and
South Africa because their school systems are so dominated by the
universities, that syllabuses are simply brougnt up to date to conform
with university entrance requirements. Even within the U.S., H.S5.G.P.
has its critics. Marsh (1973,p.37) and Orr (1973;p.4) having used it,
both wrote articles in the Journal of Geography criticising certain
aspects. The conceptual approach seemed to be their chief complaint.

As Marsh put it; "the overall picture is an eclectic assortment of
unconnected concepts" lacking focus, and "with a minimun of inter relatlon—
ships of concepts between units." In additioi, he felt that the concepts
had too high a level of abstraction for below average fourteen year olds.
Orr agreed, but indicated that H.S.G.P. allowed the teacher and better
students freedomto help the weaker pupils. Both felt that students were
not given sufficient opportunity to inter-relate concepts, thus limiting
their worth. Although H.S.G.P. was planned conceptually so that students
would develop generalizations illustrating the concepts, Educational

" Testing Services were unable to measure the success of their ability in
this regard, on comletion of the course. Their tests did show however,
that student interest,motivation and ability to perceive geographically
all improved (Gunn,1972,p.80).

Graves (1968,p.68) was concerned about the copious use of
theoretical models and the lack of physical geography in the project
which concerned itself almost entirely with human geography. 7This
latter concern has perhaps been negatea by the fact that the Barth

ng——
Sciences Curriculum Project, working independently but concurrentlv with
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H.5.G.P.; produced an sxcellent course, anestlgatlﬁ” the 7arth,“ wﬁich
intreduces the American high scheol student fo pﬂlecal geography .
Fitzgerald (1969, 5.63) discussed H.S5.G.P's use of models from another
point of view. He'waS'tritical of the-lack of Coﬁcern for fieldwork,
and suggested that an cppdrtunity to test out 1n the field the conceptual
models developed in the project, had been Jost., ' He conmiders that in
the "use of generalized conceptual 'models' the fihal intellectual step
should be the testing (by the pupilS—themselves)~of the models created®.
Notwithstanding these criticisms Lansky and Stafford (1967,p.175)
commended H.S.G.?. for.encouraging the scientific attitude of respect for
ohjective eVidence, tentativeness in drawing ccncluszonb and accepting
theories, and scepticism about pet ideas. Cason and Carswell (1970,p.539)
showed that H.S.G.P. materials are usakle, in whole or in part, for social
studies courses in a variety of circumstances: Rolfe (1971,p.220) even
from across the Atlantic, 00151aers that H.8.G.P. has had a “small but
significant initial 1mpact on geogrdp;y teachlng in th@ U.s. If this is
true ~— and in 1971 H.S.G.P. had only been cenera]ly available to schools
for a few years, a short time for any impact to be felt in education -~
its impact can be partly awcrlbOd to the 1owly status s geography previously
held in American schools. Inevitably it will take many years for the
subject to reach a status in U.S. schoolis Commensurate with that it
enjoys in Britain, for examplv. |
H.S.G.P. sparked off the development of other proijects in
different parts of the country such as the M;nnesota Conceptual
Geography Project and 'Man, a’Cbursé of Stud&' (MACOS) which will
probably aid in improving the position of geography in U.S. schools.
The Minnesota project is what its name implies, and like H.S.G.P.
is a conceptually organized course in- geocrmdry . In MACOS Bruner
(1966,Chap.4.) asks three basic questions about man: "What is human
about human beings? How did they bocomé sc? How can they be made
more humzan?"  The answerlnq of these questions in the course is
structured a:cound.thQ concept Of the life cycle, and coviously

includes thes consideration of 1mnortant values questtons




_ The impect of H.S.G.P. has certainly not been limited to the

U.S5. In addition to being used elsewhere; it has been instrumental in

persuading West Germany, #inland, Israel and Hong Kong tc develop their
own projects, while in.the United Kingdom many projects connected

with various facets of gecgraphy teaclhing have been set up. Of these,

the Schools Council has been responsible for the establishment of

rumerous national curriculun development projects. These include:

The Humanities Project;
e Integrated Studies Project;

The Liverpool Project in Geography/History/Sccial
. Science for 8-13 year olds; ‘ :

Geography for the Young School Ieaver (G.Y.S.L.)
at Avery Hill College of Education;and the

Geography 14-18 project at the University of Bristol
School of Education.

In addition, there is the Oxford Geography Project (0.G.P.) published
by Oxford University Press. The first three are all integrated prcjects

with geography playing a limited role only.
GEOGRAPHY FOR THE YOUNG SCHOOL: LEAVER (G.Y.S.L.)

Like the American H.5.G.P. the British G.Y.S.L. is &
resource-producing project, but it is designed for the average and
below average pupil. hasis is therefore on multi-media presentation
and pupil activity, with an economy of simply-written text. It was
designed to be geographically sound, interesting and relevant to the
pupil both at school and afiterwards. Its cbjectives in terms of ideas,
skills, values and attitudes are listed in the teachers' guides. They
accord with the new trends away from.description‘fo analysis and

prediction. The three units, Man, Land and lLeisure, Cities and People,

People, Place and Work, published by Nelson were disseminated with the

aid of local curriculum development groups in over a hundred local
education authority areas, but the success of the project remains to ke
evaluated. ' '

SCHOOLS CCUNCII, GEOGRAPHY 14-18 PROJECT,

According to Reynolds, (1973) one of Geography 14-18's team,

the Project was partly



(a) to generate new teoaching materials for eventual publication;
(b) to try out a modified examination svstem giving scope to new
ideas; and
{c) to help geographers in planning and evaluating curriculum
renewal. From evidence of other completed projects, the team

found those consisting of packaged materials seldom affected the
pattexn of learning in schools appreciably. The team felt it was
the "way in which the teacher involved his students in recovering
and ar“c.iéulating meanings from the learning process” (Hall,1576,p.174)
which needed modification. They therefore set about working for
change as illustrated in figure 9 (p.54). The Cambridge Local
Examinations Syndicate agreed to a G.C.E. O-level progranme with only
50 percent of the final evaluation being based on the examination
set on the core syllabus, the aims and structure of which are shown
in figure 10 (p.54). This meant that 30 percent of the mark would
come from course work and the other 20 percent from a choice of an
individval studv, or a second written paper. Naturally the examination
would have to require candidates to work on given data, using previcusly
developed skills to solve problems set within the core syllabus and
thus covering concepts and models included in its structure.

Thus participating teachers had flexibility of choice
in the material studied providing that they complied with the brcadly
defined aims and structure as set down in figure 10. An example of
the way a syllabus was designed at Colston's Girls' School is outlined
by Jones and Reynolds (1973). There it was found that time constraints
on teachers made a comprehensive prior analysis of teaching objectives
and relevant learning experiences impossible. Nevertheless teachers
become conscious of the need for harder thinking on these matters and
the fruits might well come from cumlative experierﬁce once the
basic resources are obtained. | B

The Geography 14-18 Project lasted from 1971-5 and produced
several publications including a teacher's handbook for the course leading
to the G.C.E. O-Level examination. Reynolds and Tolley wrote two
guidelines on coursework assessment and individual stﬁdj..es, aspects of
which are useful to teachers anywhere. As the team had concentrated on
the 14-16 age range, the Schools Council have approved a new-groject,
Geography 16-19, to be centred at London Institute of Fducation.
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FIGURE 9: GUOGRAPHY 14~18 PROJECT:
A SYSTEM-WIDE' S’I‘RATE}GY

. .aqrmr's ol tha nature
FOR CHANGE - . / of the task
. . ' : Reinterpreting aims in s¢hoo!
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FIGURE 10: GEOGRAPHY 14-18 PROJECT: AIMS AND STRUCTURE OF THE
CORE SYLLABUS*

[ AIMS ) ’
 The main aim of the core syliabus i to enable puplls to use important skills, ideas and models in

geography to classify and interpret their everyday experience, to discemn order in landscapes and
tn bring reglonnt and world problems into appropriate frames of reference. Thus the basic criteria
used by participating teachers to select places, regions and lhcmes to study shonid be that they
contribute significantly to the pupils’ understanding of:

(1) () The geographical character of the local area, and of the British Isles consldered as a um‘t;
the use of hage-scale OS maps . .
(b) Significant contrasts and similarities in:
(i) other economically devcloped reglons of the world
(ii) less developed regions of the world )
(c) The working ¢f wider physical and ¢economic systems at a world-wide scale

(2} . (a) The processes underlying landscape and spatial patterns

(b)Environmental inter-relationships considered in terms of systems end sub-systems; and
hence with multiple or cumulative causes, rather than simple cause and effect or
deterministic explanations

(¢) How landscapes and spatial patterns change, and may be expected to continue t¢ changc,

' especially in the context of technological change

(d) The role of dccisxon-makmg. and of the values and perceptions of dccxs:on'mn} ets, in the
evolition of patterns in human geography

(c) The importance of the scale at which patterns and systcms are consxdcrcd

(f) How idcas, models and maps simplify complex y2ographical reality

STRUCTURE :
s - B . ¢
' [Nustrative examples to Wider systems or contexts Approximate distribution
. o be chosen from - 10 be considc:ed of examples cho;e-l
SECTION 1
1.1 Weathct and climate . Atmosphcnc and OCERNIC
: . : . . circulation :
1.2 Contrasting landforms ) Longer-term geologic and Local and British Isles
PP - o shorter-term geornorphic " 45-65% approximately
Lo ] ) processes
1.3 Conservation of natural - Hydrologic cycle Other developed regions of
1. resources - o - . the world 10% - 20%
— < - approximately ) )
SECTION2 o > Less-developed egions of
2.1 Agricultural land-use h the world 10% - 20%
2.2 Location. growth and Physical approximately
declire of industries processes )
2.3 Transport networks hnologic influencing - Wider physica and
2.4 Econoraic growthand > §Z§n2n~l‘ifl a spatial economic systems at a
trade Social patierns world seale 10%-15%
2.5 Scttlement patterns and approximately
tetween and within Political Lndscapes
towns :
2.6 Population growth and . o
distribution y

* from New Professionalism for a Changing Geograph, y {Schools Council, December 1973)



THE OXFORD GEOGRAPHY PRCIECT.

The O 3.P. is published in the form of three bocks each
acconpanied by a separate teacher's guide. The course is much more
manageable than the H.S. G.P. at a small fraction of the cost. It caters
for a wide ability range, progreséive and more difficult tasks being
clearly indicated. Like the H.S.G.P. it is flexible and can be used
at varying depths. It is based on a framewiork of concepts including
distance, area, interaction, associaticn, centrality, connectivity,
accessibility, hierarchy, gravity, scale, time-sequent occupance,

spatial diffusion, etc. which are constantliy aopllea to regions. As the

course progresses the key ideas and skills *ntroduced simply in Book 1,

The Local Framework, are examined in greater complexity, and a wmore

abstract consideration of theory occures in Books 2, European Patterns,

and 3, Contrasts in Development. The course uses all the techniques

of the "new" gecgraphy, but noné¢ are aliowed to aszume an importance
over and above the subject they are intended to illuminate. In this
way Mrs. Long's (1971,p.177) reminder that "children's intercsts
at this age are transitory and it is important to vary the diet,"
1s catered for.

In some ways the 0.G.P. contrasts maxkediy with H.S.G.P.
as a result of differing emphases in the U.K. and U.S. Fieldwork,
for instance, missing altogether from H.S.G.P., is very much an integral
part of the 0.G.P. British teachers must produce or organize alil tihe
teaching eids they deem necessary for the wrk and because most British
teachers are fully qualified geographers, they are left to present the
various aspzcts of the course in the way they deem suitable. Its
adaptability makes most of the 0.G.P. very su_Ltable f or use in the Scuth
African context in contrast WJ.Lh the H.S.G. P.

This adaptability is a. characteristic of the "new" geograuhy in

T e R e

N

general; chapter IV.will show hc W the various facets of the "ncw"» geographv

= T IR I or . et Y

may be anorgmrated with the "old" oaoqraphy in a versatlle fi:anewon.k

of teachlng ,trategl(ss which teachers may use.
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CHAPIER TV
TEACHING "’IT\ATE\J.._F' S - A MODEL FOR “NEW® GIOGRAPHY TEACHING

3
]

IN SCUTH AFRICA

It should be possible to construct a medel illustrating the
components of good, efféctive, integrative, modern gecgraphy teachiing
and the teaching strategies needed for its achievement. This chapter
suggests a framework which may prove helpful to South African teachers.

A perusal of modern geographic literature will show anmle
evidence of all the aspects of the "new" geography described in earlier
chapters. Geographic literature also abounds in models of all types.

The writer is not aware cf any attempt to model contenmorary geography
embodying its various facets, approaches, methods and techniques.. Such
a model should incorperate the best of the "old" as well as the "new"
gecgeaphy, but if it is tc include the multiplicity of facets making for
good geosraphy teaching, it would probably be so intricate as to limit
its usefulness.

Much has been written- about the érsOnal qualities, abilities and
attributes of a good teacher; it is not the intention to include lengthy
discussion cf cuch characteristics here.

It is often difficult to identify the perscnal attributes that
distinguish the qud teacher from the mediocre teacher and, because such
judgerent is usually subjective, there is frequently disagreement cver
the qualities that a good teacher should possess. For the present. it
suffices to say that the good teacher is distinguished by particular
personal attributes and aovilities, sometimes intangible; but nevertheless
fundamental. It may be assumed that most teachers continually strive
to foster such qualities as are likely to improve teaching ability.

Apart from personal attributes, a good teacher will mske use of
the most sppropriate approaches;  teaching methods and techniques - i.e.
teaching strategies — available. While the underlying importance of

‘he

h

rersonal qualities in good ceog*anhy teaching is accepied, the rest o
chapter will be devoted to the Leachlng strategies that modern geoaraphy
teachers could intedgrate into their teaching. Integration may be
considered on two planes -- the need for integrating the various teaching
strategies in a geographer's eaching pattern and the need for integrating

the various kranches cf the discipline. Both of these are important and,

U

[



when used, are iikely to result in more effective geography teaching.
The emphasis here will be on the gmcengcLon of method rather than
geographic content.

Modern geography teachers have at their disposal a battery
of aids, apprecaches and *technigues which, judicicusly used, can mske
them hicghly effective and stimulating as teachers. In addition to the
traditionally used textbooks, library resource materials, teaching aids
and testing procedures, this battery includes those aspects of the "new"
geography described in chapter II.

To modernize geography teaching in Scuth Africa, teachers
geography
teaching strategles, with the elements of the subiject matter. Fioure 11

e

rieed to integrate effectively the "new" as well as “old

is a model showing these strategies. Those selected for the construction
of the model are those which, from current literature, appear to be
significant in mcdern geography teaching overseas. Teachers should
judiciously select and vary their teaching strotegies according to the ,

aspects of the syllabus, and to the classes, involved. The most appropriate

strategies will pe those most likely to involve the pupils successfully

in their geographic studies. A wide range of factors should be comsidered
Lo LY TN MR T P Lol B Rt =

before selecting teaching strategies. These will include:

1. jﬂle teachers® own personality and teaching abilities;
/;_:,ﬁﬁhe abilities and experience of the pupils;
3. pupils' personalities; '
44 the parsonaiity of the class as a whole;
/S‘/ the school ervironment; ‘
‘,6// the time and any other constraints appliceble to the teaching
situation. ‘

In a subject as diverse as geography it is surprising that
diversity of teaching method has not always been a hallmark of gecgraghy
teaching. It may, however, become the characteristic of gecgraphy
teaching in South Africa with judicious inplementation of the diversity
of teaching strategies euwbodied ‘in thg model (f£ig. 11). This could
cause geography teaching to become more varied and nore effective,
resulting in greater pupil understanding of the geography of the world

and thereby equipping them to play a more useful part in their community.



THE MODEL (avaiiable in fold-out form, p.62)

At the centre of the model of teaching strategics for '“new"
geography teaching is the discipline itself, embodying the diversity of
subject matter schiool geoyraphy syllabuses require teachers to handle
with their pupils. This central section may also represent any particular
geographic phenomenon orx aspect of tne subject werthy of study. It is
circumscribed by parts of five large overlapping circles portraying
the various teaching strategies which may effectively be integrated in
medern geography teaching. The cverlap indicates the inter-relationship
between strategies, none being exclusive of another, in the teaching
process.

The teaching strategies are arranged in a logical seguence,
thoudh not necessarily the only one usable, explained working anti-
clockwise from the top left-hand quadrant

Tne first circle contains the source of much geogvaphwc
information which lies in library reference material including juufna1
.periodicals, magazines and newpapers. Refeience material will probably
be consulted, for instance, if pupils use the ingquiry method in discovery
learmning.

Alongside is a segment for textbocks containing the basic
material included in the syllabus. This is perhaps the chief single
resource upon which most teachers and pupils depend.

Consequently the next segment is from the circle devoted to
testlng and examining the mastery of this material, using a wide variety
of methode. These range from one~word completion type questions to
matching, multiple choice, paragraph and essay-type questions testing the
vhole zange of abilities from recall through understanding.analysis and
synthesis to av aluation. Practical abilities such as sket -ching ox
measuring may be tested out in the field ——hence the protrusion of the
segrent into the fieldwork circle.

A large variety of teaching aids of all types is available to
the modaim UFUQVaPLy teacher (see p.3 of the questionnaire, appsndix D),
and certainly these are not confined to the bottom left-hand quadrant.
This does, however, seem a logical place for the mechanical aids such as
proiectors which can effectively aid the teacher in testing, making a
far greater range of materials and cuestion types available for use.

(For exemple, a slide of a meandering river with cut-off and slip-off

slopes may be projected, and the pupils asked to explain the processes



involved in the formation of the features shown, as well as to draw
a lzhelled sketch of thém.) |

The .other segment of this circle is devoted to models. It
is sub-divided to show the range of models from the iconic type, such
as photographs, or the analog maps, perhaps showm to the class by
projector, to tne symbolic type represented by Von Thunen's Land-use
mcdel. ‘

Symrolism is part and parcel of most simulations which ave
included in the text circle. 1In this facet of geography teaching,
gecgraphers need to be on guard. For, if effective teaching is to be
ensured when using role-play and games, the successful transferences
of this symbolism should be checked. This is probably the most
important part of the exercise, and the effective geography teacher will
ensure that the necessary transference has taken place in the pupils'
minds when integrating the various aspects of the simulation during
the after-game discussion and re-inforcement.

The top richthand quadrant also involves some symbolism in
that pupils must ke able to interpret the various ways of representing
statistics such as graphs, histrograms, pie diagrams and lines of best
fit. They should also be able to use quantitative methods in testing
hypotheses or solving geographic problems. The problem-solving technigue
may be required in the use of the inguiry method, <o that these .0
overlapping circles also tie in with each other. '

Another vitally important source of gecgraphic information is
the field. Fieldwork is represented by the small circle surrounding

geography at the centrg of the model. Fieldwork is all-~embracing because

muLA‘T ol
exraook s

whether in preparatory classwork for the field-trip or in post-trip data L'G‘W&’es’

each teaching strategy4may be employed at some stage in fieldwork, S

processing or re-inforcement follow-up. The size of its circle is limited
by the time which can be devoted to fieldwork within the strictures of
most modern educational systems, so its circle will vary in size from
country to country, being particularly small in America, for instance.

In addition to providing the setting for testing knowledge of geography
obtained previously, fieldwork can also be used effectively for the
integration of the various fields of the discipline as illustrated in
apprerdix C. On this excursion pupils are exposed to aspects of
geomorpheclogy, pedology, climatology, rural land-use and urban~ economic-
and regional gecgraphy. The integrative nature of fieldwork may be further

illustrated on the methodologi ical plane by the follcowing example.

BN WA
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Before going out into the field to collect data for testing a

;

hypothesiz, say -~ that longshore drifit-occurs southwards and westwards

along the shores of Table Bay — this fieldwork project for senior pupils

may be preceded by use of the inguiry methed. A problem may be set on

the methoed to be used in collecting the data, e.g."How can lcngshore .
drift be measured?” This will reguire pupiis to consult textbools or-

library materials before being tested by having to present their findings

to the class.  In the presentation thev may use any teaching aids needed,

including models, or even a simple simulation of what they intend doing
in the field. It will then be necessary for the teacher to correct any
weaknesses or misconceptions apout the technique to be employed before
the class actually sets off on the field trip. This will ensure that
the exercise itself is as fully prepared as possible, and will thus have
a greater likelihocd of being productive in yielding data which will
support or negate the hypothesis.

The population geography section of the standard 8 syllabus
provides an illustration, on a longer time-scale, of the way in which
the teaching strategies in the model may be employed during a term
spent on the study of demography.

An excellent way of introducing the topic of population is by
showing either. of the Shell educational films, "Flood or Famine" or the
"Land must Provide ", These films make a tremendous impact on the
pupils, capturing their interest in the topic immediately. The teacher
may then lead discussions on issues raised in the film, such as the
population explosion. The teacher may proceed to explain the basic
concepts of deircgraphy (e.g. Iiligration, -distribution and the demographic
transiftion) as well as the technigues used in representing pcpulation
characteristics. '

The pupils will consult the textbook(s) at home, and make

contact. with analog models such as maps of world pepulation distribution

and increase, iife expectancy, protein and calorie intake, per capita
!

income and family plamning, and symbolic models such as the vicious circle.

of poverty and the demographic transition.
While those members of the class with an interest in role-play
and drama are preparing a short %@tigg illustrating the reasons for

the historical growth of world population . for presentation to the class,

the other class menbers may be given an open-ended assignment based on
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he library resources available (e.g. U.N. Lemcgraphic Yearbook). Using

-

discovery learning or the inguiry methicd to coilect further information

for class consideration and discussion, they may provide some interesting
and stimulating material which could be prescnted using what they consider

to be the most effective statistical and quantitative methods available.

Fieldwork experience may be gained by the class during a short
pedestrian count at a shopping centre. The puplls may be confronted
with the problem of classifying pedestrians according to (a) sex, (b) race
and (c) dependency. Whereas pupils may determine these three characteristics
with a fair degree of certainty, age may prove a problem in terms of the
time taken to ask the question(s) and the resistance of some to answering.
This type of fieldwork lends itself to the formulation and testing of
bﬁE@E@@E@ﬁ suited to the circumstances, such as, for exampla

1. More econcmically active pedestrians than dependants will pass.

2. White females will predominate at the time of survey.

The ability to represent population data graphically and
effectively haviag been tested in the compilation and presentation of
the pedestrian count findings, final testing may be oriented tcwards
content, using multiple chcice techniques. Analysis of mapped data and
synthesis of the population problems facing the world and their solution,
vill perhaps best be examined in essay~-type questions.

Teaching strategies may be similarly integrated in‘innumerable
other ways. Although each facet of the model has been used for
illustrative purposes in both these examples, it is unlikely that this
will often occur in practice. To avoid monotony in their patterm of
teaching and to generate interest and extend their pupils to full
potential, effective geography teachers will integrate as many teaching
straﬁegies as deemed necessary, at the appropriate time.

The integration of such a variety of strategies may, to the
inexperienced, seem to be tims-consuming. At first, it is. It certainly
reqﬁires accessibility to a range of resouvrces, many of which are now
becoming available to schools in South Africa, e.g. the 1:50 000
topographic maps and stereo-pair air‘photographs listed in education
department catalogues or the various types of projectors, transparencies,
slides and filmstrips for which monetary allowances are available. It
also requires of the teacher thought, planning and preparation for which
many teachers have limited time, but with practice, this all becomes
second nature. The end result is likely to prove worth any extra time

spent. Far more interesting lessons will yield far more involved and
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TEACHING STRATEGIES: A MODEL FOR
"NEW” GEOGRAPHY TEACHING IN SOUTH AFRICA

DISCOVERY- . _
LEARNING/ , PROBLEM-SOLVING

INQUIRY and

METHOD HYPOTHESIS-TESTING

LIBRARY
REFERENCE MATERIAL\

eg. Journals, Magazines,
‘Periodicals. Newspapers

STATISTICAL
and’ _
QUANTITATIVE METHODS

TEXTBOOKS

EXAMINATION

ROLE-PLAY

and .

TESTING TECHNIQUES

‘SIMULATIONS

and

GAMES |

eg. Muiltiple-choice , Essays,
Completion, Matching,
, Sketching, Measuring

TEACHING—AIDS

eg. Projectors: Movie,
Filmstrip, Overhead,
~Slide, Episcope

FlGURE 11
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enthusiastic pupils with a greater awareness of the geography of their
world and their place in it.

The.next ana'longest chapter, chapter V, presents a report on
a survey of gedgraphy teaching in South African high schools conducted
by the writer in 1977. The report gives an indication of where South
african geography teaching lies with regard to the use of the '"new"
geography. From the findings it is possible to infer how implementation
of the teaciing strategies embodied in the model could result in improving

the guality and standard of geography teaching in South Africa.
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CHAPTER V
1977 SOUTH AFRICAN GEOGRAPHY TEACHTNG SURVEY REPORT
INTRODUCTION

The influence of the "new" geography has not only been felt in
the overseas countries mentioned in Chapter ITI., It has made a pfofound
inpact vpon wniversity geography in South Africa and is also influencing

- the character of geography being taught in South African high schools.

In South Africa the first Senior Certificate Examination based
[ on the new differentiated syllabuses was written at the end of 1875 or
1975, depending on the province. The geograghy now being taucht in
South African high schools is more Wwptually more advanced,

-

and of greater volume than what was taught a decade ago.. If our

——

teaching methods and techniques do not also improve concamitantly, the
"end-product of our geographic education system, our pupils, might be
considered not to have benefitted from the change — or even to have

retrogressed, relative to other lands.

It is perhaps valid to think that the ordinary South African
school~leaver has a clearer idea of the geography of our planet than
his north American counterpart, but it is ecually likely, judging fram
the material in Chapter IIT, that he or she is not as geographically

well~informed as the awerage British school-leaver.

As a result of the contemporary situation in geography, it
appzared that an examination of geography teaching in South African
hidgh schools micht prove a worthwhile subject of research. As far as
can e ascertained, no attempt has been made recently in South Africa
to assess the situation regarding the teaching of geography countrywide
since the Human Sciences Research Council (H.S.R.C.) undertook its
survey on the teaching of geography in South African secondary schools
in 1966. ’

It seemed therefore that a swvey which could be used
comparatively with that of the H.S.R.C. was necessary in order to dbtain
Y' an indication of the progress in geography teaching over the decade.

l The H.S.R.C. survey was much more exhaustive than the 1977 survey could be,



65

or needed to be, including as it did separate questionnaires to be

answered by four different groups:

{a) principals;. : - L

(b) geography teachers (divided into sub~groups — standards
6-8 and standards 9 and 10); ' ‘

{(c) standard 9 and 10 pupils; and

{d) wmiversity lecturers and professors.

Much of the information dbtained then, now seems irrelevant. Yet there

is a great deal more information regarding the "new" geography that does
not appear in the H.S.R.C. survey. It was felt that this information
should be included in the 1977 swrwey effectively to evaluate the South

African situation relative to the position elsewhere.

This study does not set out to be definitive or even original.
Most of th: ideas it contains are gleaned from the writings and
experience of others. The guestionnaire itself had to be conprehensive,
include all aspects of geography teaching with particular reference to
the "new" geograrhy, yet had to be of a length whizh teachers wonld not
consider burdensome and it had to arcuse their interest. This was

attempted in the preanble to the questiornaire (see Appendix D).

During August and September 1976 the questionnaire was
corpiled. It was circulated to geographer friends and acquaintances
’chrbughout the country for tleir caments and suggestions. Many
constructive icdeas and recamendations were incorporated in the final
draft questionnaire. like the H.S.R.C. surwy, the 1977 gquestionnaire
devoted guestions. to personal information ebout teachers; the
facilities schools possessed; the textbodks they used; the examinations
set; and the syllsbuses. 2n important additiocnal section on the

"nee' gecgraphy included questions on:

A Fieldgwork:
B  rnodels and their use;
C simulations and games;

D disccvery learning or the ingquiry method;

Yo



E statistical and quantitative methods; and

F hypothesis-testing and problem-solving techniques.

Finélly the guestionnaire was rounded off with a page of evaluation
questions and a detachable list of a dozen publicatiéns which interested
teachers might like to consult for furthering their knowledge of the
"new" geography approach {see Appendix D).

The questionnaire was then submitted to the Cape Department. of
Education requesting permission for its circulation in their schools. |
Permission was provisicnally granted in December 1976 on condition
that some modifications were made. The modified questibnnaire was -
submitted to the various othe: departments of education from wham {except
for the Transvaal who only gave their permission in Mérdi 1977) leave For
its circulation was soon granted. The fifteen page questicnnaires
were dispatched to schools teaching geography to matriculation leval in
late January and early February 1977 with a request for their
campletion by the end of February. They continued to flow in, however,
until the April vacation. A few were returned unatterpted, scmetimes
with a covering note indicating that geography was no longer taught, i
that the teacher responsible for its teaching was too new to be able to

answer the questions accurately.

The percantagel return of the 750 questicnnaires dispatched
during the first term of 1977 differed quite markedly from one education
department to anotner, ranging from a 50 percent response by teachers in-
the Cape and those controlled by the National Department of Education, to
23 percent from Transvaal and Black teachers, as indicated in Table 4. (p.69).
This camparatively poor response from the Transvaal can perhaps be partly
ascribed to the Transvaal Education Department's delay in granting
permission for the survey until March 1977. This meant only a limited -
few weeks were available to Transvaal teachers for the 1%~ to 2-hour
task of answering the questié)nnaire before the Easter vacation deadline.
Another contributory factor might have been the three deletions in the
questionnaire required by the Transvaal BEducation Depar*.:meht. Time
constraints required these to be hurriedly done in thick black khoki

ren, leaving a poor visual impression.

The findings of the survey are an indication of contemporary

- geographical thinking and practice in South African high schools. In
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mny of its questions the swrvey merely asked for opinions and the
findings cannot be taken as comcliusive; "th.ey- refiect the contemporary
position, continuously in a state of flux. Such is the increasing:
pace of change accamanying the "knowledge explosion”, that the

opinions expressed in these findings are prceably being modified as this
dissertation is being written, so that its findings will be out of date

by the time it is camoleted.

An indication of the progress and speed of change in South
African geography teacning may be gained by a conparison of certain
aspects of both the 1966 H.S.R.C. and the 1877 surveys, but a number of

factors should be borne in mind when considering their findings.
FACTORS FOR CONSIDEFATION WHEN COMPARING THE 1965 AND 1977 SURVEYS
1. The Universe and Nurbers of Respondents

The H.S.R.C. sent questicnnaires to all White geograrhy
teachers in South Africa, 1 295 of whom responded (H.S.R.C. Report,
p.14). In acditicn, 604 of the universe of 722 principals surveyed
(H.S.R.C. Report, p.é) responded, representing a return varying from 7O per
cert for nan—departmental scheols to 100 peit:ent for state scicols in Natal.
The H.S.R.C. considered these respandents to be representative of the
whole White population group {(Condensed English Report, p.2).

, The 1977 surwy includad a wider population, in that 750
ql:éstimnaixes were sent to schools of all race groups, Black, Coloured,
Indian and White, under the control of the respective departments of

educatian, as well as to many non—departmental private schools.

For reasons of econory and scale, questionnaires were
addressed brlly to the Senior Geography Teacher/Head of the Geograghy
Department, instead of surveying all teachers of geography as the
H.S.R.C. had done. t was assumed that the heads of gecgraphy
depértnents would consult with their colleagues as requested and
would represent their views and practices in their responses. A
survey of the total geography-teaching profession of South Africa was
beyond the financial and time rescurces available to the writer.

¢

Thus, whareas the 1666 H.S.R.C. findings are based on the



responses of 1 295 ceography teachers drawn from 617 schools out of a
wniverse of 691 sc:hools‘survayed’ (H%R(, Report, p.4)l,> the 1977
findings are kased on a larger universe of 750 schools, but on a
smaller number of 'respondénts. The 270 resi:,»ondents' fépresent an
mexpected, 'encour_agj_ng 36 parcent return of the questionnaires dispétched.
Occasionally it seemed that a more valid comparison could be made by
comparing the percentage of the 481 standard 9 and 10 group teachers
in the H.S.R.C. survey with the 1977 percentades, as this group's
views would be likely to correspona more closely to the views of the
"senior geography teachers, mest of whom naturally fall into the
standard 9 and 1O teacher groups. |

2. Co-Operation of Education Departments

Whereas the H.S.R.C. survey had the full co-operation -and
assistance of the various education departments, the 1977 survey
received a measure of backing from the Orange Free State Department of '
Educaticn only. This department indicated that "school principals are
expécted to give their assistance to surveys that may prove to be
interesting, informative and useful to departments of educztion in
~general" in the accampanying letter with each questionnaire. In = -
contrast, the two largest departments of education (Transvaal and Cape)
actually caused delays, difficulties and extra expense in the
preparaticne, before allowing the survey into their scheools.
Departmental delay in permitting the survey meant Transvaal teachers:
had only three weeks in which to return their questionnaires.  This
probably contributed to the surprisingly low 24 percent return fram
that province, shown in Table 4 (overleaf). The fact that the Orange
Free State ranks in the middle with a 38 percent return, perhaps
suggestfa that departmental backing of a survey does not necessarily
unduly influence the percentage return.



TABLE 4, QUESTIONIATIES DEISPATTIID A RETURNED BY IANGUAGE
MEDIUM = L.aau,cam.c»n depariments ranked according to
- percentage ieturn

Rank  Bducation Departmert ENGLISH  AFRIKAANS TOTAL No., Percentage
Y A e A 2 'C,!_ L = .; -

Cut - In Out In Out In - Returned

1 Cape . . 55 29 75 36 130 65 50
1 Naticnal 1 - 33 17 34 17 t0
3 Indian 75 37 - - 75 37 49
4 Natal 50 23 12 6 62 29 47
5 Orange Free State 8 3 58 22 66 25 38
6 MNon-departmental , :

schicals 31 i1 - - 31 11 35
7 Colowed 31 8§ 51 14 82 22 27
8 Transvaal 62 15 165 9 227 54 24
9 Black 42 9 1 1 43 10 23

Totals ’ - 355 750 - 270 35
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TABIE 5. QUESTIGNNATRES DISPATCHED AND RETURNED BY INCATION == -
Education departments ranked by mubers of schools

offering senior geograpny

of

N METROPOLTTAN — NON-MWTROPOLITEN Mo,
Rank Education De apartment o - i i . )
Qua.. n Ouc In Schools

1 Transvaal ' 165 42 62 12 . 227
2 Cape . 76 38 54 27 130
3 Coloured 50 14 26 8 82
4 TIndian ‘ , 47 22 28 - 15 75
5 Orange Free State 24 9 42 16 66
6 Natal 40 19 22 10 62
7 Black ' 29 6 14 4 43
8 National ‘ 20 11 14 6 34
9 Non—departmental

-schools - : 25 9 6 2 31

Totals = 4820170 . 268 100 750



TARIE 6., METROPOLIY : :‘;N "\P’,a 2 5 m’FWD AFC(_)L\J (NG TC NUMBERS OF
. petEs ¥

RESPONIENTS .

Rank - Metropolitan Region Reizgm dggt:.
i Pz_etow a/w: Ltwacemr'md/‘ft,reem ging (P.W.V.) region. 54
2  Capz Toim/Bellville . 33
3 Durban/Pinatomn o . _— 28
4  Port Elizabath/Uitenhage : 14
5 D".ﬂ"cemaritzb”“g - : ' 10
6 Blosmfonizin : 8
7  Bast London/King William's Town : 6
8 Kinberley o 5
¢ Free State Goldfields {Welkom) 2

170

Table & indicates how the locaticnal classification of
responding schools was made. _1VCetr5on]__1ta11 regilons are teken to inclade
those cities in the top three orders of Davies® (1972, p.262) South“
African urban hierarchy, as well as those of the 4th order which lie
within a for ty~five minute time/distance of them. This mskes the
"cultural and educational facilities of the hidher order cities
reasonably accessible to schools in Paarl, Stellerboschi, Uitenhage,
King William's 'I‘cmn, Kroonstad, Potchefstroam, Vanderbi’) l'OBIh and
Carletonville for m_,tur\ . but it excludes otn.eL 4th order cities

that are bcyond the forty--fj.ve minute time/distance Jlimit.
3. The Quality of the Return

' When surveying a total populaticn (universe) , the possibility

of data dbtained not being truly representative of the population

arises, particularly if the percentage raturn is small. The overall 36 pei—
cert return of the 750 questicnnaires distributed was somewhat higher

than expected, and most encouraging. Nevertheless ; there is much

roam for vardiation 'i_n the 'Vdata if the retumn is not truly representative

of the population.

It was not possible to val_Lc‘m,o the quality of the n—‘-tu_m
statistically, partly as a result of the constraints plawd on the
survey by the departwents of educaticn concerred.  The nature of the
questicng asked and the answers given, does not realily lend itself
to statistical trestment. This dees not, however, preclude thz

infomation dbtained from being most ugeful as an indication of the
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" centenporary position in Soutl'lﬂfrican liz_j.gii scheol gea'_»érraph}}' teaching.
The survey indicates t'he' d‘:.:—mq;es'\'-m:Lc:h have ccaxred over the last
ccade and provid s material which conld ke hoth informative and
useiul to plaumers and those in control of geography education. in the

countriy.

Nouwithe standing the above, an attempt is 'nadﬂ o ]U::t‘] fy l_he

mterprei ations and statements contained in this report,

Table 7 (overleaf) presents a mreh ensive sumary of the
1877 survey arrenged as accurately as j_dentJ.J_lcatlon of the origins of
questionnaires would permit. In the case of a dozen of the 270
guestionnaires returned (10 from the Transvasl), their location had to
be conjectured fram hadly smuadged postmevks. The 8 metropolitan to
4 non-netropolitan ratio resulting after detection work, corre sponds with
the 64 percent to 35 percent ratio of metropolitan to non-metropolitan
high schecols existing in South 2Africa. It igs thus believed thal the
figures in Table 7 are reasonably accurate, particularly as the 12

form but a small percentage of the return.

In an attempt to test the qualiity of the retum the

oues stiommairves of the Cape Education Departmznt's scheols were examined.
This rrovince produced the highest percentage (50 percent) return, and
is the province for which the necessary deLailed information was mcs
easily cbtainzble. In the Cape section of Table 7 it may be seen that:
| (a) - The ratio of metropolitan to non-metropolitan respondents is

the same as the ratio of metropolitan to non-metropolitan schools

under the Cape Deparitment of Education; and

(b) Considering the language medium of the majority of the pupils,
the ratio of English-imedium to Afrikeans-medium schools
returning questionnaires corresponds with that for the whole

Cape school popuiation. Thus it is suggested that:

. (i) the respondents were fairly representative of Capa
geocgraphy * ,acners in respect of locacion and

language medivm;  and

(ii) that any bias in the data would be smail and have -

Q

nly a limited effect on the overall findings
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T a similer exi‘rdna’_cion of the figures in Table 7 for the
rest of South Africa, it was found that ali ratics of retropolitan to
non-metropolitan end of English-mediun to Afrikaans-medivm school
responderics varied less than 5 percent firom those respective ratios |
generally extant within the respective departments. In fact, many

ratios were even closer as the following examples show.

In the Orange Free State. . The ' ratio of n‘etropolitan to non-—
metropolitan respondents (36 percent to 64 percent) Js the same as the
ratio of metropolitan to non~-metropolitan schools in the Orange Free S’oa‘té,
and the ratio of English~ to Afrikaans-medium school respondent.s
(12 percent to 88 percent) also corresponds with that of the province as

a whole.

.~ In Natal. The ratiokof nletrop;lifan to nonwmtromli"can
respondents. (66 percent to 34 percent) is within a percent of the ratio
of metropolitan to non-metropolitan schools (65 percent to 35 percent)
which, as can be seen fram Table 7, is in turn within 2 pesrcent of this
ratio (64 peroent to 36 percent) for South Africa as a whole.  The ratio
cE Eﬁqlish—to Afrikaans-medium school respondents (79 percent to 21 percent)
~is within 2 percent of the ratio of English- to Afrikaans-mediun ~chools

in Natal (81 percent to 19 percent).

In the 'I‘ransva.él. The ratiq of English~ to Afrikaans~medium
school respondents (28 percent to 72 percent) is within a percent of the.
ratio of English- to Afrikasns-medium schoois despite the low percentage
(only 24 percent response from that province).

Even with the low pércentage response from Coloured schools (27
percent) ‘the ratio of metropolitan to non-metropolitan respondents (64
percent to 36 percent) was within 4 percent of that for the Coloured
Education Department schools as a whole (68 percent to 32 percent), and
the ratio of English to Afrikaans returns (36 percent to 64 percent) was
within 3 percent of the language media ratio existing among Coloured high

scheols.

As a .result of this uniformly low degres of variability it is
- suggested that the 270 resgbhdents may be taken as fairly representative cof
the universe of senior gecgrephy teachers they represent. Nevertheless it
is as well to appreciate that the findings may well contain unknom elements

of bias not easily measurable, but waich should be borme in mind.



Y
£t

It ,may be presuved that the 36 parcent of senior geography
teachers who.smnt 1% to 2 hours answering the questionnaire did so to
the best of their ability , for they were unner no duress to camplete the
task. They probably considered the task to be worthwhile -— 79 parcent
considered the survey <ould serve a useful purpose, particularly if
changas based on the findings are made, and a further 18 percent thoucht
perhaps this was true. It may also be presumed that they are the
keener, more interested and progressive teachers. Canseguently theixr
answers are likely to yield results samewhat piased in favour of modern
ideas and the use of the "new" geography. The picture reflected
in these results might -therefore be more eﬁcouragjjdg than the real
situation warrants. This is unfortunate, but it is a situation which
would be difficult and time-consuming to attempt to correct by
conducting a sample survey of those schrols which failed to return

estionnaires. Even were this to be done there would be no guarantes
that the degree of bias would be shown up. In any case, the time
factor mitigates against a further sample survey. =~ It is of interest
to ncte that at least five of the 65 Cape scheols vhich failed to
rebturn questionnaires are knowm personally by the writer to be what
might be described as "progressive" in their geography teaching, a
couple even being in the group of schools exempted from writing
external examinations. Thus the expected "progressive" bias in the
results obtained may not be nearly as great as might be expected.

There are other sources of bies. For instance, the decgree
of truthfulness and accuracy with which the teachers have answered the
ques tionnaires could be questioned.  lMost teaf*hers returned
questionnaires with their school stamp upon the envelope, and so could
be . easily identified. They may therefore have answered with the aim
of creating a good impression. = How objectively teachers are able to

view their own teaching methods is another debatable issue.

However, most questions in the survey s.:_mﬂly asik for an
honest opinion. The findings should therefore, rather than being
takén as a precise statesrent on the state of the art of geography
teaching in South Africs, be taken as an indication of what South
African geogrpahy teachers are doing in their schools, and what their

views on the "new" geography may be.
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TERMS AND RE“EE NCE METHOD USED. Ti N THIS FEPORT

In tiis report, when the word "teachers" is used in comection
with the 1977 survey, it wvefers to the 270 senior geography teacher
¢ :

responds ants

Appendix D contains the full. queotlo*malfe as dispatched 0
senicr geography teachers in all South African high schools teaching

geography to matriculation level. An Afrikaans translaiion was

naturally sent to Afrikasns; or predominantly Afrikaans-medium  schools.

‘Education department information was not always completely accurate,

A few questionnaires were returned either asking for a replacement in
the other language or indicating that, despite departmentel informaticn
to the contrary, gecgraphy was not taught to matriculation level in

that school.

To facilitate referring between he report text and the
questionnaire, references to part of the questionnaire being discussed

.are given in the following fomm:

(Q.IT, p.3, .63 where Q.II represents Sectica I of the
questionnaire,

pP.3 represents page 3 of the guestionnaire

g.6a reprcsents guestion 6, answer a of
that section.

On ihe fold-out section cf the questionnaire pages a bresk-
down of respondent rubers for each possible answer is given in the

following form (percentages rommded off to nearsst pesrcent):

Number of Respondents

Enclish  Afrikaans Total 3
135 135 270 100

The percentages given are calculated from the total maber of
respondente answering the question (). It is an important figure
because the nmIerous ‘fallu:ce~ to answer questions, especially on the
"new" geoarsphy, may .md.hcate a lack of knowliedge about the subject
urder consideralticon, Whare nurerous aLE,crnatlvcs are answered

De'rc,'x-.anfac,w sre calculated fram the 270 total retumn.
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After an intreoductory section portraying the teaching
personnel responding to the survey, this report is divided into three

main sections, each tracing themes which are apparent in the findings.

A. Comparalle aspects of the 1266 and 1977 surveys is the first
of these themes. The changes in various aspects of geography

teaching which have occurred over the decade are traced.

B. The second theme portrays the contrast. in responses between the
two languagé groups represented. Throughout this theme, for reasons
of eccrony, the writer has used the terms English and Afrikaans to
refer to teachers who are English—-speaking or Afrikaans-speaking, or
schools where the medium of instruction is predominantly the
language indicated. He trusts no offence will be taken to this usage

by either language dgroup.

C. The third focusses on those aspacts of the “new" geography
not handled in either of the other themes, and the extent

of their use in South Africa.
Teaching Personnel

The first secition of the 1977 questionnaire requested personal
information. Although same respondents were not prepared to divulge

their age or sex, the vast majority did.

Of 258 respondents 77 percent were male and only 23 percent
famle. A greater percentage of the English group were female (26
percent) than of the Afrikaans group (20 percent).

The bar-graphs in Figures 12 and 13 respectively indicate the
age groups into which the respondents fall, and their geography

teaching experience (ses overleaf).

Despite the fact that they have not had the reguired miniraum
of four years' teaching experience as laid down by education departments,
nearly a guarter (24 percent) of the respondants are senior geography
teachers. It may he wondered how effectively the geography departments
may e run at these schools by teachers with such limited geography

teaching experience.
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Figure 13 suggests that, though English-speaking teachers

fom the majority of teachers with more than five years' teaching

eyperiences, the numbers of Afrikaans-speaking teachers are increasing
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each year, so that they outmumber their English counterparts with only
a year's teaching experience by more than two to one. Geography is
becoming an increasingly popular teaching subject taken at scme
Afrikaans wniversities. -

.. STANDARDS TAUGHT AT SOME TIME COMPARED
FIGURE 14. \wiTH STANDARDS TAUGHT IN 19877 (QL p.1, q.4-5)
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Figure 14 indicates that in 1977 more than twice as many
respondents taught standard 10 as taught standard 6.v This is to be
expected for senior teachers are more likely to have wider knowledge
and experience which, as heads of departments, they feel should be
devoted to preparing senior pupils for the public examination -— hence
the progressive increase in percentades of respondents teaching the
senior classes. '

There is need for concern about the time devoted by about
‘half the senior geography teachers to their main task of teaching
geography (Q.%, p.l, g.11-12). -As the time spent by teachers during
school hours on preparing gebgraphy material increases, the percentage
.of teachers involved drops off from an hcur per week for about a third

of the teachers (32 percent) to three hours per week for less than a fifth




of teachers (18 percent)., -indicatingthatfew teachers have much time

during school hours for preparing their wiork.

Less than a quarter cof

teachers (23 percent) spend more than two hovrs per day, but sbout half

the teachers (42 percent) spend less than an hour par ddy rreparing their

lesscns. In addition to time spent after schicol hcurs in preparation,

there is also marking and ccrrection work to

teachers ( 4G percent) are only able t0 spend

be done. Nearly half the

one period per week marking

during school time, while a mare 8 pevcent have one period per day

available for marking. 7This means that most

ccmpleted ot home, yet 63 percent of teachers

day marking after school closes, while only 16

two hours per day marking.

This suggests that the majority of

not put in a working day of even eight hours

correction work mist also be

spend an hour or less per

percent sperd more than

teachers of geography dc

teaching gecuraphy. The

fact that nearly half the teachers (45 percent) (Q.VII, p.15, g.2) share

as their third factor for improving their gecgraphy teaching, the need

to be less involved in other school activities, e.g. sport and

administration, suggests that probably about half the teachers do,

et
;3

fact, spen” as much time on ti.eir job as normalliy expected of ths

lahour force. The rest spend more time than the average worker does

and same cartainly spend & great deal more.

Nevertheless, it is of

concern that about half the teachers should be spending so relatively

little time on their. subiject, geosraphy. a subject that definitely

vequires a large input of time if it is to

2 taught really effectively.

COMPEARABLE ASPECT'S OF THE 1966 AND 1977 SURVEYS

An encouraging improvement gince 1966 is illustrated by the

fact that the percentage of senior geography

teachers mainly responsible

for the teaching of other subjects has been halved from 20 percent to

10 percent during the last decade (Q.I, p.l,

of teachers now teach geography for half of

g.10). Fully SC percent

their teaching time or more,

wheresas only 80 vercant of the standard ¢ and 10 teachers did so in

1566 (H.S.R.C. Repart, P.273).

At first it appears that teacher s

improved in the 1966~77 decade. In 1977 no 1

gualifications have

ess than 31 percent of

senior geography teachers possessed a minimom qualification of

—
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Geography 1T (Q.1, p.1. g.%) vhereas in 1546 it was 82 percent. It is

.....

difficult to.evaluate cualification changes because of the naturve of the

universe used in the 1977 survey.  Jn 1%65 White teachers only were
included whereas in 1977 only the senior teachers were included. Never-
theless there probaply has been an improvement over the decade as it can
be presumed that much of the teaching in the senior classes is done by
the senicr teachers. Furtheimore the presc—:nt, position is encouraging in
that 80 percant of the senior teachers majored in geography, and some

even possess hicdher degrees.

The position with regard to professional cualifications is as
healthy, 85 percent of teachers having at least a recognised teaching

certificate Q.I, p.l, 0.9},

Job satisfaction of geography tead ars has remained unaltered
during the decade, &5 percent being happy and satisfied teaching geography,
while the remaining 15 percent are satisfied, but only in certain circunstances
Survrisingly, not a single teacher indicated unhappiness and dissatisfaction
in his job, though many of the nep-respondents may be dissatisfied, and

consequently may not have bothered to respond.

The answers to the question on the constraints placed on the
enjoyment of gemgoraphy teaching appear to indicate a heigniened
conscicusness of dissatisfaction among geography teachers (Q.I, ».2,
q.14). Tacle & (overlesf) shows the camplaints ranked in order from the
most to the least frequent. The complaints camuon to both 1966 and 1977
surveys are renked on the right with percentages, whereas the lefthand

colums show all ranked contemporary complaints.,

Tha relatively hich level of camplaint in 1977 where the

~

percentages of complainants is double that of 1866 contrasts markedly
with the low level of corplaint indicated by the 1966 vercentage figures
(H.S.R.C. Report, p.275). In 1966 there were only 273 complaints from
481 standard ¢ and 10 teachers. Instead of using 481 as a base for
calculating its percentages, the H.S5.R.C. used these 273 complaints. -

':;E)
Thus its findings indicate percentages of all complaints, and not of

the teacher respondents which would, in reality, be a figure less than
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FACTORS LIMITING THE ENJOVMENT OF GEOGRAPHY TEACHING
IN 1966 B 1877 (.7, p.2, g.14)
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knowledge of geography

Complaint ' %
I exverience difficulities in
arvanging fieldwork

The accent on examinations allows’
inguificient time for teaching
geography as it should be taucht 14
The syllabus is too long and
detailed 24
Mainly the weaker pupils take
geography in my class 18
I have difficulty dbtaining the

necessary teaching aids 13
T have tco much marking to do Vs

I have too much preparaticn to doJ
The syllabus construction and
content do not attract, motivate,

maintain pupils® interest 12
The pupils are not interested in
geography 2
My academic training &id not
equip m2 for teaching mcdern
syllabhuses , 4
I cennot motivate the mcdern
pupil
I dc not have sufficient

1y

I have lost my initial enthusiasm
for teaching geography
I teach the subject by force of
circurstance. - : 3

w

K
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that given. This further enphasizes the increased

of very rezl prdblem areas experienced by todayis

Departments of educaticn would do well to take note of

rests of better geography teaching.
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more widespread ones in the

iver: 1f a degree of bhiag may

be expacted from respordents whe, being the move active teachers, fecl

[}

these difficuliiss more acutely, this increase is oause for stbstantial

concerrn;  the 150 respindents experiencing difficulty in arranging

fleldvork in 1977 actuelly representno less then a Fiftd

1 of the

e
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wniverse of senior geography teachers in ihe whole country. If so many
senior teachers are vaﬂr:_f.m ing difificuities with lleldwork the rest
of the teachers are prokably struggling too. - As fieldwork was no-
r&jdl:ed by the 1966 syllabus, it was nct included in the 1966 survey.
Since its introduction in the new syllabus fieldwork seems to have becoms
the dominant cause of prdolems to geography -,ePchors, for it ncw ranks
top of the complaints in Table 8, with fully 50 percent of teachers
indicating that @Lro_nglnr* fieldwork limits their enjoyment of geocgraphy
teaching. This finding emphasizes the need for departmental assistance
to teachers in arranging fieldwork. This iz being given to same extent
in that teachers, indiyidually and in groups, are developing fieldwork
exercises al teachers' centres. Samz of these exercises are being
distributed by the teachers' centres concarined. The compilation of
these exercises is time-oonsuming and reguires a certain amount of
expertise and experience. Thus, teachers out of range of teachers'
centres may ke at a disadvantage and could be aided in another way,

perhaps by a visit fraom an inspector or experienced adVlSer

Contemporary teachers are certa‘j.nly feeling the pressure of the
examination system, as indicated in Table 8 by the blg jump fram 14 percent
to 47 percent cf teachers ‘feelj.ng' their tesching to be Limited by the
accent. on examinations. This stress on preparing pupils fdr

veminations cbviously limits the enjoyment of teaching geography, and
has risen from i:ourth—po:«;ltlon to eing the chief of the 1266 camplaints
in 1977.

Although length of syllabus has dropped from top positicn in
1966 to third factor limiting enijoyment of teaching, it still appears
to exert an important influence. The percentage of teachers complaining
about this nearly doubled between 1966 and 1977.

The relative rark of wost other factors limiting teacher
enjoymant has not chan gc*d much over the decade though the percentags of
teachers mentioning these camplaints has generally increased markedly,
with one exception ~— the drop fran 12 percent to 8 percent of teachers

camplaining socut the syllabus construction and content. The fall of

‘this factor fram f£ifth to eichth position, suggests that teachers may be

nove satisfied with the present sy,_ldbaf than they were with the 1966

syllzbus, a conclusion borne out elsewhere (ses p.114).



In summary, these findings indicate a serious situation if -
they are true of the total South Afrwccm geography teaching population.,
Even 1f the percentages refer only to the active and better teachers,
which may be the case, some corrective action by departments of
education is needed if so many teachers are troubled by these aspects
of their work. It is to be hoped that this action will be forthcoming.
Indeed, cducation departments are at present examining the whole questicn
of fieldwork and the examination system. Syllabuses are being
shortened and revised and are becoming more of a challenge to the
inteiligent pupil, instead of the easy option geography courses were
sometimes thought to provide. In addition, education departments are
providing more of the essential teaching aids than was their wont in
the past, but further action, particulaily with regard to the chief.

prcblem, fieldwork, is essential. ' B
Facilities (Q.II; p.2)

TABIE 9., COMPARISON OF FACIIITIES POSSESSED BY SOUTH AFRICAN
SCHOOLS IN 1966 AND 1977 AND BY RACTIAL GROUPS IN 1877

1966 , 1977
: White * Total Wiite Indian Celoured Black
Facilities Teach~rs Schools Schools Schools Schools Schicols
No. % |No. % No. % No. % No. % No. %
Geog.Roony/Lab . 183 14| 80 30 65 32 9 24 4 18 2 20
Storage Room 200 151116 43 97 48 10 27 7 32 2 20
Space for }' , , . _
Models 177 141 87 32 72 36 7 19 4 1 4 40
Class Museumn. 173 134 40 15 33 16 L 3 5 231 10
Class Gecg.library 323 30 2 34 80 40 6 16 5 23 1 10
None of these 132 49 82 41 26 70 17 77 7 70
Geoyg.Club or Soc. 69 5§ 36 13 31 15 3 8 2 9 = =
No. of Respondents 1295 270 201 37 22 10

*as the 1966 findings represent the percentages of teachers, they are
somewhat inflated as some of the H.S.R.C. respondents came from the
same schools. Newertheless the findings give an indication of the
situation in South African schcools in 1866..

Althouch there has been a distinct improvement during the
decade in the facilities availsble for high school geography teaching
in South Africa, as reflected in the percentage increases in Table 9,

the position is still far from satisfactory.
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Fucation departments have recognised the need for specially
aquipped classrooms/laboratori c::' ard- & storeroom for effective geography
teaching. Yet of the total schools J:G:spondilt,g" to the survey only 1l perzent
(g.1) indicate that a geography laboratory is planned, while 5 percent (q.2)
indicate storage space is plammed. Although the decade has seen a.n
increase in the number of geography laboratories since 1966 when only 14
parcent of teachers taught in properly equipped rooms (H.S.R.C. Report,
p.122),; the péce -of imprcvement is slow, for only 30 percent of schools
possess geodraphy laboratories today, while 43 percent have adequate

‘storage space available. This is a disgrieting situation, especially
wnder the present econamic circumstances with little hope of the needed
facilities being provided, Effective geography teaching is much more
easily accarplished in a suitably adapted room equipped wiih necessary
aids. Ever after the presently planned laboratories have been provided,
more than half the schools in the country teaching geography to
matriculaticn level will probably not be doing sc under optimal
conditions. The situation is exacerbated by the fact that many of the
larger schools reguire two or even three geography roams to cater for
thé mumoer ¢f pipils taking geography. It is also diéquietj.ng that
the other racial groups are so much bshind the White group in almost

all the facilities possessed.

A further shortcoming is indicated by the fact that aliost half
(49 percent) of Scuth Africa’s schoois do noc have adequate space for
phy ical modets, class museumns or class libraries. The shortage of
space for class museums and libraries has hardly changed ot all during
the decade. In 1966 13 percent had space for museums cf. 15 percent in
1877 end 30 percent had space for libraries cf. 34 percent in 1977. This
glocay picture is only slichtly improved by the increase of space over
the decade for models from 14 percent to 32 percent of schools, but space

for these most nscessary adjuncts remains an urgent priority.

The scope for enavxzraging and developing pupil interest in
geography extra-muarally at Scuth African schools remains severely limited.
Although the nuber of schools that have an active geography club or
society has increased from less than 5 p@rcanf- to 13 percent over the decade,

this small nud 22T means that an e,xcellc,nt way of involving Dap;ls in

_geography is ba g utilized {g.4). This is unfortunate, for
teachers wnc are involved with such societies find that they increase

puplil interest in geography by the presentation of films, slide shows



and talks on gecgraphically interesting parts of the world. They also
provide c')ppoftunities‘ cut of class time for pupil reseérch, model~
making, sjlmlatian-'ganﬁ;lg‘ and visits to places of geographic interest,
all having a broadening effect on pupils. Furthermore these societies
provide opportunity for the develomment of resourcefulness and
leadership amongst the society organizers. Any facility providing

so much worthwhile educational opportunity to purils shculd be strongly

encouraged.
‘Teaching Aids (Q.IX, p.3, g.6) -

Because of the samewhat involved nature of Ithé question on
teaching aids in the questionnaire and the wealth of discussion it
generates, discussion is separated intc *wo distinct sections. Only
those aspects cf the 1977 survey directly comparable with the H.S.R.C.
findings are included here. The rest of the discussion will be found
with Tables 1C and 11 in the section entitled "Rescurces for Learning™ on
pages 121-127. Because of the nature of the material, Tables 10 (page 124)
11 (p.125) are arranged in fold-out form for easy referencing fram text
discussion. In Table 10 a wide range of teaching aids is ranked in
order fram the most used aid, as determined by the 1977 survey. The
table is arranged, as in the qqestiomlaj.re, ‘in three columns indicatirg
teaching aids A, possesséd, B, used, and C, which would ke used if
available. A final colum (B + C) is inserted and thecretically
indicates, according to the 1977 findings, the percentage of schools
which would use the various aids if all aids were freely available.
Tabie 11 ranks the mcst needed geography teaching aids according to
1977 respondents. In the right hand comment colum is an indication of
how easily and inexpensively half of these aids may be cbtained.

The 1966 survev showed atlases used bv 99 percent of téadaers,
globes by 98 percent, wall maps by 81 percent, wall diagrams/charts by

76 percent, topographic meps by 74 percent, slide projectors by 73 percent
and film projectors by 62 percent to be the ieading‘teachi_ng aids used in
South African geography classrooms (H.S.R.C. Report, p.l44).

Since then, the position has changed quite dramatically as a
result of technological innovetions and greater expenditure on geography
teaching aids. Table 10 indicates just how much more use teachers are

now meking of some teadiing aids and, furthermore, how many more aids

and
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there dro in use today compared wi%h 1856: . the blank spaces in the
1266 cclums .indicate aids nct listed in the H.S.R.C. survey. Th
table shows that there are approximately twice as many aids used now
as there were a decade ago. This is an encouraging situation, for

a wide variety of aids used effectively in the classroom should conbat
the ever-present threat of boredam among pupils and bring them closer
to the real world in which they live, and for wnich they are being

prepared.,

A striking anomaly, the percentage drop betwesn 1966 and 1977
in the use of eleven of the aids (percentages circled in column B, Table
10) is difficult to explain. In seven of 'i:he_ eleven cases, it can be
seen that the percentage of schools possessing the aids has, in fact,
risen over the decade (1977 percentagé in column A underlined). It
is unlikely that greater possession by schools would be accampanied by
decreased usace. The inclusion in 1977 of Black, Coloured and
Indian schools, which do tend to have fewer teaching aids as a result
of limited finances, might play a role in explaining the anomaly.
However, when this possibility was tested by simply removing the
figures for these race groups from the total before recalculating the
percertages, their removal was found to be insufficient to explain the
differences. 'This tends to suggest a discrepancy in the 1966
percentage use figures (colum B). There is a marked difference in
the 186€ correlation between possession and usage values (parcentages
in colum B wderlined) compared with the close correlation between
the percentages of possession {colum A) and use (colum B) in 1977
—= nevar more than 6 percent difference {except for the rain gauge). This
indicates, as is to be expected, that schools generzlly use those aids '
they have available. It is highly unlikely that in 1966 more than
50 percent of teachers borrowed or otherwise acguired the topographic
maps and wall diagrams/charts, or that more than 20 percent of teachers
similarly acguired the barometers or hygrometers they used.

The reliability of these particular fiqures in the 1966
H.S.R.C. survey is made doubtful by the fact that Cuestions 6.11 and
6.12 of Section 6 in the questionnaire, dealing respectively with pupil
possession of atlases and the use of air photographs in studying
topographic maps, are not reported at all, ﬁeither in the full Afriksans

versicn nor the English summery of the H.S.R.C. report. This is



87.

unfortunate as the figures might have shed somz light on the above
probiem. These anomalies must therefore remain wmexplained, thouch
the relevant finding as published in the Condensed English Version of
the H.S.R.C. Report (p.20), is quoted as it shows contrast with the

present positions

(1) Althouch a reasonzsble nunber of aids are indicated
as being essential and desiravle for the teaching
of the subject, they are, in most cases, never
employed by teachers.

(2} More use is made of aids in Standards 9 and 10 than
in 6 to 8. The employment of aids is, to a
certain extent, in accordance with the necessity or
desirability of having aids available."

“"Save for the leading geograchy teaching aids already menticned
in the first paragraph of this section and used by more than half the
teachers in 1966, the disturbing lack of use of essential aids .

mantioned in the 1966 J:epo**t quoted above, nas been par+1ally remed.lcd
during the decade. The nunber of aids used by half the teachers in
1966 can he seen to have doubled by 1977. But it remains disappointing
that so many of the numerous aids are =till used in relatively so few 7
'schools —~ more than half the aide listed are still not used in even
half the schools. If the percentage of schools who would make use of
these aids (colum C) is added to those who do use them {colum B), the
positicon could improve dramatically as showsn in the final colum of
Teble 10 (B + C). This indicates that at least half the schools would
use virtually all the ailds listed if they were available. More than
threefquarters of the schools indicate they would use the dozen most

popular aids.

Perheps some are delu.dj_ng themselves in this regard. Table 11
11(p.125) ranks the aids teachers indicate thsy would use if available. In
the right hend colum coments appear alongside half the aids, indicating
how easily and/or cheaply t‘neir may be cbtained. This suggests that
meny teachers have not shown much resourcefulness towards their
aocquisition, 50 the likelihood of their being used, if suppliegd,
remains questionable. The H.S.R.C. finding that many available aids are
not emplcyed, still seams to be partially wvalid in 1977. Nevertheless, the
findings indicate that most schcols having aids use them, and a small .
percentage of schools even use aids they do not possess = presumably

they are borrowed. This suggests thet the availability of more



teaching aids in scheols would probaocly contribute directly towards

improving geography teadiing in South Africa.

The present 19 percent of teachers who use wall diagrams/charts
campared with the 76 percent of teachers who used them in 1966, is
distwrbing, even allowing for the questicnesble nature of the 1966 figure.
Only 22 percent of teachers then had them to use, though some teachers
might have included the raw material for blai:kboard maps and diagrams as
applicable to the question. This may mean that teachers are nct meking
these aids as they used to, possibly owing to pressure of time caused by
usvally heavy extra~mural schicol comuwitments. More hopefully, these time-
consuming aids have been replaced by adeqguate and more easily stored
overhead projector transparencies which, in 1977, three-quarters of
teachers indicate they use. This high degree of usage in 1977 of an
aid not even listed in 1966 indicates how quickly useful teaching aids
may be taken up when as liberally made availablie by departments of
education as owerhead projectors have peen during this last decade.
Certainly overhead projectors and the use of transparencies which can
ba bought or made, have done more to revclutionize geography teaching

in South Alrica over the decade than any other single teaching aid.

Lducation departments have pranised schools many of the aids
listed, but the findings show the dearth which still exists, which will
only be remedied by very necessary and considerable departmental

expenditure.
Textbooks (Q.IIT, p.4)

There have not been any appreciable changes over the decade

in gecgraphy teazchers' opinions regarding textbooks.

the prescription of texts by education departments and those against
this practice. By 1577 the position had not altered much, 41 percent
being in favour of prescription, 25 percent against, and 34 percent

accepting prescription of texts in certain circumstances (g.l).

In both surveys zbout &0 percent of teachers were in favour of
3

the inclusion of graded questions and tasks throughout textbooks {(g.5).

Same textbook writers in South Africa are at present doing this,



certain ones more effectively than ot hers, e.g. EBarle (1974) and
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It is encouraging to note that the thres recommendations
regarding textbook writing made by the H.5.R.C. have been realized to
a certain extent in most texts, namely: |
A lists of sources are given;

B aSSJnglI"EI'JtS do usuvally appeer at the ends of dqanters,

e}

questions in the form of prcoblems reguiring reasoning
are set. (Condensed English Version of H.S,.R.C. Report,
P.32).

In 1966 fully 85 percent of teachers considered the texthocks
coveraed tha syllabus to a large or certain extent. After the recent
change to the differentiated syllabuses the position in 1977 is that
72 percent of teachers consider the new textbooks fulfil the aims and
needs of the syllabus very or fairly wéll, while 26 percent feel that
they do only partially (campazed w1’ch 12 percent in 1966) (g.7).

Fieldwork (Q.V.A, p.5)

The general impression gained from the respondents is that,
as in some overseas countries, fieldwork will become an important
aspect of the geography syllabus to be used by future South African

teachers and pupils.

It. is encouraging to note that recamendations of the H.S.R.C.
in 1966 regarding fieldwork have been implemanted. At that time the
H.S.R.C. recommended in its Condensed English Report, pp_.32-3,3:

"(1) that activities outside the classroom should form
a normal part of the teacher's L.eacnlng programme
and that fieldwork, ﬂsp,cnliy in the lower stardards
chould be regarded as part of the g@ogvaohy teachmcr
programme, and

(2) that special provJ, sion for fieldwork should be made
in the syllabus and that con aldera*“lcm should be.
S given to the setting of cuestions. in the firal
examinati or) or knowil. eag.:: ar‘qm_red as a result of
,flelcwor .
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Fieldwork is now included in the core sylilabus followed by all educaticn
departments ma questiong in the final examination do require kncsledge
aoquired as a result of fieldwork in their dnswers, - In addition, some
departments of education (e.g. Cape, Transvazl and Natal) do meke
provision, as recommended in 1966, for primary school ceography
programmes to include fieldwork. For instancz, in the Western Cepe,
primary pusils may speind o to a week visiting the departmantally
subsidized "School in the Wilds" near Villiersdorp,where fieldwork

exercises from various subject areas are tadkled..

Despite progress towards integratmg fieldwork into the
curriculun over the decade, the conservative nature of teachers is
reflected in the still relatively small number of teachers who consider
fieldwork essential in 1977, TWhereas a decade ago only 18 percent of
teachers considered fieldwork essential, that figure has ncwy more than
douwbled to 39 pzreent, while the rest (except for 5 percent who considered
fieldwork to be of little or no value cf, 12 percent in 1966) felt it was
highly desirable or of moderate value (g.l1l). Approximately 75 percent
of teachers did no fieldwork in 1966, but now that it is reguired by the
syllabus, fully three-quarters of the senicr teachers do at least cne
fieldwork exercise per standard per year ((.6). This shows grest
progress over the decade. Nevertheless the 25 percent who dc no field-
work is a disquietingly high figure whan fieidwork is actvally

required by the syllabus.

_ A definite contrast is evident bestwean vhat was considered
fieldwork in 1966 and current ideas. The contrast emphasisas the
progress that has been made over the decade. The H.S.R.C. questions
dealing wiih fieldwork involved what tcday weuld usually be termed
'field teaching'. VWhat was considered to be fieldwork in 1966
consisted of about a quarter of the teachers in each of the following

cases :

-

(a) expecting their pupils to keep weather records;. and/or

(b) taking their pupils outside during lessons to illustrate

or demonstrate natural phenanena in a practical way; and/or

(¢} taking their pupils to visit inter alia museurs, botanical

-

gavdens, planetariurs, weather stations and factories.
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By contrast, the survey showed fieldwork in 1977 to cansist
predominantly of clqésee:_ g‘oi_ﬁg into the field to wndertake assicnments
entailing perscnally made chsexrvetions and measurerents, answering
quasticnnaires or filling in worksheets, i.e. what today is often termed
field research. Fully 56 percent of teachers now conduct fieldwork of
this nature (g.2). The percentage increases from standaxd 6 to

standard Yare indicated in Table 12.

TARIE 12. TEACHERS WHOSE CLASSES DO FIELDWORK ASSIGHMENTS
INVOLVING ANSWERING QUESTICNIWATRES OR WORKSHEETS
Q. V. A, p.6, 9.3)

- Standaxd Percent of Teachers

~

27
44
06
75

o 64

BRI ERNU

The drop-cff in standard 10 is prooably dus to the pressure of time while
prepecing for the external examinaticon. The rather low percentage of
involvement of the junior standards can prabably be ascribed to the
large number of pupils who must be catered for. A considerable smount
of planning, preparation and organisation is essential before large
mmbers can be productively employed in fieldwork without causing damags
or dislocation to the environment in which tiey work, This is
particularly true of certain high pcpulation density areas with numerous
large schools in clcse proximity. The public (farmers, shoppers,
businsss proprietors, etc.) in some areas overseas have becons anncyed
and unco-operative when inundated by pupil fieldworkers. This will
havz to be borne in mind when planning fieldwork exercises in Scuth
Africa. United Kingdom Fieldwork planners are aided by excellent
codes of conduct which have been ccarpiled; e.g. The Country Code, The
Ccastal Code, The Outdoor Studies Code, The Mountain Code. South
African edocationists hawe a duty to produce similar codes of behaviour

expected of the cowmtry's irhabitants for the preservation or

L1

improvement of the presant environment.

Although in three-guarters cf respondents! schools, pupils

] -

now do fieldwork, in only 30 percsnt do pupils wndertake independent individual
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fieldwork studies (¢.4). - The percentagss invoived in the various

standards are shown in Teabls 13.

TABIE 13. TEACHERS REQUIRING PUPILS 10 NDERTAKE INDEPENDENT
INDIVIDUAL FIELDWCORK STUDTES (Q.V.A, p.6, g.5)

Standard = Parcent: of Teachers
6 - 28

W oo 3
[ 973
P

o]
&
[y ]
0

The increasing perosntages in the higher standards suggest
that teachers consider sbility to work «lone in fieldwork improves with

age.

Table 14 indicates the average number of times each class

goes into the field each year to conduct fieldwork.
TABIE 14, ANNUAL FIEIDWORK EXERCISES (Q.V.2, p.6, g.6)

Nunicexr of Times Percent of Teachers
0 ‘ 25
1 o4l
2 ' S 23
3~4 : S
4+ ' 2
- Total® 100

Perhaps the rapid decrease is a further indication of the

difficulties teachers experience in organizinyg fieldwork, as well,

possibly, as the costs involved in conducting fieldwoik.

A disappointing number of respondents indicated that they
used fieldwork in the way in which it can perhaps be rest suitably
employed -— i.e. to integrate the various aspacts of gecgraphy and so
atte_rzpt to maintain the unity of a zubject which can easily frz went

into isolated segments, (For fuller discussion on this, see



Table 15 chows the 1977 positicn regarding the hranches of
Geography in which fieldwork methods ere involved, ranked in descending

crder.

TABIE 15. BRANCHES OF THE CEOGUAPHY SYLLABUS WHERE FIELIVORK -
METHODS ARE EMPIOYED (Q.V.A, p.6, g.8)

Branch . Percent of Teachers
1. Gecmorghology ' 56
2. Urban geography 46
3. Mapwork > _ 34
4. Climatology ' 33
5. Integration of aspects 21
6. Regional geography 13

Urnfortunately fieldwork assionments Jdlroughout the school are
.still accordad minimal weight in the vear-end mark. Thus 92 percent of
teachers accord such assigrments less than 10 perceit of the total mark
‘ané 57 percent less than 5 percent of the final mark (¢.7). Unless this
situation chances, with more weicht beirg given to fj;el&work, it will tend
to remain of seccndary importance a3 a geogreaphy teaching method. It
shculd not when 87 percent of teachers agree on its effectiveness being
high (g.9) or reascneble, end 89 percent of teachers consider their
pupils enjoy it defihitely or tc a reasonsble extent (q.10). It is
therefore recommended that education departments allow fieldwork much

wore weight in the final evaluation of pupiils.
Discovery leaming/The Inguiry Method (Q.V.D, p.9)

The possession of a class geography library has remained
unchanged durinyg the decade with only a third of teachers possessing
one.  Limited opportunity thus exists in South Africa for the wide-
spread grostiz of discovery learming. Furthermore, the traditiomeal
South Africzn authoritarian teaching ethos will not generally adapt
easily to discowery Jearning and the weli~defined stiructured
syllabuses also militate against the open intiuiry approach to a certain
extent. For these reasons and because the establishment of class

libraries is becoming increasingly expensive, the development of this

neay future, thouch it will continue to be used in a limited way, both



orally and in written form, as it has been in the past.
' J

In 1966 three-cuarters of the teachers thought it essential
or desirable that puoils collect information from reference material
during class, i.e. use the inquiry method (H.S.R.C. Report, p.214).
During the decade since, the method has assuned even greater significance
despite the relative lack of vesource facilities — 95 percent of
respondents in 1977 indicate that they use the inquiry methed both
orally and in written form (g.3). Respoagdents consider that it should
be uvsed (g.5), at least sometimes, particularly as 8l percent of their
pupils enjoy this method used orally (g.4) and 75 percent enjoy it used

in the written fom (g.4).

Tn 1977 only 26 percent of respondents felt that they had the
necessary time to acjuaint thaemselves with library resource material
for effective guidance of pupils in self~inquiry (g.2). This is
disturbing, for it is essential that teachers keep abreast of
geographical literature in general and particularly of literature
available in their school libraries. The 1977 findings in this
respect contrast markedly with those of 1266 when 6§ percent of geograghy
. teachers indicated that they kept abreast of new gecgrapghic aojuisitious
to their school libraries (H.S.R.C. Report, p.170). It seems, from the
low 26 percent of 1577 respcondents who keep abreast, that this may be a
facet of a teacher's life that suffers because teachers hawe to spend
time on too many other school activities such as sport and administration.
Support for this explanation is shown by the largs 55 percent of
respondents whe hardly had sufficient time to know what their library
contained, while ancther 19 percent of respondents definitely hed
insufficiedt time. Mo mention is made of the nature of publications
referenced in 1966, so it is possible that the nuber of truly
geographical publications dotained by schools in 1966 may have been
even fewer than the present alarmingly low figures in Table 19 (page 99}
indicate. It seems unlikely ’cliat many more truly geogrgonical

publications wouid have keen dotsained then.

The small departmental annual library arants for periodicals
which havwe to be shared amcng the varicus subjects are inadequate
for more than a periodical, or at most two, per subject. While thess

- grents remain low there is little hops of the situation improving.



Prablem-Solving/Hypothesis Testing . (.V.F, p.11}

In a prchlem-orientated world the use of pradblem-solving
\tedmiques in education has grown over the last decads. In 1966 about
half the teachers presented their classes with geographic problems which
had to be solwed in class discussion (H.S.R.C. Report, p.194). By 1977
more than three-~quarters of senior teachers employed this technigue with
an oral presentation in class (g.1l). More than half the teachers,
however, never require their puplils to solve geographic problems

experimentally in the field (q. 3).

The inportance of problem-solving technigques in encouraging use
of the scientific method remains unrecognised by a third of the teachers;
Z9 percent are not sure of the effectiveness of the hypothesis-testing
technique in teaching geography and a further 9 percent consider it not
worth using (g.9).
TABIE 16. COMPARISCN CF ASPECTS OF PROBIEM-SOLVING IN 1966

"AND 1977 (Q.V.F,; p.l1ll)

I o 1977 1966

Often Seldom Never NO Yes Unsure

Teachers who set geographical 40% 37% 23% 50% 50%
problems to be solved in class

discussion (g.1) )

Teachers who set geographical 15% 48%  36% 6% 7% 18%

prcblems for pupils to solwe
o their am (g.2)

Teachers wito consider a > 75% 4% 3%

percentage of their pupils 50%~75% : 10% 20%
can use the technique 25%-42% 30% 33%

effectively (g.5) £ 25% 57% } 443

Although three-gquarters of the teachers in 1926€ required
matriculation pupils to .analyse problems independently, collect relevant
material, form a hypothesis and éraxf theixr om ccmclusid‘ls, 77 percent
felt that less than half of their pupils could,in fact, do so (H.S.R.C.
Report, p.205). In contrast no liess than 87 percent of 1977 respandents
estimated that less than half of their pupils could use hypothesis
testing technigues effectively (g.5), though 10 percent of pupils often

did, and another 52 percent seldom used them (g.4).

The 1977 survey found that only 62 percant of respondents felt that
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hypothesis formulation and testing is an effective methca of teaching
(g.6); 77 percent do wse it orally in class vhile €3 percznt,st least
sometimes, and 15 peroent often requira thelr pupils to use this method

cf prcblem solving individually on their cwn (g.2).

These figures suggest som-é regression over the decade in the
use f)i the hypothesis-testing technique, and in the ability of pupils to
use it effectively (87 percent of teachers have a majority of pupils who
cannct use them in 1977 compared with 77 percent in 1966). An explanation
- of this regression may lie in the changing view of hypothesizing whict
has taken place over the decade. The modem hypothesis testing technique
today involves more rigorous measursmentc than many teachers in 1566
possibly considered necessary. Varicus other reasons for this finding

emanate from the questionnaire (Q.7):

(1) that teacheirs have not found the tecmique particularly
effective, Only 62 percent regard it «ws an effective method
of teaching -— only 15 percent feel that it is wvery effective,
the rest of the 62 peroént only fairly effective (g.6):

(2) that teachers hawe insufficient tiune, suitable texts, ox
data resources for its use. These are the first, third
and fifth reascns respectively in iank which teachers give
for their limited use of statistical and quantitative
methods;

(3) that geography pupils are often not mathemetically inclined
----- the second reason teachers give for their limited use of
these mzthods;

(4) that teachers have little experience of the method (also
their fourth reason); |

(5) that neither the syllabus, nor the school area, lends
itself to the use of the methcd.

The sbove help to explain the lack of success in the use of the

scientific method, in South African high school geography teaching.
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Syllabuses (Q.VI, pp.12-14)

' Over the decade there seems to hawe been an increase in
the nurber of teachers vho are aware of the stated aims of geography .
teaching, In the 1977 éurvey 99 percent of respondents indicate that
| they are familiar, or fairly familiar, with the aims of the syllabuses
they teach {(4.4), whereas in 1966 15 percent were uncertain. A healthy
situation prevails when 98 percent of respondents agree, at least

partly, with these aims as indicated by the 1977 survey (q.5).

Although three-quarters of the t_éachers in 1966 (H.S.R.C.

Report:, p.47) considered that the syllabuses' furthered the dbjectives:
of geography teaching, 15 percent were uncertain whether or not they
did, suggesting that these teachers might nct hawe been fully avare of
the aims and dbjectives. Over the decade the percentage of uncertain
teachers has dropped to less than 5 percent, while fully 92 percent of
. 1977 teachers feel that syllabus content does further the aims of |
geography teaching (0.13, 4.0).

- The prcblem of campleting the core syliabus during the year
remains an important issue (g.7). Teble 17 campares the two surveys

-in this regard.. -

TABIE 17. COMPIETION OF SYLIABUSES T 1966 AND 1977
©Q.vi, p.13, q.7)

&

. o 1977 . 1966
A £ a -
Percent of Teachers of Standards | | 5-7  8-10 6 788 9810
who usually complete core syllabuses : 4 50 - 68 61 55
who seldom canplete core syllabuses 39 39 24 30 27

who never camplete core syllabuses .17 11 8 g 18 _
- (HSRC Report p.57)

Orily about half the teachers do usually succeed in corrplet:ing
the syllabus. Although this percentage is lower than it was a decade. ago
the bercentage of teachers who never camplete the syllabus has also. dropped,
suggesti;,g that the position has not changed appreciably since 19€6.

This is uwnfortunate, Dissatisfaction with overloaded syllabuses is
borne out by teachers' suggesticns for improvement of the syllabus. . In
. both surveys the leading suggestion for improving the syllabuses was

to sharten  thei. This wiil be dealt with in greater depth later,



O
(82

in Section C, on the extent of the ™new" ceography in South African hich

scnool teaching.
B. CONTRASTING IANGUAGE GROUP RESPONSES TO THE 1977 SURVEY

Although a slignhtly larger nuber of Afrikaans than English
questiomaires was distributed, exéctly tire sane nunber (135) of each
langquage croup was returned for prooéssi_ng, This represents a 38
percent. retwurn of the .Eng]_ish and a 34 pexcent return of the Afrikaans
guestionnaires. In certain aspects of their responses distinct
differences in viewpoint between English- and Afrikaans-speaking
respondents are dj.scemible as a result of the different cultural
backgrounds and educational “raditions existing in the schools. of the

two main language groups.

Of the ‘wo groups, the findings indicate that Afrikesns-
speaking teacners are far more kilingual than their English counterparts.
Half the Afrikaans—-speaking teachers indicate that they have taught
~geography in both languages compaired with less than a fifth of the ‘
English teachers Q.I, p.l, ¢.6).

TABLE 18, COMPARISON OF ENGIISH AND AFRIKAANS RESPONDENTS IN
METRCPOLITZL} AMND NON~METRCOPCLITAN AREAS

Metropolitan Nan~Matropolitan
Areas ‘ Areas
“Percentage of Respondents ' 63 - 37
Percentage of English Respondents 58 36
Fercentage of Afrikaans Respondents 42 ‘ 64
Percentage of S.A. Schools (English) 55 , 34
Percentage of S.A. Schools (Afrikaans) - 45 66

Table 18 shows that a slightly larger percentage of English
than Afrikaans teachers responded to the questionnaire, though the
differences are smali.

Facilities (C.II; p.2)

While the level of provision of geograghy laboratories in all
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schools is luz, Afrikanns schools arpear tobe less welil-served than
English schools,  Only 20 percent of Afrikaans schools possess geography
rogre whereas nearly double the nuber of English scheols (39 percent)
have them (q.1). There are alsc nesrly twice as many Fnglish as

Afrikaans schools with gzograchy societies or clubs {(g.4).

TABIE 19, SUBSCRIPIION TO & OQR" \
Q.1I, p.Z, 9.5)

JHIC PERIODICALS /JOURNALS

. . . . % Schools ;
“Ne. - in Q. Title Rank o % Eng. % Afr.
e . ™ Subscribing °© R9e © fx
6 Natiaial Geographic 1 63 72 50
5 The Geogreaphical Magazine 2 40 46 34
1 The Scuth African
Geograoher , 3 32 31 32
2 The Sovth African
Geogr apm_cal Journal 4 FRI 29 €
Gaography )

Teaching Geography

< bW
o

& Ut oy
o 9
NN

i
-~

Journal of Geography 7 ~

The table shows, as is o he expected when most Jraphical
¥ £%

pericdicals or journals are published in fnglish, that fewer Afrikaans
than English schools subscribe to each of them, except for The Scuth
Afg:ican Gecgrapher in which some articles aopesr in Afrikasns. = Teaken
cgether, Afrikaans schools subscribe to an zvercage of only just over
ane pericdical per school wilerszas English schools sibgcribzs to an
"average of neavly two periodicals per school. Even this is a low
rigure, presumebly resulting from the meegre pericdical grant allotted
to schools. If teachers and pupils are to keep abreast of geographical

develooments Ji is essential t.h,tt a Jarger numbher of pericdicals be
i y

chteins
Teaching Aids (Q.IT, p.3, «.G}

Schioois of both languade groups are approxunately egually
equivped with a basic minimum of teaching aids such as globes, atlases,
walil snd topographic maps, but Afrikeans schools are less well eguipped
than their English counterparts in mary of the mere sovhisticated aids.

Cf the 44 aids assessed, alm st half (21) shor distinctly dififerent
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levels of pamsession and wse between the two language grogps. In -
Table 20 t.heié.ic s are .éiiv:? ded- into 4wo sections, the upper where English
schicols are overwhelmingly predominant and the lower listing the only

four aids possesced and wed by nore Afrikaans schools.  Five groups

of aids, auéio-visual, netecorological eguipment, air-photo, '
certographic and others are invoived. 'Those with their questionnaire
nuibers mderlined are aids possessed and used by more than half the
respondent schoo]s.v Tha table shows ir its upper section the

parcantages of English as opposed to Afrikaans schools A, possessing,

B, using and C, which would use, if available, the aids exhibiting

the greatest disparity betwean the languace Jgroups (see overleaf).

The generally low level of possession and use of audio-visual
alds by Afvikaans schools can be partly ascribed to the lack of
avallability of a wide renge of movie fibus, filmstrips and slide folios
in Afrikaans. The fact that the percentage use (colum B) figures would
gbout double by the addition of the colum C percentages suggests that a
reqdy market would be available for many cf the aids if education
departments provided the finance rvequired for them and if fiimstrips,

slide folios and filis were translated into Afrikaans.

The low Afrikaans percentages for metesorclogical eguipment
indicate that Afrikaans scdhiools must de far less practiczsl work in
climatology, unless many of their purils haz their cown instruwents

at home on fawrs, for instance.

A partial explenation of the generally low proportions for
Afrikaans schools is disceimible in the third most important factor
Limiting the enjoyment of teaching for Afrikaans teachers - the
difficulty they experience in dbtaining the necessary teaching aids
Q.I, p.12, 4.14). This is ohly the fifith limiting factor amongst
English tesdhers., The isolated rural situaticon of many Afrikaans
schools is perhaps partly responsible. Of the respondents, nearly
'twice as many inglish as Afrikaans schools have easy accessibility to
the three main metropolitan regions (P.W.V., Cape Town-Bellville, and
Duﬂaan—-Pine-tcx-rrﬁ regims) where audio-visual materials and other
geographic equipment are on display and can easily be dbtained.
Improvenent in handling of requisitions by education departrents may
facilitate scquiring scme aids. but Afrikaans schools will, for

L

mest part, have to remain suject to the disadvantages and difficulties

of the mail-order system.



TABLE 20. COPARIS(N OF ENGLISH AND AFRIKAANS SCHOOIS:

POSSESS

TCN AND USE OF  THACHING AIDS (Q.II, p.3, Q.6)
' ' - C. would

ocls Predominant

Vol
<
[

English

ninant

Prad

Afrikaans Schools

use, if
Q. _ A.Possess B, Use availsble
- No. Teaciing Aids % Eng/Afr % Eng/Afr % Eng/Afr
(Zg) Cverhead projector .15/63 74/52 7/13
_I(30) Movie projector : . 74/35 71/26 c/24
S(3Dslide projector 71/42 72/40 13/21
b 32 Pilmstrip projector 56/29 54/25 15/24
| 34 Filmstrips ' 51/20 53/19 19/24
g |
& 35 Slides 46/19 51/24 22/34
37 Overhead transpavency- _ o | ‘
B maker . '53/35 54/38 22/25
(15)Sixes’ /Max.& Min,
- T thermometer 76/59 75/60 15/20
S ‘ .
é g@ Hyqrometer , TG/ 42 69/ 44 15/27
3 % J9 Barcmeter ‘ 54/34 54731 27/38
g &l 21 Anemaneter 25/10 21/ 9 41745
4-) * P . - .- .
A ‘@2) Raingauge 73/54 60/51 17/24
| 22 Stevenson screen’ 23/13 20/13 45746
g“ 4 Crtho-photes _ 21/10 18/11 38/44
ﬁ;f (5)Air photographs 78/60 /7L 15/21
b |(6)sterecscopes . 08/57 67/56 24/31
(24 wall diagrams/charts 32/ 7 32/ 7 17/24
¥ 25 Black demenstration glabe 27/35 25/33 27/32
o . _ _
i 14 Orrery to demonstrate
© movements in the solar o
L system : 13/21 12/24 45749
4 8 Opisometer for measuring
Y winding distances on N A o
maps 9/18 10/15 52/52
£ 11 Pantograph for reducing
61‘_ or enlarging macs 2/13 .. 2/12 51/45




The four alds possaessad and weed by a la_rger nutber of
Afrikasns than Baglish scheols are ranked low arongst the most used aids
(Table 10) but hidh amonost the most needsd aids (Teble 11). Both
language grouge feel equally strongly ebout using them if they were

available.
Textbodks (Q.ITI, p.4, 9:1-5)

Responses on- the use of texthooks show relatively strong
- differences in attitide ketween the twwo language groups as indicated in

Table 21.

TARLE 21. TREACHER PREFERENCE 1IN TEXTROK SETECTION
‘ (Q.17I, p.4, g.1-5)
Percentage of Respondants
inglish  Afrikaans
Departmental prescription of texts (g.l) 23 60

A hasic text to be used mainly or
exclusively (g.5) 24 67

Texts conforming, for exrmplé, to the
syllabus (g.3) - 61 84

Camlete freedow of choice of texts (¢.2) e 42
A variety of texts and resources {d.5) 76 31

The tablel indicates that Afrikaans teadhers léan heavily in
favour of a single basic textbook, departnentally prescribed and
canforming to the syl.]-éhufs. On the other hand, the English group
markedly prefer greater freedom of choice and exposure of their pupils

e

to a greater variety of texts and other rescurces.

Between 53 pearcent (for standard 6) and 65 percent (for
standard 10) of scheols use a single basic ’rﬁxt}:iook,” tl;ére being a
perfect bhalmoe between English and Afriksans schools. Teole 22
{overleaf) shows that, althoudh most school geography texts conforming
to the gylldsus are available in both languagec ; there is a tendzncy

for English respondents to prefer inglish authors and vice versa.
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FRCOTS QF THE FIEW™ . GEOGRAFHY .
" Fieldwork

Although difficulty in organizing fieldwork is the leading
factor limiting enjoyment of geograghy teaching for both language
- groups, more Afriksans (62 percent) than English (49 percent) teachers
stress it as a difficulty (Q.I; p.2, g.}4). Drawing w fieldwork
evercises is not an easy task without the necessary experience. Because
more than twice as many Afrikaans as English respondents teach in rural
areas, more Afrikaans ;L:ea'dqers have to attézrpt compilation of fieldwork
studies without the aid or stimulation of contact with their colleagues.
This increases their difficulties in camparison with their more

numerous metropolitan English counterparis.

Distinct differenoces between the two language groups are also
evident in the opinions expressed on the role of fisldwork in geography.
' Fieldwork is considered essential or highly desirable by 83 percent of
English teachers compared with only 63 percent of Afrikaans teachers,
of whom a relatively high 28 percent consider it of only moderate vaie
(Q.V.A, p.6, 9.1}, A contributory factor in the explanacion of this
difference is likely to be the method of conducting fieldwork cenerally
used by Afrikasns teachers. Only 44 percent of Afrikaans pupils
mainly in senior classes {(g.3) do fieldwoik assignments involving
answering questionnaires or worksheets camared with 6Y percent of
English pupils {g.2). The distinct differences ketween the two
language groups in the numbers of English as opposed to Afrikaans
teachers reqmr‘mq their pupils in fche various standaxds to do this tvpe

of fieldwork assignment is indicated in Table 23.

TABLE 23. TEACHERS STRUCTURING FIZIDHCRK AROWD A QUESTICHNATRE |
OR WORKSHEET, BY IANCUAGE MEDIUM (Q.V. 2, p.6, g.3)

Nurbers of Teachers

(o A
Standard Fnglish  Afrikasns
) 28 12
7 43 24
8 {0] 41
9 73 43
10 61 36

Totals 92 : 65C
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Similar differences, though not quite as merked, are eviden
with regard to the numbers of teachers reguiring pupils to undertake

independent individuel fieldwork studies as shown in Table 24,

TABIZ 24. TEACHERS FRQUIRING INDEPENDENT FIELDWORK STUDIES
BY PWPILIS, BY LANGUACE MEDIWM (Q.V.A, p.6, g.5)

Nuthers of Teachers

Standard eas
Standard Inglish  Afrikeans
6 57
7~ o . .19 14
8 24 16
g . 26 17
10 27 19

Totals: 44 34

Models (Q.V, B, p.7)

Th
the different medel types. Fully 89 percent of English teachers use

V)

two lanquage grovps also differ in their employment of

maps for most and wany aspecte of their work; whereas 75 percent of
Afrikasns teachers do; a further 23 percent use maps for only some
aspects of their gecgraphy teaching (g.l). = Whereas 55 percent oIf
English, compared with only 27 percent of Afrikaans teachers, use
synbolic models for some aspects of their work (g.5), fully 43 percent
of Afrikaans teachers never use symbolic models in coatrast with only
13 percent of English ‘teachers (¢.6). The fact that 85 percent of
Afrikasns respondents consiGar symbolic modals essential, very useful .
cor of some use, may suggest that many of the 43 percent who never use
them do not know enough about them (gq.7), and could therefore kenefit

from some training in their valve and use.
Simulations and Games (Q.V.C, p.8) -

Responses to questions on simulations and games acoentuate
the limited expcosure Afrikaans teachers have, partly as a rezult of
their isolaticn and language, to new developments in teaching.  Only
8 percent of them have used this new tedwnique in geograrhy teaching,
vhereas 25 percent of English teachers have tried it (Q.V.C, p.8, ¢.1).
The generally very limited uss of this technique (nc# being successfully

employed overseas; suggests that South African geography teachers
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of
film or videotare of the conduct and plarm.’mg of a simulation game

should be axpeeed to its advantages, rerhops thiough the madium

based on a local source,’
Prchlem Solving  (Q.V.F, p.1l1)

An aspect of the "new" geography more used by Afrikaans than
English teachers is problem solving and hypothesis testing, often
employed in oral form by 52 percent of Afrikaans conpared with only 29
percent of English teaders (Q.V.F, p.1ll, g.1). Whereas 57 percent of
English pupils are set. geograchic pravless to be solved using this
method alone, this occurs in the classroom of 70 percent of Afrikaans

respondents (q.2).
Sylisbuses (9. VI, pp.l12-14)

o ~ Not all schools use the syllebuses of ﬂelr respective
departments of education., - The majority of Black schocls indicats that
‘they follow the National Senior Certificate syllabus, while less than
half the Indian schools follow their oy syllebus, the majority using
- that of Natal, and others the Transvaal seyllabus. As a result of the
Joint Matriculation 3oard prescribing a core syliabus, however, the
content differences between departments ere small., Tabie 25 indicates
the nmrioem' and percentages of respondants using the different

syllsbuses bv language medium in rank order.

TABLE 25. SYLLABUSES FOLIOWED BY RESPONDENT SCHOOLS BY
IANGUAGE MEDITM (Q.VI, p.12, q.2)

Renk Eng. % Afr. % Total p s;onggnu
Cape 1. 29 10 .33 14 68 - 24.
Transvaal 2 18 o i 15 59 21
Natal 3 44 16 8 3 52 18
Crange Free State 4 4 1 21 8 25 9
National 5 8 5 14 5 22 8
Coloured Affsirs 5 8 3 14 5 22 8
Indien Affairs 7 16 6 - - 16 6
Joint Matriculation Board & 10 4 1 - 11 4
Black 9 3 1 e e 3L 1
' R Ao *
Totals 340 138 278 100

¥ . . . PR -
A few scheols are in transition from one syllabus to another, hence
the extra respondents.
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More Afrikaans- than !

English-sresking teachers ave familiar

with the syllabuses of the staplards 5«7, junicr s2condary cowrse, vwhereas

o0

the opposite is true of the stendards &-10 senior course (Q.VI, p.12, q.3).
The opinions of Afrikaans and English teachers on improving the
standards 8~10 higher grade syllabus differ (Q.VI, p.14, g.11). The
rejority of those who congider shortening the most needed iwtovement
are Afrikaans (57 percent) whereas the majority sugporting the second
and third ranked "new" geosrerhy alternabives -— (d) and (c) respectively
-~ ave English {38 parcent and 56 percant respectively).

Afrikadns teachers comprise 57 pérc:mt of those reasonably
satisfied that the contents of nresent syilabusas are highly relevant

to the needs of modern pupils, vhereas the majority (77 percent) of

pas

teachers considering modexn syllabuses as relevent to a limited extent

only, are English (g.14).

The questicn on the aims of geograply sylliabuszes in South
Africa (g.1) yielded inconclusive results.  In this discussion the
_writer takes a value stand which he thinks will accord with the values
of the majority of modern academic universily geographers. Oovious.y:

others with different values would inteipret the findings differently.

A study of the abbreviated aims in Table 26 (a) ~ (3}

(overleaf) will show that they can e divided into three groups:

Croup 1 - the logical and academic type aims embodied in letters
©) - (£);
Group 2 ~ the aims couched in emotive and value lenguage (g) = (i)s

GCrowp 3 —~ the practical/factuzl aims (a) and (3).

Frcm Teble 2€ it can be seen that the English-speaking teachers
consider that all the aims in Group 1, the logical academic type, shouvld
be the most important; i.e. be ranked 1 = 5 cn the A-List (shaded on
Table 26) — even the oxder of these five (c). ), (e), &) and (f) is
logical and possibly typical of modern academic rjaogifa;:hem. On the -
cther hand, Afrikaans speakers include (g), the cultivation of a lowe
of the subject, ranked thivd of the five mest important aims. This aim
the English accord seventh place anly. Both language groups are agreed
that the practical factual Group 3 ains (a) and (j) should ke at the

bottom of the List, with the emotive/value Grows 2 aims (g) = (i)
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béﬁrfeeti, when- cmsi-deﬁ;;g;g,ﬁqg : aJ.n's that should be paramoimt on the
A-List. . R '

When considering the B-List aims which are Stressed most in -
practice in South Africa today, both language groups elevate (j), the
preparation of pupils to achieve the best examination results,

Afrikaans support raises it from last to second rank while it is ranked
'fourth by the English. Ehghsh teachhrs consn.der that aim (a) ’ to give a
clear grasp of the bo@ of mportant facts about world geography, is
stressed so much in South Africa that it also joins the top five;

though the Afrikaans t'éa'ch.ers leave it in the same placs they put it

in the A-Idst ~ ninth, This corroborates a finding reported elsewhere
-~ that‘ South African geog?ra;hy education is too content~ and

| examination-orientated; consequently same of the admirable aims set

out in the syllabuses mav not bz 'fully' ‘realized as a resuit of the system
itself. This is self-defeating. Either the aims should be re-sssessed
and modified ci, if they are considered by those respons1ble 101 syllarus
construction to be satisfactory, the syllabuses .:hould be redes igned to

aconrd with their aims.

A most inportant dlm, parLJ.culdrly in mla tion to p’*eparaum
of pupils for wiversities, is (f), to equip pum.ls for self=-inquiry and
further study. The Englisi: teaciers put it fifth in their A-List, but
it drops overzll to seventh as a result of the Afrikaans teachers listing
it elghth only, behind the Group 2 emotive/values aims. " Both ]anq‘uage
groups rank it low on the B List SO that it appears last overall on the
‘B-List.

A correlation analysis made Spearman's Rank Correlation
coefficient for the correlation between English and Afrikéems respondents
on the A-List to bz 0,66. For the B-List 1:ho of 0,73 showed a stronger
correlation between English and Afrikaans respondents, There was far

less correlation between the A and B lists.

: The overall picture is considered reasconably satisfactory in
respéct of the A-list of aims that ‘should be most important in geography
teaching. There is general ‘agreevneht on the importance of Group 1
aims ) ~ (e), and sxfpporters of (f) are only a few less in nunber
than those for {g) and (h). ‘This means that South African pupils are



being taught by teachers who, in general, agr'—o with cantenporary aims.

It ig¢ unfortunate that there is not a closer correlation
“betwean the X and B lists, for the sing stressed in South African class—
rooms (the B-List), accord less witn the views of modern geographers.
This is :t%:ue, particularly as far as ths develcpment of the subject as
an academic discile_ne at university level is concerned. Teachers are
of the opinion that the educational authorities put great stress on (3)
the examination, and (é) the mastery and repetition of facts (neither of
which is stressed at wniversity lewel) at the expense of (f)  egquipping
the pupils for self-ingquiry and further study — a prime requisite at
wmiversity., Without students of geography trained to do individual
researdyr the discipline carnot develop in South Africa. The “knowledge
explosin” coupled with the increasing complexity and pace of modern
life means that greater accent will he placed in future on individual
to solve the myriad prcblems facing the human race — hence the
increasing need to encourage self-inquiry. Pupils also need
preparation for a future life of greater leisure time, Encouraging
self-ingquiry is one way of assisting them to use their leisure enjcdyably

and productively.

me Joint Matrlculauo*l Board (J.M.B. ) shoa]d reccn;u:bl the
examination b}/S’CL..m and typ° of quections set J_n geogra@nv and eva Luaua
them in the light of these findings. 1t also appears time for
education departments to re-evaluate their stand on the aims of education
in cereral and of cecgraty teaching in particular. -As they ave
- concerned primarily with mass education for the whole populiation,
education department aims for geography teaching need not be the same
as the J.M.B. aims which are orientated to maintaining wniversity
entrance standards. ‘The "nsw" geography trend away fraom factual
knowledge to conceptual knowledge should be given more consideration in:
Sbut.h African school geography. Syllabuses, examinaticns and the
approach to geography should be kept up to date to ensure that syllabuses

fulfil the aims specified in the prearples.
Final Evaluation (Q.VII, p.l15)
English-soeaking tean ers formed 69 percent of these who

considexr themselves as effective at geography teaching as they could

be (q.1). But it is the English teachers who consider a concentrated



refresher course or a peviod of study leave more important in improving

£z

their teaching than the Afrikaans teachers do {¢.2). On the other hend,
Lfrikasns teachers form the majority of thoge who consider the need of
more teaching aids and tha abolition of the external examination system

as effective Ways of helping to improve thelir teaching.

Pcrhaps the underlying difference between Afrikzans and
Fnglish teachers is signified by the fact that the majority of those
classifying thewselves as conventional are Afrikaans, while the
majority regarding themscives as modern end dynamic are English (g.3).
Nevertheless, the survey findings indicate “‘that most differences
between the languege groups are relatively small and that teschers 4o
not differ a great deal over thzs whole spactruw. |

C, THE EXIENT OF THE “NEWY GEOGRAFHY IN SOUTH AFRICAN HIGH SCHOOL
TEACHING ‘

Bearing the Teaching Strategies model in Figwe 11 in mind,

3 11

this section of the report will attempt to portray the extent of “new
geography in South African hich school teaching., Tt will discuss the

alms of; and attitudes towards, geography teaching, syllabuses and other
aspects of the informaticn dhtainad fram the 1977 survey not dealt with
previously. It will conclude by discussing fesouroes for lealﬁjng and

the survey findings on examinatiois.
Aims and (biectives

_ The fairly high degree of consensus amongst respondents on
Grovp 1 aims (Teble 26) being those that South African teachers should
be striving towards in their geograpn 7 teaching, accords well for the
future develcpment ¢f the "new" gecx;raphj;u These are the aims, from
the list supplied, thidl_ modern geu_:fraphe:z:s would be likely to choose
as ceing most important. Unfortwnately the aims that respondents
consider are stressed in thes South Africsn geographic education system
are not in as close accordance with the "new" ceogrephy. In fact, -
the "new" geography developad 'part].y as a reaction to the aims of Group
3, ranked third &and sixth dn the B-List (Table 26). Notwithstanding
this, respondesnts consider that tne South African geograghy education
system does stress four of the Grous 1 aims. There is also some

evidence suggesting a dowmngrading of the imporitance of the examinatiom
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system upcn which ainm (3} (ranked third on the B~IList) depends. Bt
present an e;@or‘lmenf is being conducted, exempting cr partially
exempting sae sixty schools J.I’l the Care and Transvaal fram having
to.\«vrite the piblic exzmination. If the experiment provides evidence
for its extension tc include a greatexr numer of schools, it may result
in South African education beconing less examination—orientated, so
that aim (3) may fall in importance. New metheds using the irguiry
approach could result in the elevation of aim (f), equipping pupils for
self-ingquiry and furthér‘ study. This could result in aim (f) taking
its place alongside the other Group 1 aims concomitant with the "new"
geography in the B~IList of aims stressed in South African teaching.

There is no reason, under present conditions, why the "new®
geography should not be applied in South African high schools. In
fact the survey shows it is being used in some classrcoms. The

"new" geography does not, of itself, cornflict with the core sylisbus
e e e et e el . o e e e

whidh is largely drawn up and controlled by the J.M.BE. This control
is perhaps wmfortunate, for it means that a wniversity-orientated
body, interested in preparing students for entrance to university,

dacidas on syllabusas for the education of the masses, a small
\’—_— .

——— = ey

percentage of whom will attend wniversity. There is much to be said
[

in favour of the British two-tiered system of education where the
university entrance authorities only control syllabuses for a relatively
small mumber cf A-level pupils. It allows the mass of the populace

to kenefit from a less academic, perhaps more relevant, O-level
education, before going out into the world to make a living. The
-Scuth African differentiated system has similar mass education cbjectives
to the British O-lewel system, but these cannot be realized while it

is an academic straight~jacked prescribed by J.M.B. control.

In the present situation, it would perhaps be true to say
that the Scuth African education system doss not prevent the “new"
geography approach, but alloss its development rather than encouraging
it. Certaindy, many aspects of the "new" geogrsphy may bz used
within the fremewoisk of the present system and syllabuses. The need
for fairly strict adherence to the core syllabus necessitated by the
public examination system, and the tendency for South African geography
teachers to depend on the textbodk and follow tradition, teaching as
they were taught, militates against repid change to the "new" gecgraphy

- in South Africa.
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Syllabus Modificaticn

'I‘hefe are en‘coufard_ng signs of surport for aspects of the
"new" geograrhy in the recommendations fox mprove:rpnu: in the various
geography syllabuses advocated by the majority of respondents to the
1877 swvey.

This support for the "new" geography is most strongly shown
where the pressure of the public examinaticn is least felt, in the
junior secondary course of geography for standards 5 to 7. In .contrest
with the senior course where shortening is 'the most strongly advocated '
change to the syllabus, and despite the fact that only 44 percent of
respondents camplete the junior syllabus each year (Q.VI, p.13, q.7) ; a
shortening of the syllédus is only the fourth priority for its
improvement (Q.VI, p.l4, g.13). All thuee alternatives for improvement
of the syllzbus ranked shead of this one (shortenmq) are stlongly

';rlentated to the "new" oeoorapby._

Although 29 percent of teachers are satisfied and anothe 6L
- percent are fairly satisfied with the content of the standards 5 = 7
syilab‘ué; the mjdfity" felt that it could be 'impinved. Fully 72 percent
of respondents advocate the changes contained in Table 27.

TABLE 27. MODIFICATIONS ADVOCATED FCR THE STANDARDS 5-7 -
SYLIABUS, RANKED (Q.VI, p.14,q.13)

(Percentages based on the 197 who responded to the
question though sare chose two or three alternatives)

Rank Llﬁﬁgr Abbreviated modification” 8
1 b) Iess regicnal gecgraphy, more case studies 50
2 (o) Redesigned “new" geogropl'* y course similar

' to 0.G.P.- 41
(d) " South Africen equivalent of G.Y.S.L. ' 29
4 (a) Shortening, e.g. geomorphology left out 25
*

N.B. These modifications have been abbreviated, so that the
tabie should be used in conjuiction with p.14 of the
questionnaire. ‘

The fact that a course modeliled on the 0.G.P. met with the

support of more than mo-l'lfths of the respondents is encouraging for



the developrent of the "new® ggogi‘aphy in South Afirica, because the
C.G.P. is strongly origtated; tovards “the rvhilosophy and methods of
"new" geography. That so many teachers are prepared to support a
break with the past when the publication itself has only been in

circulation for a few years, speaks welil for its quality and for the

- ———————— g

open-minded judgem=nt of gecgraphy teachers cpting for this alternative. -
By so doing they belie the traditional cinssivativism of the teaching
body.

Althouch only 7 percent of teachers are not at all satisfied
with the content of the higher grade svllabus in standards 8 - 10
Q.VI, v.13, g.10), 53 percent cansider that there should be gfeater
differentiaticn in content ani standard between the present higher
grade (H.G.) and standard grade (DG\ syllebuses (g.8) (35 percent
of respondents disagree and 12 percent are uwnsure ). The medifications
which 68 percent of respondents would like to see imolemented in S.G.

syllabuses are indicated ir abbreviated fom in Table 28.

TABLE 28, MODIFICATIONS ADVOCATED FOR THE 5.G. STANDARDS 8 - 1D
SYLLABUS, RANIED (Q.VI; p.l3; 9.9)

(Percentages are kased con the 124 who responded to
the question though sane cicse two or three

altermatives)
Rank ﬁbtgr Abbreviated M'J,c't'-.fications‘:’se %
{a) Shortening 6l
2 (c) Shortening, but more application of “new"
geography ‘ 47
() less . factual, more conceptual geography : 45
(@) . A different specifically S.G. syllabus. orientated
to creating attitudes and valuss by the study
of current events and world prdolemws 37 .
5 {e) More regional geograghy - 18

N.B. These mcdifications have been abbroviated, so that the
table should be used in conjuncticn with p.13 of the
guesticnnaire. :

‘he most strongly supported change advocated for H.G. and
S5.G. in standards 8 -~ 10 is a shortening of the syliebus, but there is
strcag support for the alternatives incorporating wore of the "newr’

gecgrarhy for both grades.
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Althouch 23 percent of teachers are satisfied and & fw:th,er &4
peraent are fairly setisfied mtnt‘va corizent of the H.G, syllabus for
standards 8 - 30 {Q.VI, p,i'..B ¢ G.10), 78 percant of respondents feel
that the changes summarised in Table 29 would inprove it. .
TARIE 29, MODIFICATIONS ADVOCATED FOR THE H.G. STANDARDS
8 = 10 SYLiA3US, RANKFD (D.VI, p.ld4, g.ll)
(Percentages based on the 211 who responded to
the guestion, though some chose two or three
altematives)
ank iﬁtvgr Aebreviated modj_fi_cationsJeS %
(a) Shortening ' 53
2 (d) Shortening but more application of "new"
geography , 51
3 (c) Iess factual, more conceptual geography 38 -
(e) = Study of current. e\r?,nfs to create attitudes 7
- and values : _ 26
5 (b) More regicnal geography, more comtries - . 14

i
..>¥ o . ) R 4 N
N.B. These modifications have been abbreviated so that the
table should be used in canjunction with p.l4 of the
guestionnaire. '

It is interesting to note that some aspects of these alternatives
wers included in the H.S.R.C. recomendaticns a decade age. - The 1266

findings shcied that . o - -

»

¥, « . 2pplied political geography with the accent on
interpretation of current world problems, and the relaticn
between international comerce and political affairs, and
the supply of food throughout the world, should be added
to the syllsbus as topics”.

 Support varied from 52 percent to 93 pércent among provinces

(Ccnc‘:‘.enssed Fnglish Report, p.9).  ILitltle evidence of the implementatim
of these recommendations is discernible in present syllabuses. It is
to be hopad that more notice of teacher opinion in 1977 will be taken
by syllabus coowpilers, than sppears to have bpeen accorded the 1966
recomendations. Nevertheless, it spesks well for the compilers of
the naw differentiated syllsbuses that 86 percent of teadiers regard
present syllabus content as reasondhly relevani: to the needs of the

modern puoil (O.VE; p.15, g.14).
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OTHER FACETS OF THE "NEW" GEOGR \PHY

From a comparison of the information in Table 1 with the 1977
findings, it appsars that less-use is made in South Africa of models,
simlations, games and statistical and guantitative methods than was
done in the United Kingdom at the beginning of the decade. The local
situation is improving -- the H.S.R.C. Report presents little evidence

of the use of these facets of the "new" geography a decade ago.
Moézls (Q.V B, p.7)

TABIE 30. TEACHER USE OF MODELS IN GIOGRAPHY

Percentages using di.fferent 'i:vpes of models: USuailly; Often Seldom HNever
Maps {(g.1) 48 34 17 -
Iconic models (q.2) 16 40 3L 13
Tconic models constructed by teadier (¢.3) s 15 39 - 27
Iconic mdels constructed by puplls (1. 4) 6 14 41 3°
Svribolic 'nor*eis (q.5) : 9 41 22 28
. . T . .. Very Some Little
Teacher opinion cn theixr use (q,6) : Essential .= Uea  Use
Tconic models ' 41 36 21 2
oymsolic models . 23 33 36 1c

Maps have always been Lield to be “the chief tool in ths trals’
the geographer, yet 17 percent of respondents indicate that they are used .
for only some aspects of their work. Maps of all types (atlas, sketch
and topographic) are used by €2 percant of pupils for most or meny aspects

f their work (q.l).

o«

Symbolic models are seldom or nsver used by half the teachers

n

and a further 41 percent use them for only some aspects of the work,
leaving & mere 9 percent who use them for most aspscts of geography
(g.8). fet, strengely, 90 percant consider symbolic models useful
(g.6). v syibolic nodels should nct. be used more is not *lear,"chougm

it may be that half the teachers have insufficient knOw_Ledge cof them.

Tconic models ave seldom or never used productively by 44

percent of teachers (q 2) despite the fact that, for instance, reliefl

model-making is a most useful exercise particularly for arti stic or
dextrous puplis. In caly 20 perosnt of schools do pupils build iomic

models often or usually, thougm they are cccasionally bullt in ancther

-

43 percent of schools (g.4). This leaves 39 percent of schcdls where
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iccnic models are unknown wal c"h considering how useful they can be in
illustrating the cancents of CO"l‘LOd_C' cxrcxvlng, is a most disquieting
‘aituation.: - It is swprising, remenbering the pressure of time on
most teachers, that nearly three-quarters of them build iconic models

themselves, even if over half of them do so but seldom (q.3).

The value of all types of models to good geography teaching
should be strongly enphasized at every opportunity, e.g. refresher

courses, if increasing use of these a.ldo is to be encouraged.

Simulations and Games (Q.V.C, p.8)

The overwhelming rojority of South African geography teachers:

have newer used simulations or gam=‘<‘ in their teaching. This can be
ascribed to the relatively short time that such devices have been in
general use, even overseas, and to the fact thac very little developmant
of this sophisticated teaching strategy has sc far taken place in thds

countyy.

Unly one respondent. uses simulations and games often while

11 percent have used them afw times (g.1). A further 6 percent have

;..—i

used them nce caly. Of the 17 percent of teachers who have uced games

at all, abcut half used games oevemped by others, while 60 percent
{(percentages calculated on the base of the 45 respondents who have

used simulations and games), developed them themselves (g.2). The

games which have bean used were half competitive and half nen-competitive

(g.3). The vast majority (87 percent) were group ganes, only 2°
percent being dealgned to be used by the individual (q.4).

Despite the small mmber of respondents who have actually
used simulations and games, 41 percent of the 231 respondent teachers
imndicate they are certainly or ‘prcbably worth the extra time they
usually involve, considermg the diverse benefits often gained by
participants. These include interaction through role-playing, the
appreciation of difficulties involved in resl-life decisicon-meking
and personal involvement in dgeographic orchlams. A further 37 percent
were wncertain whether it was worthwnile spending extra time on |
simulations, leaving less than a quarter of respondents doubtful apout,
or definitely against, doing S0 (g.5}. This is encouraging for the

future use of simulations and games in South: Africa.
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Of the re.aponcwn‘““ who do not generally use simulations or
games, 45 percent would like to, but feel that the syllabus dees not
permit enough time for their use. Another 14 percent of teachers
would like to use simuiation games, but do not know how to begin.
Nearly a third of teachers (32 parcent) indicate that they do not
know encugh abcut games or their value (g.6). Perhaps the answer to
this difficulty is for a South African film to be made showing the
advantages to be gained from simulaticnc and games, how they operate
and how they can he developed by the teacher. - There are sufficient
South Africans with the knowledge and ewperience to be able to
produoe a successful and informative film on the subject, and in this
way, t©o disseminate the knowvledge and the value Qf this aspect of the

“new" geography.

Statistical and Quantitative Methods (Q.V.E, p.10)

——

Tt is important when interpreting the data on statistical amd
quantitative methods to bear in mind the disparity between the nunbers
-of teachers who answered the questions about the traditicnal graphs,
histcgrams, etc. (the numder of respondents ranged from 22C to 259,
i.e, 81 percent to 9% percent of all respondents) and the very mx
smaller nunber who responded to the quastions on the more recently
emploved scatter graphs, rank correlations, etc. where nunbers veried
from 130 to 208, i.e. 48 percent to 77 perccnt of all respondents.

In other woros the percentages regarding the questions on the latter
groxp of statistical techniques are based largely on answers from only
50 = 60 percent of the total number of respondents. It couid be
asswoad that the rest of the respondents know little about modern
statistical techniques, and therefore do not use them at all. (To
erfphasize the contrast between the use of the traditional and modemm
statistical techniques, the pelcenta,des meferring to the latter will,
in certain circomstances, be i nserted in square brackets [ _/ beside

the percentzges appertaining to the traditional techniques.)

it is surprising that 10 vercent of teachers indicate that
(they never use even the traditional. graghs or histograms (g.1l), for

1

’it i difficult to understand how the supbject can be taught effectively
without at ieast the aid of some statistics. It is not wnmexpected
that the nurser of teachers who never make use of guantitative

tedhriques such as scatter grephs and rank . correlations is as high as
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41 percent of the 2086 respondents to the question, given the generally

congservative nacure of teachers.

Table 31 shows that of the 90 porcent /58 percent/ of
respondents who do use the traditional [fﬂoderp] statistical methods}
labout half (48 percent) [52 peroeng‘ do not require their pupils to
lv“collect the data themselves » while only 11 percent ZZ perceng of
respcndents often require pupils to collect the data themselves (g.2).

Although nearly half (46 pércent.) of the pupils plot or work with the
traditional type data often ly themselves, only a fifth (21 percent)
do so with the modern statistical methods (9.3), though 38 percent of
pupils do occasionally work alone with both types of statistical
methods (g.3). Most teachers consider that the majority of their
pupils enioy working with statistics, though over a fifth (22 percent)
are unsure with regard to the trafiitional type and nearly a third

(31 percent) -are unsure with regard to the modern statistical methods
(.4). A further 5 percent do not think d.eir pupils enjoy working
with traditional, while 16 percoent do not consider their pupils enjcy
.woi“king with the modern statisticel techniques. Teachers agree that
their pupils cannct be relied upcn to draw independent accurate
conclusions from either of the two types of statistical representations
(g.5). But, with a little help, 45 parcent may be able to if dzaling
with the traditional, though this figure drops to 31 percent when
considering the modern methods. ' For the rost, it is a case of som
pupils being able to memage, but not others (41 percent) _/_ZS peroenj] P
while only 2 percent [l"Z percen1:7 can never Amanage to drow accurate

conclusions at all (see Table 31 overleaf).

Despite these rather low percentages almost 80 perosnt of
teachers consider the traditional, and 62 percent consider the mcdern
tecmigues to be effective aids ‘J'_D;‘ geography teac:hing., while a further
12 peroent and 26 peroent J:_t—:s;iectively are unsure (g.6). Furthermore,
89 pzroent of teachers consider the traditional, and 78 percent the
modzrn tedmigues sometimes useful or essential, with a further 8 percent

/X8 percent/ being wncertain(q.7).

This suggests an Cpen-mindedness which could assist teachers
to mester the modern statistical technigues at departmental inservice
courses run by the wiiversities or at Teachers' Centres. Sixty~four

respondents feel the need for sudh courses by indicating that they know
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little about the use of statistical and guantitative methods. Nearly
twice as many complain of the lack of time cor that their pupils are
non-mathematical and do not m3_<f1'erstarzd the notation used With

. statistical methods. Certainly, for sane individuals, there is a
mental block against the subject which is extremely difficult to
overcone (Q.V.F, p.1ll, g.7).

The unsatisfactory ovérall situation in South Africa concarning
these facets of the "new" geography is not without hope.  Responses
indicate ;h‘_eﬁ:_art least a quarter, and often consa_derably more, of
teachers are using n modenl statistical te::rm:l.ques, having been trained
in their use at university during this decade. It can be concluded -
‘then, that, although.these aspects of the "new" geography are.not -
effectively or often used by the majority cf teachers, there is a large
encugh group using the current trend to ensure that the "new" geography
does make its presence felt. dut ruch more training i s: ﬁe_s;gr‘ft_fa'l if
South African geography teachers are to realize fully the potential

for effective, stimulating teaching.
RESOURCES FOR IEARNING

- Resources have always been important in effettive geography
teaching, but with the "new" geography approach they have become
essential. - The effective teacher needs to bring the earth into the
classroom, where most teaching must, of necessity, take place. This
may be more easily and effectiVély achieved by the good teacher with
the aid of an ever—increasing range of resources. A wide variety is
needed to cater effectively for the wide range of personalities the
teacher is atterpting to stimulate. ILearning takes place most rapidly,
productively and beneficially when the pupil is interested and regards
the process positively. Interest is stimulated by appeal teo auditory
and visual senses, pa.rticularl;} the latter; a variety of stimuli
should generate interesf, and thus a positive attitude from all pupils
tm_za;ds the subject. Effective learning is largely 'dependent on
pupil attitude which, in turn,; is dependent upon geography - teachers

and their use of resources.

Geography . teaching would not nscessarily be dramatically
improved if a wide range of rescurces was available in all schools,

for the resources in thamselves do not make for better teaching.

La



Rather, resources enable the well-prepared teacher to make lessons more
realistic, mzaningful and understandable to a class. Resources such
ag films, filmstrips, slides, photographs, (obligue, air and ortho-)
atlases, maps, wall diagrams and models can also be of considerable
benefit if used hy the pupil in conjunction with the inguiry method for

discovery learning.

Came of the resources have alréady been discussed in this
report.. Others, arising cut of the investigation, require amplification.
Library resource material is of prime importance if discovery
. learning is to take place. It should be as easily and as often
accessible as possible. Ideally, the geography room itself should
house resources for ready reference. These materials may include a
comprehensive encyclopaedia, geographic dictionaries, a broad range.

of atlases, statistical data sources and pariodicals.

A wealth bf useful illustrative geograchical material is
available from the periodicals listed in Table 19 (p.992.) The two most
popular magazines contain up~ito-~date articles presented in an
interesting, concise and easily readable form appealing to pupils.

The two Sovth African journals, next in rank, sanetimes have articles
on geography teaching while other articles enable pupils to keep abreast
of current developments of interest to them in South African-secgraphy.
Geography, to which only 6 percent of respondents subscribe, has useful
articles catering for a wide renge of geographical interest and is
‘perhaps more readable by pupils than many other geographic journals.
Teaching Geograpghy and the Journal of Geography are respectively the

British and American periodicals catering particularly for teachers.

- They contain mmerous excellent articles on new approaches and teaching
methods, with examples which sometimes imay be directly applicable in -
South African classrooms. In addition to these, there are numerous
other periodicals which occasicnally produce excellent articles of &
geographic nature. All staff members could be asked to look ocut for

these so that photostat copies may be made for the geography library.

Much of this type of material con be reproduced in transparency
form for use with the overhead projector. Many teachers are now
building up a library of useful resource materials including statistical

tables, graphs, sketch waps, diagrams, drawings, models, tests and
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examination guestions dmtras mpdr&,”‘er"'IOl’I‘h These can be easily .

stored and, through an effective indexing f«*yst_em, located for immediate

use when raquired. Preparation is fa ].”1}, ~consuning and to avoid
\d lication of time and effort, some scheols build up a denart:mental set

which ie available to all ceography teachers when reguired.
PNy

The 1977 findings indicate that only lmited use is being made.
by about a third of schools (Q.,“ r D3, 9.6), of excellent audio-visual
resource material available in the form of films, fiimstrips and folios

"of glides, despite the annual grantc allotted by departments of

[\ education.  South African distributors offer cnly a limited range of

the audio~visual materials available overseas. This partially explains .
the situation indicated in Table 10 (page 124). Other contributory
factors inmiude: inaccessibility resulting from materials being
available only in the largest metropclitan regions: the expense of the
imported articles and the fact that they are often foreign-orientated
There iz a need for some local geography group to compile more relevant
geocrarhical slide collections which can be cheaply duplicated and made
available tc schools. But the uniformly low percentages in the last
colum (B + C) in Table 10, for episcopes, film and filmstrip
projectors, slides ard filmstrips, suggesc that between a half and a
third of teachers would not use these aids, even if availsble. This
suggests that teachers may be unaware of the benefit which audic-visual
aids can be to pupils if properly used. Thare thus seems to be a

need to stress the advantages of these techniques.

Ortho-photos and opisameters are inexpensive and fairly new -
but little known teaching ai do, which may be easily and conveniently
used. 2An enlarged air photo of their home area is more easily
Yecognisable to voung pupils than an abstract map. _When they see the
contour lines placed on the ortho-photo, close together where familiar
steen slopes ccour and far apaict on the flatter land, pupils should
grasp the contour concept of showing relief more easily. An opisomster
can measure real distances on maps far more rapidly and accurately than
by using a piaca of string., Raaeding the distance on the dial also

gives practice in differentiatinq betwesn the most conmon scales used

l on topographic maps, for most opisometers have a variety of scales on
their dialis.

cane teaching alds are more casily acquired than many teachers
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oL

Aid

Gldbes (of any type)

Atlases '

Topographic maps

Wall maps (continents)

Air photos

0.H.P. transparencies

Physical gldoe .

Max. & Min. thermometer

Overhead projector

Stereoscopes

Hygrameter

Slide projector

Rain gauge

Political globe

Movie projector

0.H.P. transparency-
maker

Barameter

Filmstrip projectar

Magnetic compass.

Slides '

Filmstrips

Black demonstration
glcbe . ,

Wall diagrams/charts

Camera for taking slides 24

Thermograph .

Electronic pocket
calculator '

Orrery

Stevenson screen - ¢

Anemameter

Barograph

Orthophotos

Relief models

Opisareters

‘Episcope

A
Possessed
1977 1966
Rank No. % %
1 22081 87
2 21880 76
3 20876 19
4 20375 80
6 188 69 7
5 201 74
6 188 69
9 184 68 24
8 187 69
11 169 62
13 152 56 24
12 15457 50
10 173 64
15 145 53
14 148 54 31
16 120 44
17 119 44 32
18 116 42
19 108 40 22
21 89 33
20 97 36
22 8431
23 542 22
51 19 ’
29 4316
25 50 18
27 4717
25 4817 7
27 4717 4
32 3914
31 4115
3 3513 10
33 36 13
43 16 . 24

(Source: HRSC

GEOGRAPHY TEACHING AIDS 1966 AND 1977 COMPARED

(Ranked in arder fram most used) (Q.II,p.3,9.6)

B .
Used

1977

Rank No. %

Co~Noauswh -

16
17
18
18
20
21

22
23
24
25

26
26
28
29
29
31

- 31
33
34

230 @5
228 8%
224 82
206 76
204 75
200 74
194 71

184 68

171 63
167 61
154 57
152 58
151 56
147 54

133 @

125 46
115 @2
107 39
107 39
102 38

98 36 .

80 29
5319
52 19
51 18

49 18
49 18

44 - 19
41

41 15

40 15

40 35
34 13

30

1966
%

98

I»
w

I

lu»a>qro
g H] el

-110

Report p.144)

40
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C

Would be used,
if available
1977 B+ C
No. % %
35 13 97
37 14 96
46 17 93
48 18 93
38 14 88
31 11 82
46 17 85
27 10 73
74 27 .88
57 21 78
45 17 73
56 21 77
34 13 67
44 16 65
64 24 70
88 32 74

- 54 20  59.
101 37 76
76 28 64
72 26 62
81 30 59
58 21 40
109 40 59
111 41 59
81 30 ‘48
128 47 65
123 45 6l
117 43 . 58
111 41 . 56
112 41 56
136 50 65
142 52 65
51
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TABIE 11:
No. in Aid
Qn
8 Opisaneter )
41 Relief Models
42 Soil-testing kit
40  Model-making facilities
11 Pantograph .
43 Mineral-testing kit
14 Orrery
12 Clincmeter
23 Stevenson screen
10 Plane table
21 Anermometer
44 Sandtray
4 Ortho-photos
13 Sextant
16 Thermograph
20 Barograph
18 Hygrograph
33 .Episcope
39 Camera for tak:mg slldes
9 Alldade
7 Magnetic campass
28 Apparatus to 111ustrate map
' projections
19 Baroneter
25 - Black demonstration gldbe
38 Electronlc pockat calculator
26  Slides
6. Stereoscopes
34 - Filmstrips
37. ~O.H.P. Transparency—naker
24 Wall dlagrams/charts
17 = Hygrometer :
22  Rain gauge
32

Filmstrip projector

Would use,
if available
Rank No. &

1 142 52
2° 136 50
3 133 49
3133 49
‘5 131 49
6 130 48
7 128 47
8 123 45
8 123 45

10 118 43

11 117 43

12 114 42

13 112 41

14 111 41

14 111 41
14 111 41

17 110 40

17 110 40

19 109 40

20 104 38

21 101 37

22 96 35

23 88 32

24 81 30

24 81 30

26 76 28

27 - 74 27

28 72 26

29 64 24

30. 58 21

31 57 21

32 56 21

33

-54

20

125.

MOST-NEEDED GEOGRAPHY TEACHING AIDS 1977 (Q.II,p.3,4.6)

. Comments

Inexpensive to buy

Pupils can make them

Simple kit available fram
science laboratory

Many schools have metalwork/
-woodwark facilities

Simple kit available fram
science laboratory

Pupils can make simple one

Pupils can nake simple one
Cheaply available, mainly of

of large urban areas but
coverage is expanding rapidly

Many pupils & teachers have
their own

Ine;@ehsivé to buy

Fairly easy to construct at
school

Many pupils & teachers have

their own

vMany teachers & pupils: have

- their own

Many teachers make their own
Many teachers meke their own

Inexpensive to bﬁy plasfic on;eb
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sean to think: asg indicated in the comment cclumn in Table 11 (page 125j.
Three of the.items respondents indicate are most needed are simple enough
for even  pupils to make. They are relief models, anemcmeters and
clinoreters (see J. Rummings Mske znd Use Models, 1. Wind and Rain,
and 2. Sun ana Shadow, University of Ilondon, 1964). Certainly many
of the 44 percent of schools which indicate that they would use model-
making facilitieg, have them available in *heir woodwork or metalwork
roons. - Teachers and pupils in many schools possess pocket calculators,
and cameras for taking their own slides. These may be put to
geoyraphic use, as thev are in soame schools. Inexpansive lens adaptor
rings may be fitted to 35mm S.L.R. cameras enabling close-up photographs
or slides of pictures to l»e taken from books. It is also relatively
easy to construct an apparatus for illustrating how the differences in
the three main grouws of map projections are dotained. The graticule
of the glodse is diawn on an ordinary round-bottomed flask. VWhen a
light is inserted into the flask clamped upside down in a retort stand,
the graticule will be represented amazingly accurately on & good
translucent map-overlay-paper cylinder, cone or plane surface held in

contact with the flask at the appropriate place.

These are but a few of the more vseful aids to which modern
t'%ar:hers heve relatively easy access and it is to be hoped that teachers
will encourage their pupils to construct easily made aids. The most »
likely way of uaking teachexrs aware of them and other resources is
through their inclusion in refresher courses. Individual teachers
may also share their experiences in the construction and use of
learning resource materials at geography teacher group meetings and
workshops held under the auspices of Teachers' Centres or Teachers'

Associations.

Hopefully the ;i.mprovaﬁent in Su.pplying schools with teaching
aids which has occurred over the last decade will continue. The need
is obvious from Table 11. According to tie 1977 survey no less than
87 percent of respondents consider education departments responsible
for providing necessary resources for learning, while 10 percent are
uncerctain about this Q.. D, p.9, g.6). Thuss it appears that
improvement in this asvect of gecgraphy teaching is felt to be the
respongibility of departuents of education. According to two-thirds
of the vrespondents, the raquirements most needed are: first, a great

rmany more teaching aids (most important to 68 percent of teachers) and
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second, a properly equipped geography voum -(important to 63 percent of
teachers) (Q.VIT, p.15, ¢.2).. The third ranked reguirement ties these
two together, for 45 parcent of teachers consider that they need to be
less invelved in other school activities such as sport and general
administration. This would enable them to organize, arrange, classify
anc catalogue tlieir geogrephy resources and prepare to use the "new™

- geography approach effectively in their teaching.
EXAMINATIONS . (Q.TV, p.5, g.1-9)

No other aspect of the survey exhibits such a consistently
high degree of conicurrence from respondents as the answers on examinations.
Examinations play a vital role in evaluation of the pupil, the teacher,
the syllabus zudd the education system in general. The responses to
the statements about examination systems indicate vitally importent
information sbout the extent of the "new" gecgraphy in the country and
the directions which teachers consider South African school geography
should take. Education departments and the J.M.B. should find the

information useful.

Almost all teachers responded o the statements about
erxaminaticns — 263 of the 270 respondents being the lowest rmber
of responses to a statement. Their answers strongly support the
implerentation of the "new" geography philosophy and approaches
through the examination system. (Fully 81 nercent of respondents
agree that the form of the final examination and the type of question
‘set should be used as the best way of implementing the aims of a new
geography syllabus (g.6).) The overwhelming support for the
statements (more than 80 percent cof respondents are in agreement with
them) is encouraging. The dissemination of "new" geography approaches
would probably be most effectively pramoted by the implementation in
the local examination system of the ideas contained in some of these
statements. There is ample evidence for this in the findings.

A remarkably high %4 percent of teachers agree that the
ezxaminer should guide teachers towards using aspects of "new" geography
such as the inquiry-nethed of teaching, hypothesis-testing techniques
and enccuraging critical evaluation in pupdls by setting some of the
type of questicns requiring these abilities in the final examination

o

(3.8). The same nuaber {24 percent) of teachers also agree that the

y
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aim of the final examination should NOT be to find cut how much of the
syllabus content the pupil-kaows, but how he can use the geographic
facts, techniques and processes of critical thought he has learnt, to

express himself effectively in concise, lucid geogrephic terms (g.5).

Ninety-four percent of teachers agree that, when a new syllabus
is introduced, a sample examination paper chould be circulated with it to
'guide teachers in their interpretation of the syliebus (gﬂ7) . The
need for this is emphasized by the opinion of 85 percent of teachers
vho agree thiat the type and standard of geography teaching is determined
largely by the type of guestion set and the standard of marking in the
final examination (g.3). Furthermore, 88 percent cf teachers agree
that the examiner can indireci:ly influence the pupil's enjoyment of
geography -and the benefit he dbtains from its study (g.2). No fewer
than: §7 percent of teachers ﬁagree that less stress should be put on
the final exarination by allotting a percentage of the final mark to
projects and the year's work (q.9). This would be in accordance with
nodern trerds. | L
It is interesting to note that only 7 percent of teachers
indicace that the examination has little or no effect on their
- geography teaching methods, 34 pércent that the examination has same
effect, and another 34 percent that the examination affects their
geography teaching methods strongly. For the remaining 25 percent
of teachers the final examination largely determines their geography

teaching methods (q.1).

Tt seems therefore to be of the utmost importance that the
J.M.B. and education departments should move away (as for instance was
envisaged from 1979 in the Cape Department’s exempted and partially
exempted schools) from the presant total dependence on the final
examination towards giving much greater weight to project and other
work completed during the year.  Practical work cannot be effectively
evaluated under public evzmination conditions, but should be an
intf—:gral and vital part in the syllabus, carrying its due weight in
the final mark for assessing a candidate's progress in the subject.
This could he adequately achieved by practical testing conducted at

convenient times and locations in the nonmal school programme.
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It is wital, if the J.M.B. and education departments desire

Seuth African geogrephy teaching te develop and modermize, that they
appoint examincrs and moderators familiar with the philosophy and

methods of the "new™ geography, for experience has shown everywhere
how important e part the examination can play in determining the type

of teaching practised in the classroom.
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CHAPTER VI
CONCILISTONS ZND RECOMMENDATIONS

The findings of the 19'7'7 survey reported in this thesis are
neither definitive nor official.. As indicated, the survey was not
conducted under the auspices of any official bodies. It nevertheless
yielded -findings significant for geography teaching in South African

high gchools.,

The survey includes responses firom 3¢ percent of senior
gecgraphy teachers of all race groups in 750 South African high schools
offering geograchy to matricnlation level., As accurately as could be
ascertained this is the universe of Scouth African schools offering
gecgraphy for matriculation. Despite numerous sources of bias inherent
in a return of that size and nature, it is suggested that the findings

are; within acoeptable limits, representative of the universe of South

African nigh school geography teachers. nclusions that may be drawn

fram the study therefore provide an indication of current teacher-body
opinion. Tt is hoped that the conclusions wiil prove useful and

relevent to educational policy-mzkers and planners in South Africa.

One intention o_f the study, emoodied in the first thewe of

‘Chapter V, was to trace the changes in geography teaching which tock

place in the decade 1966 ~ 1277. There is evidence to suggest that
appreciable develcomment and chinge has taken place in geography teaching.
The fact that many of the recormendations made in 1966 by the H.S.R.C.
need to be repeated indicates that the pace of change has been relatively
slod. | Slow improvement is not necessarily a weakness. It may be
recalled that all so—called progress overseas in the teaching of several
disciplines has not been found tb be improvement -— same indeed, has '
come to be regarded as retrogreésive. (In the U.S.A. the "new math",
for example, is said to have left a legacy of people unable even to

balance their cheguebooksi) A wolicy of festina lente in education

is advisable, but educational authorities should take care not o

stultify develorment and thue quash initiative.

An inportant aim of this study was to evaluate South African
gecgraphic educaticn in relaticn to that found in other countries.

The pesition elsevwhere is descrined in Chepter ITII, while the survey
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report in Chapter V portrays the' local zituation.

TARLE 32. 1977 POSTITON AND FUTURE SCOPE FOR “NEW' GEOGRAPHY
IN SOUTH AFRICAN HIGH SCHOOLS |

(Percentages of all respondents using and favouring
the use of aspects of "new" geography)

% Using % Favouring Use
Fieldwork questionnaires
(Q.V. 2, p.b) ‘ 56 (g.2) 87 (g.9)
Models: Iconic (Q.V.B, p.7) 7C (g.2) 90 {q.6)
Symbolic (Q.V.B, p.7) 50 (g.5) 81 (g.€)
Simalations & Games B
(Q.v.C, p.8) 17 (g.1) 36 (1.5)
Statistical & Quantitative ‘
Msthods: - ' :
Medern  (Q.V.E, p.10) 12 (45) (g.1) 46 {g.7).
Traditional Type _ 67 (86 (g.1) 81 (g.7)
Hypothesis Teshing o
(Q.V.F, p.11} 57 (g.4) 57 " (g.6)
Inquiry Method:
In Oral Form 67 (85) (g.3) } :
In Writton Form 52 (€4) (g.3) 7 (95) (q.5)

N.B./N = 270 Percentages are calculated using all 270 respondents

as the base, even though many failled to answer the guestions.
Thus the percentages civen are the lowest possible, for they
presue that those who failed to answer did not favour that
aspect of the "new" geography. Percentages in brackets include
respondents "sometimes® or "seldcem" using that aspect, or
"possibly” prepared to accept its efficacy.

The ztate of South African geographical education is sumiarized
in Table 32 which, taken in conjunction with Table 1, puts gecgraghy
teaching in perspective in this country. While not directly comparable,

\ Tables 1 {page 33) and 32 show that geography teaching in South Africa

is not too unfavourably placed in relation tc geography teaching in the
United Kingdom,which leads the world in the implementation of new -
gecgraphy approaches. Waile on aurent evidence South Africa is unlikely
to assume a position of leadership in the field, it can benefit by
monitoring develogment in the United Kingdam, and so avoiding the pitfalls
suffered by that country in the renewal of its geography education |

systanm,

A further aim of the studyv was to ascertain the degree of

\J

avarcness ard use of the "new” geography among South African teachers
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and to measure the climate of cpinion on recent trends in geography
teaching overseas. Table 32 shows a high degree WJareness of
current trends. It also indicates that teachers believe in the efficacy
of modern approaches and are prepared to implemernt them in their teaching,
given sufficient time, training and the necessary materials and aids.

It appears though that South African teachers have not as yet uniformly
implemented 21l aspects of the "new"™ gecgraphy in their classroans. A
high proportion of teachers are fully aware of the need to modernize and
imprcve.  Such ‘teachers provide fertile ground for the successful
disseminaticn cf the Teaching Strategies model (Figure 11, page 62)
which enphasizes the need for variation of approach and method. Some
examples of the application of the model are given in Chapter IV and

in the appendices, but, because so little has been done in this field,

the scope for the develogment of South 2African materials using modern

approaches is wmlimited.

It was hoped that the survey wouid ascertain both the problems
encountered by teachers in 1977, and their opinions as to the efficacy
and relevance of their teaching. The report indicates that,. though
wost teachers felt they were reascnably effective geography teachers
and were teaching syllabuses relevant to modern pupils, a swing towards
greater use of the "new" geography in their teaching would be beneficliai.
Before meaningful renewal can toke place certain problems must be
alleviated. These are included in the final section of this .chapi,er

containing the vecommendations.

It was not the intention of the writer to evaluate teachers'’
personalities or characteristics, or the part such characteristics play
in the edvcative process. Teacher responsibility for geographic
education is fully accepted, for teachers provide the fulcrum around
whi.ch all  else revclves. hey are strategists, planners, innovators,
organizers, compilers, co-ordinators, supervisors and examiners -— in
fact, the educators. So immortant is their role that nore time and
effort should spent on its evaluation. The j.mpOftanoe of personal -
characteristics of teachers in relation to the use of the varied
teaching strategies of the "new" geography is an open field for further

_ersea.rch .

Although South African high school geogrephy teaching is in a
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relatively healthy position in comparison wi ith that of most countries,
there is certainly scope for Jmprovement - This is so particularly in
relation to those facets of the "new" geography which many teachers still
do not use. = The country is fortunate in possessing an education system
(unlike some cjountries, e.g. Canada and U.S.A. ) in whlch gecgraphy has
always played an important part and high school geography has strong

foundaticns that will support adaptation and controlled change. Adaptive

‘change rexquuires careful planning. Teacher invclvement in the process

should b2 highly beneficial, as has been the case in New Zealand. It
shouid lead to practical e}DL@rpﬂ,d@%l@@nt raf:her than
revolutionary change. Suitably qualified, trained and experienced
revoiutionar

geography teachers can assist local education departments to adapt
modern approaches o current needs.  (In *he Cape this is being done

by secondment ol serving teachers for varying pericds to Teachers'

Centres, to work on specific tasks.)

It is vital that the needs of Scuth African geographic
education first be carefully re_evmi?ed and its aims and abjectives
clearly specified in terms of the philosovhy of the "new" geogrephy. As
shovm in Chapter V, J.M.B. ccntrol of syllabus compilation and content
means that the spirit of a differentiated education system cannot be
manifested in the standard grade senicr geography syllabus. The S.G
syllabus is so tied to the purely academic requirements of university
entranczs, that virtually the sole provision for differentiation lies
in the form of the examination questions. This is self-defeating and
negates the idea of differertiation. The solution perhaps, is for
South Africa to change to a two—tiered system modelled on British
O and A~levels, which would cater better for non~academic South African

school leavers.

A most necessary and _strohgly desired change in the South
African geograrhic education system is the adaptation of the examination
system to accammodate "new" geography approaches. In 1966 the H.S.R.C.

Report recommended:

"that examining methods should be revised constantly by the
education authorities concerned arxi that research in this
connaction should be wdertsken on a national basis . . "
and

"that the examination gquestions should be of such a nature
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that certain information is diven to pupils and they are
—~ | expected to make deductions rather 'c}wu o merely
e reproduce facts.” (Condensed Erglish Report, p.33).

Same movement towards the realization of these aims has occurred over
the decade, as a comparison of recent matriculation examination papers
with those of the last decade will show. The recommendations remain
largely uwnfuifilled under the various examining bodies. If any

" research into the questicn of examinations has taken place on a national
basis, there is little evidenue of its effects on the structure and

nature of present examinations.

From their re::pa ses to the questionnaire (Section IV on -
examinations) the great maj ority of (eadxers (over 80 percent) envisage
a somewhat different examination SYSL@TI. fran the traditional one which
has remained in vogue in Soui:h Africa for more than a generatio They

Fo:ce 3ee a systen in Wflldl.

(1) a sample examination paper is circulated wn._h a new syl labus,

(2) the examination 1s a way of implementing the aims of the

syllabus and setting the standard of geography teaching;

(3) the examination evaluates the candidate’s grasp of techniques,
processes of crltlcal thought and ability tc express himself

in concise gecgraphic tems;

(4) questions require the use of modern techniques such as
hypothesis testing and evidence oI the use of fieldwork; ard

(5) the examination is not the only meanz of evaluation; rojects
and other work should count towards the final mark.
Though recent matriculation geodraphy papers do show same
evidence of a swing towards these ideals, the J.M.B. and education
t departments will have many changes to make before such an examination

system becanes reality in South Africa.

Armong other aspects of geograpny teaching examined in the
survey, the i em:lilca ion of prcblems that South African teachers
encountered in teaching geography in 1977 was of particular importance.
From the findings the following four main problem areas may be

identified:
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(1  involvement in administrit ve,mAf extra~acadenic duties

impinges on the.time available to te:uhe*f* for +na®mg,
(2)- the need -LO"‘ vpdating -fmd re—aducating persomnel;
(3) the whole questicn of fielcawork;
(4) the need for better facilities and teaching aids.

Recommendations for the resolution of thess probhle s conclude the

chapter.

Wiile many teachers enjoy admninistration, sport and other
essential aspects of school life, nearly half the respondents felt that

if they were to improve their gecgraphy teaching, the time needed would

have to be at the expense of extra~academic duties. In many countries

sport coaching is conducted by people employed for that purpose. The

sare is true of aspects of administrative or cultural life in the
school.  The result is that teachers who wish to devote themselves
fully to geograbhy teaching have the time to do so. The findings
suggest the need far an investigation of this prdblem — one that is

increasingly being felt by meny teachers in all subject areas.
If geography teaching is to be further modernized there is a
need for re.ewal throuchout the geographic education system. This

may be erffected by a camination of strategies.

Gnographv study comnlttecs should actively encourage mcdern

teaching approaches.

Geograrphy inspectors with a cleéar knowledge of the 'new" -

;Lpproadles may visit schools to guicde teachers.

Examiners and modervators nezd :to concentrate more on concepts
as well ag content, te.sting' 'pupils’ powers of comprehension;
analyeis, synthesis and evaluation.

Refresher courses should be available to all geography
teachers - 1if all camnct attend, the senior teachers must
ensure the dissemination of the new ideas amongst their

Cepartmental colleagues. -

In-service work at Teachers' Centres should ke encouraged by
appointing dynamic leaders and making funds available inter

-

alia for teacher secendment , field excursions, and slide

repreduction.

n
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(6) Study leave should be granted to teachers preparad to use their
accuimiated leave to Ain’;:rove their gaography teaching., This
rneed not necessarily be used for taking & university degree or

i course. There is such scope for the development of simulaticns,
\. models and other facets of the "new” geography in South Africa,
that many teachers could be most productively employed for a

term or two working along these lines.

The 1977 findings show fieldwork to be the major cause of
concern to the majority of teachers. Compiling good fieldwork exercises
is a laborious process for which most teachers have little time. It is
oonsequently essential that the teachers in an area pocl their fieldwork
resources under the adspices of teachers' centres or teachers'
asgociations. Together, esne’*‘&lly when aided by a teacher with wide

experience of flelﬂwork, teachers can devel op we!l—-conStructed fieldwork
exercises or assignments for general distribution to the teachers cof
the area who may modify them according to the needs of their own pupils.
In rural areas where there are few teachers with sufficient fieldwork
e1q>erience; it will be necessary for depariments of education to send

 geography inspectors or seconded teachers to organize fieldwork there.

Only in this way is the wim of involving all pupils in
fieldwork likely to be realized in the near future. Two factors,

| previously mentioned, support the need for this approach:

{1) fully 25 percent of senior teachers still do no fieldwork
| despite the fact that the syllabus reguires it;

(2) arranging fieldwork is a major difficulty umtlng the

enjoyment of teaching geography for 55 percent of respondents.

'The lack of traininyg and experience in conducting fieldwork
necessitates the inclusion of fieldwork training in the final year of
a teacher preparation course The need for student teachers to gain
actuai experience in teaching fieldwork could also be very helpful to
serving teachers, for students have more time available during their
training period for developing fieldwork exercises for use in scheels.
The teacher could then devote his time to follow—-up work on completion
of the exercise and its evaluation. In thiz way universities and
colleges could beccme reference libraries for field studies availabie

+0 all schools in the are:a, to tihe benefit of all concer nad.



vhere there ave sufficientc marbsis €O warrant the cost of

setting up field centres, it would be advantagecus for all departments

of education to develop them as has been done in the Transvaal and

Natal.

Field centres provide the facilities where pupils work under

controlled oconditions and the danger of environmental despoilation is

Jeinimized.

To forestall damage to the natural ernvironment resulting from

increasing fieldwork by schocls and to foster a good public image for

school fieldworkars, codes of behavicur similar to those in the United

Kingdom should be drawn up. Education departments in consultation

with teachesrs and other public bodies concerned should be responsible

for this task. Only with the stxict implementation of the rules of

these codes will the umnfortunate effects on the eavironment experienced

in s¢ many parts of the modern world, be avoided. Furthermore, ths

importance of ocnserving their environment will be enphasised to

the country's future citizens.

The implementation of the above recommendations should mean

“hat fieldwork will merit gleat& welq’nt in the final assesgssment of

pupils .

The present total dependence on the finel examination will

have to meke way for fieldwork and project evaluations to be included

teaching aids remains an aspect of substanrial importance to geography -

——— et

——————

The 1977 findings show that availability of facilities and

teachers. It is a reflection of the inertiz in South African

geography teaching that the H.S.R.C. recommendations of more than a

decade ago have to be repeated in 1977.

Hl'

It would appear that there is a serious shortage of
well-equipred Geographv laboratories or classrooms.

It is consequently recamended that, in the erection
of new school buildings, special pirovision should be
made for Geography laboratories with standard eq\upnpnt
as in the case of Fhysical Science laboratories.

- Teachers should emloy teaching aids to a grt,ater extent

.

~than is the case af present. These aids are

indispensable in nmeking the teaching of Geography _
meaningful, topical, pleasant and lively and are essential
for winning and maintaining the pupils! love for and
interest in the subject. Tt is recouwrended that, where
this is not adequately the ceze, the varicus educational
authorities should make ample picvision for the various
teaching aids required by teachiexrs . . .
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. 3. The necessity for the use of teaching aids should,
furthermore, he broucht to the immediate attention
of teachers and prcspective Geography teachers. The
teaching of Geograghy is unfavourably affected by
teachers who do not fully realize the value of
teaching aids." (Condensed English Report, p.32)

It is regrettable that such basic and essential recamendations were not
implemented during a decade of relative affluence vhen large surs were

spent on eaucation in most western countries, including South Africa.

The results of the 1977 survey indicate that :

(1) more than two-thirds of South Africen schools still do not have
proparly equipped geography roOOms; ‘

(2) more than two~thirds of South African geography teachers still
consider the most important need for the improvement of their

teaching to be the provision of many more teaching aids;

(3) teacher-trainees are still leaving training colleges and

wmiversities without fully realizing the value of teaching aids.

There has been somz development over the decade as the
survey findings have clearly shown.  Prdoably the most noteworthy
single improvement is the fact that, where few, if any, schools
possessed them in 1966, more than two-thirds of schools are now equipped

with overhead projectors.

For successful inpleﬁ\entation of the "new" geography approaches
twofold action by all departments of education appears necessary.

(1) Finance should ke made available to provide all schools with a
~geography room.  Basic teaching aids and other resources
needed should be supplied. (For instance: the library
allowance and particularly the annual periodicai grant, should
be greatly increased to keep pace with the tremendous price
increases of published materials; effective geographical

-

slide collections should be developed at teachers' centres.)

(2) The need for the employment of all types of resources should
be emphasized in teacher training, at in-service refresher
courses and by inspactors of education in their visits to

schools.  Teachers should be further encouraged to share

ca
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their ideas and aids at teachers’ centres and help cthers to

adapt their ceography teaching methods to the "new" geography

approaci. S '

'( In summary, if the “new’ geography in South Africa is to keep
pace with development overseas, education gepartrn ents will have to pay

rmuch more atrention to fostering the subject_,

Inter alia they will need to:

(1) provide all schools with fully equ_lpp’xl geography rooms, many

more teaching aids and resources for learning:;

(2) [ appoint examine-rs wWho will set questims testing pupil ability
in congorehmuon, dn,uya.,, synthe(“w and evaluation acguired
~through the "new" geography approam* '

(3) mdify the examination system by giving crk-,at-er wemnt in the

final mark to project work and continuous asmss.mem.,

) revise or redraft s_y.‘.labuses to make them less prescr 1p‘_1ve
( and more in keeping with the phllosoony of tha "new"

geography;

7/

(5) encourage the use of teaching methods end strategies

k associated with t.l-ﬁ e geograp"ly by re-training u:ad‘mr
at in-service courses or by encouraging them to update

thenmselves during periods of study-leave.

Were recommendations of this kind to be implemented, Scuth
Afncan geography teaching would have the capacity to equal the teaching
of the discipline anywhere else in- thu. world.

'.\
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4 APPENDIX A

CQUILINE

(Source: Gunn, A.M. (1972))
GEOGRAPHY IN AN URBAN ACE

A cne year course for stutlents aged fourteen to sixteen
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EXAMPLE OF

LOQTATILS

One of the activities from U

Manufactu

pl(\/lgl 4141\!

“In which of the 25 Jargest
citics in the United btates
would you lccate a metal
fabricating company?”

[ AS——
Ny

Students given data about
raw materials, labor force,
transportation facilities,
financial structure, ete,
about 23 largest citics.

W/

Students work in groups
assuining roies of various
officers in the Mctiab
\,ompany to aunlyzc the
data and moake comyany
lecation decision,

AN A C'f WVITY:
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it two:
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QULESTION

asy

What factors influence the

location of a factory?”

CONCEPT GENERATED

Optimun factory

dcr‘cnds an varying com-
bination of factors:

(<]

€

©

avuz_."b fity of raw
inaterials

adequate transpo
facilitios

skilied labor supply
healthy local economy
personal preferences of
company chiciais.

tatior.

location .

- Location of the

UNIT TWO:

‘v'fA\ UFACTURIN

= AND ACRICULTURE

Fieven activities

Forty-two class periods of fifty minutes cach

MAJOR QUES

-

FTONS POSE

. — What factors infuence the

lecation of manufacturing? . -

-- What is t'nc in
ﬂ\\fu\,t
standar
landscape of the

_ Statesr

— What decisions must a far

1. ience of ma-
ing on both the
of living and the

{ nited -

mer

mare in order {c determine

what he will raise?

mass hunger and t

feod supply interrelated? L

Geographic Patterns of Ma-
nufaciuring

Metfab Company

Hunge

Game of Farming

— How are the probI‘"nS of

he world's ' -

<

Aedia And rategy

Associating maps of various
manufacturing distributions
with descriptions of factors
that influence their joration

Role-playing simulation to
determine optimum location
for a hypothetical metal
fabrécstinq plant

1)~s ussion of 3 problem of muss
huanger and its related pro-
blems

Rele-playing zame in which
students stmulate farming
in Weslern Nansas d ring
thiee time periois ot
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UNIT ONE: GEOGRAPHY OF CITIES
Six activities

Forty-two class periods of fifty minutes each

MAJOR QUESTIONS POSED

— What factors influence city
location and growth?

— What is the internal land-use
arrangement of the city?

— What functions do cities serve?

— How are cities inter-related?

Hz'gl:l."g,’zp Activities Media And Strategy
City Locatict and Growth Analysis of hypothetical site
‘ dizgrams
New Orleans o Class analysis of topographic

maps, aerial photographs,
ceusus tract data
Portsville ' : | Simulation exercise in which
‘ ' students build three-dimen-
sionnal model of a hypo-
thetical city

Cities with Special Functions Matching exercise using
pho«ogxam.s of speeia lized
cities

UNIT THREE: CULTURAL GEOGRAPHY

Five activities

Sixteen class periods of ffty minutes each

MAJOR QUE STIO’\[S PO%F D
— What is cujtural relativity?

— What factors influence cul-
tural diffusion?

— What aspects of world cul-
tures are beco'w 1iilg more
similar due {0 mass commu-
nication and rapid travel?

H:’/hll"ht Activities ' -Media And Strategy

Different ideas about cattle : Analysis of filrast rips show-
ing different uses of caitle
around the world. -

‘A lesson from sports Research and discussion on
' ' the origin and diffusion of
* S sports.
i . . . A o .
| Canada: A regional question Au cxamination of the boun-

daries that ';cp&ra* two
adjacent cultures in Canada,

Culture C}‘:m‘s:,c A trend Pictorial analysis of tradi-
.- toward uniformity tional and modern cities
' arcund the world. o
o

0



UNIT FOUR: POL(TICAL GEOGRAFIIY

Five activities

Twe: ny-Lwo class periods of fifty minutes cact

MAIOR QUESTIONS POSED

~— How does the legisiative
precess affect the spatial
distribution of things within
a political tcmlorv‘

— How do boundaries function
as the limits of a political
territory?

— What kirds of compromises
are necessary in the settle-
ment of an international
dispute?

Highlight Aciivities Media And Strategy
Section - Role-playing simulation 'in
' which students allocate a
h]pothctiml state’s budget

Analysis of a Iy x'pomchc'd
¢ily in an attempt to set up
- districts for new hn h scheois

School Districts for Millersburg. - -

Point Roberis - - Role- pl.)xmr exeraise simulist-

g a boundary dispate bet-
ween the Unit «] ft‘ tes and
Canada

Habitat and Man

Two Rivers

Rutile and the Beach

\/Vastt, \u_nawe.ne it

UNIT FIVE: HARITAT AND RESOUBCES‘

Scven activities.

Thirty-two class periods of fifty minutes each

MAJOR QUESTIONS FOSED

— How can habitats be re-
cognized according to their
degree of modific cation by
man?

— How are similar *m‘)lfad
used differently by different
culture groups?

— What factors are impostant
in resolving conflicts cver
resouree use?

Highlight Activities - Media And Strategy

Exzamination of color photo-

sraphs showing varn,t) of -
ways in which man lhas
changed his habitat

Analysis of data and discus-
) ' : sion of two similar habjtats
: : ' "' to determine the cultural
variations in use of the

habitats

ﬂole -playing simulation based
on conflict over resource
utilization in Australia

~

Ezanination of problems cf
solid, liquid and airborne
waste disposal in New York
e

ALY,
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APPENDIX B

CROSSREOADS

(An example of a South Kricen simulotion exercise widely applicable).

150

This is a eimple simulation involving a whole class of any

gize. It requires one perioc preceded by at leagt one homewcrk period
for preparation. It te wversatile, éuitable for use in studying

urbanization anywhere cnd can be used-in:

. 8TD. 7 -~ Urbanization
STD. 8 = Population Gecgraphy, Brazil, Japan;
Std.210 - South African population, Urban problems.

It hos the added odvantage of being curfehtly topical. It has no
special requirenents beyond phetostat copies of published'materials,

main’y newspaper orticles, and is suitable for use with any teenagers.

The exercise iz c¢ simulation of the argument/discussion

batween groups of squatters and government'policyﬁnakefs/bdministratorp'—

each trying to convince the other to accept their case.

Governinent case: = The sguatters must go.

Squatiers’ case: They should he allowed to stay.

AILIS 1. To re~inforce (a) the reasons for urbanization and (b)
the problems concomitant with it.
2. For pupils to realize that different groups pzreeive
the same prodlem differently. _
S. For pupile to réalize the difficulties of decision-mching

vhere groups! attitudes and valuee differ.

4. To give practice in analysing and extracting valid arguments

Jor a stance from diverse detailed information.

S. To give rractice in arguing/proposing a point of view.



PREPARATION AND ORGANIZATION

The simulation should be convenlently gcheduled into the
nérmal teaching program, for.one important function it performs is to
break into the.monatony of -normal class precedure. Certain aspects
of urbanization should have been dealt with previously. If not, they
may be incorporated inte a conventional lesson on urbanization as a

world trend.

Horld urbanization ciatistics should be presented in table
and graph form (e.g. frem U.N. "Demographic Yearbook"). Various

countries should he compared ond then related to South African figures.
The purils are then asked to list as many recsons for the
drift of population to the cities as they can. These are discussed

and board~listed.

Pupils list the effects of this drift on (a) the city and

(b) its people, bhoth the ortginal irhacbitants and the migrants. These

-effects may be sub-divided into 1. beneficicl and 2. detrimental.

The threads will then be drawn together, emphasizing the
trevolution of rising expectations! caused by what the urderprivilieged
see and hear via the mass media of the high living standards ond
Jacilities enjoyed by people in cities. This leads to atienpts to
break out of the 'vicious circle of poverty! often characteristic of
poor rural subsistence economies. The avenue of escapg which is
seen to promise 'eldorado’, o better future, is migration to the city.
Consequently people flock to the urbon areas which cannot adequately
provide shelter, work or security. This leads to the slum developnent

and squatier shanty~townaz so common around the outskirts of most large

cities in third world countries. e.g. Lima, Caracas, Rio, Mexico City,

Hong Kong, Lagos, Teheran, Cape Town. Some countries attempt to decl

with the probdlem, others neglect it.
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HOMEHWORE

The pupils are given a handcut contalning information sheets
(mostly quoted Jron articles), a map and o gimulation preparation sheet.
They are asked to read the information sheets ond prepare Jor their part

in the simulation.

Two possible simulations are suggested:
~1. A parliamentory debate with the oppesition demanding that squattiers
be allowed to remain at 'Crossrcads!; the government is determined to

demolish the sguatier camp.

2. A simulation of the discqgg[on/&rgument between groups of squctters
and govermment officials, each trying to conuince the other to accept
ite cacer

{a) The government case = Squrtters must go.

(b) Squatters' case = They should be allowed to stay.

Fither simulation or both may be used.

The class is divided into groups according to the
simulations to be attempted. FEach individuoal must take a stance
(preferably one towards which he is sympathetic) and prepafe G
logiéal argument to persuade the opposition. The argument should be

rational.

In the follow-up pupils should be required to evaluate how
they berefitted jrom the simulation. It should be made clear thai

there is no correct answer — what seems morally right is not necessarily

a practical proposition (cf. Time article on Brazil). Most cases are
much more intricate than they may seem at first. The teacher should

ensure that any misconceptions arisiag in the simulation are dispelled.

bo



2.

(a)

(b)
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SIHULATION ~ SHEET

Parliamentary debate on the Oppogition motion:

USquutter shanty-towns should not be cleared until alternative
accommodation 138 provided Jor the inhqbitantso” _

You should extract as much information as you can from the information
;heéts to back up your stance. Using this and your general

kinowledge, prepare a clear, logical, watertight argument to present -
your stance in the debate, not neglecting ways of defeating the
oppositioﬁ° Organize it in such a way as to be able to nake your

points without undue repetition of points already made effectively

by earlier speokers. : .

Squatter/Officialdom Discussion/Argument.

Imegine you cre B.A.A.B. (Bantu Affairs Adninistration Board)
qﬁficials detailed to clear Crossroads .Squatter Camp. Prepare a
plan of actlion to do this designed to cause as little unrest and
discomfort as possible to those concerned. Also prepare yourself
to handle a meeting with a deputation of the squatters likely to
request an audience with Jou‘oh the subject. Bear in mznd the

'deteraoratznq human relations posiiion in Sbuth Africa.

Inmagine you are a squatter householder living with your fanily

et Crossroads. Prepare a cogent statement of (1) why you are a
squatter, (2) why you are in Crcssroads and (3) why you should
be uallowed to stay. You should be prepared to be a member of and
gpokesnan for a squatter delegation to visit B.A.AaB.'requesting

that CTossroads be allowed to remaln.

Irn the meeting, (in class) in addition to presenting your

simulated view, yeu should,as a clags member, try to reach an objecttve

evaluotion of the discussion/argunent in the hope of f;ndzng a workable

long=term csoiution to the probdblem.
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In spite of a boomn, 16 million u.

ince 1969, Brazil has achieved cne of
s’ the world’s most spectacuiar ratss of
eoonomic growth, impressive indusiriai-
ization and a neady slandard of livirg for
its thriving mxud!c class. In the great
bﬂo'm ag cit flashy cars carry hordes
oi'fexccuuvys from comiortabic dparln ent
houses to offices in downtown skyscrap-
ers. The white sands or Ipanema and Co-
pacabana beaches teem with people en-
joung, the good li.e. What mars this id)’HiC
picture is a social scandal more massive
in Brazi} than anywhere eice on .nu South
Armerican contineat. Amid all the de-
fights of Brazil live mare than 2 million
children who have atandoned by
their destitule parsnts and anolher 14 mii-
lion who ive in such poverty that '\bnll-
donment almost seemis preferable. Thes

16 millicn ,;copk—one -third of R"r‘/hS
youth—are growing up in circumsiances
50 deprived that they are unlikely ever
play a useful role in muderp society,

wpn
1P

o2 e ouicasts amongz them have been
B called “nobcdy's caildren,” and they
range from infants 1o teen-agers. They
have been turned out into the streets of
every major <ity in the kind. In Rio de Ja-
neiro alone, more than 00 childrenunder
threc years oid hire acandencd cach
month. As the Kids themseives say, they
“join the struggie -~ term aptly descrip-
ing their attempis o suivive. in Rio. Re-
‘cife and Sdao Paulo they can be found—-or
more precisely stuinbled upnn—in ailevs
and on avenues and m.u;h < They rove
in gypsy bands. siezp in comstruction
pipes, in rat-infested cedars of ahandoned
buildings or on streel corners in miser-
able heaps. Their beds are torn NEWspa-
pers, their clothing mere scrars of cloin
Their days are spent i hustiing, prosti-
fution and petty crime. They piey upon
each other as well as passersby. Even the
police have becn accused of organizing
waifs into thicving bands and then col-
fecting the better part of thic loot.

The children who remain with their
parents are similarly corrupicd. Mothers
and even grandmothers have forced ib2ir
pubescent offspring into prosiiition. Mot
long ago. an eight-month-cid girf was el
at the door of a child care center.-She
bad been beaten and was iufectad with ve-
ncreal disease. in anoiler nciorious case,
% gyin teacher interrupied 4 {4-vear-old's |
atteinpt 1o rape a woman in Ler own of- |
fice. Fleeing. the youil turned. crew o pis-
toi and fired cpon the man and killed him. {
Questioned by police, the Foy boasied that |
he was, plenning 1w murder his mother, |
who had tried 2 arewn him i1 a river I
'when he wisan mfant. ) ;

|
!
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Rin e Janeira's sean

.accused of be

{ sand). r
4 to cast their offspring out like rubbish.

ldren are nopelessiy deprived -

Children who fall inio the iards of
the authorities are not necessanly any bet-
ter off than the wandering urchins. O'u'
13-ycar-old boy who spent six month
an Espmzo santo detention cor ter touf re-
porters: “They beat me on the back and
the throat with boards and picces of rub-
ber with naiis in it. Semetimes at night.
four or five guards would come and rape
us. They raped the little giris oy, We
screamed but it did no good.” Complaunis
10 child welfare officials went unhceded.
The director of the children’s home was
aiing nis wards and supply-
ing some of them to homoseauals. fi a
Manaus S3o detention home; cight hap-
less girls vainly attempted ccoileetive sui-
cide by swallewing large deses of poisar
ous detergents and tranguilizers. In RJO.
# 15-year-oid bov. arrested for 2 series of
thefts, told police: I hate rich peopie. es-
pecially the children.” Abandoned at
seven, he had spent the following years
shuttling betvween orphanages and deten-
tion homes. Yet anothier youngsier recent-
ly was brought tefore a Rio magistrate
and explained his crimes in a curicus but
oddly touching fashicn: “What do you ex-
pect from me? T never ¢even had a single
birthday cake!”

So serious is the hemorrnaging of Bra-
zil's wasted generation that nothing but
an all-out emergency program could oos-
sibly stanch it. As 1t is. the government
spends only $38 million a year on chil-
dren’s scrvices-—and sven that is poorly

distribuied. Only 11.8¢ of ali Brazii's @
ies and towns receive any aid at al! jor
neady children. There is only one gov-
crament or privale-care agency 10T every
10.G00 needy or abandoned children.
Cnly 109 of these institutions are locat-
ed in the poverty-stricken northeast.
where nearly one-balf of the country’s de-
prived voung are to be found. Well-in-
tentioned attempts by agencies and in-
dividuals to find adoptive parents are
hampered by the fact that few eligible
grownups want o iake in dark-skinned
children: they prefer the selatively few
who are blond and blue-eved.

Ironically, the scandal is one cense-
quence of Brazil's economic advance. For
more than a decade. millions of peasant
famiiies have fled the countryside in
search of factory jobs in the cities. For
most. the effort has been futile. Lacking
skills and education. they have seitled for
poverty-level employinent at best—and in
all too marny instances, no job at all. By
working ten nours a day. six days a week,

i an ambitious werman might earn about

$75 per month, scarcely encugn to sur-
vive in a wooden and tin-can hovel, let
alone support her children. At the same
tinie. the peasants contribute endlessly to
a sturningly high birth rate (37.1 per thou-
Thousands of purents are forced

AL TN e mr e eb A e e—— -

i

N

Time Majaz;na Article

“for

Crossroads Simulation

B A 7 hat is to become of these outcasts?
';’ijAlrcady, about half the countrv's
110 million population is 19 vears of age
or younger. Some experts predict that
within 20 years or so. Brazil will be bur-
dened with millions of aduits so under-
nounshed. unskilled and uneducated that
they will be impervious to any kind of ¢jv-
itizing process. Experts report that the
signs of this prophecy are already unmis-
takable. Wiith nothing to leok forward to.
the children indulge i delusions of a gle-
rious fuwure. Says a psychologist: “We
have iliiterate seven-year-olds who s3y
they are going to be doctors.” a Sio
Pauln orphanage. the IQ of the young-
sters ranges between 50 and 70: in the

- U.S., people with such scores are classi-

fied as mentaliy retarded. Says Irna Mar-
itia Kaden, director of Rio's child wel-
fare agency: A person with psychological
disorders aad mental nnpairment. a sick
perscn—a sick, fragile population—can-
net act as an agent of development. And
what's worse, heisadead weight i be sus-
tained by those wio are healthy.” fora
nation Wwhose | r‘puiatinn is expected (o in-
crease o 1 bl luon in less than a century,

thatweightmay betooheavytobsar. 8
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Biack

compn:hensive

Jash survey en ihe
Crossreads

ems “er?;
camp once again under-
line the constructive
contribution that this
self - supporiing ana
law-abiding community
makes te fhe larger
community of greater

Caps Town,

. The report discioses that
re-
cidents to Keep up iheir
servive levy payments can
be partly explained wy the
sense of insectrity which
has cxisted at thc camp
since the recent demoli-
tiony of the Modderdam,
Werkgenot, and meel
squatter camps in Beliville
South.

The report observes
that the security of the
20 000 inhabitants - of
Crossronds remains tenu-
ous in spite of the'mct
that the men who nave
made the camp their
home are in Cape Town
“to wors and are living
with iheir families for
perfactly normal reasons.

In terms of Government
policy both husband and
wife must qualify in terms
of the Urban Areag Act in
order to be eligible for

family Thousing. That
means they must Dboth
have been born in the

city. or lived there for at
least 10 years or have
been continuousty em-
ploced by one cmplover
for at least 10 years.

THE conclusions of a -

4
i

" the

Al his life

'Sttould  Crossroads be
demolished only about 200
fain‘lies wiil be offercd
aiternative accom:innQa-
tisa. Yet there must pe at
least anoiner 300 house-
helds in which the man
nofl only qualifies to re-
main in Cape Town but
has spent his whole work-

_ing life in the city, the

report states.

At a time when the
number of unemploved
biacks in South Africa is
conzervatively estimaicd
by ihe Government at 1.
percent ol the economi-
cally active work force it
is a sohering if not asto-
nishinz . thought . that 92
percent of the Crossroads
men who were le~ally
qualified to te in the Pen-
insula were currently em-
ployed in the formal sec-
tor and only 2 percent
were unemployed..

The renort also pointed
to the even move surpri-
sing fizures of the SAL-

DRU survey which showed |
all’

that 8! percent of
Crossrozds heads of house-
kold were emploved in
the formal secior and that
only
emnloved,

" Of the 500 people inter-
viewed for the Blick Sash
survey it was found that
21 percent qualified to re-

main in the city in terms-

of the Act.

Of those Hhouseholds
that had a qualified adul:
as {hc head 93 percent
had only a inan who qual-
ified, 4 percent had oy a
woman who qaalified, and
3 percent had bLotir a man
and 2z woman who quali-
fied. o

Fighty-nine percent
‘qualified’ mea

of
were

- not eniv married bul lived

with thicir wives while 3

6 percent were un-

Southern_A

EARE

The Black Sash survey, discussed helow, was conducted during J
il is based on interviews with the heads of 900 of the
3 040-cdd housenolas thet make up Crossrosais, making it one of the most compre-
¥x ever dene at tie camp.

Th~ survey swas done to provide seme general Informatfion ahout 990 Crossroads
cases whicih were handled by the Alhlone Advice Qifice during the period March
1973 to Pecemmber Y77, ’

The researci was by Sigho Fuvanl, Janet Giraaff and Nomahlube Nabe. The
28 complied by Janet Graaff and Neel Robbh.
n the report on the survey has heen correiaied with similar
frican Lahour aad. Development

anuary and

percent lived with their
girifriends and .6 percent
lived alone.

Another sobering finding
was {hat 34 percent of the
tqualitic¢d” men came 10
Cape Town 30 vears ago ar
more, 44 percent heiween
20 and 230 wvears ago and
only 2 perecat hetween 10
and 20 veuars ago. )

‘At ecast 89 pereent of
ihe “qualiried” male house-
holders are married and
tiving with t{heir wives.
‘They have chosen to live
in shacks rather than in
the bacheler quarters to
which thev are entitled in

Langa, Nvanza or Gu-
gculetu,’ the report states.
‘The vast majerity of

“qualified™ men have lived
and worked in Cape Towa
for weil over 18 years.
‘These 2are the people
the Government{ refer to

as illezal and refuse to
_accommodate in their
ideolnzical framework.

The vast majority of these
men are making an essen-
tial contribution 1o the
economic infrastructure
of the Western Cape.

‘It is appalling to think

that such men are stiil
unable to live & family

existence unless they squat
illegally in such places as
Crossroads,’ the report ob-
serves.
Squatting then, must
be seen against the back-
. ground of, on the one
hand. the Govermment’s
declared intention of mak-
ing things difficult for
blacks ‘illezally’ in the
Western Cape and, on the
other hand, the -aitempt
by ‘quahfied> men to
naintain - some  form of
family life. Then there are
_those houschoids with
both husbaind and wife
whe ‘qualifyt bat for
whom there §s no housing
available.
In aaling things diffi-
cult for ‘illezal” blacks the

Government is anevitably
acting aeoinst thousands
of ‘quslified” Dlack men

whko are trving fo live
with their families.
The failure of many

Crossroads = residents to
keep up with their
monthly dues was the

reason given by the wivi-
sionat  Council to. burin
demolitions at the camp.
Warning notices to  the
residents to pay up Or
face demolition cf their
shacks became the subject
of an urgent appiiciticn
to the Cape Town Supreme
Court.

The application resulted
in an out of court set-
tlement between the
squatters and the Divie
sional Council granting
the camp a ‘~mporary, if
precarious, rerrieve,

Up to date
‘From the samnple in the

follow-up study it was
found that 58 percent ol

the house-owners were
up-to-date with their
payment of dues as at
Januarv 31, 1978; a fur-

ther 20 percent were one
month overdne, leaving
only 22 percent more than
one month overdue,’ the
report states.

‘We should like to sug-
gest that should security of

tenure he guaranteed,
overdue dues would he
- forthcoming, especially
from the “qualified” house-.
holders.’ :
" The report concludes:

‘Crossroads has soived not
only the housing problem
but also the stresses and
strains of divided families.
For three years now the

- men have lived a normal

family life as a result of
their own efforts, and the
contribution of the Cupe
Divisional Council.

‘It would be a tragedy
indced if so much con-
structive cffort were to be
destroved by the demoli-

tion c¢f Crossroads, and
the subseqnent solutivn

of a self-supporting, law-
abiding and closeknit
. community. .
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WITH  nightfail silence at tha Crossroads
sqm’-:.cr caimp. .
Lluinos of Port JOJ’S"\'\ hush swey to end iro in the
gusiing south gaster. Washing left hanging up
Loveinight dances on i)rs_ranou“vy rizgad lines.
There is nobody ehaut. It is 8.20, and but for a few.
the fiicker of kmo_er.e tamps bhehind  curtained
windows have disappeared. -

Crossioads sieeps.

. But.in the day, this community — living on a site
ownn by the Divisicnal Council near the Nyanga
township — has & distinctive iifestyie.

© /« chairman and a general committee ¢f somo
30 members tun the camp and lisise
authorities.

¢ Rcsponsible to the committee are “headmen’
~whao cach represent scctions of the camp.

comes

. ¢ The committec have appointed “peacemen’ who

carry out paticls to climinate crime.

+ @ Ajustice system exists whereby minor offences

cany a rsprimand by the general committee. More

serious ones are reperted to the police.

Communication through the camo -- by word: of

'; mouth — is amazingly fest. The general cornmittee,

according to commiitee membeis, call the headmen

together, who in their turn spresd th2 message to their
. scctions.

The majority of penple in the camp sezmed happy,
fargely bacause of the low incidence of crime.jAll the’

e

B\‘ SEAN O'COMAGR and SILON BARBER

residents interviev.ed by the Cape Times cited this
reason {or not war.:lr\:, to five m a township.

Some people said that wough they would like a
hause similar to those .n the three Peninsula
townships, they would want to live in it at Crossroads.
Others showed aHecion for the shanties they hed
built — and which they own. :

Al spore fo"dly of Crossroads, referring to it as
«© . their Vlll?g . They said they enjoyed_ the feeling of
community.
Crossroads has tv/o schools ~ the Noxolo {“peace”)
lower and higher primary school and the Sisamiele
* {“we have tried”) lower primary school.

Two members of the general committee said there

’ mlgnl be “a hundrad” churches in the camp, many of

‘them i ucmg indepenoent house churches, all playmg a
vital role in the community life.

Tha day-time atmosphere in Crossroads is relaxed.

. Children push homeinade wire t¢ys in the narrow

tanes outside their shacks, and chase each other round

tefuse bins, while women, some with babies strapped

‘19 their backs, bend over wash buckets in the carly
morning.

There are several vegetable stalis

Derrick Mgogi did a roaring trade.

The gencra! committes members said the
Divisional Councit supplied refuse bins which they
emptied once a weoek. They also provided toilet
huckots which were taken away twice a week.

iita sitarts in Crossroads at 7#m when the men
tmake their way to veork. Children walk to school, their
bicoka in old cardier bags.

Crossroads is,_one might say, an_tiban kraal,

with tha

on the lancs, and
yesterday morning the Mozibele Cash Stere run by Mre

Ll

:
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Fer from just a squaiter camp, Crossroads may ;

_be the mode] town — of

wrrail)
Well

the future

TO CALL Crossroads a cquatter camp
{s to dicregard the lively villago life that is
{ed by cne of Cape Town's {ast remaining
squatter socleties, A real corp hac grown
on the dunes. Residents refer to ‘the
vitlzge', and ils pepulation of 20 LOJ gives
I* 2 population almost as Liyg as that of
Qudtsiicom. -

“Wa have a sirong community spirit
here. Peuplo love each otiier,' says Muriel
Mbohosl, & teacher at ona of Cross-
roads's two prmary ccheols. They zise
have  committecs, churches,  boxing
classes and & dislincﬁve high-spirited

character. T e

{n a study comparing Crossmds and
tha black township Nyanga next door,
tha Uaniversity of Cape TYown's Urban
Problems Bescarch Unit has ~scribed this
sensy of community to & fec"ng that they
bolkng to tho village and the village be-
longs to them. In a township, there is
o sense of alienation and of being con-
trofled by 2 bureasucracy.

in five years Crossrozds has grown
irom a scattering of shacks among tho
Port fackson bushes to the high-density
villzgo it is today. -

Crossroads shops, tlong with ait the

neighbourdy chatter #nd tho incessant
rauvccus crowing of its many chickens,

give it an altaclive village air. On 2
Vlednesday moming, you bump into the
{ocal dry cleaner on his weekly rounds,
a pile of clothes over one shoulder and
Invoice Liook 2t the ready. General dealers
sell goods ranging from plastic baths to
frack bread, delivered dzily by a baker.
Ang there is kind of constant bazaar
going on, t20, ar women sell their vet-
kock -and knitting {rom window sills and
stalls In the sandy streets, while Lhe
mesfolk (80 per cent of them) are away
workings in town.
B’CAUwE it is an emorgency camp.A
zquatiers are not allowed to enlarge
thelr shanties, For this reason only and
because they do not have any security
“of tenure, they do rot improve their
tomes, says Rick Graanclli of the UPRUL
" TYhoir shantes, scen frocm lhe cutside,
are grey and crm. And yoy tho village
Is nwot depressing. I tu exciting and it
Ir the vwillaga spirit that makes
Tiers is & foeling of Africa there, te-
muarked ca by everyon: wio visits Crous-
rosds. Ona regular visitor who hac comn
0 baow the community savs thet ehe hag
quie euccumbed to the charma of the
vus selling belind a line of washing on
ot

it so.

top of a dune, whils drums siart their
thythmic announcemznt eof the evening
church rervices, ) .

[FE at Crossroads is h!ghl-f organised

and safa. Theft
and the village wag peaceful during iast
year's riots, [t is administered by tha
. Divisional Council which suppiies roads,
20 water taps aad a refuse and toilet-
bucket removal service,. as well
mctile clinic, whos2 family planning ser-
vice was attended by rearly 2000 resic
dents last year. But community lifé is
.regulated,” with great enjoyment of he
mechanics of civic govemment, by =a
“annually clected committes, and each oif
the schools has its committce, too. hleet-
ings aro wvery forraal. Every word is
granslated inlo either English or Khos2
although everyone is laughing by tha ond
of the first telling of a joke. Speeches,
like those given 2t the recent opnening
of the new Noxolo school, which was
attended en masse by the commurity
Sunday best or wibaf regolia, seveal a
relish fer high rhetoric. Crossroads
adores a bit of a do. ’

Kk has all the =2tibutes of ‘a2 stebie
and settled civic community, and i5 an
encouraging example of what can be
achieved on the site and service principie.
1#1T HAS been calculated that South Alrica
.', will have a black urban population of
_o4 miliion by the ysar 200, and thal
| _eight more citics the size of Soweto wiid
iihave to be built in 22 years. Cheap

and violence sre rare,

as &

i

i.housing for everyone is ideal, but even .

j'’cheap hausing is immensely expensive,
ifit is difficult 1o see how housing provided
i-'by authorities can keep pace.

1.9 pelieve there is great scops for the
site and service scheme,® says Dr T. M.
Corry, Regional Director of the  Urbas
Foundation in the Western Cape, who
points out that the Foundation has ce-
_monstrated its coafidence in the stability
of Crossroads by funding its schools. ‘To
ba cfective,! ho says, ‘site and service
schemes must give residents security and
negotiability of title' He quotes a repon
by the Hational Ruilding fescarch [n.
stitute which says that squalter camps
will becoms increasingly necessdry a3
transit -and recepiion areav. ‘Authorities
nwst develop mechanisms which permz
flanned fand acquisition in advance of
need,” the repott reads. ‘Premature de.
molition, more often than not, mereiy
creatns worsa probiems . . N €

——————p— ae - e A T AT g

N



}

Fy
e,
~
2 .

THE precarious situation of black resi-

danfs in the Western Cape has again

been spotirzhied by rtencwed Govern-

“ment pronouncements on their ‘specisl’

status, ) . .

Ciictly. the Gevernment argument

is that the Western Cape beiongs to

whites and coloured people, and that
biacks hiave no claim to the ares

: fn practical tcrms, this policy ex-

AT e
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w
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Western Cape it 2 coloured persen i

available o do it .
It 2iso tnezns that black rosidents in

the Western Cape wiil ba denied the new

leasehold righis on honies which will ba

granted to Liacks in other garls
‘wiite' South Africa.

Fiisally, 11 means that blzeks in the
Western Cape live under the constant

cludes blacks from any job.in the

ALD TSHUKA s

5, »,

o 2eyear-old {ither of
cen fnr whom the
p acticat  imyplications:

-f Naté ionalist idectogy
cme become a haish
ITEIGR

Gerald was boin In ‘he

}'eru.,-ula So was lhig
her. So was nis grand-

terms of Government
priacy he hasto b storical
o here.

Yo 3¢ unemplnved. He
te2t his last jud 2 han-
1 jn an c'wreenn':
* because of

econamic recc"lcn.

‘] cannot lird work. Lie
Fays dewparing
are few,
Y.iyve come up with a pos-
v 1 rave been told
}u BAAB (Baxty M'am
Admirisiration Board)

\l,,\

staff -
nns caused by tne -

and O\Cf\ time I .

for him, the ultimals
injustice came & few
months ago when Le wat
arrested- for not Tegis
tering as 2 work reeker.

‘1t 1s crazy’, he eald
hitteriy. ‘}‘irit, T :tm
prevented by law {iom ob-
taining the sert of work I
wouid iike to do, and then
[

1 am arrested ior nn!
geeking work.

‘And to eroen St alll X
was fined R50, Can you
beat thui?'

Stephen Vuyo is 25. He
matriculated with univer-
sity exemption, " He has
held five jobs in the past
three years —— all as 2
casual ‘abourer — and has

e

thraat of "'-mg their ‘temporary per-

W hat
whiies?

Absaom replies sinaly,
without emotion: ‘I
you--are ait brutal,

do tzey ih

not hate \\cll fo-
tere of black/w
relaticns i the
Cape.
But. pist How valid 2

Doclims th o a pcr-
manent siake 2 the
socio-ecasomie life of this

“findings shoacd thei

The project 1s due to te

ehmnieted in (08,
He .am ;\rnl'nfnar:.-
the

Lx an Nau ra:n

cahy resices 3
was a
cOmruny
med 2an ivdin
of the economy

parl
e the

.prazticany . be done,

""\
wF

‘#WWM AMMM\"&%&M-,

tanent’ rosidencs
drawn.
At lcart onz

biack rcsident of
Cugulcty?

The Argus decided to find out.
B e v LS

*Apart frem e enore

that U
cannat

naded.

Alsa, there w2s no
rezinn 1o b
ecenrmis §o
present eqsed the demand
for hiack labour would be

mid-1500s. .
‘The .c‘x.vm ecazomy
has cc\e Gpugoin sulh

way that cre 15 and \"111

permanent,
AT A sesult of the
present  recession  larze

Nationzlist P has
tlready sugzesicd that ;
gradusliv be phazed out of the area,

Ali of this may seem tidy and plaus-
ible in ihe minds of Nationalist theo-
reticians — but how doss it lcek to a

J

d

status being with-

blacks should

Langa, Nyznga or

!MMAw,WwVW

He mnoted ir:t in each
chanter ! Gavernmant
dewiinee with dlacks  in
the MWestern

_nnmj

inesid cutwelghedy - {

{dealosy. \ '
‘The jate<t mrve In ex- '
cluthns the \\P.x?l"l Cape

!rnm the new jrasehoid

scheme  ghould thus  be

sarn as a symbeide gesture
reafiirming the bel :cl that

- and coloured
Lere 2le parim-

inter

ount. |
‘Uitimately 1 think you

arca? remain a vonsteut reed numbers of coloureds
For an expeit npinion  {of Africzn fabour said  have been pushad off to €2 »thst the Afri-d
we wraed to Dr Simon Dr Bekker. the jow.wage iasour mar- c€ans are nat gaing to sel |
Bekker, senior He could ser no wiserm ket wherle they have removed, <imply hpcause : :
the Denartment af hocml- in tryiag tn remove t?‘1'“?-'1 over ighs tredition. they 2re ;x}ang;ensaole to} .
ogy at Stcllerbostk Unis - csecond and third ge LR aily regarded as African our economic jifet : i :
versity, who for the past tion biack Capetesiaw dohs., - « i 1 ;
vear haz bees co- (m.m;h:.a;.c.x...,___.-wJ T ; . U
ordinating a major . . : . | . ; I R S
research project an 1hs - | i : | . I i PP,
shiect : . . ! : ! : ] H i { { . { b
- : i 1 : : s : i { R .o P
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H Ibat a coloured man n~n=_

* pet1he job before me,
1T muzt oslind at t?‘n
- bk of the qusue Lecause
Gl Gan't really belong nere,
But wiere do I telong?
© Absalom Ntiupheko, "6
“ie articulate, cynica!
and sunilarly urcmplo\ed
He m.mcdated in

o

s'?cs; 1
Asked how re supports
hm-wf he smiles pgud
‘I seif thinos',
: Bﬂ(\\e(‘n 1672 and 1975
+“he obtained a ‘succession
i of jobs as a casuai
"h_bnnrer. Tren, disiliu.
1 siened, he drenped out of
- ol"cnal lahur markes

i
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N _been‘une;&ploye‘ﬁ for tha
last three months.

“{ie earnings renzed te
twe Ri7 and R36 2
week. e is not optimistic

" about finding another jeb.
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Governinent pronoun-
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“Ti Government  can-
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men — and there are centralisation. . Southwestern, Cape,
many others like U THE history of & A 1971 White Paper o, Karoo.

- = ; Government atterapts | nistions  of .

g the  reconuuendztions of o Tp. 1273 repert of the

e ey Ve i . ito remove Africans the comumittee Teaned omoroc el iRl % e

@'A‘T \l‘ if‘a 7 oE | L ; tirom the \Western  some of the restrictions of o\ Uimpcnic o the iea

& %\U_A}; 4 M. i i Cape is a story of the the 1957 Act in smoit of vy tpe object nf uving

.§~

s .--:3 ij

[ IV TS §

NAT MPS PLEA

er ia tke cehale
Nan .«ml st XD prade
nles
Warea

{wa
)
ro

‘an abspbite .\\.‘.f

Pt Morals
".!
¢ meziaza of
OV ETT AN con
sncaly was 4
and hrown peaple
4 Qr'-rtl*-r‘ in tee

o7

[
the

cnpﬁndnwt
ir of

ni
‘frreis

nationt’  —
peapies of South

It waz Goaver
tey that blark
skoauid hve no
permarencs i
ern Cape.

interplay

gical factors,

v oof Native
w

11

Fiselen

16
ftio evenlia

CAfricun

vter the Western
soencinz oen the

ct
on

Hen

Pl

ecenomic and ideclo-

€ In 1935 the ther Secres
Affairs,

Government's
My to remove
rony the area,

P Despite this palicy black
laobour centisued

iabour
the areq, . .

ouited

between

Paper said
ur
declared
inten.

the reievant
the Act

jaid down w
jas for the W

to cn-
Cape, re-
ot hend
ro- doctrine,
the nther
of the
rur ® The
tuecn 1001
the 22 Raatu
ministralien
moved
antharitics
urban blacks,

om
alt

a

fndasi-y
i
[

ef
ore

the {ndustrial centres.

But the Wectern Cape
was excluded. The White
the
mained & coizred lahour
preference area

stringentiy enforced

‘\Mv Paper also
r Gontdar-

the area new contained 67
municipal districts — far
moere than :a the Eiseles

Boards

e tablistiment
and
Aftaies Ad
Boatas

GCavernment
contiog
of

to remove biacks {rom ‘he

Wesiera Cape was o
protect the voioureds, i
agea e In a crucial chepier the
and that  ommmssien argucd  that
ar o v
‘ hiacks acted as a ‘wedge
:““:?5 k"ﬂ between  thp tpper and
M s ¢ Jower straia of the
caloured ‘grovip) the
preventing :

of the 't

€ Thr recess
70s is now

™ Cape:

the unomnp
o job Seate
caloured peanle

Apearinent that
My rezaaed n.— '

be-
1973 of

‘Iegal®
"

Hzrh

\(an\
re- 2
Ircal
S\er

the
53y

1w
over

tow nhic
nfiux con-

srieza

sitostien
({08 x(,rrn‘ bicime
tha Ty




THE

coloured.
within fhe Cape

f@q AT

—J \ -'jv/ ! \.
L

Government
hoped to house
-squatt

&ll

-~
Q ‘\).

Town

municipal area in the

next 13 months, MMr

Louis Youche,
tary  of
Deveiopment,

Communily
faid in
Cape Towi last night,
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THE Government's

decision not to allow

leasehoid prwwges
for blackf‘ in the

Wester Cepe
approache 'l the ‘absurd’
and weird.

This was zaid by Dr P
'an Zyl S.abbert during
the communily develep-
nmieat Vot in the Assem-

‘bly yesterday

Dr Slahbvert wained that

“if the Govermment conti-
nued with such an

approach it would dolile.
rately plan for vibin in.

stability =20d olack :abour .

denression.

‘Crisis

the hu"x-‘et

Introduciag
m‘.)...e (3241
Siabbart
that the 8
crisis lay i

C-‘v'.i.
uen
Comimt

Tl pineay,
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Dr F uen Zyl Slabbe;t

‘If the picture is sombrs
for the country zs a whole
then hecause ¢of the

recent statomenis by
Government spokesawn, it
approaches the absurd
and weird in the case of
the Western Cepe,' he
said. :
L]
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hr 81 xid *hat it
"’JS ¥ somse
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blacks were strangers to
the Cape and that they
had coniy recently arrived

in large numbers because
of the cconomic boom o7
,t e sixties.

“Tnis is obvious and de-
monsirnable nonsense,” Dr
Glabbert said,

‘How' can a proner houss
ing pelicy be devized with
-.1_ an amt'zde prevai-
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Stafi
NG rizht-thinking  por
sen coiwd argus ihat
black sguaatlers I see
calied white areas did
not have a siecd for
housing wherever thew
rnight  find themselves

in tie' fnture, Dr ¥ vaz
Zyt Slabbhert (PFP. Rons
deboscir) said in the As.
sembly yesterday

Speaking during {ha
-hudget acebale on ihe
community devalopmoent
Vote, Dr Sialmort snid
that the Government
might argue that moss
black sauzilers srere
there iliezaily, bnt na

-
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one couid a&argue
tth did wnnt have
ced far ho.umg. .
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He said ke Governnont
was nut unsvmeathedic
to squziliers. Gn tas
contrary, i wa s
theiie lm., it
had uoicd in a ALY

thietic oy,
XI:)

"‘Oilﬁ

Hi :‘,?.?f.‘

in this €



1
i
1

Packat
{1
“.7 l“

R

e et

(e

*,
3
. N
N g 7

Faom il

Fi
b

£

: a,mp‘nj o

HOUS}- OF ASSEMBLY.

erea wiil be

Political Correspondent

— The squatter problem in the
“completelv solved” by 1980, the Secretery. for Community .

Cape Town runicipal |

‘Developmen-t, Mr L Fouctie, said in his a'mu._l report tabled in Paumment

He said up to 60 percent of
the reJIy 1S 000 dwelling
lunits under construction at
i Mitchell’s Plain wouid be used
‘dxrectl/ or indircctly to relieve
the plight of the inhabitants cf
5752 squatier shacks in the
. City Council area.

“It is evident, thercfore, that
the squstier prociem: in the
muricipal area of Cape Town

1 be completely scived on

completion of these schemes
in 1980.”

In addition to current
bux.u.ng opecrations,
“epcrmous  scheses’” wonid

shortly be launched clsewhere
in the Cape Pe
1 the result that a sciuton
already in sight to the squatter
problem.

Mr Fouche acknowledzed
{ that few squatter fami
! , be adble to afford housss in

" Mitchell's Plain.

‘Arrangements  had
‘!herc—fn«'c been mads, he ssid,
{whereby  preference in the

Hes wil

was

" sguatting,

allccation of Mitchsil's Plazn
houses would be piven to
terants of existing 'sc'nc'nes 50
that cheaper dweliinzs vacated
in this way could be 1nade
available to low-paid squaiter
femilies. .

He einphacized that
squatter shacks which were
built before 1974 would not be
demolished until alternative
accommodation had been
made available

But he added that illegal
squatting is “such a serious
social evil, its ciimination
'quired drastic measurcs”,

and warned that action wilt bs
ta.‘.en against those whe
“make themselves guilty of
this practice in future”.

The prevention of
if nocessary by
erected

was
tha

demolishing newiy
squatti.r shacks,
“ceriainly cre of th: mos
unciaviable tasks with which a

public body hinas ever bue

[
¥

burdened”;
Cn the coloursd housing

probiem géncrally, Mr Fouche
said that lack of funds at an
carly stage made it impossible
to maintain favourable
progress. .

But' 26 769 dwellings were-

under construction at present

(Cape Town 23769,
-Johannesburg 1072 and
Durbzn 1928), and it was

A -
FIIE v N
St eninald S

fronfed by prodlemis

expected that additional funds -

would be made availabie. .

“The indications are that .. .

. from 1978 to 1930 the
backiog will

very rapid rate and unless

be reduced at a ¢

there is a scrious sciback, the .

position shouid irpreve
immeasurably . within  five
years,” Le said, “There wili be
srectacular progress i the
future.”
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o ) ce roen biacks with houces ated ts-each of the probe
Sirrinieu T ter of Piurai Relatio: I their cholice. - feme, &
South Adrica has & - C P Muider, Jast ’J‘*'ere V/as w)oz’ffall of - Somz of the problems
shortfali of 4000030  should offer hlacks 400 020 - hovses for ‘blacks - with - which . South Africa-
! housez for oluciy —-  £3lable ilde which could n — 200000 in the home-  had fo deai were:
i SoS L ‘2 = e LYyt gt P 1 i
; . n he itarily termis  land nd the rest in oy £ th are
i 200000 in the home. | LY e mhiie a < in th & In spite of the remar
Do T ed, he white areas. In the  anle achievement of au-
lands and the rest in ’lhe rz:}zt rf uccupat Pretorin I\m doVe‘een iging thority at all levels, parti-
‘swhite  areas.” Mr  should Le '*n"‘ tored and area the deficii was 73600 cyjarly in' the field of
Justice J F Stewn, Ihﬁ‘ :Ex:(? S.IOH!!L. he trarz-  usite, ) ‘ sub-economic housing,
executive director of ferable by sale, donatiox A conzarvitive estimale  many families were with-
U Cermedntinn | OF,exchanece. The iease-  wys that houses would be  out homes,
i the Urban Foundation  Lield skould 9ml\ fo ur-  gnecded for 173 (05 Soweto £ Citizens motivated to
; said here teday. ban hizcks who were en-  people or 32 500 families. improve themselves and
" Speaking at the cfficial titled to ;f in the arez South Africz occupzed 5 4o make 2 contrisution
epening of Round Tatig’s  permanent complex peiilien $O0ME  4uoarde o Prosperous,
| maticnzl meeting he zlso Tf these conditlons were  where between tho';dvaw- stable South Africs wers
| called for Zound Tedla met privale capital covld ced 2nd  un ({EX’L@:TS]O})CQ still too aften oblized to
membsr:‘hix} to be opened  he ‘mobihse@ wotn from  mations znd COULtTY  [ive in una ceaptzbie, niten
to people of 2il races. iending irstitutions and  was  simuls .;hunv COn-  gre é snditisns,
neop : . rerowded conditic
i : @ Basic services such a3
i : i roads, lighting uand trans-
Ve aat . . - port were often 1nade-
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T A ! Gt : . R400 003 for electricity at
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all races who could make
& real contribulien to the
ideals of the organisation.

‘The very oimmit}' cf
backzrourd znd experi-

ence which penple i ali
races would bring io the
organisation would surely
enrich you all.’
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| APPENIIX  C

SALDANHA ~ PIKE FE' : FTEZD'OET LXCURSION

ATHS L. To fanmiliarize pupile with nistorical and recent develormerts
' and the.part. $hese.play in the economy of this area. of the

deatern Capa.

2. Do teach them the basic geology/yeamorphology qf the region.

. Ib present them with firsthand experzence of the aarzed

3“landmuse ‘of "the region.

. 4. Do help pupile to develop an ability to fread? the
'””'“tha5cape.. - ‘ ' S
8. To give them féxperience in interpreting aspects of urdon

;o - morphology.

o

Te gure them practice in fieldwork methods and technigues.

7. To develop pupils! -conceri. for the preservation of the

s ennironment .

In behavvoJraZ terms, on complet&on Qf tha exercise pupils should be
able toc:

1. diccuss the developnant of the area intelligently.

2. read geologucal map of the area.

3. distingulsh detween the different Sandveld ond Swdrtland»soil types

and draw 80il profiles.

. 4. locaie and sxplain the dominani economic activities of the area,

and draw akeich maps Indicating them,

5. interpret aspecte of urban morphology in yestera Cape towns.



)

i

6. underetend and Gpprecicie Whe need for enviromnmental concern.

7. read o Iondscape with reasonalle geograpiio insight,

HETHZON: By mecns cof an informotive guestionnaire, maps aﬁd diagrars,
gulde pupile towards developing their knowledge of a patt’qf the Wastern
Cape using both field teaching (uwhere the teacher provides information)
and field rescarch (where pupils acqguire infermation themselves)

technigues.
ROUZTE: See map.

' ITINERARY: (Times approximate and adjustadle).

" 7.30 Leave Cape Tourn via Black River Farkuway, Milnerton, Blouberg
and felkbog to viat Kosberg Nuclear Power Station construction

gite at Duinefontein.

8.30 Take Dorling road to vigiv Atlantis residentiael and industricl
areas. ’ ' ' -
9.30 Vieit Mamre village, mission station,tradiiional old trcding

store and mill.

10.00 Break: to explore.

10.30 Drive via Darling and new coastal higﬁwayrtb:
FITHER: OrR: - '
A. Langebaan Naval Station £. Langebaanweg & Iscorl’s iron

1145 Board navael crash boat to visit ore terminal .. one |
tron ore and oil terminals and hour exploratofy tour -
tsland penguln colonies before COR one hour visit to
landing at Saldanka, ' - phosphate works.

13.00 Irive via Vredenburg to Loaiplek for lunch and swim.

i£.50 Cress Sandveld tc Piketderg and study town morphology .

15.48 Teo dreck.

16.00 Climd Versfeld Pass into Piketbery to study agricultural land-—
use. -

17.30 Return via MNational roud, ¥.11, to Cape Town crriving z 12.60,
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TEACHERS! FIELUOKORK FREPARATION CHECKLIST

A MONTH BEFORE"

1,
2.
3.
4.
4.

1,

3.
4.
3.

THE.

Arrange transport, bookings, permits etc. required.

Advise staff so 08 to cause ag little inconvenience as
pogsible in the school.

Placc notification on notice~board.

Arrange typing and stapling of task-sheets.
WEEK BEFORE

Ensure tuping and stapliﬁg of taskwsheets completed.

Prepare pupils for their tasks — e.g. how to construct cltnometer
collect badyfood bottles or plastic bags for samples.

Obtain parent's/quardtan's permission slips and transport fees,

Ensure the equzpment required will be available.

Arrange any cotering regutred.
DAY  BEFORE: -

Confirm the transport bookings, times and arrangements.

Collect the egquipment needed:

e.g.  Sc¢op watches - : - Tape Measures
. Magnetic conpasses .. ... HMaps.
- Loud-Hailer : ~ #Whistles [for teacherS/
Pocket calculator . Snake=bite outfit
~. Geological hammer Field=-glasses

Camera

FRemind closses

a. of their own checklists

b. of the whistle signals

c. not to litter - either outside or in dbuses ‘

d. not to trespass on private property, disrupt activities
or inconvenience people anywhere they visit.

FOLLOW-UP = FOR PUPILS

Z.

Sort field notaé. sketches etc. into logical presentable
order, reuriting where untLaJ end completing where necessary
as soon after retxrn as possible.

Hork groups to co-ordinate their materzal in preparatuon for
reports.

Leader reports to class on method used and information and
results gainzd.

Teacher woris through worki-<sheet gquesttons digcussting problems
ond consolidating learning.

Prejects completed by pupils for marking.
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SALDANHA -~ PIKETBERG FIFLDHORK - EXCURSION QUESTIONNAIRE

. There are numerousg questions,many of which can only be answered
in oitu, It will save you a greotl deal of time and effert at home to

answer neatly, as many of them as possible, while on the trip.

CAPE TO¥N - TG DUINEFONTEIN

From S.A.C.8. we make use of freeways, interchanges ond viaducts
to traverse the city suburds. Settlers! fay was expengive to bulld in

comparteon with the Slack River Parkway.

4

1. W#Write down ag many things contributing to this expanse as possible.

2. Distinguish between an interchange and a viaduct.
Aftef pacsing Kodak premises there .is a wide variety of
lond-uses (ways in which the land is used) in Haitland, Salt River and
Pearden Eilond. o |
As fast acz possible:‘

3. #rite down 28 many different types of land-use as you can see from the

viaduct.

4. (a) #What is the mogt important function of this part cf Cape Toun,
i.e. the area which can be sgen from the viaduct? (Residsntial,
business, industriel, recreational, transpori, etc.j
(b) #hy leg this a good area,forvthis sort of activity?

(c) #nat disadvantages are associated with this activity?

The Koeberg Road which passes through brooklyn, Ysterplaat,

Rugby and Milnerton is an example of ribbon developnent with the suburbs

aend shopping areas strung ocut along the main road.

5. (a) What other Cape Town rcads have this type of development?
(b) wny does it occur?

6. (a) Hew does the Milnarton shopping centre differ from those of

Brooklyn and Ysterploat through which we have just passed?
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() #hy ie it different
(¢c) What dozs thie tell us about the locul pepulction?

ey, igt any further evidence to support your (c) answer.

e {(a) #ny do we suddenly Jind a tower-block here?
b .. . .
(b) List the advantoges ang
(c) the disodvantages cof tower biock developnents.

Aftew leaving Mi]nprton and crogsing the bridge over Rietvlei

you 1h0d7i notice rec ent oharceo in th environment..

8. (a) Liat them and their effects.

(k) Were they necessary? Explain.

e we approach South Africa’e first nuclear power,plant set
cn the farm Duinefontein a few kilometres N. alang the coast from
Melkboastrand, 28 hilometres Jrom Cape Town, consider the following:
Elactrical snergy consumption in South Africa doubled during the last
decade and will more than do so in the next, (qu. The 1978 peck power

demand of 7850 hW’ﬁnegaﬂatga) wa.s llw mere then the 1972 peak.)
9. List the avmerous causes of this rapid rise.

Giani pithead coal;fired (thermal) power stations (Ariel, Arnot,
Herndrina) in thu E. Transvaal generate up to 3000 MW, burning ce much as
24000 metric tons of coal (24 trainloads) per'day. The ESCOM pow@r'
supply grid conngcts Cape Toun with the Transvaal by two 400KV linee

Then wny buiid a nuclear stotion here?

(a) #Hestern Cape power consumption ig increasing rapidly {1971 ~4C00
kith, 1973 ~ 4600 kith) = cnd cannot be supplied here.

(b) Using South Africals rich uranium resources in small quantities

will 2ave the &n. tons qf ceal p.a. Kbeberg's 2000 W electricity output

weuld uee. Coo* thJS saued doJ7‘zncrea¢,nJ1y be used in the plastics and

chemicol industry cnd for exports. as world coal demands increase.

(¢) ILocol industry will be encouraged by supplying RR50n. worth of the

R500n. construction costse bf Xoeberg.

{d) 4 coestal site is n necessary for the vast anounts of cooling water

required - 100 metric tons of weter/second will be used, its temperature

L. e e S0
baing reiged from iI37C. to 23%c,



L0, #rov effects will this kove on the eeulagy of the area?
{e) Losberg ts clase to existing power linse cnd trangportation
network, faciiitating construction (C.1. harbour, Ballville railuway

yards), It is also close to developnent areos (Atlantis, Saldanha).

(f) It is thinly enough populated for safety reguirements and the

congtruction gite is satisfactory.

(g) The 1973 0il crisis emphasized South Africa’s need to be gelj—
sufficent in energy - hence the need to develop nuclear capecity and

conserve coual e.g. for SASOL,

"{h) Cape Town is furihest from our coalfields.
Il. Should relatively high risk nuclear plonts be conatrucited?
J2. Fhat visual impact will the plant make?

13. #ili Cape Toun be self sufficient in eloctricity supply with the
complation of Koeberg in 1983-4? ZFzplain.

I4. HKote its-situation and shketch the lay—-cut of the power plant site.
EY ROUE TC ATLANTIS

We are antering an important ogriculiurol area of the #.Cape,
through which we shall rass all dey, comprieed of two clearly defined
parts - the Swrdveld and Swariland. Note the grainlands on the higher
less zandy ground as we aécend the hill. This is a refiection of the
differencgs in the underlying parent roci. The Swartland is underlain
by old rocks of the Malmesbury series comprised of slates, quartzites
ond shales which, on weathering (like the volcanic granitic intrusions
of the Western Cape e.g. Poarl Rock)'fbrm clayey soils ranging from
yellowish to red or 1light grey. The Sandveld is compesed of infertile
sandy gsoile resulting from recently deposited calcareous material laid
down or. the sgea-bed during periods bf higher sea~level when the Cape
Peninsula was an island. ZThey are usually light in ccleur though both
types often have a dars hwnus iayer on top resulting from decayed
vegetation, _

15. (a) Fiih the aid of your geclogical map and your chbservations
ﬁhrbughout the doy, try tc make generalized distinctions between the

Swartland and Sondveld.
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(b} Try to sxploin thez origing of euch nume.

16. &hy werg hlueguns planted wlong the Lording rood]

-In 197& Atlontis wes on the drawing boards only. It has been
. 7 L 3, I 5
planned to house nearly #m. Coloured cap ‘e by the beginning of nexi

2

certury. Sixty percent of Coloured brecdwinners ot pregent earn only

about REOU/month.  The govermment intends tullding <3500 hsusing units

Det. JSrom 1980 to 21990 and 3000 Pae thereafier. Situcted 45 kn. from Cape
Town it is o new growth point (like Sauldanha and Richard'e Bay/ in

ccecordonce with goverrmen. decentralize

ton and geparate developnent

0

o

policiesz
17, () #hat is decentralization ?

(b) Why ie decentralizetion considered necessary?

18, (al) What problems are likely to be experienced in development
here? Expliain.

(b} rHow may these be overcome?

The govermment's Atlantis development plan envigages a bolonced
independent functional community comprised o) 6 geparate touns of

" . 3 . - 4 . 5 ’
varying popuiations constructed ae jfollows {See Map 3/:

Town 1 (Wesfleur) - 60000 People 297580
"2 9500C " 198187
o3 115000 " 1968=-95
v 4 48000 " 199698
5 80000 . 1595=2003

"6 102000 @ 2004-2010

Total: 500000

19. List the odvantages of having separcie towns of these siz

20, Liet the factors the town planners prokalbly considered when

d'aubmg up vheir pilonsg.

Dzuelopment plans alse embody azsthetic considerationa, and



q
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land~use suited to the area {e.qg. disturding the gsensitive ecology of

being guarded agninst; urban sprowl touwoerds Pello

&}

the sard dune area i

e allowsd }e  Fach town i8 being carefully pluanned with

o~
1Y)

and Manre will not
neighbourhoed centires . and pedestrian walkwiys along which parks,

" gchools, hospitals , and churches will be situated, cennsciing them with
the pedesgirian mall town cenires., Around gach town wiil.be a ring road
providing the main bus raute and ﬁobody wiil he more than Fin. jrom

a bus route via which eccgss to other plarnes by bus or train will be

poagibla.

-~ R1. . List any evidence of the above alreody present in desfleur.

MAMEE

Obtain the informotion sheet awvailable at kiomre mill.

22, (a) Bhy was a settlement firat established here?

(b) #hen? (c) By whom? (d). What was it called?

(e) How did ﬁhé inhabitants‘ﬁqke.a living? Explain.

(f) imen did it become o mission station? )

(g) When did its nome change?

(k) Fhen was the presant mill built®

(i) For what purpose? o

(i) On what did the economic life of tiie area depend in the
19tk century? '

(k) Hae this chenged recently for the people of Mamie?

23. Droaw o reugh but neatly labelled und presented shketch stregt—-plan
of the getilement; OR, present a concise report on the benefits ycu

have derived from your w»igit to Mamre.

EN ROUTE TO0 LANGEBAAN
From &onre we ascend the Robbe jaanseberg.

24. " Fhat differsenceg in agriculture do you notice on crossing the

. 03

Zobbe jeansherg?  Consult your geolegical map and then exploin these
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differences jully and why they occur. Refer to parent rack
material and rasulting soil tuype, crops grown, evidencz of farming
methods andrtachniquws used, scil gerosion cnd its control, ete,
The Darling area is famoug for its veld flowers. Te #. Cope
has a greater variety of plant spacies than found anywhere else in the
world. iany of these flbwer together producing beautiful displays in vhe

spring.
25, #What climatic conditicns allow this phenomenon?

"26. (a) Explain how plants adapt to these climatic conditions.
(b) Try to find samples providing evidence of these adaptaticns
ot stopping places. ZLake special care not to disturd or desiroy

the plants. Try to identify and 1ist Llhose you find.

Lock for euvidence of changing sea~-levels in the crea ¥. of
Darling. Can you discern any maring ercsion (wave=-cut) platforms cr

remnants of marine cliffs?

Saldonha Bay, first discovered by its namcsake in 1503, is
the largest sheltered deep-uwater harbour in the country (see the
comparative map ). Yet its'development had to wait until recently
because of lack of water. It lieg 100 km. ¥. of Cape Town (35°5. vs.
3499. latitude re~pectively.) This shows the rapid drop-in rainfall

norihwards. The low winter rainfall seldom reaches 300 mn. so that the

small number of inhabitants has alwaye been short of water.
27. How may they have made a .living?

During World #ar II Saldanha Bay provided a safe assemblage
Jfor convoys. The S.4A. Natvy obtained the necessary water by puﬁping
Jrom the lower Berg River. Cnly recently has the Department of
#aoter Affairs pipeline from the Berg River basin made commerciol and
industrial developrment of a port at Saldanna possible, ensuring the

confiinued growth of the fishecanning industry there.

Becauge of its deep water and situction cloge to a Coloured
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developnent area,léuldamha oy yaé'ghﬁsen ag the chief export port for
S.4.ts vast supplies of high grade (68h) Iron ore at Sishen in the
N. Cape. This rnecessitatad bhe construction of an &8Glkm continuous
sblidly welded railway line resulting in a low wear factor on the
heavy trucks reguired for 80 ton truck-loadse of ore. The line and
3.2km. wharf necessary to reach deepwater from the roil terminug on
the N.E. shore ware complated by privaie enterprise'in 1s76, A
further Sm. dredging will allow 300 00C tonnersto load, but at present
e 350 m. long 235 deep channel allows 150000 ton bulk carriers to aoek
at the loading bay which is protected from the Atlantic swell by a
dreakuoter joining Marcus Island to doedjies Pt. on the N. shore
(ske Map of S.BJ. At the end of the wharf i3 an oil tenker terminal
with facilities for pumping oil to a vast underground storage tank jarm
hearby. Because large bessels need 6k speeds to siteer and'long
distances to stop, they are brought in by tugs, turned around and

docked facing the open sea ready to legue under their own power.

At preseni, six (three up and three down) 2.2km. long ore

'traine!with three electric units each complete the eighieen hour
Jjourney between Sishen and Saldenha Bay each day, so that 1o ~ l8nt.of
iron ore ean be exported annually. 5Ly adding short extra loops ail
intervecis to allow pasgsing along thévline, this amount could be mcre
than doubled, -increasing South Africa’s fureign earnings from iron—ore
exparts appreciably. The whole system is hignly outomated and
‘electrically oprrated  with the aid of a computer and micro-uwave

radio connecting all even numbered loops (scee diagram) and using

800 different channele so that cach train may have separate contact.
Because there is automatic detection of dragging equipment, axle overhzoting,
etc., only 100 maintenance stafy are required} Unlcadiniy is done Dy
an automatic tippler hondling 8000 tons of ore/hour two trucks ot a time
without urcoupiing. Many Ailomeires df convayor belt then digiridute
the ore either (o stockpiles or .into the carriers which must be
carefully leaded by giont loaders (see aketéh) go that the weight is
evenly digiributed. You gshould remain aleri ag we poss through the
Soldanha Say ares to collect evidence and jot down notes for use in
Cyour ssegay when you return home, See what you carn find out adout the
ecelogy cof the Langebaan Lagoon. |
Fssay irite on essay on the changes and effects likely to result from

the Stehen to Suldanha Bay iron ore export scheme, concenirating
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¥
on euch aspects da: the eccnomic effects, population changes, and
_ s _ o ) .
enviromwnental impact. Include photographs where pogsible,

28. Is ecology important?

29, Is it necessary to be conservation minded?

SALDANHA BAY T0 LAAIPLER

30. (a) Draw a fisid sketch cf the distinctive geomorphological .
feature near Vredenburg. B '
(b) what is it?
‘(c) Expicin its origin briefly.

81. Briefly describe the lowsr Berg River valley as we approach Velddrif.
382. What is the dominant occupation in Velddriy and Laaiplek?

33. IList as many reasons as you can Jor these two villages growing up

here.

34. List any evidence you come across of ancillory  activity tc the

main industry present in these villages.

35. khy has it been necessary to build breciwaters at the Berg River

mouth?
VELDDRIF T0 PIKETBERZ.

As we cross the Sandveld touwards Piketbeﬁg take note of the pcor aandy

goila and the land-use. .

86. (a) Name the most common irees found here. They are not indigencus.
{b) #here are thsy from? .
(¢) #hy are they here?
(d) 4re they a problem?:
(=) If so, why?
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. {(a) IToke a soil sample for comparison with the Swartlond and
Pik@tb@%g s0ils.
{h) irau:d soil prefile st o conventent place, also for comparison,
{c) When you have done the same thing for the other two soil types,
try to igclote as many differences or gimilaritics as you can.
See if you can discern the transition from Sandveld to Swartlond
with the aid of your geclegical mon ae we proceed Fastwards.

(@) #hat effects do thess soil types. have on crope and yields?

38. (a) Do you see any evidence of widesprrzad soil erogion that has
occurred in these areas, eapQCLally in the inter-war period?
(b) How moy soil erosion be limited?

(c) List any evidence of cttempts te do so that you see.

Piketberg is all that is left in this area of a different
rock-type from the rest we have ceen to-~day. You should nevertheless

recognige it.
38. #Hhat rock ig it?

<

40. Can you teli tts structural form from your geological map?

(The arrows indicate dip or slope of stratoa,)

4i. (a) For what purpose are the quarries on the slopes just South of
the toun used?
(d) In what rock are they?

IKETBERT  TO#K

The town was founded during the Hottentot wars of the late

I7th centuary as a military guord poat, heace the aame, from the French
Tpiguet? = the spelling hasg only changed recently. Its site and street

plan are typical of early South African towns, being situated on a spur
Jlanked by strecms on either gide and backed by the Ei@h ground of the -
mountain. The two long main down streets allowed long plots for cultivation,
Jronting on the irrigation furrow of the street down which wat er,

diverted from the sireams higher up, flowsd. Originally housee fronted

onto the streets. Leoox for any remaining examples of this.
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42. (a) #rat do you notice about the position of the church and
market'square?

(b) ihy are they situated there?
43. Fhere have the businesses tendsd te clus ter?
44. #Hhat functions deoes the town serve now?

45, (a) How important is it?

(b) Is it likely to grow inuch?

46. Draw a rough strest-plon cf the town,

PIXETDERT -~ THE HOUNTAIN

Although Swartland jarmers had used ths highlands-as a caitle
run before the mid~19th century, it wasnot until the latter half of the

century that farmers realized its potential for fruit farming.

7. Why should Piketberg be one of South Africal’s leading export
deciduous fruit producing areacz when little fruit is grown

elsewhere in its vicinity?

B Fruii farming was unprofitable until a pass up the mountain
was consiructed by a local jarmer, Mr. Versfeld, and twenty Coloureds.
He, in 1888, invented the Versfeld loop which aided the oxuwagons in
negoticting sharp corners by allowing the turn to be made with the
wagon on the douwn grade (see diagram). : {:ﬁ;g’m”

Oxer. cannot all ,gzjféiyp | 'iﬁ::;weza Ve rs feld
pull or (54 Conventional . ﬁwn@rw&:g;:;;zflf\\\\\ beer
Fimentum SE_rR e N

After World War I and the introduction of jfuster motorized transport,

Jruit farming expanded. But it was not until the construction of a new
paS& tin 1945 that Piketlherg became a producer especicliy of apricots,

o

peaches and apples for eupora,
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48. (a) i#hat facilities ors necessary in the infra—structure for
gxpert jruit? : } .

(b) Is there any evidence of these in Piketbery?
As you ascend Fiketberg notice the chunge in natural vegetatiocn.

49, fa) Briefly describe and explain the contrast.

(b) Name as many exampies of plant cypes ae you are able.

50.. Constder the rows of pine trees at the top of the mountain.
(a) What do they tell you about the climate? '

(b) What do thsy tell you about the Jruit grown?

(c) Why are the trees planied there?

51. (a) List the types ¢f fruit trees you can recognise.
(b) FEstimate the percentages ¢f each type of fruit grown.
(c) FEstimate the percentages of land under fruit trees.
(d) What other typss of land use exist?
{
52. (a) Are there many dama?
(b) What can you deduce from thi= answer about precipitation
amounta?
(c) Is there evidence of much irrigation or of other sources of

water?

53, From o suitable varntage point, draw c field sketch map indicating

the agricultural land-use of the area.

Firnal Report

Your jfinal report should be presented neatly with all gquestions
clearly answsred ond maps, diagrams, field sketches, gsamples, etc.
neatly ond fully labelled so that they clearly convey the intended -

information,

Your final task is to give an account of how you bengfitted from
thie field excureicn. This mey be done in essay Jorm or you may feel
thatl you can effectively cormmunicate your visws and Jeelings via your

method of presenting your report.

»
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CrOnRAPHY  TCACHING  SURVEY

T(): The Senior Geography Teacner, .i.e. Head of the Geogrophy
Deportment, of cll South African High Schools.

The <im of [hlS survey is to improve the teaching of gecgraphy by ascertainirg the problems'
eficouritered by geography teachers, and moking recommendations to make their task more st;mulotzng.

interesting and effective. Your co-operation will therefore ce greatly uppreciated.

A decode ago, in 1966, the Human Sciences Research Council conducted a.survey of geograohy teachirg
in South African secondary schools just at the time thot‘o_wcve of new thinking about géogrophy
teaching was beginning to swell. Since then this wave hos reached maturity and broken over some
geography education 1nst1tut10ns overseas, resulting in o different ond st1mulot1ng approach to
geography teaching and research. This has carried geogruphy, like the othgr sc1encgs. beyond its
early factual, descriptive. clossificotory stoge of development, to a more mature stage, where

relationships between phenomenc are examined mare anolytically and objectively than heretofore.

Although this "new" geography aos it is Sometimes colled,” is much in evidence in overseas publications
and periodicals, and is working its woy from the universities down into some schools, it seems its
viewpoints and techniques hove mode only limited appearance in South African classrooms, though its’

effects ore in evidence in our universirties.

With some Transvaol schools experimentiﬁg in new educational fechniques and some Cope.sch0015»
becoming experimental from 1977, it seems on appropriaote time to take stock of the South African
geogrophy teaching situotion, in the hope that the results might.prove useful in guiding future
develonment in geogrophy teaching in the country. In His foreword to the report on tne 1966 H.SiR.C.
survey, Dr P M Robbertse hoped that the report would brooden horizons ond engender 2 new cpproach to
geography teaching in S.A, This survey will ottempt to evaluate the success of the H.S5.R.C. survey
report in this regord by:~

Collecting dota comparable with the 1966 H.S.R.C. datc;
Ascertaining the problems in teoching geogrophy encountered in 1977 in South African high s¢hools;
Ascertaining senior geograrhy teachers' own opinions as to the efficacy onc relévcnce of
their teaching; and
A. Ascertoining the degree of owdreness of, and climote af opinion regarding recent trends in

geograophy teoching.oversecs.

It is hoped thot the results of this survey will give an indication of changes which have occurred
over the last oecode in geogrophy teachers' attitudes ond the techniques they use in teaching their
subject.

Although fully oware of the limited time senior geogrophy tedchers have availoble, the Deportment of
Education Geogruphy Study committee nevertheless believes that the returns likely to be gained from
this survey fully merit requesting ALL senior geography teachers to devote o couple of hours, either

cn their own, or in consultation with fellow geogrophy teachers, to answering the occompanying

questionnaire. Noturally the infcrmation cnd opinions given will be anonymous, treated strictly

conficentially, and used for resedrch purposes only.

You are ock»d to consider 0ll the questions and their implicotions corefully before answering them
forthrightly, even if they may seem-unclear to you - there may be a good reusen for this seeming lock
of clarity. The return of the completed questionnaire in the addressed env}lope providaed is requested
AS SOCN AS FOSSIBLE, to the S A COLLEGE HIGH SCHOOL, NEWLANDS AVZNUE, NEWLANDS, 7700, CAFE TOWN. Those
interested in o summary report of the results obtained from processing the ques*ionnaire returns may’
include o telf-addressed envelope with the auestionnaire. The findings will be forwardaed to you 0s socn
0s possible,
Questions should te cnswered: (a) in the spaces provided, or

(b) by CIRCLING the NUMBER(S) in the right hand columa(s) next to the

answer(s) considered MOST opplicoble, as shcwn below:

Is geoqgraphy a subject worth teoching ) Yes C)
i : No 2
in secondary schools? No: sure 3

Here "yes" is considered tne mnst applicable answer.
%



OFI1.ICK GUESTIOMNAIRE  TO SENIOR GECGRAPHY TEACHERS IN"‘?JJUTH AFRICAN HIGH SCHOOLS  WHERE

LEOGRAPHY 15 TAUGHT,

, Eng Afr Total % - Eng Afr Totel %
1. PERSOLAL  INFGRUATIGN '

1. Please indicate your oge e Ages: 2C-24 _ - . 65 10 16 6

. 25-29 - 26 30 56 21

3C-34 : 24 32 76 29

35-39 . : 24 25 49 1%

20-49 ' 20 22 42 16

50-65 10 13 23 9

1320 132 262 10O

2. Please incicate your sex Male ‘ . ' 94 105 199 77
Female 32 27 59 _23

- ' 12

6 132 258 100

3. Indzcote your number of years geogrophy 1 a4 12 16 6 21 7 15 22 8

teaching experience (circle the 3( 8 19 27 10 4 9 ‘10 19 ?

applicable number) 5113 6 19 7 67 10 11 22 8

7 7 4 11 4 8 9 4 13 S -

912 7 19 ? 104 30 21 51 19

15+ 10 17 27 10 - 20+ 15 9 24 9

, 134 135 269 100

4. Indicate the standard levels you standards 98 ‘100 198 73 71112 116 228 €4

have taught in secondary schools h 122 249 92 91126 113 239 82

" (circle ALL the aopplicable numbers) (N=27o)' 10 1111 124 235 &7

5. Indicote the stondard levels standards 6 137 63 100 37 § 7167 84 151 56

you now teach : 8 198 93 191 71 | 9111 97 208 77

(N=270) : 10110 103 213 79
6. 1Indicate the language mediums - Engiish : 132 64
you have used o Afrikaans 25130
— - Other v ' . 0 ©
7. 1Indicate the longuage medium English ' “128 31
you usually use Afrikaans : 11 129
Other . o o

8. 1Indicote your highest ccademic - Masters o ' - 3 6 .9 4

qualifications in GEOGRAPHY Horours ‘ -20 . 22 22 16

e.g. Masters degree, Geog. I, Geog. 111 - .81 75 158 60

P.T.C.I1, etc. Geog. II . ’ 14 16 30 12

: Geog. 1 ' 8 3 11 4

Senior Certificate . 5 6 11 4

. ) ] ) 132 128 260 100

9. 1Indicate your prafessional . ULE.D. ' 110 106 216 - 85

qualificaticns in GEOGRAPHY Other . 6 5 11 5

e.g. U.E.D. geography method, None ) 8 18 26 10

P T.C I, etc. o 124 129 253 100

10. Indicote your time in school - Teach Ggeography only . 68 40 1C8 40

spent teaching geography. Teach mostly gzography : ' 4 55 9s . 25

23 40 15
10 17 7 10

135 135 270 100

Teach half geography half other sub)ect(
Teach less geography than other subject(

mn o
——
—
~

11. Estimate the average amount (a) bours in school time
of time you spend each week 1|37 38 75 32 .2 39 27 66 28
preporing geography moter;ol(s) - 3118 24 42 18 4+ 26 _25 _51 _22
material(s) (b) bours out of schoal ‘ ) 120 114 234 100
: 2 |19 26 a5 17 3i 13 16 29 11
4426 28 54 20 430 21 51 19
. 8']13 11 24 9 10+ 16 12 28 11
T 12¢ 72 7 14 5 15¢_8 _9 _17 _ 8
132 130 262 100
12. Estimote the ‘average amount (o) hours in school time
of time you spend each week 1152 52 104 46 2| 36 34 70 31
markin¢ geography 3115 17 32 14 44 11 8 19 _ 9
(b) hours out of .school lla 111 225 100
2 l35 20 55 . 20 31 26 25 51 19
33 65 24 64 22 17 39
8«1 3 13 16 6 10 8 17 25 9
12/ 8 6 14 s | 1541 a4 _ 5 _2
. ) 135 135 270 1C0O
13. Are you haoppy and satisfied Yes, very 73 92 165 61
teaching geogrcphy? (Circle Yes, quite 36 29 55 24
ONE enly) Yes, but only in certain circumstances 23 18 41 15
Not really 1 1
Definitely not 9% _
135 135 270 100

15 -
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15.

II,

Do you find your enjoymant of teaching geography limited by
one or more of the fallowing? (circle ns

(a). 1 rcve too much marking to de

{p) 1 ncve too much preparation to do

)

(c} 1 cannot motivate the modern pupil

(d) The pupils are not interested in geograghy

—~ i —
TO ~0
— " # e S e

o

ond mointain the- interest of my pupils

(k) The accent on examinotion aliows insufficient time. for teaching

geography as it should be tought

ainly the wegker pupils take gecgraphy in my class
‘1" teach tne suhject bty force of circumsicnce

1 do not have sufficient knowledge of geography

1 have dxffxculty in obtaining the necessary teochxng aids
The syllaobus is too long and detailed
The syllabus construction and content does not attrcct,

(1) 1 experience difticulties in arranging fieldwork
(m) I have lost my initial enthusiasm for teaching geogrophy

{(n) My ocademic troining did not equxp me for teoching modern

syllabuses

(o) Other reasons (please specxfy)... ..

Hove you attended a refresher course(s) in geography teaching?

>

FACILITIES : ' -

Does your school hove a speciolly

equipped geography room/loborctory?.

Do you have an cdequcte storage
room nearby?

c

Circle those of the folléwingw
for which you have adequate space.

Is there on active society ar
club catering for the interests of
geography pupils at your school?

Circle the geogrophy periodicals/
journals you or school subscribe
to:

Yes

No

Yes
No

Provxsxon is being made for one

Models

(N=270)

Class Museum

Class geography 11brcry

None of these

Yes
No

(N=270)

JOURNAL FOR GEOGRAPHY now the SOUTH AFRICAN GEOGRAPHER

THE SCUTH AFRICAN GEOGRAPHICAL JOURNAL

Others: (please specify).....

GEOGRAPHY )
TEACHING GEOGRAPHY ) U.K.
.THE GEOGRAPHICAL MAGAZINE )
NATIONAL GEOGRAPHIC ) S.A
JOURNAL OF GEOGRAPHY ) e

(N=270)

many as you fcel apply)

motivote

Provision is be;ng made for ane

’

) s.a

T
(o]

12
13

14

[RE Ny WK

5 WN -

N~

VO NCUA W

TN VAW N

N o o w

~N

Rank Eng

31
29
13
20
a7
1
11
36
48

21
65
€6

6
22

104
30

134

53
67

Afr

15
14

14

63
77

15

62

11

87
a7

134

1?2 15

137

64
66

139
50
25

65

23
1G7

130

140
37
15

67

13
122

i3s

S7

~Total %
.46 17
a3 16
22 3
34 13
104 33
6 2
19 7
.99 36
125 46
36 13
127 47
150 55
8 3
33 12
191 71
77. 29
268 100
80. 29
167 60
32 11
279 100
116 - 42
149 s3
14 5
279 100
87 32
40 15
92 34
132 49
36 14
229 86
265 100 °
87 32
48 18
17 6
14 5
108 40
166 61
12 a4
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Circle BOTH the numcers of those pieces of geography equipment your school

A poscesses, AND B, uses, CR €, would use, if avoilaoble.

A B c
possesses : uses . would use,
if ovailcble

>

Ronk Eng Afr Totol Rank £ng Afr Total Ronk Eng Afr Total

Atlasces, sufficient for each

pupil in the geog. class 1 2 118 100 218 2 123 105 228 10 25 35
wall mops of most continents 2 2 109 64 203 4 104 102 206 15 31 46
Large scole. topographic maps, . .
e g 1:50 000 trig survey sheots3 3 112 96 208 3 117 107 224 14 23 37
Ortho-photo maps, on O - .
1:10 000 scale 4 31 28 13 41 31 25 15 4O 13 52 60 112
Air photographs 5 6 106 82 188 5 108 96 204 20 28 43
Sterecscopes for viewing . . ] .
oir photos in 3-D ) 6 11 92 77 169 10 91 76 167 27 32 42 74
Magnetic composses 7 19 . 56 52 108 18 sa4 53 107 21 47 sa 101
Opisometers 8 33 12 24 36 33 13 21 34 1 7i 71 1a2
Alijdade for plone-tablinrg 9 4 1 5 2 1 3 20 54 50 104
Plane table 10 4 S 9 4 3 7 10 59 59 118
Partograph for reducing or . . .
enlorging mops 9 11 3 17 20 3 16 19 s 70 61. 131
Clinometer for meosuring . :
ongles of elevation 12 13 1 14 9 1 10 8 60 63 123
Sextant for measuring ongles
of elevation s 9 13 17 11 28 16 12 28 14 s8 53 . 111
Orrery for demonstrating :
movements in the solar system 14 27 18 29 47 26 15 33 49 7 61 67 128
Thermometers - Max. and Min. or ) N
Sixes 15 9 104 80 184 8 102 82 184 . 21 27 48
Thermograph 16 29 28 15 43 - 25 29 22 51 14 54 57 111
Hygrometer 17 13 95 S7 152 11 94 60 154 31 20 37 57
Hygrograph 1 16 13 29 17 15 32 17 52 58 110
" Anercid Barometer or Fortins 19 i7 73 46 119 17 73 42 115 23 37 51 88
Barograph 20 32 22 17 ) 29 23 18 41 14 58 53 111
Anemometer 21 27 34 13 47 29 29 12 41 11 56 61 117
Rain guage 22 10 99 74 173 13 82 69 151 32 23 33 26
Stevenscn screen - 23 25 31 17 a8 2a 27 17 44 8 61 62 123
wall charts 24 23 44 10 54 2 44 9 -53 30 25 33 58
Glotes:
lack demonstrotion globe : 3
?orcdro:ing s 25 22 37 47 84 22 35 45 80 24 37 44 81
Physicol 26 6 99 89 188 7 101 93 194 i 10 21 31
Pcliticol - 27 15 72 73 145 14 72 75 147 12 22» 34
Apporatus to illustrate con-
struction of mop projections 28 13 9 .22 12 11 -23 22 51 45 96
Projectors: .
Overhead 29 8 102 85 187 9 100 71 171 9 18 27
Movie ' 30 14 100 48 148 15 97 36 133 v 12 32 44
Slide ’ 31 12 97 57 154 12 98 54 152 17 28 a5
Filmstrip 32 18 76 40 116 = 18 73 34 107 .33 21 33 54
Episcope to project ) ‘
picturZs. mogs.Jetc 33 29 23 20 43 34 20 110 30 17 57 53 110
Filmstrips ' 34 e0 70 27 97 21 72 26 98 28 26 46 72
Siides 35 21 63 26 89 20 70 32 102 - 26 30 46 76
Overhead projector trans- )
arencies (bought or self-
:wde) (bovs 36 5 105 96 201 6 110 90 200 14 24 28
Cverhead projection trons-
porency mzkeg' 37 16 72 48 120 16 74 S1 125 29 30 34 64
Electronic pocket calculator 38 25 27 23 50 26 29 20 49 24 _43 38 81
Comero for taking slides 39 24 32 19 51 24 32 20 52 19 54 S5 109
Model-making focilities 40 9 4 13 8 5 13 3 70 63 133
Landform or Relief models 41 34 24 11 35 31 26 14 40 2 66 70 136
Soil-testing kit a2 10 S5 15 12 2 14 3 73 60 133
Mineral-testing kit a3 4 1 5 : 3 1 4 6 67 63 130
Sard-tray i 44 19 . 16 35 13 10 23 12 62 52 114

Others: (please specify).....45
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TEXTBOOKS
Are you in favour of a department of education Yes
specifying the use of o specific textbook(s)? No
In certoin circumstonces
Do you prefer complete freedom in the choice Yes
of a text or texts? ) No
Do you prefer texts to follow a set form Yos
e.g. conforming to the syllabus? ) ’ " No
. _ " Not sure

1f you use @ single bosic text, please specify:

Title Author
Std 6 ek e e e e s e e e e e e e e e e e e e e e e e e
Std 7?7 e e e e e e e e s s s e s e e e s s e e e e e e e e e
Std 8 e« 8 % & s = 8 & s 8 s s & s e s e e & 4 & e = 2 s s o &
Std 9 « e e 3 e s e o a2 s e o e s s e e o s s & s 4 e 206 o @

Std 10 s e e 4 e e e s e e e 4 s e e e e e e e e e s e e e e

Circle the number next to the glternotive you MOST PREFER to complete
statement: "Geogrophy pupils need ......cieiiiicnccnrerenss®

(a) o basic text to be used almost exclusively

(b) o basic text to be relied 6n mainly, with occasionol use
of other resources )

(c) o basic text to be used as an outlire only,vother
resources supplying much information’

(d) o number of texts, including somple studies and the
thematic type, the best parts of which are used.for‘the
relevant aspects of the work o

(e) no text at all, other resources, from the library, film-

" strips, teaching kits, printed notes, etec. being used
. under the teachers' guidance, to acquire and learn .

the basic knowledge necessary.

Are you in favour of texts where graded queétions and Yes
tasks are set throughout “the' texts, or after each No

short section as in John Earle's Window on_the world Not sure

_or the Oxford Geography Project (0.U.P.'74)7

How well do you consider the South African Very well
texts availcble at present fulfill the oims Fairly well
and needs of the new differentioted Only partially
sylldbus es? Hardly at all

Eng Afr
31 80

46

58 _34

135 135

103 55
27 76

130 131
81 112

32 19

20 4

133 135

Publisher

the following

5 37

29 €0
52 25
54 20
- -2
140 144
109 103
11 12
15 18
‘135 133
14 13
71 94
a3 27

a 1

132 135

-

Total

158
103
261

193

51

24
268

42

89

77

74

o

212
23
33

268

27
165
70

N

267

15

31

27

26



in the final examination.

-.5.-

EXAMINATIONS

Circle the rumber of the-rejoinder you consider applies BEST to

EACH of the following staotcments:

The form of the final exaomination ;..,.

(3) has little or no effect on my geography teaching method

(b) has some etfect oﬁ-my geography teaching method
{c) strengly affects my geography teoching method

(d)}) 1largely determines my gecgraphy teaching method

The examiner con indirectly influence the pupils'_
enjOyhent of geography ond the benefit he obtains.

from its study, by the type of question he asks

The type and' standard of geogtcphy>teoching
is determined largely by the type of question set,
and the standerd of morking, in the final

examination.

It is not the furction of an examiner to
influence teachers' teaching methods and pupils®
answer presentation -~ the examination should
simply find out how weil the pupils know the
content of -the syllabus.

The aim ot the final examination should NOT be to find
out how much of the syllabus content the pupil knows,
but how he can use the geographic facts, techniques
ond processes of critical thought he has learnt, to
express himself effectively in concise, lucid -

geographic terms.

The form of the final examination and the type
of question set should be used as the best way of

implementing the aims of o new geography syllabus.

When a new syllabus is introduced a sample

examination paper should be circulated with it,

- to guide teachers in their interpretation of the
syllabus.

“
v

The exominer should guide téochers towords'using the
inquiry method of teoching, hypothesis-testing
technigues and encouraging criticol evaluation in
pupils; by setting some of the type of gquestions

requfring these thought processes, in the final exam.

Less stress should be put on the final.examination
by allotting a percentoge of the final mork to

projects, year's work, etc.

Strongly
Agree

Disagree
Strongly

.Strongly

Agree
Disagree
Strongly

Strongly
Agree

disagree
Strongly

Strengly
Agree
Disagree

Strongly

Strongly
Agree

Disagree
Strongly

Strongly
Agree
Disaagree

Strongly

Strongly
Agree

Disagree

Strongly

Strongly
Agree.
Disagree

Strongly

agree

disagree

agree

disagres

agree

disagree

agree

disagree

agree

disagree

agree

disagree

agree

disagree

agree

disagree

& W N - s W N -

D WN —

& W N

AW N -

& W N -

S W N
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34
77
14

132
31
74
23

130

36
60
23

130

69
60

134

24

76
28

130

68
56

IU @

135

47
75

@®

59

61
11

134

Afr

14
as

37

39
135

57
67
10

135

45

73

14

133

59
50
18

135

Totat

270

267

76
147
37

263

.95

Ny
(2
An

70
142
49

264

162
91

13

- 270

103
143
16

263

126
.108.
28

249

B

34
54 .

8 |

29
56
14

100

36
42
15

8 .

52
42

100

27
54
18

100

-, 100

47
40

glus




INU_AT JONS and GAMES can bte exther competxtlve be'aeen teams or' individuals, or non. éonpétltlvb.
Reci life sxtuatxons are simulated and pupils play out decision-raking roles: according to rules
For exomple

simuiating the constroxnts ‘of reolxty. the Railway Piorecers Game described by

" Rex walferd in his Gomes in Geograshy (Longmcn< 196%9) is a game in which various railwoy companies

made up of groups of puplls representxng the vorxous officers of ‘the competing 19th century

componxea ‘involved, race to build tracks ocrocs North America to the weet cocsts

(-N-27Q)

Eng Afr Total ¥
Have you used any simuiotions or §ames in No 1 101 123 224 83
geography classes? Once 2. 7 8 15
On a few occasions 3 25 4 29 11
Often” 4 _1 _0o _1 _o
. ' ’ 134 135 269 100"
Were they developed by others or by Others ’ .15 9 24 11
yourself? : Myself” 20 7 27 12
" Not applicecble _Zz ;25 171 _77
112 110 222 100
Were they competjtive or Competitive 18 6 24 . 11
non-competitive? _ Not-competitive 2 13 10 23 11
Not applicable 3._77 .87 'léﬁ _78
' 108 103 211 100
Were they individual ér played in Individual 1 8 5 13 6
groups? ' Group 2 26 13 39 18
Not opplicgble _78 _86 164 _76
i ' 112 104 216 100
Do you consider simulations and games: Certainly 1 24 " 11 35 TiS
worth the extra time they usually involve Probably é 33 28 61 26
considering the diverse benefits often Not sure 3. a7 41 88 - 37
goined by participants, e.g. inter&cfionv " It is doubtful a 18 19 37 15
through role-ploying, appreciation of ‘Definitely not. 5 _3 _15 _18 _7
difficulties involved in real-life . ' - 125 114 239 100
decisioﬁ—mcking, personollinvolvement . . '
in geographical problems, etc.?
If you do not generclly:use simulations
or games is it because: '
(0) you consider them a waste of time? o 5 12 .17 6
(b) you do not know enough about them and their value 46 a1 87 32
(c) you would like to, but don't know how to gét storted? 19 18 37 14
(d) you would like to, but there are few applicable v‘. '
* ones available in South Africa? . 4 20 6 26 10
(e) .you would like to, but the syllabus does not permit o .
enoi'gh time? : ' .5 63 59 122 s
(f) you would like to, but fhevsyilobus is not suited : ' K .
to their use? ' ' : 6 - 10--19 29

211
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MODELS have alwnys been used in geogrophy, tut recently there has been a spate of model-
building. Models include three types of scaoled down simplified representations of reality:

(o) iconic models, e.g. photographs and relief models whose.propertiés are the same as
in reality; .

{(b) -arolog models, e. g._mops- ond

(c) symbolic models, e.g. abstroct mothemctxcol formulae and Yon Thunen's land-use
model whose properties are represented by symbols,.verbal or mothermotical,

Eng Afr  Total %
Do your pupils use maps (ctios (c) For most aspects of geography 1 78 52 130 48
and/or large-scale and/or sketch- (b) For many ospects of geography 2 42 50 92 34
maps) in the study of geogrophy? {c¢) For some ospects of geography 3 as 31 - 46 17
' (d) Seldom . : 4 _- _2 _2 _1
135 135 270 100
Do your pupils make productive {a) Usuolly 1 20 23 43 16
use of iqonié models iﬁ'studxing (b) Often 2 50 56 106 40
geography? v ' (c) seldom 3 so 33 83 31
. 7 (d) Never 4. 14 _21 ._22 13
“134 133 267 100
If you use iconic models, do you (a) Usually 1 23 23 a6 19
construct or produce them yourself? (b) Often 2 16 22 38 15
’ (c) Seldom 3 54 43 .97 39
(d) Never 4 34 _32 - _66 _27
\ ' 127 120 247 100
Do you pupils canstruct iconic (a) Usually 1 9 8 17 6
models, e.g. relief models? (b) Often 2 16 21 37 14
’ (c) Seldom 3 67 40 107 41
{(d) Never 4 _40 _63 103 _39
132 132 264 100 -
Do you use symbolic models in ‘(o) For most ospects of geogrophy 1 15 10 _ 25
teaching geography? .. (b} _For some ospects of geogrophy 2 74 36 ilo0 41
’ (¢) Seldom 3 28 31 59 "22
(d) Never 4 _18 _57. _75 _28
135 134 269 100
Do you consider the use of
A, iconic, and B, symbolic )
models in geography teaching ‘ A iconic = - , B symbolic
- Eng Afr Total %. Eng Afr  Totol %
(a) essential? 1 42 39 101 41 29 23 52 21
(p) very useful? 2 50 40 90 36 ‘46 33 79 - 33
(c) of some use?: 3 30 21 51 21 44 43 87 36
.(d) of little use? 4 _ 2 _a _6 _2 7 17 24 _10
- 100

124 124 248 100 126 116 242
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THE "NEW" GFOGRAPHY

This section aims to enquire into the extenf in South African schools of knowledge of, and use
of, what 1s often colled the "new" .geography. Short definitions are given to explain those
" of the terms used which may be unfamiliar, . . . ’

10.

FIELDWORK is the broéess of observing, measuring and recording
data 'in the field, be it in the local environment, out in the’

country, at the coast, at a shopping centre,
Such work forms the basis of subsequent
analysis, interpretation and explanation.

survey, for example.

or making a traffic

Eng

Afr Total

Eng Afr_Totoi % - %
The role of fieldwdfk.iﬁ geography, in
your 6pinidn, is - ' ' : _ .
(o) essential 1 64. 41 105 39
~ (b) highly desirable A _ 2 48. 46 .94 35
(¢) of moderate value - 319 - 38 57 21
(d) of little value , 4 4. 11 4
(e) a waste of time 5_- _3 _3_1
I 135° 135 270 100
Do your classes do fieldwork assignments . Yes 1 792 60 152 56-
involving answering questionnaires or " No 2 43 _75 118 _.44
worksheets? C ’ 138 135 270 100
If so, specify in which standards 6 29 12 41 27 7 43 24 67 44
' S 8 60 41 101 66 9 73 43 116 76
(N=152) 10 61 36 97 64 po#t matric - -
Do your pupils undertake independent Yes - 1 44 34 78 30
individual fieldwork studies? - No 2 _88 _97 185 _70
' ' 132 131 263 100
If so, specify in which standards 15 7 22 28 7 19 14 33 42
' - ' 8 24 16 4o 51 9 26 17 a3 55
(N= 78) 10 - 27 19 46 - 59  post matric - -
Indicate, roughly, the average number None 1 28 38 . 66 25 .
of times per year edch class goes out Once 2 62 47 109 41
into the field to conduct fieldwork. Twice 3 29 33 62 23
‘ ' 3 -4 4 15 10 25 9
- 5* 5_1 _4 _5_2
135 132 267 100
Roughly, what percentage of the final < 5% 1 78 79 157 ‘68
year-end mark do fieldwork assignments ' 6 - 10% 2 25 31 56 24 
count? 11 - 25% 3 14 5 19"
> 26% - 4 _1 _ - _1_o0
o 118 115 233 100
- : ' B " To integrate the - . o
For what ospect(;) of the syllabus various aspects 1. 33 24 57 21
do you use fieldwork methods? Climotology: ‘2 49 42 . 91 34
' , Geomorphology 3 93 60 153 57
Other, (please specify here): . . . . . Urban geograbhy . 4 82 44 126 47
T Regional case studies 5 20 16 . 36 13
(N=270) Mapwork 6 44 49 93 34
How effective, as a teaching method, Highly effective 1 50 . 33 83 33
oo you consider fieovark? Tmethereeve e s
A waste.of time 4 1 _ 4 _5_2
. . ) 128 121 249 100
Do you consider most of your pupils Definitely . 1 60- 51 ‘111 47
enjoy fieldwork? - - To a reasonable extent 2 55 43 98 42
A few only : 3 9 14 23 10
No, hardly ot all 4 -1 _ 1 2 1
125 1G9 234 100
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DISCOVERY LEARNING/THE INQUIRY METHGD is where pupils ore guided by the teucher to do

individuol research, for instance into problems which have been set theh,

A ronge

of resource focilities including reference works, mops, periodicols, filmstrips, data

sources, etc. ore necded for consultation by the pupils, prefercbly in the classroom.

Do you hove o well-stocked librory

or cless-librory, providing
sufficient resources for the
effective use of the inquiry
method, ovailable to your pupils

in most class periods?

>

Hove you sufficient time available

to know well whaot your libraory
contains, enabling you to guide
your pupils effectively through

their learning?

Do you use the inquiry method Usually
in your classes A, orally Cften
and/or B in.written form? Seldom
Never
1f you do, do your pupils
er.joy -it? Cefinitely
To o certain
degree
Nect sure
No
Do you consider it o method that

If you do, dc¢ you ccn:idgr the
necessary resources for its use
should Be provided by education

depcrtments?

should be used, at least sometimes?

Yes
No

Yes
Hardly
Definitely Not

- e

A orol

Eng Afr Totol.

1 22 36 - 68
2 64 49 113
3 19 33 52
4 9 3 12
124 121 245
1 3¢ 31 61
2 65 58 123
17 21 38
- 5 5
112 115 227
Yes.
Possibly
Not sure
No
Yes
Not sure
No v

28
46
21

100

27

" 54

17

IN

-

a WwWiN

Eng
46

89

135

Eng
24
59
38

125
19
76
21
118

113
19

136

113
14

133

Afr Totol %
42 88 .33
92 181 67
124 269 100
28 69 26
71 146 55

35 52 19

134 267 100

written

Afr Total %
14 38 16
45 104 43
48 86 . 36
9 _13 5

116 241 100
19 38 17
54 130 58
25 46 20
10 12 5

108 226 100

100 213 79
25 44 16

8 11 4
- 1 1

133 269 100

119 232 87
12 26 10

-z _8 _3

133 266 100
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SnA ISTICAL AND OUAHTITATlvE METHODS 1nvolve the use of vor10us techniques to solve
probiems ond examine nypotheses occurotelv and obJectxvely. ‘ The<e involve the use of,
for excmple, hxstogroms, sg)tter grophs, mothematxcol tcchnxQues used in an ottempt to

describe, explain or predxct 1nterrelotxonshxps,vond hypothesis- testxng.

A troditional ._B recent
£ng Afr Total % Eng Afr Total %

Do your pupils make use of Usually

137 38 75 29 312 15 ..
A the traditional line graphs, Often 2 60 45 105 41 15 21 36 17
histograms, etc. and B the Seldom 323 29 52 20 4 31 711 34
recently developed scatter- Never 4 12 15 27 10 _52 34 _86 _a2
graphs, rank correlotion, etc.? . - } 132 127 259 100 kliO 98 208 100
If they do, do they collect  Often L1 15 13 28 11 25 7 4
the data themselves? . ‘Seldom 2 52 48 100 41 @ 26 28 54 34
Never . 3 _58 59 117 _48 _S6 44 100 _62
o 125 120 245 100 84 77 161 100
It they do, do they plot or Often B | 59 47 106 46 13 17 30 21
" work with ‘the ‘data by Seldom 2 43 43 8 38 25'30 55 38
themselves? Never 3 _12-25 37 _16 35 24 _s59 _41
114 114 228 . 100 73 71 144 100
If they do, do they enjoy Definitely 1 18 24 42 19 4 9 13 10
using them? To a certain extent 2 68 53 121 54 26 33 59 44
: Not sure 3 23 26 49 22 20 21 41 320
No. 4 _6_6 12 _5 17 _4 21 _16
115 109 224 100 67 67 134 100 .
‘If they do, do they draw by themselves . 1 5 4 9. 4 -1 1
'occurate conclusions from with a lfttle help 2 46 5S4 100 46v' 14 26 40 31
the end product? some pupils, butr . . ' ' _ o
. _not others 3 45 46 91 41 24 34 s8 45
‘only with much aid 4 15 - 15 7 16 - 16 12
never = 5 _3_2 _5 _2 _12_3 5 _12
114 106 220 100 66 64 130 100
How effective are these  Very effective 1 31 26 57 23 11 17 28 18
techniques as an aid . _- Sometimes Helpful 2 77 59 136 56 37 31 68 44
in gecgraphy teaching? Of little use 3 6 16 22 9 .7 11 18 12
-~ Not sure 4 _10 20 30 _12 _20 _19 39 26
124 121 245 100 75 78 53 100
How important do you Essential - 1 45 57 96 39 2229 51 33
consider their use in Sometimes useful 2 69 55 124 ‘ 50 38 35 73 46
geography? Of little use - 3 5 2 7 3 4 -
' Not sure 4 _6 .15 21 _8 _15 14 29 _i8
125 123 248 . 100 7978 157 100
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HYFCTHES1S-TEST ING/PROBLEM-SCLVING invelves (i) the formulation of a possible

explanation forco geographic phenomenon or solution to a problem;

of data to evaluate this hypotresis;

supports the -explanation or hypothesis; .
explanation or hypothesis if it does so:

must be formuloted, and then tested in a like manner.

Do you set your pupils geogrophic
problems which may be. solved in this

way using an oral presentation?

>

Do you set your pupils geographic
problems to be solved using this
method individually, alone?

Da you set you(vpupils geographic
problems to be solved using this
method experimentally or out in the
field?

Can your pupils use the hypothesis-

testing ‘technique effectively?

If they can, what percentoge of
your

ucing it alone?

How effective do you consider this

method in geography teaching?

senior pupils can work effectively

Often
Seldom.

Never

Often
Seldom

Never

Often

Seldom

Never

Often
Seldcm
Never

Not sure

>75%

50 - 74%

25 - 49%
. < 25%

Very effectivé
Fairly effective
Not worth using

Not sure

If you make only very limited use of statistical and

quantitative methods is it becouse:

most applicable)

(circle the reason(s)

(a) 1 have not heard of such methods before
(b) 1 have heard of them, but know little about their use

) 1 do not know how to postulate o hypothesis
fd) My school area does not lend itself to hypothesis-testing
) There is difficulty in ci* oining suitoble texts for classes.

(f) There is insufficient suitable datec available for

epplication of these methods
{g) The present
these melhods

(h) There is insufficient time ovcxloble

syllabus does not lend itself to the use of

{
(i) My classes are non-mothemctical so do not understond

the rotatien used
(j) Other reasons (please specify)

W N - & W N = W -

o] Vi B WN

o~

Ronk Eng

V)]

W~N©AO

39

58
37
134

14
57.

125

52
60
123

NN
® v o

|

—
N
w

w

121

3
33

2
o

23
o]

27

29
58

51

cnd (iv) the tentative acceptance of the

Afr

69

40
24
133

25
66
_39
130

54
67
127

13
70
41

125

14
26
62
1Cc6

20
61
13
_29
123

9
31
15
22
32

27

(ii) tre collection

fiii) the evaluction of the data to see if {t

otherwise another explonation or hypothesis

Total

108

98

61
267

39
123
_93
255

17
106
127

250

25
58
66
_29
248

38
115

21
73
247

54

51
114

102

%

10
52
26
12
100
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Gaod
(a)

{c)

(d)

(e)
(f)
{9)
(n)
(i)

(i)
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SYLLABUSES

Circle GOTH the FIVE aims from the list below which you consider

A. should be most important in high school geograopgty teaching, and

B. gre stressed most in the system in which you

teach.

Rank Eng Afr Total

geagraphy teaching oims:

To give a clear grosp of the body of
important facts obout the gécgraphy of
tre world . 1

To give understonding of, and show the
relevonce of, the problems of 0 geo=

grophic nature focing the world towards .
the end of the 20th century, e.g. environ-
mental pollution, R ) 2

To explain and give an appreciation aof

the interrelotionships between the

human ond physicaol phenomeno compr151ng

the study of geogrophy and the woy they

are expressed spatially, ‘3

To teach the pupil on understanding of
the basic geographic concepts, so he. con
appreciote ond use them in loter life. 4

To troin the pupil in criticol, legical,
gecgraphic thinking. . S

Ta eaquip pupils far self-inquiry ond
further study. 6

To cultivate o love of the subject. 7
To engender in the pupil an appreciotion
of, and interest in, his country and the

world. 8

Ta leod the pupil to on appreciotion of
the vastness and wander of creation. 9

To prepare the pupil to achieve the
best examination results he/she is
capable of. . 10

Indicate the syllobus you are teoaching

Other (please specify): cen
Indicate the standards. with whose stondards

syllobuses you are familiar

Are you familior with the AIMS of the
syllabuses you teach?

A

1 96 78 174

3 100 69 169
1 83 91 174
4 88 71 159
6 49 73 122

5 55 68 ‘123

10 21 28 49

Cape

Trcansvaal

O.F.S.

Notal

J.M.B.

Notional
Coloured Affairs
Bantu Affairs

Indian Affairs

Eng Afr
S 28 30
7 107 118
9 129 113
Yes
Fairly
No

%

23

64

62

64

58

a4

45

45

28

—
[+ 7]

O @ N OOV s W e

NV UV oW e N -

10

10

Rank Eng Afr

8

© 64 48 .
75 57
77 - 62
‘80 82
64 - 63
39 22
.27 S5
51 56
20" 52
71 70
29 39
18- 41
a 21
4 8
10 1
8 14
8 14
3 -
16 -
140 138
Eng Afr
91 105
120 120
124 111
102 90
30 .45
3 -
135 135

Totol

132

139

162
127
61
a2
107

72

137

w

41

49

51

47

22

39

26

50

24

19

— )

71

p
gl »
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Eng Afr Total % 'tng-Afr Total ¥%.
Do you agree with the aims of the Yes, fully 1 51 s0 101 38
syllabuses you are tedching - Partly only 2 76 85 161 60
. ' Hordly at all 3 1 - 1

Not sure 4 35 _= _5 _2
133 135 268 100

Does the coﬁtent you'teoch ) ' Stds 5 - 7 Stds 8 - 10
fulfill these aims?’ ‘ Yes, "1 26 30 s6 29 40 39 79 34
' Partly only 2 54 68 122 63 70 66 136 59
Hardly at all 3 6 4 10 5 3 1 a4 2
Not sure . 4 _6 1 _7 3. _10_1 1 _s
\ 92 103 195 100 123 107 230 100
Have yéu enough teaching Usually - 17 a8 40 ‘ 88 44 66. S3 119' 50
time to complete the syllobus? =  Seldom 2 30 48 78 39 41 53 .94 39
Never - 3 11 23 3¢ 17 15 10 35 _n
89 111 200 100 122 116 238 100
Do you consider there should be greater differentiation ih Yes . 1 72 62 134 52
content and standzrd required between the present higher and ~ No 2. 46 as >91 36
standard grade syllabuses Stds 8 - 10? Not sure 3 213 17 30 ;lg

131 124 - 255 100

‘ . ' _ o ) : Rank Eng Afr Total %
If so, circle the numbers of the following modifications

you would like to see implemented jn the STANDARD GRADE
SYLLABUSES. '

(a) A shortened syllabus with less coverage allowing more time
- for the basics :

(b) Less concentration dn facts and more on a limited number
of broad general geographic concepts ' :

(c¢) A similor but shortened syllabus with, however, greater
" emphasis on the practical application of useful geo-~
graphic techniques e.g. mep- ord photo-interpretation .
'skills, model-making, problem-solving, simulation-gaming, : o
fieldwork -data collection and procéssing, etc. ) 3 2 46 40 86 47

(d) A completely different syllabus drcwn up specifically for
STANDARD GRADE pupils with the .accent on current events
and world problems (e.g. environmental pollution, popu-
lation explosion, world peace)} where cantent is
- subservient to the creation of attitudes and values - ) : :
and empcthy for Third World difficulties. ‘4 4 32 36 68 37

(e) More concentration on regional geography giving greater
world coverage. : ’ '

(f) oOther modificctioﬁ;‘(élbose sbecify) e 6 .6 5 11. 6
Are you satisfied with the cdnfen; of the HIGHER GRADE - Yés - ) 1 30 39 69 29
‘' geography syllabuses for standords 8 to 10?7 . Fairly - 2 ‘91 64 155 64
: : - : ' _Notatoll 3 _9 9. 18 _7
- e 100

130 112 " 242



11.

13.

la.

- 14 -

If you would like to see the HIGHER GRADE syllabus modifiaed,

which of the }ollowing changes do you consider would improve it?

(a)
(o)

(c)

(d)

_—~
(AT
r—

(f)

Shortening, covering less, and cllowxng more time
for the basics.

Msre concentrotion on regional geography thus
including more countries.

Less concentration on facts and more concentration on
a limited number of broad general geographic concepts
and tneir application to the world.

A similar but shortened syllcbus with however greater
emphasis on the practical application of useful geographic
techniques e.g. mop-and phcto-interpretation, model-
making, problem-solving, simulatian-gaming, fieldwork

data collecticn ond processing, etc.’ :

L eifferent syllabus concentrating attention on current
evants and world problems, where conrtert is subservient
toc the creation of attitudes and values and empcthy for
Third World dxff1cu1txes.

-

Other modifications (plecse,specify) -

(N = 211)
Are you sutisfied with the content of the Yes
standards 5 - 7 syllabuses? Fairly
Not at all

1f you would like to see modifications made to the standards

S - 7 syllabuses, which of the following changes do you

consider would improve it?

(a)

(v)

(c)

A shortened syllabus leaving out such aspects as
geomorphology, astronomical and mathematical geography,
etc, allowing more time for the other basics.

Less concentration on regioncl geography some of
which being replaced by case studies drawn from various
regicns :

A completely re-designed 3 year course using modern

technigues os exemplified in thé Oxford Geography Project
(0.U.P. 1974) which would concentrate on the local environ-
ment and S.A.in the first year; expand to lecking at
European Patterns in std 6; and examine the Contrasts in

C-her modifications (please specity) ....

Development petween developed and developing countries,

bringing out their problems, in Std 7?. The course would

use the wide variety of geographic educational teaching strat-

egies ovailable today, thus laying a secure methodological
founcaotion for the further study of geography, while at
tre some time providing o fair basic knowledge of world

. geography for early school-leavers.

A South African equivalent of the British "Geography

for the Young School-leaver™ Project  in which gll

thot is done is: (i) immediately interesting to
pupils, (ii) is geographically sound, (iii) will pe of
relevance and use after schooling is completed.

{See: Man, Land and Leisure - Nelson 1975)

(N = 197)

Do you consider the material included in your Yes

oresent syllobuses highly relevont to the

nceds of modern pupils?

degree

To a limited
degree only

Hardly at all

To-a reasonable

(W]

1 48 64
5 19 11
3 44 35
2 62 45
4 27 27
8 4
25 43
80 62
8 18
113 121
4 27 22
1 52 46
2 44 36
3 32 26
2 3
13 19
79 103
27 8
1.1
131

N
N
()

‘Rank Eng Afr Total

112

30

79.

107

54

12

68
142
24

234

49

98

58

53

14

38

26

29
61
10
100

25

50

41

29

13

72
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FINAL EVALUATION

Are you as affettzve [} geogrdphy teacher as you Yes
could be? ' * No

‘Circle all those of the following which you consider would

would aid you most in improving your geography teaching.

(a) 1 need a properly eqQuipped geography room,

(b) 1 need o great mdny more teaching aids.

(¢). 1 need a concentrated refresher course in geogrbphy
: teochxng.

(d) 1 need a period of study-leove to bring myselt up
to dcte in modern geography teaching methods used
in many universities and dverseas.

(e). I need to be less involved in other school actzvztxes, ’

e.g. administration, sport.

(f) A chonge of syllabus is needed to enable me to teach
‘geography. as 1t should be tought.

(g9) Abolition of the external examinution system is needed

to eriable me to teach geogrcphy as it should be
taught.

(h) Other factors: (please specify) :
B (N = 270)

How would you clossify your teaching methods?
(a) Traditiondl/Conservative '
(b) Conventional, using some modern aids

(c) Modern, with a diverse approach using pupil-centred
¢s much as teacher-centred activities

(d) Dynamic, exper1ment1ng and u51ng most modern
techniques mentioned in this survey

(e) Other: (pleose specify) ....

Do .you consider a survey such as this - No

can serve any usefui purpose? ] : " Perhaps

Only to provide research
~ material of academic

interest

Yes, particularly if
changes bdsed on the

findings are made

THANK YOU. YOUR EFFORT 1S GREATLY APPRECIATED.

IF ANSWERING HAS AROUSED YOUR INTEREST,

'DETACH, -KEEP AND USE NEXT PAGE!

N

‘Eng Afr
44 20
87 112

131 132
86 88
85 99
60 50
64 4s
52 60
19 29
36 49
12 6

1
9 12
81 91
46 32
14 8

155 143
25 26

a 2
106 107

135 135

Total

64

199

263

172
184

110

- 109

122

48

8s
18

21
172

78
22

298

.51

%

24
76
100

63

" 68

45

18

58

26

8
.

19

79
100
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RECCMUINGED  RFADING, ' , ’ ’ o .

For those inrterested in furthering their knowledge of geography tcoching the folluwing ore axcelilent,

escenticl ahd relatively inerpensive items, Mest should be ovaiickls in education departmentcl
libraries. o '
1. The recently storted (1975) periodical, TEACHING GECGRAPHY )
published 4 times p.a. by Longmans for the Geographical )
: Association ' ) subscription for
: ) both togethar
: _ )
o I
! 2. GEOGRAPHY, journal of the Geographical Association, ; - £7,30 p.a.
1
)

f 343 Fulwaod Rood, Sheffield, S10, 3BP.

3. . GEQCRAPHY 1IN SECONDARY EDUCATION by N J Graves published {1972) by the

Geographical Associétion. 25 p. -

v -

4. NEw THINKING IN SCHOOL GEOGRAPHY, éducotion Pamphlet No. 59, published by
Her Majesty's Stationery Office, l.ondon, 1972. . 66 p. ) .

”

5. GEOGRAPHY AND THE GEOGRAPHY TEACHER,by Devid Hall,  Unwin Ecducational Books, London,
1976. £2,95.

6. NEW MOVEMENTS IN THE STUDY AND TEACHING OF GEOGRAPHY edited by N J Graves,
Temple Smith, London, 1972 £2,40. . :

7. THE SOCTAL SCIENCES AND GEOGRAPHIC EDUCATICN: A READER edited by J M Ball
et al, John Wiley and Sons, N.Y., 1971, R2.60

8. . GAMES IN GEOGRAPHY by Rex Waltford, Longman's Education Te-day series, 1969, £1,20.

9. OXFORD GEOGRAPHY PROJECT by Ashiey Kent, Clive Rowe, Neville Grenyer, John Rolfe
and Rosemary. Dearden, in 3 vols. each accompanied by Teocﬁers' Guides. ‘
1. THE LOCAL FRAMEWORK '
2., [CUROPEAN PATTERNS
3. CCNTRASTS IN DEVELOPMENT

, Oxford University Press, London, 1974, approx. £6.00 altogether.

10. WINDOW CON THE WORLD Books 2 - Std 6,and 3 - Std 7 by John Earle, Juta and Co.,
Cape Town, 1975, R3,85 each. .

8 11. ~To set your mind wondering: TEACHING AS A SUBVERSIVE ACTIVITY by Neil Postman and

Charles Weingortnér, Pernguin Education Specials, 1971, R2,00.

48 AF. 978






