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ABSTRACT 

Programmes designed for the pre-service education of secondary school 

geography teachers reflect the assumptions held by programme designers 

regarding t he nature of education, teaching in general and geography 

teaching in particular. The general practice is that in universities, 

individual method lecturers design their programmes and in colleges 

within a department of education the programmes are centrally planned. 

Each programme focuses on a specific context. This, together with the 

autonomy enjoyed by university method lecturers in designing their 

courses, has resulted in the variations found in geography teacher 

education programmes. The evidence of this is found in the structure 

and duration of courses, the course content, the strategies used to 

educate teachers and the way in which the course is evaluated. 

This thesis is an attempt to establish consensus and divergence in 

pre-service education programmes for secondary school geography teachers 

regarding their organisation, specific knowledge imparted to student 

teachers; skills, values and attitudes developed. 

The pre-service education of secondary school geography teachers in 

South Africa is revealed in an analysis of views held by method 

lecturers, practising teachers in secondary schools, and student teachers 

and an analysis of course outlines , teaching practice assessment forms 

and geography method examination papers. 

Conclusions are drawn and recommendations made for improving the initial 

education of secondary school geography teachers in Transkei. 
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PREFACE 

This study originates from my experience as a geography method lecturer 

at the University of Transkei. My job involves (i) training secondary 

geography teachers in two programmes, namely, the Higher Dipl oma in 

Education and the Senior Secondary Teachers' Diploma; (ii) working 

closely with nine colleges affiliated to the University and training 

primary and secondary geography teachers. The latter involves holding 

workshops for geography method lecturers, moderating marks on teaching 

practice and examining the s'rD 3s and Pm 3s. When I first took up this 

post, seven years ago, I had to design the syllabi for the various 

courses. My sources of reference were my own training as a teacher at 

Fort Hare University, my experiences as a secondary school geography 

teache~ in African rural and urban schools and information contained 

in university calendars. 

My involvement in geography teacher education has made me aware of the 

lack of common standards and variations in the way in which teachers are 

educated. This is understandable, to some extent, because what each 

method lecturer does is a function of his/her experiences and innovative ­

ness. Also, the contexts in which teacher education occur are different. 

However, there must be areas of consensus among geography method 

lecturers regarding what knowledge is essential for prospective secondary 

geography teachers, what skills are to be acquired and what attitudes are 

to be developed. The existence of a 'core' syllabus at the secondary 

level makes it possible for one to expect consensus among geography 

teacher educators regarding certain aspects. 
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CHAPTER 1 

INTRODUCTION AND PROBLEM SETTING 

1.1. INTRODUCTION 

The success of any educational system is determined by the quality of 

its teachers. Teachers are generally held responsible for the quality 

of education in schools. Whenever the performance of students is un­

satisfactory, the blame is often put on teachers. According to Lallez, 

"if children are poorly educated, the cause must be sought first of all 

in the educators themselves and their training" (1974, p. 15). How com­

petent teachers are and how able they are to innovate, depends on the 

type of training they received. It is for this reason that teacher edu­

cation, especially at the pre-service stage, is accorded a very special 

position in educational systems throughout the world. 

Pre-service teacher education refers to the preparation that intending 

teachers receive before taking up teaching as a career. It is, as 

Lindop says, "a process during which a student teacher moves from a lay 

student subculture into a professional teacher subcu1ture ll (1985, p . 166) . 

During this phase prospective teachers are socialised into the teaching 

profession (Simon, 1972; Behr, 1981). One assumption is that teaching as 

a profession has unique principles, skills and values and those intending 

to join it need to be introduced to these and helped to master them. 

The question of how teachers should be trained has been a controversial 

issue amongst educationists for a long time. The controversy centres 

around the identification of what should constitute a programme for 

pre-service teacher education. How best to train teachers is a question 

whose answers are as many as there are teacher educators. 

It is common practice amongst teacher educators to use the objectives 

model of curriculum planning (Graves, 1978). This insists on the speci­

fication of the knowledge, skills and values intended for prospective 

teachers. When drawing up a curriculum, teacher educators need to con­

sider the national education policy, the society, the schools for which 

they are preparing teachers and the pupils. Furthermore, when teacher 
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educators design their curricula they are making decisions, whether con­

sciously or unconsciously, about what constitutes good teaching and what 

are the attributes of a good teacher. It is clear from this that individ­

ual teacher educators will make different judgements about these and each 

programme will reflect the value judgements of its designers. This situa­

tion has contributed to the variety in teacher training programmes ex­

perienced throughout the world. However, since all these share a common 

goal, namely, that of convert ing a student to a professional teacher, one 

expects to find certain things common to all programmes. 

Klaasen maintains that "despite the variations in teacher education pro­

grammes, basic goals and the general outlines of structure and content 

are shared by teacher education programmes around the world" (1984, p.45). 

It is always difficult to assess how successful a programme has been in 

preparing teachers. This is partly because the professional success of a 

teacher depends not only on his training but also on his personality. 

Personal attributes often matter as much as professional skills. one way 

of finding out how effective a programme has been is to observe examina­

tion results produced by its products when they start teaching. 

In Transkei, for example, the failure rate in matriculation geography is 

very high. In 1984 it was 38,7 percent and in 1985 it was 40,2 percent. 

While it is true t hat the teacher and his training are one of the con­

tributing factors, there may be other factors as well . 

Transkei was granted independence by the Republic of South Africa in 

1976 . It is situated in the south-eastern part of the Republic of South 

Africa and is 41 100 square kilometers in size. Its population is esti­

mated at three million and is growing at an estimated rate of 3,6 percent 

per annum (IMDS, 1982). The structure of the population is typical of all 

developing countries, with a preponderance of young people and relatively 

few adults. The population is predominantly rural . A high proportion of 

Transkei's labcur force is migratory, finding employment in the Republic 

of South Africa. Education is closely linked to economic and social de­

velopment. One of the purposes of schooling and every other activity 

associated with education is to contribute towards national development. 

The Transkei education system has a pyramid structure, with many pupils 
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at the primary level and fewer pupils who advance to the higher levels of 

education. The teacher-pupil ratio is high, standing at 1:52 in 1984 

(IMDS, 1985). On attainment of independence, Transkei adopted the Cape 

syllabus for schools . The medium of instruction is English. 

73 percent of secondary school geography teachers have matriculation. 

The percentage of graduate teachers is 27 JOE!rOE'llt. The uni versi ty of Trans­

kei and four colleges of education are responsible for teacher training. 

Table 1 shows the number of teachers produced in 1984 and 1985 . 

TABLE 1 

SECONDARY SCHOOL GEOGRAPHY TEACHERS PRODUCED BY UNITRA AND THE 
COLLEGES OF EDUCATION 

Year 
Number of graduate Number of non-grad-

teachers uate teachers 

1984 14 87 
1985 8 81 

Totals 22 168 

These figures are significant when one considers that there are 1 654 

secondary schools in Transkei offering geography from Standard Five to 

Standard Ten. The problem is not only that of teacher shortage but also 

the underqualification of those manning the secondary schools. There is 

generally a shortage of classrooms, sitting accommodation, library 

facilities and resources. It is common to find the majority of students 

in a class without textbooks and atlases. Since the majority of schools 

are in rural areas and the roads are bad, access to basic things like 

newspapers and materials for making teaching aids is sometimes impossible. 

The situation in teacher training is also unsatisfactory. Before 1984 

it was common for colleges to admit prospective secondary school geography 

teachers whose highest standard in geography was Standard Seven. From 

1984 onwards students who passed matriculation geography with an E symbol 

~ allowed to take geography as their teaching major. Since the results 
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at matriculation level are poor, this means that a small number of pros­

pective geography teachers is admitted to the programme each year and 

this makes the problem of teacher supply difficult to solve. The majority 

of the colleges are in the same state as the schools with regard to lack 

of facilities and teaching materials. 

The programme offered by the colleges is different from that of the uni­

versity. The colleges offer a three-year integrated diploma which pre­

pares teachers for Standards Five to Ten. The university offers two pro­

grammes, namely, the one-year post-graduate diploma in education and a 

three-year integrated diploma. Teachers from the latter teach Standards 

Eight to Ten, just like those coming from the post-graduate diploma in 

education. 

'fhe situation described above is not unique. Many African countries face 

a similar situation in teacher education. Some basic questions arise: 

Is there consensus al:o..1t pre-service teacher education? 

Do pre-service teacher education programmes have to differ because 
the school context for which they are preparing teachers is 
different? 

How are teachers trained in other countries for different school 
si tua tions ? 

These are some of the questions which prompted this study. 

1.2. BACKGROUND TO THE PROBLEM UNDER INVESTIGATION 

The present provision of training for prospective secondary school geo­

graphy teachers in South Africa 1 can be classified in various ways, 

namely: 

(a) According to the type of institution. The initial training of geo­

graphy teachers for the secondary level occurs in universities and 

colleges of education. 

1. 'rtucoughou t this study, South Africa refers to the Republic of South 
Africa, the homelands and independent national states. 
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(b) According to racial lines. Teacher training, like many aspects of 

life in South Africa, is provided according to the different races. 

Various departments are responsible for the provision of teachers, 

for example, the Department of Coloured Affairs for Coloured teachers, 

the Department of Education and Training for African teachers outside 

independent homelands, Departments of Education in each independent 

homeland, the Department of National Education for Whites and the 

Department of Indian Affairs for Indian teachers. 

(c) According to administrative regions. This refers to the provinces 

and regions like the Cape, Natal, Orange Free State, Transvaal, Venda, 

Bophuthatswana, Ciskei and Transkei. Within one province there may 

be many teacher training institutions catering for the different 

races. 

Because of this diversification, it is important to make the following 

observations: 

(a) illl teacher training p~ogrammes aim at producing teachers who will 

be abl e to teach one or more school subjects and have had specific 

training in the teaching of geography at the secondary level . 

(b) The secondary schools for which teachers are prepared have a core 

syllabus, designed by the Joint Matriculation Board. The practice 

is that each province adapts this common core to suit IIlocal needs 

and circumstances 11 (Behr J 1984). The existence of such a common 

core at this level implies that the curricula for the training of 

geography teachers should have a lot in common, whilst at the same 

time reflect differences based on localised adaptations of the 

common core . 

(c) In theory the secondary school phase begins with Standard Five as 

suggested in the De Lange Report (1981). This means that the school 

standards for which teachers are trained should be the same every­

where in South Africa. 

(d) South Africa has features of both First and Third World conditions. 

Literature on teacher education stresses that pre-service teacher 

education programmes should be made relevant to local conditions 
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and that both theory and practice should focus on the reality the 

teacher trainees will experience on completion of their studies 

(Hawes J 1978; Garner, 1979). One would expect initial teacher 

training programmes that prepare teachers for pr~dominantly rural 

schools to differ from those prepari ng teachers for urban schools 

(Ferron, 1982 

1 . 3. AIMS OF TIlE STUDY 

1. The purpose of this study is to identify the following: 

(a) aims and objectives of pre-service education of secondary 

school geography teachers in institutions in South Africa. 

(b) Specific knowledge, skills and attitudes regarded as 

essential for the teacher of geography. 

(c) Methods used in the training of teachers. 

(d) Similarities and differences in the structure and content 

of the training programmes. These include entrance require­

ments, the staffing policy in institutions responsible for 

educating teachers, time allocated for the method course, the 

organisation of teaching practice and evaluation procedures. 

2. This study also seeks to establish whether or not geography teacher 

education programmes reflect the socia-economic differences between 

administrative units and especially the First and Third World 

dichotomy. 

3. Specific proposals for the education of geography teachers at the 

secondary level in Transkei will be made. 

2. RESEARCH METHODOLOGY 

A variety of methods to collect data were employed: 

(a) Questionnaires were sent to geography method lecturers in all 

universities and colleges of education in South Africa train­

ing secondary school teachers. 
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(b) Interviews were conducted with a limited number of method 

lecturers. The researcher tried as much as possible to cut 

across racial lines and to meet method lecturers in both ad­

vantaged and disadvantaged communities. 

(c) Interviews were held with students undergoing training. 

(d) Interviews were conducted with selected geography teachers 

currently teaching in schools. 

(e) Information was also obtained from course outlines, exami­

nation question papers and information sheets. 

A detailed description of the research method is given in Chapter Three. 

3. ['IMITATIONS OF THE STUDY 

Like many small-scale research studies of this nature, this study had 

many limitations, namely: 

(a) The return of questionnaires was not 100 per cent. Each case 

is unique and a 100 per cent return of questionnaires would 

have benefitted this investigation. 

(b) Time and costs made it impossible for the researcher to 

visit a ll the institutions. This is regrettable because it 

would have been of value to visit the method lecturers to 

get first-hand information. 

(c) This study does not attempt to cover all aspects of. teacher 

education . 

4 . THE POTENTIAL SIGNIFICANCE OF THE STUDY 

(a) This study will furnish very useful information for those in­

volved in the development of the teacher education curriculum 

for secondary school geography teachers in Transkei. 

(b) It is hoped that it will be of value to geography teacher 

educators in South Africa in so far as it highlights current 

practice in the area of pre-service teacher education. 
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(c) It provides information to individual method lecturers about 

what others in the same position are doing. 

(d) It is further hoped that this study will raise a number of 

general questions regarding the education of secondary school 

geography teachers. This will encourage further research into 

the various aspects of teacher preparation. 

5. AN OVERVIEW OF CHAPTERS . 

In this chapter an introduction and purpose of this study is made. 

Chapter 2 reviews modern approaches to pre-service teacher education 

and this is followed by a review of l iterature on the initial educa­

tion of secondary school geography teachers in Chapter 3. The next 

chapter describes how data was collected. Data presentation and 

analysis follows in Chapter 5. The last chapter summarises the re­

search findings and specific proposals for Transkei are made. 
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CHAPTER 2 

MODERN APPROACHES TO PRE-SERVICE EDUCATION OF 

SECONDARY SCHOOL TEACHERS 

In this chapter a review of literature on the initial education of sec­

ondary school teachers is made. The literature survey is limited to 

the past ten years. 

I 

An attempt is made, where applicable, to draw comparisons between 

South Africa and other countries. This includes both technologically 

advanced and less technologically advanced countries since both would 

relate to the South African case. 

2 . 1. GENERAL TRENDS IN THE PRE-SERVICE EDUCATION OF SECONDARY SCHOOL 

TEACHERS 

The aims of pre-service teacher education are many and varied. They 

focus on the extent of a teacher's role in society and the nation as 

a whole. The initial education of teachers aims at helping student 

teachers develop the aptitudes, skills, competencies, behaviours and 

attitudes relevant to teacher-learning situations. Its task is to 

foster and develop the student teacher's personal abilities. It is 

important for student teachers to possess knowledge and skills in 

order to be able to effect changes in the educational system should 

the need arise. Hadley expresses this by saying: 

"the purpose of training is not simply to 
fit students smoothly to the educational 
status quo, but to enable them to 
question, and if need be, change what 
they find." 

(1982, p. 3) 
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Many countries offer two patterns of initial teacher education, the con­

secutive and the concurrent. The consecutive or end-on pattern refers to 

that programme into which a student moves after completing a degree. For 

example, a student might major in geography and one other subject and 

then take two method courses in the fourth year. This pattern of training 

is seen by some educationists as being too short, resulting in a s uper­

ficial treatment of issues critical to effective classroom performance 

(Tibble, 1971; Hirst, 1980; Golby et , al, 1982). Tibble is of the opinion 

that 

"With the increasing complexity of a teacher's 
role, it is less likely that a mere one year 
course of training can convert a graduate into 
a professional teacher.1I 

(1971, p. 46) 

There are others who regard one year of teacher training as adequate since 

the student teacher is a graduate and has some basic ski l ls obtained from 

his graduate training, which will help him/her as a teacher. 

'l'he concurrent pattern involves the integration of academic and profess­

ional courses in a three- or four-year pro~ramme . Unlike the consecutive 

programme where only the methodology in the main subject/s is offered, 

in the concurrent p~ogramme both content and method are dealt with. Th i s 

programme is meant to be a way of ensuring commitment to the teaching pro­

fession from the very first year of study , rather than as an after - thought 

as the consecut ive programme is accused of. I t is , however , criticised 

for the same reason t hat it is incompatible with t he postponement of a 

choice of career (Bone J 1980). An interesti ng study was undertaken by 

Brown in 8r i tain to investigate the effect of both patterns of teacher 

training on teaching performance (Brown, 1982). Students from both pro­

grammes were required to teach the same range of units in specialist sub­

jects. On the scale used by Brown the concurrent degree students scored 

higher marks than their counterparts in the consecutive programme. The 

reason given for this difference was that the concurrent degree students 

had had a longer period of training and thus a longer period of perfec­

ting their teaching skills than students in the consecutive pattern. 

However J Brown is cautious about these findi ngs a nd warns against taking 

them as conclu si v e. Bon e (1980) maintains that a l though teacher educators 

seem to be inclined towards rating the concurrent pattern higher than the 
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consecutive in terms of teacher effectiveness, not enough research has 

been undertaken to support this. 

2.2. ORGANISATION OF PRE-SERVICE TEACHER EDUCATION PROGRAMMES 

From the literature on pre-service teacher education, the curriculum seems 

to be made up of the following areas: 

(a) The academic study of the main subject/so Such a study is meant 

to contribute to the personal education of the student and helps 

him/her to acquire intellectual discipline. It offers the student 

an opportunity to get inside the discipline in order to develop 

the confidence in teaching it. Peters maintains that: 

"If anything is to be regarded as specific 
preparation for teaching, priority must 
be given to a thorough grounding in some­
thing to teach. 11 

(1971, p. 151) 

The level at which the content is offered varies from programme 

to programme. In some colleges of education in South Africa, 

for example, matriculation geography is taught and in others, 

in addition to this, first-year university geography is taught. 

In the case of the consecutive programme, the academic study 

of geography is offered in the Arts or Science departments and 

mayor may not have anything to do with the geography taught 

at school level. 

(b) The study of professional courses. The professional component 

of initial teacher education focuses on the study of Educational 

Theory, method courses and teaching practice. Educational Theory 

in South Africa includes Philosophy of Education, Sociology of 

Education, Psychology of Education, Educational Administration, 

Theory of Instruction and, in some cases, Education and De­

velopment. The study of Educational Theory offers pros­

pective teachers an opportunity to reflect critically 

on basic issues related to the nature of their work. Sutherland 

states that IIfor anyone who is to be a teacher, systematic 
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thought about the purpose and principles of education is 

essential" (1985, p. 222). According to Simon 

II If young teachers are to enter schools 
with a knowledge and grasp of current 
realities and poised to take initiative, 
they need a theoretical equipment they 
can deploy in various circumstances." 

(1976, p. 27) 

Educational Theory thus provides teacher trainees with know­

ledge about basic principles underlying educational practice 

and provides a foundation from which to judge the appropriate­

nes s of their actions _ According to Clark, "the value of theory 

lies in its educative function, bringing about a gradual re-

structuring of the teacher ' s perception of complex issues ll 

(1980, p. 23). 

While some have high regard for Educational Theory, there are 

other educationists who are sceptical of its role in initial 

teacher preparation. These question the existence of such a 

theory, because, as Wilson maintains, "there is no set of 

principles which have been validated upon which such a theory 

can be based. II He goes on to say that what is there is 

" ... a loose network of fashion, fantasy, 
political or social movements and general 
ideas about education, mixed with various 
research findings which mayor may not 
be valid themselves, but which are cer­
tainly insufficient to support the kind of 
practical principles we need. 1I 

(1976, p . 116) 

There are other educationists who acknowledge the existence of 

Educational Theory but criticise it for being remotely connected 

with being a teacher. They see it as being "irrel evant and out 

of touch with classroom realities" (Taylor and Miller, 1985, 

p. 116). Furthermore, experience shows that it is not always 

easy to relate theory to practice. It seems that the relevance 

of Educational Theory in pre-service teacher education lies in 

its applicability to classroom practice. 
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(c) The Method course 

The second component of professional studies involves the study of methods 

of teaching the area/s of specialisation the student teacher has chosen. 

The primary function of method courses is clearly expressed by Dow in 

his chapter heading lIMethods: where the 'what' and the 'howl most readily 

meet" (1979, p. 117). Method courses focus on instructional techniques 

suitable for the teaching major/s o Megarry states: 

"It is an essential requirement for professional 
teachers that they should have a wide repetoire 
of methods at their disposal and the competence 
to select the most appropriate methods for the 
task. 11 

(1980, p. 241) 

Method courses have been criticised for over-emphasising ~ tech­

niques (Hirst, 1980). There is a call for an inclusion of theory in 

method courses. According to Simon, contemporary method lecturers "can 

no longer be satisfied with inculcating particular 'received' teaching 

techniques as techniques lacking any serious theoretical component." 

He goes on to say that method lecturers need to incorporate "psychological, 

sociological and even philosophical data for discussion in the course of 

preparing their students for teaching in a specific area " (1976, p. 32). 

Such an approach would definitely counter Morrison and McIntyre's criti­

cism that method courses lack a theoretical foundation (1969). Hirst 

(1980) summarises the approach to method courses as having to focus on 

(a) !Ian understanding of the subject and its place in 
the secondary school curriculum. 1I He claims that 
the course should focus on the philosophical foun­
dations of the subject, its fundamental principles 
and methods of enquiry and a justification for 
teaching it. 

(b) "an understanding, skills and personal qualities 
necessary for teaching the subject" 1 and 

(c) "an understanding, skills and personal qualities 
necessary to the exercise of forms of classroom 
discipline ... 
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(d) Teaching Practice 

Teaching is a practical activity and teacher training has traditionally 

provided students with practical experiences. Practice is necessary in 

the acquisition of teaching skills. This is provided by simulated situa­

t ions in the i nsti t ution in the form of microteaching and teaching prac­

tice in schools (Goad, 1984; White, 1984) . The value of school practice 

is summed up by Taylor as 

" .. . to give students opportuni ties to practice their 
skills, to achieve familiarity and understanding 
of the needs of children and the institutional en­
vironment of schools) and to relate the kinds of 
learning which they experience in the college or 
deparbnent to the realities of the classroom." 

(1978, p. 16) 

Specific periods for actual c l assroom practice are usual l y set aside and 

the duration of these ranges from seven weeks to a whole semester. In 

South Africa the required minimurr is seven weeks as stipulated by the 

committee of Heads of Education. 

In most teacher preparation programmes, the theoretical and practical 

components are usually treated as separate and discrete entities, with 

each one having its own criteria for evaluating success. Contemporary 

literature is dominated by ideas on how to fully i ntegrate these two 

during training (Hoyle and Megarry, 1980; Golby, 1982). The need for this 

approach emanated from a realisation that teacher training programmes 

sometimes produce teachers who may be good in educational theory and not 

so good in classroom practice, and vice versa. In a study undertaken by 

Taylor and Miller (1982), i n the lhited states of lIDarica, in an attempt 

was made to establish the relationship between performance in profess­

ional theoretical studies and teaching practice . The results showed a 

weak relationship between scores in the two areas. This may not be true 

of all cases, but the fact that these aspects ~ given different grades 

does call for concern. 

In addition to all the courses mentioned above, a student teacher may be 

required to take one or two optional courses such as music education, 

educational technology , physical education, religious education and 

school librarianship. 

It has been necessary to look at the general trends in pre-service 
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teacher education because a student training to be a geography teacher has 

many other learning exper i ences within the institution. The whole curricu­

lum is generally overcrowded and this has implications for the time allo­

cated for the method course. 

2.3. NEW APPROACHES TO PRE-SERVICE TEACHER EDUCATION 

There are a number of approaches to initial teacher education that can be 

identified. These are: 

(a) The conventional approach, whereby teacher educators impart knowledge 

about teaching and demonstrate teaching skills . More time is spent in 

the college. Twice or thrice the students go out to the schools for 

sessions of teaching practice. This approach to teacher training is 

sometimes referred to as the "in-college, out-in - the-schools 

approach" (Slater (1982) . 

(b) Competency-based teacher education. This approach started in the 

United States of America in the early seventies. It is based on an 

identification of basic teaching skills and competencies unique to 

the teaching profession. Aspiring teachers are then expected to 

reach a certain level of performance on each one of these before 

they can be certified. Attempts to define teaching skills and 

thereafter teach these to prospective teachers have been criticised 

as being too mechanical for a profession like teaching which demands 

more than just competencies. Borko and Shavelson maintain that 

"Persons expected to change their behaviour 
on the basis of rules imposed by others 
are denied a portion of their freedom to 
think and act independently. I. 

(1982, p . 222) 

One feels that this criticism is justified in a si tuation where 

only the teaching skills identified by teacher educators are taught 

t o student teachers. Otherwise, to condemn it outright would be 

tantamount to saying that there are no ski l ls characteristic of the 

teaching profession. 

(c) The individualised or personalised approach. This is based on the 
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understanding that individual teacher trainees have natural abilities 

upon which teacher training must build. This introduces the long de­

bated issue in educational circles of whether "teachers are born or 

made". On the question of building on naturally-endowed abilities, 

Lindop has this to say: 

"Any professional development program, if it 
is to have educational value must make pro­
vision not only for adequate technical 
training but also for the development of 
self-directed professionals." 

(1985, p. 165) 

This approach to teacher education encourages student teachers to de­

velop their own styles of competence . The development of personal 

qualities, of self-awareness and self-actualisation are thus seen as 

central to the formulation of relevant criteria for training teachers. 

(d) Experientially- or field-based approach. Emphasis here is on prac­

tical experience. Student teachers register at an institution but 

spend anything from one to two semesters in schools learning how to 

teach on-the-job. Although they attend courses at the institution 

frorr. time to time, their training is seen as a joint venture between 

the institution and the schools (Dow, 1979). 

(e) The humanistic app~oach. This approach has been widely used in pre­

service teacher education in countries like Britain, Australia and 

the United States of America as from the end of the seventies (Bone, 

1980). The focus is on interpersonal relations in the teaching situa­

tion. The success of student teachers is seen as dependent upon their 

ability to interact successfully with pupils, other teachers and the 

rest of the personnel in the education system. 

(f) The systems approach. This approach incorporates some of the ideas 

mentioned in the approaches above. It is based on the precise speci­

fication of the learning experiences followed by the planning of 

training procedures and lastly, the measurement of the results of 

training (McBride, 1985). As outlined by McBride, this approach 

consists of seven integrated components: 
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(i) Selection and diagnosis. This concerns early diagnosis of the 

qualities of the teacher trainees and the1r placement in pro­

grammes suited to their needs. 

(ii) Programmed training. After selection and diagnosis a programmed 

series of training experiences is designed. 

(iii) Non-programmed training. This is meant as an alternative to the 

programmed training above. The student teacher is exposed to ex­

periences and teaching materials which will reveal his/her crea­

tivity and innovativeness. 

(iv) Practice . This includes both micro teaching and teaching prac-

tice in schools. 

(v) Assessment. This involves both student teachers and super­

visors and it takes place throughout the training programme. 

Immediate feedback helps determine the direction of training 

and to effect whatever changes are deemed necessary to pro­

duce the desired behaviour. 

(vi) 

(vii) 

Systems revision. This is a way of revising the training con­

tent in order to cater for the changing needs of prospective 

teachers. 

Assignment and follow-up. An attempt is made to maintain con­

tact with the teacher trainee after the programme has come to 

an end. Such contact is of great importance in providing 

support to the novice teacher. 

Some of the recent approaches to teacher education have not been tested 

widely and so their weaknesses are not yet apparent. It is important not 

to see these approaches as mutually exclusive. It is possible for a pro­

gramme to combine one or more of these. It would be interesting to est­

ablish which one of these is widely used in South Africa. 

In the past the training of teachers used to be done once, at t he be­

ginning of a teacher 1s career. After certification the new teacher was 

left on his/her own from then on and forever after. There is currently 

a realisation that teacher eduation is a continuous process divided into 

three parts, namely: 
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(a) Initial teacher education whose role is seen as being limited to the 

preparation of a prospective teacher to cope with the challenges of 

his first years as a professional. Bone maintains that pre-service 

teacher education does not aim at producing a "complete teacher!! 

but rather to provide the student teacher with survival skills in 

order to cope with the demands of his/her f i rst teaching post. 

(b) Initial teacher education is followed by a period of induction. 

This is the period recognised by teacher educators as the most 

crucial time for the formation of attitudes towards teaching. The 

need for support and guidance during this period is important for 

sound professional development. According to Gibbon 

"An induction programme ~ s a wise investment, 
essentially because it provides the beginning 
teacher with what he needs most during his 
first year - a feeling of security and an 
opportuni ty to grow . " 

(1979, p.42). 

In many countries the induction of new teachers forms an integral 

part of teacher education . In South Africa also, the need to in­

duct novice teachers in their new posts has been recognised as 

valuable, as suggested in the De Lange Report (1981). 

(c) In-service teacher education is a continuing means of renewing and 

reinforcing knowledge, professional commitment and the general 

competence of practising teachers. 

To summarise, pre-service teacher education provides valuable service to 

intending teachers because it provides them with basic educational 

understanding and introduces them to the skills and attitudes necessary 

for professional teachers. 

The two patterns of teacher education should continue to exist because 

they serve to meet different needs . The consecutive programmes produce 

teachers with a deeper understanding of geography, its principles and 

methods of enquiry. In places like Transkei, the concurrent pattern in 

colleges of education serves to meet the need of teacher supply in the 

rapid expansion of secondary education. 
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Theory and practice are essential in the training of geography teachers. 

Ideally, the two should be balanced and integrated . Educational theory 

should be classroom-ba.sed. The geography method course should be practi­

cally-oriented because in geography there are basic skills that a teacher 

must have, for example, how to use maps, transparencies, etc. Teaching 

practice is a lso very important in the education of geography teachers. 

Any form of practice, whether in the institution through microteaching 

and workshops on the preparation of teaching aids or practice in school, 

is valuable. 

The conventional approach to teacher education is relevant to the education 

of geography teachers. The competency-based approach is also valuable since 

it emphasises the acquisition of skills. The individualised approach has 

its advantages also, since it stresses self-analysis and the identification 

of natural abilities on which training builds. The experientially based 

approach requires students who are capable of evaluating classroom situa­

tions critically. Its relevance is limited to the graduate student. The 

danger lies in a si t uation where the classrooms observed are not ideal 

and the experience itself might give wrong impressions about teaching. 

In the humanistic approach, it is necessary to set up an environment for 

student-pupil interaction. It requires small groups. In big groups 

it can present problems. It will not be easy to use this model in 

Transkeian schools where the numbers in class are large. 

In the next chapter, literature on pre-serive education of geography 

teachers for the secondary level is reviewed. 
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CHAPTER 3 

THE PRE-SERVICE EDUCATION OF SECONDARY SCHOOL GEOGRAPHY 

TEACHERS : A LITERATURE REVIEW 

In this section a review of literature on the initial education of sec-

ondary school geography teachers will be made. The review is divided 

into two parts: 

(i) Publications on the training of secondary school 
geography teachers; and 

(ii) Publications used in the training of geography 
teachers. 

3.1. PUBLICATIONS ON THE TRAINING OF SECONDARY SCHOOL GEOGRAPHY TEACHERS 

Little has been written on how to educate geography teachers for the 

secondary level. The investigator arranged the few articles available in 

chronological order to reveal changes over time. The search was mainly 

limited to articles written from 1950 to 1986. The approach to each 

article is to highlight the main ideas and approaches to geography teacher 

education. 

(a) Phillips R F, 'Teacher training and supply of information to teachers 
of geography', Geography, Vol. 36 No. 172, 1951, pp. 82-87. 

This article is a report of a seminar on teaching geography for inter­

national understanding J organised by Unesco and held in Britain. One 

group of delega tes looked into the training of geography teachers. The 

following recommendations were made: 

(i) Secondary school geography teachers should be graduates. 

(ii) Admission to the programme was to be determined by the per-

(iii) 

formance of the intending teacher in an entrance examination 

and in terview. 

The training course should provide student teachers with "a 

good cultural and philosophical education and a training in 

methods of teaching" (p . 86) . 

(iv) The course ought to educate teachers for international under­

standing . 
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(v) For professional growth, teachers in training should be en­

couraged to join professional societies. 

It is interesting to note the concerns of post-war society at the time. 

The whole proposed course is inclined towards attitude development, for 

example, attitude towards international understanding. The need for stu­

dent selection at the beginning of the course was stressed. The insistence 

that all geography teachers should have degrees, and the little attention 

given to the methodology aspect, indicates that knowledge of the subject 

matter was seen as all-important in teacher education. The author was not 

specific in explaining what the Itcurrent methods" were, how were they to 

be demonstrated and how attitudes were to be developed. 

(b) Scarfe N V (1958), 'The education and training of teachers' in A 
Handbook of suggestions on the teaching of geography: Towards 
World Understanding. 

According to Scarfe , there was a close relationship between a teacher'S 

ability to teach and the education and training he/she received . He laid 

down the following aims and objectives for the method course: 

(i) To make student teachers aware of how geography can affect the 

attitudes of pupils towards other peoples and towards the need 

for world co-operation . 

(ii) To make student teachers understand the psychological character­

istics of children, how they learn and how they acquire the 

desired attitudes. Observation of children and reading about 

them were to be encouraged. 

(iii) To provide the students with an opportunity to organise and 

undertake fieldwork so as to develop geographic thinking and 

be able to organise local studies with their pupils. 

(iv) To introduce prospective teachers to the various ways of 

collecting and using geographic information. 

Scarfe, like Phillips, sees teaching practice as an essential component 

of pre-service teacher education. Method lecturers were to supervise the 

students and give demonstration lessons. 

In this article, important suggestions for geography teacher training 



22 

were made, for example, the importance of knowing the educational value 

of the subject; teacher education to be involved in attitude deve lopment; 

knowledge about how children learn; the value of fieldwork, especially 

the involvement of students in organising field trips and the use of 

visual aids. Scarfe, like Phillips, was vague about methods. 

(c) Nicol I G, 'The teachers training college as a link between the 
schools and the university geography departments', Journal ' 
for Geography, Vol. 2, No . 6, 1966, pp. 41-49. 

This is an interesting article on the South African approach to teacher 

training at that time. The author based his ideas on his experience as 

a method lecturer in the Johannesburg College of Education. He was train­

ing graduate teachers, the majority of whom came from universities in the 

Transvaal. 

Nicol saw the duty of a method lecturer as: 

(i) "To provide guidance to students as to how to become effective 

(ii) 

(iii) 

geography teachers. 

To guide students towards critical thinking and originality. 

To help students learn how to assess the various teaching 

methods and to be able to demonstrate them. 

(iv) To encourage students to focus on explaining rather than im­

parting facts. 

(v) To emphasise the role of practical fieldwork in geography 

teaching. " 

The method course was allocated four periods per week arranged in this 

way: 

The first period was a lecture given by the tutor on the teaching method 

to be taught. The next period was a discussion of the ideas emanating from 

the first period, with a focus on the teaching method's applicability in 

the classroom. The third and fourth periods were blocked together for dis­

cussions led by individual students. Each student was made to select a 

topic from the school geography syllabus showing whi ch techniques would 

be suitable to teaching the topic. He had to suggest practical exercises 

and teaching aids. A chalkboard summary of the key ideas in the topic 

was to be drawn. 
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A panel of five students assessed the one giving the tutorial and, 

according to Nicol, students regarded this approach as very valuable. 

His part as their lecturer was to provide "guidance and moderation" 

(p. 45). 

Nicol's comments on the academic background of the graduate students were 

that there were certain sections in the school geography syllabus which 

the students never studied in their undergraduate course. He maintained 

that since the majority of graduate students became teachers, it was 

necessary that all sections of the school geography course were included 

in the undergraduate course. 

The whole training course took thirty-seven weeks, twenty-eight of which 

were spent in the college and nine were allocated to blocked teaching 

practice of three sessions. Nicol observed that in the beginning of the 

method course the students' attitude was that the course was unnecessary. 

However, this attitude changed after the first teaching practice session. 

This article offers a detailed description of a geography method course. 

All aspects of the course were mentioned, including a detailed descrip­

tion of how the time allocated for the course was spent. The encouragement 

of originality and creativity on the part of the students is commendable. 

Students were made to conduct independent studies of the school geography 

syllabus and this meant that they were at all times made to think of the 

content they were to teach. The whole course had a lot of practical theory. 

There was less lecturing and more involvement of students. No mention is 

made of how the teaching skills were practised in the college. Even in the 

case of teaching aids, the students were required to "suggest" these 

rather than to prepare them. 

(d) 'The Incorporated Association of Assistant Masters in Secondary 
Schools' (1967),'The training of the geography master', in The 
Teaching of Geography in Secondary Schools. 

In this short article two aims of the geography method course were stated 

as "to learn the techniques which any good teacher must possess and to 

pursue geographical studies in some depth" (p. 263). 

A greater part of this article discussed the qualities of a good geo­

graphy teacher who should be able to .arouse interest in pupils, make 

children think logically, be able to manipulate teaching aids and 
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portray scenes and events by vivid oral description. The teacher should 

have an in-depth knowledge of geography and its principles and he should 

a lways keep up to date with developments in the subject by attending con­

ferences and affiliating to subject associations. 

Valuable suggestions were made on teaching methods. The need for thorough 

lesson planning was stressed. The use of extracts and visual aids was 

seen as introducing variety in lesson presentation and arousing i nterest_ 

The student teachers were to be encouraged "to see things from the child's 

point of view" (p. 264). 

As far as possible, teaching practice was to make s t udents acquire varied 

experience in terms of schools and the teaching of different ability 

levels. Demonstration lessons were advocated. Students were to be intro-

duced gradually to classroom teaching by starting with s mall classes and, 

as they gained more experience, to take over whole classes. 

The authors described the essential skills, atti~ and knowledge nece­

ssary for teachers-in-training. Once again, how to do this as a method 

lecturerJ is not explicitly stated. 

(e) Jarolimek J, 'The preparation of geography teachers ', in Bacon (1970) 
Focus on Geography. 

Jarolimek wrote about the geography teacher training programmes in the 

United States of America. Like Phillip, he emphasised the need for student 

screerrrng before they were admitted to the course. The selection was to be 

based on personality variables. According to himJ "a competently prepared 

teacher is the product of an interaction between personal ity and training 

variables" (p. 425). 

Jarolimek regarded the academic s t udy of geography as important in teacher 

education . He contrasted the content offered by colleges with the under­

graduate geography course. He criticised the latter on the basis that 

novice teachers usually found it difficult to translate and convert know­

ledge gained in the geography department into forms suitable for secon­

dary school pupils. Acc ording to him suc h teachers ended up relying on 

the textbook, the lecture method and dictated notes which they took at 

university. 
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Like Nicol, he called for more involvement of members of the geography 

department in teacher education. The under-graduate course in geography 

was to be "sensitive to the special needs" of future teachers. According 

to him, training a teacher should be a joint venture consisting of staff 

in the geography department, method lecturers and geography teachers in 

schools. 

The method course should provide students with an opportunity to work with 

children. Tutorials were encouraged to enable each student to tryout what 

had been taught. Planning and implementation strategies were to be incor­

porated in the method course. 

Jarolimek encouraged continuing professional growth in student teachers. 

Although he covered a broad spectrum in the field of geography teacher 

education, he did not describe the skills to be acquired by prospective 

teachers. 

(f) Graves N J, 'Changes in attitude towards the training of teachers of 
geography', Geography, Vol. No. 19, 1979, pp. 65-73. 

This was a lecture delivered by Graves at the annual conference of the 

Geographical Association in 1977. This article will be discussed in more 

detail than the others because of its scholarship and depth with regard 

to geography teacher education and educational theory. It starts with an 

historical overview of teacher education in England and Wales. The two 

patterns of training were discussed. 

Graves defined teacher training as "an initiation into the teacher's 

roles" (p. 77). It involves the development of skills on how to transmit 

knowledge and the development of new attitudes to teaching. It should 

be viewed as a continuous process. 

Aims of the method course. 

Graves maintains that the aims of the teacher training course should be 

discussed with student teachers. He then outlined the aims of the geo­

graphy method course at the University of London Institute of Education. 

These were that students should 

(i) "have an understanding of the place and value of geography 

in school curricula; 
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(ii) be capable of contributing to the planning of geography and 

combined study courses; 

(iii) have certain competence at basic management skills, like 

class o r ganisation and class control; 

(iv) understand the principles of lesson planning and construction 

and have a certain competence at involving children in a 

variety of basic enquiry skills appropriate to their age and 

ability; 

(v) be aware of the part played by curriculum evaluation both 

during the process of curriculum developoment and at the end 

of a course; 

(vi) have an understanding of the needs and problems of continuing 

curriculum development in schools and be ready to experiment; 

(vii) 

(viii) 

have an understanding of how chi ldren think and learn; 

be aware of the need to face up to controversial issues in 

the classr oom; and 

(ix) have the desire, enthusiasm and drive to continue their educa­

tional studies" (p. 78). 

These stat ements o f what the course intended to a c hieve are valuable. 

Graves realised that there were problems to be faced and these involved 

the many roles that a geography teacher had to fill as "a transmitter of 

knowledge and skills J an attitude changerJ a manager of people, a selector 

and organiser of learning experiences for pupils and a 'practical psycho­

logist! who can develop a co-operative spirit among his charges and yet 

make it possible for the occasional genius to be creative!! (p. 77). 

A pertinent question is how does one train a teacher who will success­

fully play all these roles? Another problem facing teacher education is 

the changing nature of geography and its effects on the school geography 

curriculum and teaching strategies. 

Teaching strategies . 

Graves suggested that teaching strategies taught to student teachers 

should be used by method lecturers. As far as possible the lecture method 



27 

should be used sparingly because of its unsuitability as a teaching 

method. Student teachers should be encouraged to participate in work­

shops involving the preparation of materials and the organisation of 

learning experiences. Groupwork in the institution was to be encouraged. 

Discussions on college or school experiences and the implications of 

learning theories for the teaching and learning of geography should be 

held. Graves maintained that teaching strategies and teaching styles 

should vary according to the pupils taught, the nature of the subject 

matter, the objectives to be achieved and the personality of the 

teacher . 

Teaching practice. 

Graves advocated for a gradual introduction of students to classroom 

teaching. He made the following suggestions on providing feedback on the 

student's progress: 

(i) The lecturer should sit in the student's lesson and monitor 

the behaviour of the stud€nt and the class. He should look at 

how the lesson has been prepared and~nbed, pupil involvement 

in the lesson and how the student evaluated the success of his 

lesson. 

(ii) The lecturer should use the interaction analysis approach 

whereby t he particular behaviour of the student as he teaches 

a class is measured. 

(iii) The use of the videorecorde~ after which the student teacher 

should discuss his performance with his tutor or peers. He 

cautioned against too much use of the video-recorder as th i s 

could adversely affect a weak student . 

(iv) The use of peer group teaching in simulations of classroom 

situations. 

Graves concluded his article by outlining his conception of teaching which 

he saw as an experimental activity. He suggested that "teacher training 

activities must be looked upon as experimental so that the student tea­

chers may look upon all teaching as teacher and students learning to­

gether" (p . 84). 



28 

This article offers valuable and innovatory ideas on the training of sec­

ondary school geography teachers. It covers aims, course content, teaching 

stragegies and assessment procedures. The attitudes and skills necessary 

for future geography teachers to acquire are clearly stated. It would have 

been helpful if some idea had been given about the allocation of time for 

the different aspects of the course. 

(g) Slater F and R Rask, 'Geography teacher education', ~opean 
Journal of Teacher Education, Vol. 6, No.2, 1983, pp. 183-189. 

These two authors described a model developed and used at the 

London Institute of Education during the 1980-81 academic year. Its aim 

was to see how theory and practice could be related in geography teacher 

education. 

Teacher education was seen as having both theoretical and practical aspects. 

Student teachers were seen to be primarily interested in the acquisition of 

teaching skills, and for theory to have meaning, its practical applica-

hili ty ought to be made clear _ Slater and Rask see theory as lIa form and 

result of reflection upon experience" (po 183). For students to better 

understand both theory and practice they need to have experience first. 

The authors maintained that: 

"The difficulties and dissatisfactions with theo­
retical elements in teacher education courses 
arise because students lack the experience . . . 
which allows them to appreciate the reality of 
theoretical notions." 

(p. 183) 

They regard experience as cccupying a central position in teacher educa­

tion and that it should be used as "The seedbed from which both practical 

knowledge and theoretical understanding grow and intertwine" (p. 184). 

The model they developed aimed at providing students with classroom ex­

perience on which theory about children and classroom management was to 

be based. It required co-operation between college lecturers and school 

teachers. 

Small groups of eight to ten students were sent to a school where they met 

their lecturer and the school-based tutor. They worked in pairs and each 
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pair was given a small group of pupils to teach. The students were given 

a detailed lesson plan prepared by both tutors. It had an introduction, 

meant to motivate the pupils; several activities designed to make stu­

dents apply the knowledge gained and a conclusion. students were also 

supplied with resources useful to the lesson. 

Class teaching was then followed by a tutorial where the lesson taught 

was discussed and evaluated. Comments were made on practical teaching 

skills and the students were made to reflect on theoretical matters. The 

tutorials were careful ly planned to cater for progression. starting with 

immediate students' concerns. for example, the use of the chalkboard and 

designing worksheets. More theoretical topics like the role of language 

in geography teaching and methods of evaluation were dealt with last. 

The striking feature in this model is the involvement of the lecturer 

in the planning and preparation of lessons. Each day the lecturer and 

student plan a nd discuss the lesson to be presented on the following day. 

Topics covered before the first teaching practice session were lesson 

planning, teaching tec hniques versus teaching strategies, the use of the 

chalkboard, video, slides and photographs, designing worksheets and the 

role of language in geography teaching. During the second semester the 

same procedure as in the first term was followed. Topics dealt with were 

the preparation of tasks for the less able and the more able, school 

tests and examinations. Then came the preparation for teaching practice. 

Curriculum theory, psychological and sociological influences on geography 

teaching were discussed as the situation arose. It seems that more theory 

was dealt with as the students gained more practical classroom experience. 

The authors described the advantages of their experience-centred approach 

to teacher education. Th~ were that experience indicated the need for 

developing practical skills. It built up a core of issues to be dis-

cussed and whose explanation came from theory. According to them "theory 

and practice merge in experience just as they both grow out of it" (p. 188). 

Students coming out of this programme had a satisfactory balance between 

the different fields of educational theory, between what was done in 

college and what was done in schools, between kinds of learning activities 

and between content and skills. 

This model is a definite departure from the conventional methods o f training 
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geography teachers referred to by Slater and Rask as the 'in-college, aut­

in-schools' pattern. There is a high involvement of students in determ­

ining the course of events in their training. Skills of observation and 

self-evaluation are encouraged. Since the whole programme depends on the 

students' analyses of classroom situations, it could benefit post-gradu­

ate students only J because they have training in critical and analytic 

thinking. It is practical and realistic and has proved that theory and 

practice can be integrated. The co-operation between schools and colleges, 

a strong recommendation in the articles discussed already, has been proved 

to work out well. \oJi th emphasis on experience first and theory later J one 

wonders what would happen when experience during teacher training proves 

to be different from the situation the new teacher will experience in 

his/her first teaching post. 

(h) Some emergent themes on Geography teacher education 

(i) Student selection. 

Phillip (1951) and Jarolimek (1970) felt strongly about the need to se­

lect students for the training programme. The admission criteria suggested 

were the personality of the prospective teacher and his performance in an 

entrance examination. All writers advocated that secondary school geography 

teachers should be graduates. 

(ii) The academic background of student teachers 

If a 11 secondary school geography teachers would be graduates, their 

understanding of the subject ought to be adequate. Nicol (1966) and 

Jarolimek (1970) expressed concern about the under-graduate geography 

course which did not cover all the topics in the school syllabus. A 

distinction can be made between college geography and university geography. 

Colleges of education teach the content at a level lower than that of 

uni versi ties. At whatever level the content is offered its irrJ::x::lrtance lies in its 

educational .value to the students and in making them teach with confidence. 

(iii) Aims of the course 

There is some consensus on the aims of the pre-service teacher education 

course. These can be divided into knowledge, skills and attitude develop-
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ment. It is seen as essential for student teachers to know about the sub­

ject they are to teach, the place and educational value of geography, 

various teaching strategies, how children learn and their differences in 

ability. 

Skills include teaching skills, e.g. questioning, the ability to arouse 

interest, and explaining; management skills and knowing how to develop 

attitudes in pupils. Students also need to know how to prepare audio­

visual aids. 

Student teachers were to be helped to develop favourable attitudes towards 

the teaching profession and professional growth. 

(iv) Teaching strategies 

These can be grouped into : 

(a) Approaches used by method lecturers. These included the 

lecture method, tutorials, workshops, discussions and field­

work. 

(b) Teaching strategies taught to student teachers. These were 

fieldwork - its value in geography teaching and how to 

organise it, teaching mixed ability classes, teaching the 

less able and the gifted and problem solving. 

In the list provided by the writers there seems to be progression from 

1950 to 1980 from methods that were teacher-oriented to those which 

involved the student in the learning process. Recent developments re­

veal the influence of psychology on the teaching of geography, for 

example, the streaming according to ability levels. 

(v) Teaching practice 

All writers see teaching practice as important in developing teaching 

skills. There is a suggestion that students should be introduced gradu­

ally to classroom teaching (Jarolimek, 1970; Graves, 1979; Slater and 

Rask, 1983). Method lecturers often gave demonstration lessons although 

in Graves ' and Salter and Rask's articles no mention of these is made. 

When students go out on teaching practice, method lecturers should 

supervise and guide them. Graves offered four suggestions on how to help 
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students master teaching skills (see page 27 above) . These were the moni­

toring of the students' progress through class observation and the use of 

the videotape. In the case of classroom behaviour, the focus should be on 

how the student teacher interacted with the pupils. Peer group teaching 

was another method that could be employed to help student teachers to 

acquire teaching skills. 

(vi) Teaching aids. 

The use of audiovisual aids in the teaching of geography was regarded as 

essential. In the 1950's audiovisual aids were relatively few and they 

have recently increased in number and become more complicated, for ex­

ample, the use of computers. 

(vii) Course evaluation. 

In all the articles read, no mention was made on how the course should be 

evaluated. 

3.2. LITERATURE USED IN THE TRAINING OF GEOGRAPHY TEACHERS 

Books on teaching geography are generally written for teachers in the class­

room, heads of departments and examiners, as well as students in training. 

Educators in university departments of education and teacher training 

colleges use these for organising their courses and for students' back­

ground reading. These books are usually treated as texts for the course 

and provide a source of activities. Some are used as handbooks due to 

their practical value. These are the focus for this section. 

The investigator analysed thirty-two books spanning a period of sixty 

years. These were selected for their practical value. The aim was to find 

out which topics had enduring value, which were discarded and which were 

introduced later. 

This analysis revealed a close connection between developments in aca­

demic geography and the teaching of geography at school level. These 

have implications for teacher training. It is interesting to note, for 

example, the pre-1960 t s conception of geography as a science that des­

cribes the earth and the central role played by desc~iptive regional 

studies in geography teaching at school level at that time. Method texts, 
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likewise, emphasised approaches to teaching regional studies. 

The information collected from the method texts is summarised in Tables 

2, 3, 4 and 5. Table 2 summarises the discussion on theory in method 

texts over 60 years. In 97 per cent of the texts written between 1926 and 

1984, the topic on aims and objectives is given a promi nen t place. Al­

though the nature of geography also appears from the beginning of the 

period surveyed, it is only mentioned in 52 per cent of the books. A dis­

cussion on the historical development of geography as a subject was seen 

as unnecessary_ In the 19705, method texts included learning theories as 

advanced by psychologists like Piaget, Gagne, Bruner, Ausubel and others. 

These led to discussions of conceptual learning and skill development . 

Curriculum development appears in the texts written in the 1970s, but 

the two South African method texts do not discuss this topic (Hurry, 1978; 

Moller, 1983). 

Assessment and evaluation have always been an integral part of geography 

teaching. Many books have given detailed suggestions on how to assess 

and evaluate pupil progress. 

Table 3 deals with the practical aspects of geography teaching. Lesson 

planning continued from 1926 to 1984. The same applies to the 

planning of workschemes, although these were specifically mentioned in 

34 per cent of the books. Teaching units were emphasised during the seven­

ties and many books written in the eighties have .these . The designing of 

worksheets appears in the 1970s. 

Table 4 illustrates teaching strategies/techniques me tnioned in the me thod 

texts. Fieldwork, the oral lesson and the questioning techniques occur in 

almost all the books and are spread throughout this period. These are foll­

owed by the use of the textbook, models and projects. It is interesting to 

find les s and less mention of regional studies in the late seventies and 

eighties. Games and simulations, the discovery approach and decision-making 

~ in texts of the 1970s, while the teaching of values and the issue-based 

approach are the most recent approaches. 

Table 5 shows teaching aids used during this period. Maps appear in all the 

method books. Some of the aids used since the 1920's are the chalkboard, 

slides, charts, pictures, atlases, the geography room and the use of carto­

graphic and weather instruments. 
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Later additions include the radio) films, filmstrips, the episcope and 

photographs. The tape recorder and the overhead projector appeared in the 

sixties. The television and video recording was mentioned in many books 

written in the seventies. The latest innovation is the use of the com­

puter (\~alford, 1981). 

In order to give a clear picture of the topics that method lecturers 

probably discussed in their courses, the investigator has grouped these 

books according to periods. One or two books reflecting the general 

trends characteristic of each period are discussed. 

(a) 1926-1959. 

Fairgrieve J (1926), Geography in school. 

Fairgrieve was involved in teacher education and the teaching of geography 

at school level in Britain during the first half of this century. This 

book was intended for teachers in schools and for those under going 

training. His book was a basic text and was used as a handbook by geo­

graphy method l ecturers for many years. 

Fairgrieve maintained that it was essential for geography teachers to 

know the educational value of their subject, because, "if a teacher is 

to make a success of his teaching he must have a belief that his work 

is worth doing" (1926, p . 20). Knowledge about stages in the mental de­

velopment of children was regarded also as important to guide the tea­

cher in planning his work . He should teach at any time "only what children 

at that stage can understand" (p. 306). 

Geography was regarded as a science which describes the earth. Geography 

teaching was seen as aiming at training pupils "to imagine accurately the 

conditions of the great world stage a nd so help them to think sanely about 

political and social problems in the world around" (p . 18). Geography tea­

ching centred around descriptions of the various regions of the world 

with the purpose of showing the unique character of each region. The pu­

pils were to be taught the home region first and then "the rest of the 

world in decreasing detail". In order to help pupils "imagine accurately" 

the conditions of the world, geography teaching was to emphasise the use 

of visual aids, especially maps and outdoor teaching. 
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A chapter was devoted to the preparation of lessons and schemes of work. 

Eighty-one pages were devoted to teaching aids available at that time. 

The design and layout of the geography room was included. This book is 

a clear manual, has little educational theory and students could find it 

easy to understand. 

(b) 1960-1969. 

Gopsi11 G H (1962), 'The teaching of geography', Long M and Roberson B S 
(1966) Teaching Geography. 

These two books were chosen to show the general trends in geography tea-

ching in the 1960s. The authors stated specifically that their texts were 

written for student teachers and reflected views held by many geography 

teachers at the time. 

The aims of teaching geography at secondary level were again emphasised. 

Student teachers needed to know the current development in geographic 

thought and were to develop observation J recording and analytic skil ls 

in their pupils. It was important for prospective teachers to know how 

to inspire and contro l a class. 

Teachers needed to know how to help pupils discover "the richness and 

fascinating complexity of the world in which they live" (Long and 

Roberson, 1966, p. ii). The regional concept was sti ll strong. 

In both books the value of careful and thorough planning of lessons 

was emphasised. Gopsill laid down the following guiding principles to 

classroom practice: 

(i) 

(ii) 

(iii) 

(iv) 

The aim of the lesson should be made clear to pupils. 

The l esson should be presented in an interesting way. 

Pupils should be kept active and involved in the lesson. 

The teacher should structure his presentation such that 

individual differences in ability are catered for. 

(v) The teacher should focus the pupils' attention on the 

main ideas in the lesson . 

Advice on lesson prepa ration was given in both books. Long and Roberson 

maintained that a lesson should have aims, an introduction, a presen­

tation which should provide thought-provoking exercises for the class, 
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and a conclusion . The importance of timing in lesson presentation was 

stressed and the development of a chalkboard summary was regarded as im­

portant. This was the conventional approach in method texts at the time. 

The following methods of teaching were cited: the oral lesson, with a 

variety of teaching aids, mapwork, fieldwork, sample studies and the use 

of the textbook. The growth of systematic studies at that time was shown 

by the three chapters written by Long and Roberson on mathematical geo­

graphy, climate and landforms. Examinations were discussed in detail and 

so was the design and layout of the geography room. 

Like Fairgrieve's book, there two books were ideally suited to teacher 

preparation because of the practical guidance given on classroom practice. 

They were written by geography teachers with a wide experience and in­

sight into geography teaching at the secondary level. 

(c) 1970-1979 

In the latter half of the 1960's important developments took place in 

academic geography _ These were an increasing emphasis on quantification, 

the scientific approach with its emphasis on the formulation and testing 

of hypotheses and the development of theoretical models. The impact of 

the so-called Il new geography II on the teaching of geography at school 

level was reflected in the method texts written in the 1970s. Geography 

teaching emphasised the development of analytic techniques. There was a 

move away from teaching facts only to concept-teaching and skill develop­

ment. With regard to regional geography, there was a shift in emphasis 

from stressing the uniqueness of each region to a search for patterns 

leading to generalisations. 

Bailey P (1974), Teaching Geography 

Bailey has extensive experience in both geography teaching at the 'secon­

dary level and teacher education. He is the editor of Teaching Geography, 

a j ournal focusing on the teaching of geography at school level. Many 

method lecturers, secondary school teachers and student teachers find 

his book, Teaching Geography a valuable handbook. 

Bailey regarded geography as being more concerned with ideas rather than 

facts. He examined the educational value of geography and then proceeded 
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to discuss the new developments in geographical methodology. He saw the 

"new geography I I as "essentially a way of thinking rather than a body of 

knowledge" (p. 2). He outlined the new approaches to teaching geography 

based on the new geography as: 

(i) a stress on analysis , explanation and reasoning as opposed 

to sheer description; 

(ii) 

(iii) 

(i v) 

the dynamic nature of geographic processes and systems; 

the use of resource materials and fieldwork; 

the involvement of pupils in decision-making processes 

through simulations and games; 

(v) that teaching should revolve around hypothesis-formulation 

and testing; and 

(vi) that fieldwork and projects were to constitute an essential 

part of the course. 

He then took each of the new techniques and showed how it could be used 

in t he teaching of secondary school geography. He included a section 

on how to run a geography department. 

The section on planning was detailed and step-by-step guidance to 

prospective teachers was given . He included models of syllabuses J 

course plans and lesson plans. 

Teaching techniques mentioned, range from the oral lesson, the use of 

visual aids to team teaching. Creative thinking and the application of 

knowledge were emphasised. The change in teaching strategies character­

istic of t his period was expressed by Thomas (1978) who stated that 

"exposi tion methods of teaching are replaced by hypothetical or infer­

ential methods in which the student applies his own intel lect to the 

solution of specific problems" (p. 70). 

Bailey discussed examinations and assessment in great detail. He stressed 

the value of in-service education in the professional development of a 

teacher. He discussed theoretical models and concept-based teaching, 

bo th new ideas at the time. 
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(d) 1980 onwards 

The first half of the 1980s saw the continuation of some ideals held 

in the 1970s regarding the teaching of geography and the emergence of 

new ones. During this period inquiry learning was emphasised, with in­

creased attention given to values education, the understanding of funda­

mental geographic concepts and the application of educational theory to 

geography teaching. The geography taught at school level was influenced 

by developments in academic geography which entailed concern for social 

issues and environmental quality, the promotion of social justice and 

an emphasis on humanistic and Marxist analysis (Fien, 1984). 

Slater F (1982), Learning through Geography, and Fien J et aI, 
(1984) The Geography Teacher's Guide to the Classroom. 

These books were chosen because they cater for the needs of experienced 

teachers as well as "students in colleges and universities preparing 

for a career teaching geography" (Fien, p. ix). In Fien et aI, twenty­

four geography teachers from Australia, New Zealand, England, Canada 

and the United States shared their views on what constitutes good 

geography teaching at school level. 

In both books the aims and objectives of teaching geography are not 

explicitly stated but are incorporated in the planning of lessons 

and the determining of teaching techniques. The authors agreed on the 

view of teaching as a personal acti vi ty and as such was "as diverse an 

enterprise as there are geographers and geography teachers" (1984, p. xii). 

In these two books the need for teachers to analyse their views of 

knowledge and of geography in particular, is stressed because "our 

views of knowledge largely determine our styles of teaching" (Hall, in 

Fien, 1984, p. 11). 

The need for teachers to know learning theories and the role of language 

in learning geography was stressed. Knowledge about classroom management 

was also seen as vital. According to Storm (1979), as quoted by Slater: 

"Discussions about teaching are dominated by 
considerations of content and methodology, 
with management aspects being apparently 
taboo. " 
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"Lack of (class) c ontrol make(s) it difficult 
and perhaps impossible to introduce a range 
of materials or methods into a classroom." 

(Slater, 1982, p. 106). 

Teaching techniques recommended were those that develop understanding of 

generalisations and encourage decision-making skills. Emphasis in each 

lesson should be on understanding. 

According to Slater 

"Meaning and understanding define the process 
of tying little factual knots of information 
into bigger general knots so that geography 
begins to make sense, not as a heap of iso­
lated facts but as a network of ideas and 
procedures." 

(1982, p. 47) 

Other teaching techniques mentioned were the use of the computer in the 

teach i ng and learning of geogr aphy. Mapwork still occupied an important 

part in the classroom. 

The qualities of the geography teac her of the eighties were discussed. 

He needed to be open-minded, eager to experiment, innovate and introduce 

new teaching strategies (Slater, 1982). The qualities mentioned earlier 

were reaffirmed_ 

Fien, et aI, and Slater have successfully illuminated current thinking 

in beth geography and geography teaching at school level . Thei r two 

books are useful as a source of reference but the text may prove diffi­

cult for student teachers. They are a complete contrast to Hurry (1978), 

which is simple for student teachers to use, has many practical examples 

and very little educational theory . It is meant for the teaching of geo­

graphy in the Southern African context where there are some schools with 

all the necessary equipment for teaching geography and others have only 

the chalkboard. There are step-by-step instructions on how to construct 

simple teaching aids from materials in the environment . 
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To conclude this section, it is important to show what ideas emerge from 

the analysis of literature on the education of geography teachers and the 

texts used by method lecturers. 

The following topics seem to have an enduring value: the educational value 

of geography at the secondary level; the importance of planning schemes of 

work and single lessons; the use of visual illustrations in geography 

teaching, the value of maps and the geography room . In the case of audio­

visual aids the student teachers are required to know how to use them and 

also how to prepare their own. All these aspects receive attention in 

Hurry (1978), used widely in South African institutions. 

The state of geography teaching and geography teacher education have not 

been static. Many developments have taken place J including the expansion 

in audio-visual aids which have become more complex with time; greater 

emphasis on groupwork; workshops in the training institution where 

student teachers plan and prepare materials. In addition to this, another 

relatively new development has been the use of the video in teacher edu­

cation. There is more emphasis on theoretical models, the understanding 

of concepts and insistence on student teachers knowing the stages of 

mental development. In the past, the latter used to be part of the general 

educational psychology course, but recently geography method texts in­

clude this important topic. 

The next part of this study is devoted to establishing the practice in the 

pre-service education o f geography teachers in South Africa. 
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CHAPTER 4 

RESEARCH METHODOLOGY 

Chapter One described the purpose of this study. Chapter Two looked at 

modern approaches to the pre-service education of secondary teachers. 

Chapter Three was a review of literature on the education of secondary 

school geography teachers. This chapter seeks to describe how data on 

pre-service teacher education of secondary school geography teachers in 

South Africa was collected. The actual presentation and analysis of data 

follows in Chapter 5. 

The following data-gathering techniques were used: 

(a) A questionnaire sent to geography method lecturers. 

(b) interviews held with method lecturers, student teachers and geography 
teachers in schools. 

(c) An analysis of course outlines and examination papers. 

(a) The questionnaire. 

Questionnaires were posted to all fifty-three teacher training institutions 

specialising in secondary teacher education. The names and addresses of 

these were obtained from the Education Information Centre in Johannesburg. 

It was important to include all teacher training institutions because 

their programmes are different and, because they are few, sampling was 

unnecessary. Although Bogdan and Bliken (1982) maintain that questionnaires 

reflect the interests of those who construct them, the researcher identi-

fied and included topics that emerged from the review of literature on 

geography methodology. Among those included were the aims, the actual con­

tent of the course, teaching strategies, the organisation and assessment 

of teaching practice and course evaluation . The questionnaire is in Appen­

dix A. A covering letter explaining the aim of this study and assuring 

the respondents of the confidentiality of their responses was included 

in the questionnaire. Respondents were asked to include their course out­

lines, past examination question papers and samples of information sheets 

given to student teachers. The course outlines served to supplement infor­

mation in the questionnaire. The past examination question papers furnished 
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information on areas of emphasis in the course as a whole, especially 

the theoretical aspect. These, together with the information sheets, 

indicated the objectives of the course and methods used in the prepar­

ation of secondary school geography teachers. 

Initially, a 39,6 per cent response was received. Because this research 

requires feedback from all teacher training institutions, the researcher 

sent follow-up letters and questionnaires to all those who did not re­

spond to the initial request. This elicited a further 13,2 per cent re­

sponse, resulting in a total of 52,8 per cent response to the questionn­

aire. seventeen out of twenty-eight institutions sent their course out­

lines, fifteen sent their past examination question papers and five in­

cluded samples of information sheets. All these provided valuable infor­

mation on secondary geography teacher preparation in South Africa. 

(b) Interviews with geography method lecturers. 

Ideally, it would have been valuable if the investigator had visited all 

the institutions and interviewed all geography method lecturers . However, 

due to constraints of time and costs, the investigator could only visit 

five accessible institutions. Interviews were held with three university 

geography method lecturers and two lecturers in colleges of education . 

Although the researcher had speci fic topics to which she wanted the meth­

od lecturers to respond, interviews tended to be informal to allow for 

openness and flexibility_ One such interview was tape-recorded with per­

mission. In other cases the researcher took notes during the i nterview 

and these were written fully immediately after the interview had ended. 

In these interviews method l ecturers expressed their opinions not only 

on what they regarded as essential in the pre-service training of geo­

graphy teachers, but also why and how they handled their courses the 

way they did. They discussed problems they encountered and how they would 

like their course to be. The interview schedule is included in Appendix B. 

(c) Interviews with geography teachers-in-training. 

The decision to include student teachers in this research study was based 

on the assumption that since they were in the process of being trained, 

their own needs and experiences would throw more light on the process of 

teacher preparation. Student teachers in the HDE and STD programmes were 

interviewed in three universities and two colleges of education. It was 
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necessary to hold the interviews during the second semester of 1986 when 

students had been to schools in their first teaching practice session and 

had more insight into what was happening in the course. In colleges of 

education only third-year students were interviewed. In four institutions 

the students interviewed were by the arrangement of the method lecturer. 

In one institution the method lecturer invited the researcher to a 'brain­

storming' session with all HDE students. The student teachers talked 

freely on their expectations of a teacher training course and made 

suggestions on what they would like to be included in a course like this. 

After the 'brain-storming' sessions J volunteers were invited for individual 

interviews. The response to this was good. Four student teachers were in­

terviewed for an hour each. Two of these decided to be interviewed to­

gether. In all cases the interviewer had prepared questions in advance and 

the student teachers raised no objectives to having their views tape-re­

corded. All the students were enthusiastic, free and confident. In the 

other four institutions it was impossible to tape the interviews but 

since the interviews where short, it was possible to recapture what was 

discussed and write full notes immediately after the interview. The inter­

view schedule is in Appendix C . 

(d) Interviews with geography teachers in secondary schools. 

Nine teachers in five schools currently teaching geography at the secondary 

level were interviewed. The choice of who would be interviewed depended on 

the availability of the teachers and where the researcher was at the time. 

Five white teachers, one male and four females, were interviewed and four 

were black teachers, two males and two females. Eight of these teachers 

were interviewed in their schools and one was interviewed in a university 

which he was visiting when the researcher was there. 

The i nterviewees were asked to reflect on their own training in terms of 

what happened, and the extent to which the course prepared them to 

teach geography when they started teaching. They were asked to share 

their views on what should happen in the training of geography teachers. 

Although there were questions prepared in advance, in most cases the 

interview covered other areas. The major reason for a structured inter­

view schedule (see Appendix D) was the desire to present all respondents 

with the same stimuli so that they were responding to the same research 

instrument. Teachers were, in most cases, interviewed singly. There was 
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one instance where a group of four teachers in a school were interviewed 

together. 

An advantage of these interviews lay in the fact that six of the teachers 

intervi ewed had their schools used by teacher training institutions for 

teaching practice purposes. The responses made were drawn from their own 

training and also their observations of student teachers when they took 

over their classes. Two such interviews were tape-recorded. In other 

cases the interviewer took notes which were written in full after the 

interview ended. 

(e) The analysis of course outlines, examination question papers and 

information sheets. 

An analysis of these provided valuable information for this investigation. 

The course outlines had information on what was happening in each pro­

gramme and this information reinforced some of the ideas mentioned in 

the questionnaire. Failure of some method lecturers to submit their course 

outlines was a great handicap to this study. A sample of course outlines 

is included in Appendix E. Examination question papers revealed how the 

varous aspects of the method course were evaluated. The information sheets 

had information on the tasks given to students and they revealed something 

of the style of teaching used by method lecturers. An example here is a 

case where a lecturer prepares notes on a topic and hands them out to stu­

dents as against one who prepares a worksheet and lets students work 

through it. A sample of examination papers appears in Appendix G. 

Care was at all times taken to ensure that this investigation adhered as 

closely as possible to the requirements of a scientific method. However, 

the methods used to collect data for this study had many in-built limi­

tations. Nevertheless, it is hoped that this data will shed light on the 

existing conditions regarding the initial training of prospective secon­

dary school geography teachers in South Africa. 
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CHAPTER 5 

DATA PRESENTATION AND ANALYSIS 

This chapter presents and analyses the data collected by this investiga­

tion. The questionnaire is considered first and, where applicable, data 

collected through inte~views and course outlines is included. The in­

tention is to highlight areas of consensus and divergence in South Africa 

i n the initial education of geography teachers. 

In South Africa there are t hree progr.ammes available for the pre-service 

education of secondary school geography teachers . There is the one-year 

post-g~aduate diploma offered mainly by universities. This is known as 

the Higher Diploma in Education (HDE), Higher Education Diploma (HED) , 

University Education Diploma (UED) o~ Diploma in Education (Dip.Ed.). 

The second programme is the four~year integrated degree course offered 

by certain universities, known as B.Paed. or B.A./B.Se. Education. 

Another programme is the three- year integrated diploma offered by 

colleges of education and some universities. This is called the SecondaYY 

Teacher's Diploma (STD) or Senior Secondary Teacher's Diploma (SSTD) . 

There are universities wt.ich offer two or three different programmes. 

Various names are given to the geography teacher education course such 

as the 'Geography Method course'J 'CUrriculum Studies in Geography' and 

'Subject Didactics in Geography'. Contrary to what Jardine (1983) main­

tains about the 'method course' as referring to teaching methods onlYJ 

in these three courses both theoretical considerations and teaching 

methods are included. 

It would appear from the data that some institutions regard the second­

ary level as extending from Standard Five to Standard Ten, while others 

take it to extend from Standard Six to Standard Ten. The four-phased 

structure of schooling suggested by the De Lange Report is not followed 

everywhere. 

The full questionnaire is to be found in Appendix A. The first part 

deals with the staffing policy in institutions preparing secondary 
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school geography teachers. These are the findings: 

5.1. ACADEMIC QUALIFICATIONS 

The academic qualifications of geography method lecturers are summarised 

in Table 6 below: 

TABLE 6 

ACADEMIC QUALIFICATIONS OF METHOD LECTURERS 

Qualification 

B.A. 
B.Sc. 
B.A.Ed. 
Hons. B.A. 
B.Ed. 
M.A . 
M.Ed. 
D.Ed. 
Ph .D./D.Phil. 

Number of Lecturers 

8 
1 
1 

12 
6 
2 
1 
1 
4 

All method lecturers hold degrees. After the first degree some specialised 

in education , taking the B.Ed., M.Ed. and D.Ed. degrees, while others 

specialised in the academic study of geography, moving into Honours, 

Masters and Doctoral level s. The latter are in the majority. 21,4 percent 

cf method lecturers hold post-graduate degrees in education as well as 

in geography. 

5.2. PROFESSIONAL QUALIFICATIONS 

92,9 percent of method lecturers had professional certificates. 50 percent 

held the one-year post-graduate diploma in education. 28 percent had the 

Secondary Teacher's Diploma. In all, 78 percent of the respondents were 

trained to teach geography at the secondary level. 7,14 percent were 

trained for the primary level. 10,7 percent had professional certificates 

obtained elsewhere and the researcher could not determine their level of 

specialisation . 

There is no set procedure for the selection of teacher educators. 

From posts recently advertised for geography method lectuers it 

seems that the requirements are a degree, a teacher's certificate and 

preferably substantial teaching experience at the appropriate level. 
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5.3. METHOD LECTURERS' TEACHING EXPERIENCE AT SECONDARY LEVEL 

96,4 percent of these had taught geography at the secondary level. Out of 

the 78 percent who had teacher's certificates, only 3,57 percent had no 

secondary school teaching experience. Teaching experience is essential for 

method lecturers because it provides them with first-hand knowledge of the 

secondary school pupils, how they learn geography and the problems asso­

caited with geography teaching at this level. This knowledge is valuable 

in the preparation of teachers. 

It was necessary to establish how long method lecturers had been involved 

in educating teachers because this would indicate how long it took them 

to acquire the knowledge and experience that had resulted in the pro­

grammes they designed. Figure 1 shows this. 

FIGURE 1 

EXPERIENCE IN TRAINING SECONDARY SCHOOL GEOGRAPHY TEACHERS 
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, 
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Geography method lecturers are generally full-time staff members of the 

training institution . In 7,14 percent of the insti t utions, secondary 

school teachers were employed on a part-time basis to offer the method 

course. 
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39,8 percent of the method lecturers taught the method course only and 

60 , 7 percent taught other courses as well. In the consecutive pattern of 

teacher education it is rare that method lecturers offer their speciali­

sation on l y unless they work on a part-time basis. In the concurrent 

pattern, where both content and method are offered, lecturers do not 

generally offer other courses. Among the 'other courses' listed were 

Philosophy of Education, Didactics, Guidance, Media Teaching, Lesson 

Analysis, Regional Geography, Mapwork in the Geography I course and 

English. 

5.4. ORGANISATION OF THE COURSE 

In this section we look at all the activities intended to prepare 

prospective secondary geography teachers. The concern here is to 

establish how much time is allocated for the course, its aims and 

objectives, the course content, teaching strategies J instructional 

materials and course evaluatiuon. 

5.5. TIME ALLOCATED FOR THE METHOD COURSE 

The time allocated for the course differs from institution to institution. 

five 

this 

57 J l percent of the institutions have student contact of more than 

hours. All institutions following the concurrent programme fall in 

category. The reason is probably because both content and method are 

offered. It is interesting to note that knowledge of the content is seen 

as more important in the colleges J with content having more periods than 

method. In one institution J for example J out of ten periods per week, 

seven were for the content and only three were for the method. 28 J 6 per­

cent of the institutions allocated three to four hours per week for the 

method course. 14 J 3 per cent spent one to two hours per week. The two 

last-mentioned conditions seem to be prevalent in institutions offering 

the post-graduate teacher's diploma. One reason for this is that the 

university method course does not include content. 53 J 6 percent of all 

institutions worked on two periods blocked together giving anything from 

one-and-a-half to two hours of continuous work. This allows time for in­

depth discussions, workshops and other practical student-oriented 

activities. 
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5 _ 6 _ AIMS OF THE METHOD COURSE 

In any curriculum, the statement of aims and objectives reveals a lot 

about the course itself. One gets an indication of what knowledge, skills 

and values are regarded as essential for prospective geography teachers 

to acquire. 

In the questionnaire, the investigator listed eight typical aims selected 

from the literature on the education of geography teachers (see Appendix 

A). Method lecturers were asked to rank these in order of importance. The 

ranking was as follows: 

1. 'To develop teaching skills' (ranked first by 92,8 percent of 

respondents) . 

2. 'To develop a professional attitude towards geography 

teaching' (ranked second by 89,2 percent of respondents). 

3. r To provide teacher trainees with knowledge and skills 

necessary to interpret and analyse the school syllabus. 

4. "Ib expose prospective geography teachers to the various 

approaches in geography teaching'. 

5. 'To provide teacher trainees with knowledge about the circum­

stances they will experience as teachers', was ranked fourth 

by 75 percent of the method lecturers. 

6. 'To produce teachers who will be able to initiate changes in 

the geography curriculum at school level'. 50 percent of the 

method lecturers saw this as important and they ranked it 

fifth on the list. 

7. 'To provide teacher trainees with skills to conduct research 

pertaining to the teaching of geography at school level'. 

This was ranked sixth in the list by 46,4 percent of the 

lecturers. 

8. 'To expose teacher trainees to the philosophy of geographic 

education' was not seen as important by the method lecturers 

and was ranked lowest. 
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The respondents agreed that the geography teacher education course ought 

to be oriented towards the effectiveness of the teacher in the classroom 

(choices 1, 3 and 5 above). A geography teacher should be able to teach 

geography using a variety of approaches, have the correct attitude to­

wards his work and be well acquainted with what is happening in schools. 

The method lecturers regarded these as essential. The ability to initiate 

changes in t he curriculum at school level was not rated highly (choice 6 

above). The reason may be that in South Africa, curriculum planning is 

centralised and teachers are not directly involved in the process of 

curriculum planning. In Britain, for example, student teachers are taught 

about curriculum planning (Graves , 1980). The ability to conduct school­

based research was not seen as important (choice 7). The same applies to 

the provision of knowledge about the philosophy of the subject (choice 8). 

One reason for this could be the constraints of time. There are many 

courses offered by teacher training institutions and the time allocated 

to the method course may be inadequate. 45,4 percent of the university 

course outlines included these two topics, as against 5,8 percent of the 

colleges. Universities, especially those offering the post-graduate 

diploma in education, offe~ the method course only, and this means that 

they have more time to consider the philosophical foundations of the 

subject. On the other hand, colleges emphasise the knowledge of geography, 

helping student teachers to acquire basic teaching skills, and trying these 

out in practical classroom situations. 

It was important to establish whether any differences existed between 

college and university ranking of course aims. The correlation coefficient 

was r = 0,92 and this indicates a surprisingly high positive correlation. 
s 

Some of the aims listed in the questionnaire were also mentioned in the 

course outlines, with some additions. In the course outlines the course 

aims were expressed implicitly in terms of what knowledge, skills and 

attitudes were to be developed. Examples of course outlines from eleven 

institutions are included in Appendix E. 

With regard to knowledge, .student teachers were expected to know the 

subject matter they were to teach. In Appendix E(4) it is stated that 

"a mastery of the subject matter is essential for effective teaching. II 

In the consecutive pattern of teacher education, subject knowledge is 

not included in the course outlines since, in theory, student teachers 
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enter the programme with a sound knowledge of geography. The student 

teachers are also expected to be familiar "with the structure of the 

South African syllabus, the textbook series used, the common approaches 

and the best modern practices" (Appendix E8). In addition to these, 

there were aims included to meet specific regional needs, for example, 

Uto introduce the concept, aims and scope of environmental education" 

(Appendix El) and "to promote a sense of social and community re­

sponsibi lity for, and to encourage active participation in the de-

velopment of the country" (Appendix E2). In the latter, one gets an 

impression of what is considered to be the role of the geography teacher, 

namely that of being an agent of social change. Another role of the geo­

graphy teacher is expressed in the statements abcut what is understood 

by education, teaching in general and geography teaching in particular. 

In Appendix E7 it is stated that "Die onderwyser ... moet volwasse wees" 

and that "Die inhoud van die opleiding moet nie net aIleen beroepsgerig 

wees nie, dit moet die adolessent volwassenheid laat betree." 

One of the objectives of the training course was stated as "to help 

(student teachers) learn how to collect and construct simple teaching 

aids from locally available and inexpensive materials" (Appendix EIO). 

Amongst the skills mentioned in the course outlines are the following: 

the development of appropriate teaching skills, the ability to conduct 

independent study, skills in basic research techniques and the ability 

to evaluate critically the information collected from various sources 

(Appendix E2 ). 

The development of professional attitudes is regarded as one of the 

essential aims in geography teacher education. In Appendix E9 the value 

of having the correct atti tude is mentioned: "while... training as a 

teacher of geography is orientated towards equipping (the student) with 

fundamental principles and knowledge to enable him/her to cope with the 

school situation, in the final analysis, (the student IS) attitude and 

the role (he) assume(s) are of primary significance for the successful 

teaching of geography." In most course outlines the specific attitudes 
, 

to be developed are not clearly stated, perhaps because, unlike know-

ledge that can be imparted, attitudes are highly subjective and it is 

the student teacher who has to show his attitude towards geography 

teaching. 
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In addition to the questionnaire and course outlines, an attempt was made 

to ascertain the views of (a) practising teachers and (b) students-in­

training. Geography teachers in schools see the aim of the geography 

teacher education course as lito provide student teachers with knowledge 

about lesson planning and how to focus the attention of the pupils on 

the main ideas of the lesson." 

Some student teachers felt that the course should aim at making them 

function well as teachers in class and that it should provide them with 

knowledge about adolescents and how to handle them. In one case, the 

student teacher said t hat the course should show them IIhow to handle 

political issues in a geography class." 

5.7. THE COURSE CONTENT 

The content of the geography teacher education course can be divided into 

the academic study of geography, topics covered in the method course and 

teaching practice. 

( a) The academic study of geography 

An in-depth study of geography is regarded as essential in the education 

of teachers. Prospective geography teachers ought to know geographic con­

cepts, principles and methods of enquiry. In the consecutive pattern of 

teacher education the academic study of geography is not included since 

student teachers have majored in geography in their d~. Secondary 

school geography teachers and student teachers interviewed regarded the 

under-graduate course in geography as adequate in preparing teachers to 

teach all the sections in the school geography syllabus. There was 

insis tence that such a course should not specialise too much and that 

specialisation should be left for the Honours course. The value of 

studying geography is not only that students get to know geography, but 

also that they acquire certain academic skills and values which are 

necessary for teaching purposes. 

In the concurrent pattern the academic study of geography is offered. 

There are differences regarding the level at which the content is offered. 

In the four-year integrated degree programme the level is that of a 

degree. I n the case of colleges, 68,8 percent offer the secondary school 

geography content only and 32,8 percent offer school geography and 
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"university enrichment") explained in some cases as Course I Geography 

(Appendix E7). 

The reason given by method lecturers for the teaching of secondary school 

geography content to student teachers was that the student teachers needed 

to have a firm grasp of the content they were to teach. This argument was 

valid during the time when students with Standard Eight geography were 

trained to teach at the secondary level. With the raising of standards 

for college entrance to Standard Ten and the requirement by some colleges 

that a student must have obtained an E-symbol at Higher Grade level or a 

D-symbol at Standard Grade level to be allowed to take geography as a 

teaching major, it is no longer clear why student teachers are made to 

repeat the content that they did and passed at matriculation level. At 

teacher education level it is necessary that prospective geography 

teachers should have knowledge of the subject that is wider and above 

that of the students they will be teaching. 

(b) Topics covered in the method course 

These can be grouped into those focusing on providing the student teachers 

with knowledge of the theoretical foundations of the discipline itself and 

those relating to the acquisition of practical teaching skills. 

Topics relating to the theoretical aspects of the course 

Teacher educators have increasingly called for an inclusion of psychological, 

sociological and philosophical theories in the preparation of students to 

teach specific areas (Hirst, 1980; Simon, 1976). 

(i) Philosophical foundations of the subject 

In the questionnaire this item was ranked lowest by method 

lecturers (see p. 63). In only 40,3 percent of the course out­

lines was this topic included and out of this, 16,6 percent were 

from the colleges. In the post-graduate diploma in education, 

method lecturers assume that student teachers already know about 

the nature, scope and field of geography. In those university pro­

grammes where this topic is included J the reasons might be that 

there is time available since no content is offered and also that 

a discussion of this topic is suitable to post-graduate students. 
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In colleges of education an opposite situation exists, namely 

that more time is devoted to learning the content and the stu­

dents in them are weaker since most of them could not obtain 

matriculation exemption. 

(ii) The development of geography as a discipline 

This topic was also regarded as not essential by most method 

lecturers. It was listed in only 16 percent of the course out­

lines. The depth at which it is discussed varies from institution 

to institution J with some spending less time and others going 

into great details, e.g. Appendix E9. 

(iii) Aims and objectives of geographical education 

All geography method lecturers regarded the knowledge of the aims 

and objectives of teaching geography at the secondary level as 

essential for future teachers. In the course outlines this topic 

appears high up on the list with only one instance, Appendix E3, 

where it is discussed towards the end of the year. 

(iv) Psychology and geography learning 

The understanding of how pupils learn geography is increasingly 

becoming an integral part of teacher education programmes. This 

came about as a result of a shift in emphasis in teaching-learning 

situations from teacher-dominated classes to learner-centred 

activities. Geography educators are concerned wi th how children 

acquire geographic skills and an understanding of geographic con­

cepts. Geography teachers need to know developmental and learning 

theories as propounded by pscyhologists such as Piaget, Gagne, 

Ausubel and others. 

In geography teacher education programmes in South Africa this 

topic appeared mai nly in university course outlines. In all cases 

it would appear that no in-depth study of learning theories was 

undertaken in the method course. Student teachers were expected to 

apply what they had learnt from the Educational Psychology course 

to geography teaching. They needed to know what geography subject 

matter was s uitable for secondary school pupils, what methods of 

teaching were suitable for this group of pupils and perceptual 

problems common to secondary school pupils . In colleges of edu-
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cation this topic was not mentioned, probably because of the over­

emphasis on an understanding of geography content and the type of 

student admitted to these colleges. 

(v) Curriculum planning 

This topic appeared in 20 percent of the course outlines. It in­

volves knowledge of how to design and develop a geography curricu­

lum for the schools. In Appendix El this topic is discussed in 

detail. The reason for the low percentage of institutions discussing 

this topic might be the fact that in South Africa the curriculum is 

centrally developed. The teacher's task is mainly to interpret arid 

analyse the school geography curriculum. 

Topics relating to the acquisition of practical teaching skills 

Concern here is with an understanding of theory and its application in 

practice. The student teachers are made to prepare teaching materials, 

e.g. transparencies, and to draw up lesson plans. 

(i) Planning and organisation of work 

Such planning involves the preparation of workschemes in terms of 

programmes for the whole year for the different levels of the 

secondary school. This appeared in 66,6 percent of the course 

outlines. It is important to note that in some institutions this 

topic is handled in a theoretical manner, with student teachers 

being informed about how to prepare a scheme of work for the year 

without actually preparing one. In Appendix E4, an alternative 

approach is offered. 

The preparation of teaching units was mentioned in 20 percent of 

the ·course outlines and these were universities. This is an impor­

tant part of the course because it makes student teachers aware of 

the topics in the school geography syllabus and they are made to 

think in terms of how to teach those themes. Appendices E6 and 

E8 show how this could be done. 

The planning of individual lessons appeared in all the course 

outlines. This is the gist of pre-service teacher education, that 

student teachers should be able to plan and present lessons. The 
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sub-headings included in a typical lesson preparation are outlined 

in Appendix E4. From an analysis of teaching practice assessmen t 

forms (Appendix F) the key areas seem to be the following: 

Aims and objectives of the lesson 
The selecti.on and preparation of teaching aids. 
The selection of teaching techniques suitable for the topic 

and the pupils. 
Lesson introduction. 
Lesson presentation. 
Involvement of pupils in the lesson. 
The summary of the lesson. 
Conclusion. 

(ii) Organising pupils' work 

Student teachers need to know how to organise written activities in 

class and for homework, giving assignments and individual or group 

research projects . This topic was mentioned in 34 percent of the 

course outlines and in other course outlines it was included under 

teaching techniques. It is also important for student teachers to 

know how to keep a record of pupils' work . 

Teaching strategies taught to student teachers 

In some course outlines a distinction is made between general and specific 

methods (Appendices E4 and Ell). General methods are those that can be 

applied to the teaching of all school subjects, for example, inductive­

deductive approaches, oral work, including questioning and discussion. 

Such teaching approaches are generally taught in the Principles of Teach­

ing course and what geography method lecturers do is to discuss their 

application to the teaching of geography. Specific methods refer to those 

that are specific to the teaching of geography, e.g. mapwork, fieldwork 

and others. Another approach to teaching strategies is to focus on the 

'new geography' and its implications for the teaching of geography at 

secondary level. The geography core syllabus introduced in 1985 has 

included the 'new approaches'. 

Teaching strategies mentioned in the various course outlines are: the 

lecture method, question-and-answer, discussion, project/assignment, 

groupwork, the use of the textbook, fieldwork, mapwork, discovery 

methods, games and simulations, hypothesis testing, team teaching, the 

use of illustrations and the worksheet method. 
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Student teachers are expected to know all the teaching strategies avail­

able for the teaching of geography at secondary level and to be able to 

use these in practical classroom situations. They should be able to 

select the teaching techniques suitable for the subject matter to be 

taught and for the different secondary school levels. 

One course outline states that geography method lecturers should show stu­

dent teachers how "to apply each method to different aspects of the Stan­

dards Nine and Ten syllabi. 1I Next to each section of the Standard Nine and 

Ten topics, a method/s which might be used has been listed. Demonstration 

lessons are thus one way of showing student teachers how each teaching 

strategy can be used (Appendix E4). 

TEACHING AIDS 

In the questionnaire the investigator listed twelve typical teaching aids 

and method l ecturers were asked to indicate the extent to which they 

discussed these with their students. 

Maps were discussed in all institutions, in detail, by 82,1 percent 

and briefly by 17,9 percent. 

Photographs were discussed in detail by 50 percent of the lecturers, and 

briefly by 39,2 percent. They were not discussed at all by 10,8 percent. 

computers. 78,6 percent of the lecturers indicated that they never dis-

cussed this item and only 21 , 4 percent discussed it briefly. Not a 

single institution indicated that computers were discussed in detail in 

the course. This can be expected, since the use of the computer in geo­

graphy teaching is a recent innovation (refer to Table 5) and is not 

wide l y used in schools. 

Slides. In 17,8 percent of the responses it was stated that slides were 

discussed in detail; in 71,4 percent, briefly and in 10,8 percent, not 

at a l l. 

Models were covered in detail by 53,6 percent, briefly by 42,8 percent 

and not at all by 3,6 percent. 
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Films. 25 percent of the respondents discussed fi lms in detail; 57,1 per­

cent, briefly and not at all by 17,9 percent. Many black institutions 

indicated that they did not discuss the use of films in geography teaching. 

This may be due to lack of money to purchase these and the film projector, 

and the knowledge that student teachers were not likely to use these in 

schools due to lack of electricity. 

OVerhead Projector. Like maps, a high percentage (78,6) of the respondents 

indicated that they discussed this item in detail and 21,4 percent dis­

cussed it briefly. 

Charts. Again, this was discussed in detail by 75 percent; briefly by 

21 j 4 percent and in one institution no response was given. 

The Chalkboard. This was done in detail by 75 percent of the method 

lecturers; briefly by 1 7 ,8 percent and two method lecturers did not re­

spond to this item . 

The use of the textbook was discussed in detail by 64,3 percent; briefly 

by 32,1 percent and one method lecturer did not respond to this item. 

The Globe. Not many lecturers discussed this item in detail and only 

57,1 percent indicated that they did. 25 percent discussed it briefly; 

10,7 percent not at all and 7,1 percent of the lecturers did not indi­

cate their responses. 

Filmstrips. Only 21,4 percent of the method lecturers discussed this 

item in detail. 46,4 percent discussed it briefly and 32,2 percent not 

at al l . Filmstrips are no longer popular in the geography classroom. 

It seems that method lecturers spend a lot of time discussing maps, 

photographs, models, charts, the overhead projector, the chalkboard and 

the globe. In most colleges, the overhead projec tor is not discussed in 

detail. 

In i tem 4.13 the method lecturers were asked to indicate if student 

teachers were involved in ~he preparation of teaching aids. In 66,6 per­

cent of black institutions student teachers prepare teaching aids as 

opposed to 57,1 percent of white institutions. In black institutions 

there are not sufficient funds to purchase commercial aids and in most 
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cases teachers would have to prepare charts for use in the geography class-

room. 

In item 4.14, method lecturers were required to indicate whether they dis­

cussed how to improvise. Improvisation refers to the ability of the 

teacher to prepare materials from locally available resources. As expected, 

a high percentage (80,9) of black institutions indicated that they helped 

their students learn how to improvise in difficult situations, as opposed 

to 42,8 percent of white institutions which did this. This indicates that 

geography teacher educators consider the reality that their students are 

likely to face in the schools on completion of their studies. 

5.8. TEAcr!ING STRATEGIES USED BY METHOD LECl'URERS 

It is important, at this stage, to establish the strategies used by method 

lecturers to train secondary geography teachers. 

In the questionnaire, method lecturers were asked to indicate which 

strategy they used very often, often, occasionally and never. A list of 

strategies· were listed and the frequency at which each one was used is 

ranked below: 

L . Lecture method. 

2~ Assignments. 

3~ Discussion and report back after teaching practice. 

S'. Use of printed material from a variety of sources. 

6. Demonstration lessons. 

7. Workshops (e.g. students prepare worksheets, transparencies, etc.), 
problem-sol ving (e.g .· individuals/groups are given a problem to 
report on), use of a prescribed method textbook. 

10. Preparation of teaching units, seminars. 

12. Field excursions. 

13. Peer teaching without a video camera. 

14. Peer teaching with a video camera. 

15. School-based research. 

It is necessary to separate colleges from univers ities as this will 

indicate clearly which strategies are used for training graduate and 

non-graduate teachers. Table 7 shows the differences. 
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TABLE 7 

STRATEGIES USED BY METHOD LECTURERS IN COLLEGES AND UNIVERSITIES 

COLLEGES 

1. Lecture method 

2. Assignments 

3. Use of a prescribed method 
textbook; demonstration 
lessons; report back after 
teaching practice. 

6. Discussion. 

7. Use of printed material 
from a variety of sources. 

8. Problem-solving (e . g. indi­
viduals given a problem to 
report on. 

9. Preparation of teaching 
uni ts. 

10. Peer teaching without a 
camera. 

11. Field excursions. 

12. Workshops (students prepare 
worksheets, etc.). 

13. School-based research . 

14. Peer teaching with a 
camera. 

UNIVERSITIES 

1. Use of printed material from a 
variety of sources. 

2. Discussion; lecture method. 

3 . Report back after teaching 
practice. 

4. Workshops (e.g. students prepare 
worksheets, transparencies, etc.). 

5. Seminars; assignments; preparation 
of teaching units. 

9. Problem-solving. 

10. Peer teaching with a camera; 
demonstration lesson. 

11. Field escursion. 

12. School-based research. 

13. Use of a prescribed method 
textbook. 

14. Peer teaching without a camera. 

It is clear that in colleges, strategies used very often are lecturer­

centred, with the lecture method and demonstration lessons high up on 

the list. In universities J although lecturing occurs often, emphasis is 

on student activities, for example, students are given handouts to read 

for discussions and seminars. The use of a prescribed textbook dominates 

college courses J while this item is ranked second-lowest by universities . 

Respondents were asked to indicate which textbooks they used. Although in 

68 percent of the universities the response was that students were given 
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handouts drawn from various sources, books mentioned were Hurry (1978); 

Moller (19B3); Graves (19BO); Bailey (1974); Gopsill (1962); Walford (1975) 

and Nicol (19BO). 

In both colleges of education and universities, report-back after teach­

ing practice was done frequently. The preparation of worksheets and trans­

parencies appears high on the list of university teaching strategies, 

while it is not popular in colleges. It is also important to note that 

micro-teaching takes place in all institutions but in the colleges it is 

often done without a camera, as opposed to university practice, where a 

camera is used. School-based research appears lowest in the ranking of 

both college and university me thod lecturers. 

5.9. 1'EACHING PRACTICE 

Teaching practice, whether in simulated situations in the institution, or 

in actual classroom situations, is an important component of pre-service 

teacher education. Student teachers need to be acquainted with teaching 

as a ski ll to be developed. Teaching practice provides an opportunity for 

the various techniques and theories learnt to be tri ed out. In the in­

stitution, peer teaching is used and sometimes small groups of pupils 

from the schools are brought in 

78,6 percent of the respondents used micro-teaching occasionally and 

40 J 9 percent of these did it with a video camera J while the remainder 

did it without a camera. Studen t teachers interviewed regarded rnicro­

teaching as the best way of helping teacher trainees to master teaching 

ability. They insisted on having it frequently throughout the year. 

Teaching practice in the schools normally takes place in blocked sessions. 

Its duration differs from programme to programme. The post-graduate 

diploma in education has a minimum duration of seven weeks, standardised 

by the committee of Heads of Education. In the questionnaire method 

lecturers were asked to rank items that lecturers usually looked for 

when assessing a student during teaching practice. Their ranking was as 

follows: 

(i) Knowledge of subject matter. 

(ii) Ability to communicate facts; ability to secure interest and 
response from the class. 



(iii) 

( i v) 

(v) 

(vi) 

(vii) 

(viii) 
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Confidence. 

Relationship with pupils. 

Classroom managementi the use of audio-visual aids . 

Use of maps. 

Use of voice. 

Neatness . 

The teaching practice assessment forms (Appendix F) revealed more infor­

mation and widened the scope of items looked for in a prospective geo­

graphy teacher. Generally, the following items appeared in many of these: 

(a) Personal appearance - this entails how the student teacher 

projects his image as a professional. Items mentioned are 

'neatness I J 'groomed I } 'flashy' (Appendix F2). 

(b) Personal characteristics cited as 'friendliness', 'a sense of 

humour', 'self-confidence' , mannerisms' (Appendix F4), and a 

'general ability to cope ' (Appendix F3). 

(c) Lesson preparation - this usually involves looking at the notes 

that the student teacher prepared for the lesson. Method 

lecturers look for some evidence of careful preparation and the 

quality of the lesson plan. Included in the lesson notes are 

aims and objectives of the lesson, an indication of the method{s) 

to be used, how the lesson will be developed and teaching aids 

planned. 

(d) Lesson presentation - the lesson is divided into an introduction 

which covers the arousing of pupils' interest and linking the 

new lesson with previous ones, the content of the lesson and 

lesson conclusion. In the content part of the lesson, method 

lecturers ascer tain the effectiveness of the lesson, pupil 

involvement and the use of illustrations. In the conclusion, 

an attempt is made to establish if the lesson objectives were 

achieved. 

Other aspects mentioned in the assessment forms are chalkboard work, 

language usage, the use of the voice, classroom management and the stu­

dent teacher's responsiveness to pupils' needs. 
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Out of eleven teaching practice assessment forms analysed, only one was 

specifically designed for the geography method course (Appendix F8). In 

the others J a general form meant for all the subjects was used. There was 

great diversity in t he format of the forms. Some had too many details 

that had to be filled in during the lesson, e.g. Appendix F2, Fl9 and 

FII. Others had an open style format where the lecturer wrote his 

comments without having to fill in details prepared earlier (Appendix 

F5 and F6 ). In such a case t he method lecturer had more time to observe 

the lesson . 

Student teachers felt that method lecturers ought to visit their students 

as often as possible. They also felt that experienced geography teachers 

in the schools where they did their teaching prac tice should be involved 

in assessing the students. They suggested that more exposure to the 

schools was necessary, even if this involved informal visits in between 

blocked teaching practice sessions. On the other hand, school teachers 

fel t that this was not possible as "there is a syllabus to be finished 

and student teachers cause a lot of disruption . " 

5.10. COURSE EVALUATION 

In the questionnaire method lecturers were asked to indicate sources of 

information o n which they based their evaluation of student teachers. 

Five items were listed and of these three were ticked by 80,1 percent 

of the respondents. These were the final examination, observation of 

students during teaching practice and grades on papers and other written 

work. 

The general trend in the evaluation of the geography method course was 

the use of the yearmark J end of the year examinations and teaching 

practice (all three given separate scores). 65 percent of the method 

lecturers indicated that they gave the same weighting on the yearmark 

and the final examination. 

Some student teachers and secondary school geography teachers .expres sed 

dissatisfaction with the practice of writing an examination at the end 

of the year. Such examinations were seen as lOa farce and tested theory 

only." They maintained that teaching is a practical activity and thus 

course evaluation should be based on what the student teacher can do in 
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a practical situation. Examples given were: student teachers were to be 

evaluated on what they did during the year, e.g. the transparencies and 

worksheets they prepared and their performance in micro-teaching and 

teaching practice in schools. This is a good idea but for purposes of 

standards and certification one doubts the efficacy of such an idea. 

Secondary school teachers felt that the method examinations were easy and 

one did not need to study hard to pass. An analysis of question papers 

could be of help in this regard (see Appendix G). It is true that the 

final examinations tend to emphasise theory to the detriment of testing 

practical skills. In some cases, however, in the examinations, student 

teachers are required to prepare teaching units (Appendix G6), individual 

lessons, set questions and draw up memoranda (Appendix G10). 

In summary, geography method lecturers in South Africa concur on a number 

of issues regarding the preparation of secondary geography teachers. 

These issues are aims "and objectives (see page 54), specific knowledge 

essential for prospective teachers to have (see page 54), specific skills 

to be acquired and the development of professional attitudes towards 

teaching and geography teaching in particular. All programmes include 

theory and practice. The problem that seems to affect all programmes is 

that of balancing theory and practice. 

Divergencies exist in the strategies used to prepare teachers. Some pro­

grammes are practically-oriented with a lot of practice provided for 

student teachers in the form of the preparation of units of work and in­

volvement in workshops. Others are theor y-oriented with a lot of lecturing, 

and practical work is confined to the preparation of lessons and a few 

teaching aids, especially the drawing of charts. Differences also exist 

between university and college training. Universities are ahead of the 

colleges in incorporating the new developments in geography and in 

teaching strategies suitable for the teaching of geography at the 

secondary level. 

The following chapter offers proposals for improving the quality of the 

pre-service education of secondary geography teachers in Transkei. 
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CONCLUSION AND RECOMMENDATIONS 

In the preceding chapter the investigator surveyed tendencies in the 

pre-service education of secondary geography teachers with a focus on 

South Africa. This final chapter offers recommendations towards the 

improvement of secondary geography teacher education in Transkei. 

Some preliminary considerations 

The joint responsibility of producing secondary geography teachers 

shared by colleges and universities has still to continue in order 

to solve the problem of teacher supply. Since the bulk of teachers 

come from the colleges, any improvements necessary in teacher educa­

tion in Transkei should be college- based. 

The practi ce of admitting students with a Senior Certificate or Matricu­

lation Exemption should be continued. The insistence on the attainment of 

an E-syrnbol (HG) and aD-symbol (SG) in Standard Ten geography has to be 

reviewed if the problem of lack of qualified geography teachers is to be 

solved. It is my contention that a student who has done geography up to 

Standard Ten can, with proper training by a qualified teaching staff in 

an instituion with all the necessary facilities J become a good secondary 

geography teacher. This leads us to the staffing policy in teacher train­

ing institutions. 

As in institutions everywhere J geography teacher educators in Transkei 

should have degrees J professional qualifications and experience in 

teaching geography at the secondary level. In addition to this, they need 

to know the conditions of Transkeian secondary schools. 

Aims and objectives 

A pre-service geography teacher education course in Transkei should 

(a) introduce student teachers to the fundamental principles under-

lying effective geography teaching at the secondary level; 

(b) acquaint the prospective teachers with a sound theoretical back-
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ground on which to base their interpretation of classroom situations 

and general educational issuesi 

(c) supply student teachers with knowledge about the various strategies 

that could be employed in teaching geography at the secondary level; 

(d) help student teachers develop their self-concepts. Having gone 

through a system of schooling where creativity was discouraged, 

the student teachers should be helped to develop confidence in 

themselves and their abilities; 

(e) produce teachers who understand their role in society and who can, 

through their area of specialisation, help towards improving the 

condition of the communities which they serve; 

(f) produce teachers who are resourceful and know how to improvise; 

(g) encourage a sense of professionalism in the prospective teachers. 

Specific knowledge essential for student teachers 

(a) Prospective secondary geography teachers need to have a sound know­

ledge of geography . In the non-graduate teacher education programmes 

it is necessary that the geography content taught be above that of 

the secondary school level. 

(b) They need to know the school geography syllabus. 

(c) They need to understand how secondary school pupils learn geographic 

concepts. This means understanding the implications of learning 

theories for the teaching of geography at this level. 

(d) Student teachers should have knowledge of the variety of teaching 

strategies and audio-visual aids suitable for geography teaching. 

Specific skills to be developed 

(a) 

(b) 

(c) 

The student teachers should be able to plan and present lessons . 

The student teachers should be able to prepare teaching material 

from locally available resources. 

They should develop the ability to cope in difficult situations . 

This is relevant to Transkeian student teachers as most of them 

teach under difficult conditions. For example, they have to teach 

in remote schools which are not easily accessible, where a few 
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students in a class have the textbook and where there are no dupli­

cating or library facilities. 

(d) It is also necessary to develop enquiry skills . 

(e) Communication skills need to be emphasised in a geography teacher 

education programme. This includes oracy, writing skills and 

graphicacy. 

(g) The ability to interact with pupils and colleagues is also necessary. 

Attitudes to be developed 

Student teachers need to develop commitment to professional growth. Such 

an attitude will make them thirst for knowledge. They need to keep abreast 

of innovations in geography teaching. 

Teaching strategies to be used 

The teacher educators should practice the teaching strategies they advo­

cate to their students. Any theory taught in the course should be school­

based. Student teachers need to be provided with ample opportunity to 

prepare materials. The approach to teaching aids should be to make them 

aware of the range that is available and they should be able to use them. 

Although some of the complicated audio-visual aids may not be available 

in Transkeian schools, it is important that student teachers should be 

aware of their existence. As much as possible there should be more work­

shop activities and less lectures. Each student teacher must be able to 

prepare simple aids and worksheets. The university course can practise 

this quite easily since student numbers are low. 

Students need to be acquainted with actual classroom teaching. This means 

that the conventional model of teacher education, where students spend 

some time in the institution and then go out on teaching practice, has a 

place in Transkei geography teacher education. The competency-based model 

is particularly relevant because there are specific skills that geography 

teachers should acquire, for example, how to use maps and how to conduct 

fieldwork. 
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Organisation of teaching practice 

Teaching practice is important in the education of secondary geography 

teachers in Transkei. Before student teachers go out on teach i ng prac­

tice they need to have practice in the institution. Micro-teaching be­

comes an important activity in this regard. Peer group teaching should 

be frequent and as much as possible be spread throughout the year. The 

student teachers need to be introduced gradually t o c lass teaching, 

starting with small groups and progressing to large groups, until 

finally, when they have confidence and expertise, they teach whole classes. 

Practising teachers in schools should, as much as possible, be involved in 

teacher education. The close co-operation needed between school teachers 

and method lecturers will widen the knowledge base of the student teacher. 

The muc h-needed exposure to the real situation advocated by student 

teachers in this study would be possible. Another method of exposing 

student teachers to classroom situations would be to re-introduce home 

teaching. This was the practice whereby at the beginning of the year the 

prospec tive teachers taught in the schools in their neighbourhood, for 

purposes of observing what the experienced teachers do. 

It is also important that during teaching practice the student teachers 

should be made to spend the whole day at the school. This would make them 

aware of the varied responsibilities of a teacher. 

Geography method lecturers should adopt an attitude of helping a student 

teacher master teaching ability rather than passing or failing a student 

during teaching practice. An assessment form which has more space for 

the method lecturer's comments is more valuable than the one with a long 

list of attributes to be assessed and a mark given at the end. 

Course evaluation 

Evaluation in geography method courses should include both practical and 

theoretical aspects. The practical work which the student teacher did 

during the c ourse of the year in the way of preparing teaching units, 

worksheets, transparencies, etc., should be considered in course 

evaluation. Theory has also got to be evaluated. In the examinations 

at the end of the year the questions should test theoretical understanding 

on the topics listed on page 57 of this thesis and also the students' 

abili t y to plan and prepare specific items. 
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In conclusion, the quality of pre-service geography teacher education for 

the secondary level in Transkei needs a lot of improvement. The geography 

teacher education programmes should incorporate recent trends in teacher 

education generally. There is a need for improvement within the institu­

tions and an introduction of a programme of induction of new teachers. 

This will call for more involvement of experienced teachers in the 

schools in teacher education. Furthermore, there is a need for well­

organised teacher support services. The novice teacher needs to be made 

aware that he is a member of a group and must be provided with guidance 

and assistance. This is important for professional growth. 
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APPENDIX A 

QUESTIONNAIRE TO GEOGRAPHY TEACHER EDUCATORS IN 
TEACHER TRAINING COLLEGES AND UNIVERSITIES 

by Mrs C P Mniki, Faculty of Education, University 
of Transkei, Private Bag XS092, Umtata 

This is a survey to investigate what takes place in the pre- service 
training of secondary school geography teachers. Your answers to all 
questions will assist us in making meaningful suggestions for the im­
provement of training secondary school geography teachers in Transkei. 
Your assistance and co-operation in this regard is highly appreciated. 
Al l information will be treated as confidential. The completed question­
naire should be posted to: 

Mrs C P Mniki 
Faculty of Education 
University of Transkei 
Private Bag XS092 
UMTATA 

An addressed, postage-paid envelope is enclosed for this purpose. 

Thank you once more for your co-operation. 

---000---

BACKGROUND INFORMATION 

1. Name of College/University: 

2 . Tick the correct box: 

2.1. Your academic qualifications Matriculation 

B.A. 

B.Sc. 

B. Paed 

B.A./B.Sc. Education 

Honours B.A./B Sc. 

B. Ed. 

M.A./M Sc. 

M. Ed. 

D. Ed./Ph. D. 

Other (specify) 
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2.2. Your professional qualification : 

2.3. How long have you been involved 
in the training of geography 
teachers? 

2.4. Name of teacher training course(s) 
offered by your college/univer­
sity and length of method course 
in years: 

2.5. Number of content hours per week: 

2.6. Are some periods blocked? 

2.7. Are there any other courses 
you teach in the college/uni­
versity? 

T3 T4 LPTC HPTC JSTC 

SSTD PTD STD HDE HED 

HED Dip.ill B. Paed B.A.ill B.Sc ill 

B. Ed OTHER (specify) : 

1 - 11 months 

1 - 5 years 

6 - 10 years 

11 - 15 years 

16 - 20 years 

21+ 

Duration of 
Name of course(s method course 

SSTD 

STD 

B.A./B.Sc. Ed. 

UED/HDE/HED 

Dip. Ed . 

1 - 2 hours/week 

3 - 4 hours/week 

5+ hours/week 

Yes 

No 

Yes 

No 



2.8. If yes to 2.7. above list the 
courses: 
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2.9. Have you ever taught at secondary 
school level? 

2.10. Do you do the content of 
geography? 

2.11. If yes to 2.10 above, at what 
level is this done? (e.g. 
University content, Secondary 
school content) 

COURSE AIMS 

~ 
~ 

~ 
~ 

2. Below are some of the aims for the programme of training geo­
graphy teachers, indicate the importance you place on each by 
circling the number that best expresses your rating. 

Level of importance 1 Not important 
2 Less important 
3 Importan t 
4 Very important 
5 Extremely important 

Level of importance 

2.1. To expose teacher trainees to the philosophy 
of geographical education 

2.2. To develop a professional attitude towards 
geography teaching 

2 . 3. To provide teacher trainees with know-
ledge and skills necessary to inter-
prete and analyse the school syllabus 

Low 
1 2 

1 2 

1 2 

1 2 

3 

3 

3 

3 

High 
4 5 

4 5 

4 5 

4 5 
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2. 4. To expose prospect:i. ve geography teachers 
to the various approaches in the teaching 
of geographh 

2. 5. To develop teaching skills 

2. 6. To provide teacher trainees with knowledge 
about the circumstances they will exper-
ience as teachers 

2. 7. To produce teachers who will be able to 
initiate changes in the geography 
curriculum at school level 

2. 8. To provide teacher trainees with skills 
to conduct research pertaining to the 
teaching of geography at school level 

TEACHING TECHNIQUES 

3(a) Below is a list of some of the teaching tech­
niques commonly used by geography teacher 
educators. Please indicate your use of them 
by putting a t'ck ' n th t bl k 1 1 e correc oc 

3.1-

3.2. 

3.3. 

3.4. 

3.5. 

3.6. 

3.7. 

3.8. 

3.9. 

3.10. 

3.11. 

Lecture method 

Seminars (i.e. students take 
turns to lead a seminar on a 
topic 

Discussion on a particular 
teaching problem 

Assignments 

School-based research 

Use of printed material from a 
variety of sources. 

Problem solving (e.g. indi-
viduals/groups are given a 
problem to report on) 

Use of prescribed geography 
method textbook 

Preparation for teaching 
units 

Peer teaching with a video 
camera 

Peer teaching without a 
video camera 

. 

\ery often 

Level of importance 

Low High 

I 2 3 4 5 

1 2 3 4 5 

1 2 3 3 5 

1 2 3 4 5 

1 2 3 4 5 

Often O:x:asionally Never 



3.12. 

3.13. 

3.14. 

3.15. 

3.16. 
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Field excursions 

Report back on ted.ching 
practice 

Workshops (e.g. students pre-
pare worksheets, transpar-
encies J etc. ) 

Demonstration lessons 

Other (please specify) 

(b) Which textbook(s) have you used in the 
past three years? 

TEACHING AIDS 

4(a) By putting a tick in the correct block, 
indicate what teaching aids do 
you do in detail, briefly and 
not at all 

'kry often 

In detail 

4.l. Maps 

4.2. Photographs 

4.3. Computers 

4.4. Slides 

4.5 . Models 

4.6. Films 

4.7. Overhead projector 

4.8. Charts 

4.9 . Chalkboard 

4.10. Textbook 

4.1l. Globe 

4.12. Filmstrips 

(b) 
4.13 Student teachers pre 

paring teaching aids 

4.14. How to improvise using 
what is available 

Often Cccasicnally Ne'A9r 

Briefly Not at all 
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TEACHING PRACTICE 

5. Some of the things that tutors look for when assessing students 
during teaching practice are listed below. Rate these in order 
of priority by writing 1 to the most important, then proceed 
to the least important. 

5.1. 

5.2 . 

5.3. 

5.4. 

5 . 5. 

5.6. 

5.7. 

5 . 8 . 

5.9 . 

5.10 . 

Knowledge of subject matter 

Confidence 

Neatness 

Use of voice 

Ability to commun i cate facts 

Use of maps 

Classroom management 

Relationship with class 

Use of audio-visual aids 

Ability to secure interest and responses 
from the class 

EVALUATION 

6(a) Indicate by means of a tick the sources of information you use as 
bases for the eva l uation of your studentls progress : 

6.1. 

6 . 2 . 

6.3. 

6.4. 

6.5. 

The student's participation in class discussions 

Grades on papers and other written assignments 

Scores on the final examination 

Observing students teach 

Ra t ings by peers 

(b) What is the weighting between: 

(i) Course work 

(ii) Teaching Practice 

( i ii) End of year examination 

(iv) Your own general assessment of the student 
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APPENDIX B 

INTERVIEW SCHEDULE GEOGRAPHY METHOD LECTURERS 

1. Personal information: experience in geography teacher education J 

secondary school teaching experience. 

2. What programmes for geography teacher education are offered by your 

institution? How long are they? What are the requirements for ad­

mission? 

3. What type of secondary school geography teacher are you aiming at 

producing? 

4. What specific knowledge do you regard as essential for prospective 

teachers of geography? How do you select this information? 

5. What specific teaching skills are necessary for them to acquire? 

How do you help them to acquire these? 

6. Are t here any specific val ues and attitudes necessary for pros ­

pective geography teachers to develop? Specify them. How do you 

make them develop these? 

7. What strategies do you use to educate geography teachers? 

8. How is teaching practice organised by your institution? Do you 

use a separate assessme nt form? What criteria do you use to assess 

a student teacher during teaching practice. 

9. How are geography teachers in your neighbourhood involved i n 

teacher preparation? Are there any changes you would like to 

see in this area? 

10. What methods of evaluation do you use for purposes of certifica­

tion? 

11. Do you do any follow- up of your students once they leave the 

institution. 
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12. Are there any problems you encounter in your job? 

13. How do you integrate what you do with what your colleagues are 

doing in Educational Psychology, Principles of Teaching and 

Educational Technology, for example? 

14. Are there any changes you would like to implement in your pro­

gramme? 
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APPENDIX C 

IN'fERVIEW SCHEDULE 1986 STUDENT TEACHERS 

1. On entry to this course, what were your expectations? 

2. You are now almost halfway through the course, do you feel that 

your expectations were met? 

3. What specific knowledge about geography teaching at the secondary 

level do student teachers need? What approaches should be used 

to impart this knowledge? 

4. Of what value are theoretical topics like aims and objectives of 

geographical education in the training course? 

5. What particular knowledge and skills did you feel you needed 

during your first teaching practice session? 

6. Did you find the degree course in geography adequate in enabling 

you to handle the school geography course? 

7. How should practical teaching skills be developed in pre-service 

geography teacher education? 

8. Would you say that the ten weeks of teaching practice provides 

enough exposure to the schools? 

9. On teaching practice assessment, what feedback ought to be given 

to student teachers and how? 

10. Do you feel that experienced secondary school geography teachers 

should be invo l ved in teacher education? How can this be done? 

11. How should the method course as a whole be evaluated? 

12. Are there any other issues you would like to discuss with me? 
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APPENDIX D 

INTERVIEW SCHEDULE : SECONDARY SCHOOL GEOGRAPHY TEACHERS 

BACKGROUND INFORMATION FOR INTERVIEW WITH EXPERIENCED GEOGRAPHY TEACHERS 

This is an attempt to establish the best way to train secondary school 

geography teachers. As an experienced geography teacher your views are 

very important for me . I would like to discuss the following questi ons 

with you. Please feel free to develop your answers along the lines you 

feel to be relevant. 

1. What specific knowledge of geography do future geography teachers 

need? Which university courses in geography were most useful to 

you? What courses ought students to study in order to be prepared 

to teach the present syllabus? 

2. What skills ought geography teachers to acquire before leaving the 

training institution? 

3. What attitudes to geography teaching should be developed? 

4. Would you say that the ten weeks of teaching practice provides 

enough exposure of student teachers to the schools? Ought they 

to have more time in the classrooms in a training year? Less time? 

How adequately do you find student teachers have been prepared? 

Where are they most deficient, in knowledge or skills? What could 

be done to help them in the training institution or the school? 

5 . What do you see as the role of school teachers in the training of 

geography teachers? 

6. When you started teaching, which areas did you find you were inad­

equately trained to handle? 

7. Which teaching strategies in geography have you found useful? 

8. How long should a teacher training course for secondary school 

geography teachers be ? 
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9. Of what value are theoretical topics like the aims and objectives 

of geographical education in the training course? 

10. How should the method course as a whole be evaluated? 

Are there other issues you would like to discuss with me? 
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APPENDIX E EXAMPLES OF COURSE OUTLINES 1 . 

COURSE OUTLINE 

APPENDIX El 

UNIVERSITY COURSE OUTLINE 

GEOGRAPHICAL AND ENVIRONMENTAL EDUCATION 

(i) t 'o consider current and recent developments in 

content, method and philosophy of geography and 

to examine these in relation to curriculum change; 

(ii) to consider, in the light of educational theory, 

a variety of teaching procedures and the impli­

cations of changes in the nature o f geography for 

teaching at various levels; 

(iii) to introduce the concept, aims and scope of 

environmental education; 

ORGANISATION 

Lectures, seminars and practicals form part of the course. Students 

will be required to write essays of c.3000 words (some for presen­

tation in seminars), undertake practical work, contribute to the 

design and evaluation of teaching materials and the discussion of 

problems in geographical and environmental education. An individual 

research project (c.5000 words) on an approved topic is also required. 

TOPICS 

1. INTRODUCTION 

2. THE SCOPE OF GEOGRAPHICAL EDUCATION 

(i) Developments in academic and school geography (2). 

(ii) Research into geographical education problems and 

techniques (2). 

(iii) Aims and objectives in geographical education (2). 

(iv) Psychology and geographical education (2). 

(v) Perception and perceptual problems (2). 

(vi) Language and geog=aphical education (2). 

1. The designation of the instituion is not revealed J to preserve the 
confidentiali ty pledged i n a covering letter sent out with the 
questionnaire. 
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3. CURRICULUM DESIGN AND DEVELOPMENT IN GEOGRAPHICAL EDUCATION 

(i) 

(ii) 

(iii) 

Des i gning the geography curriculum (2) . 

Evaluation of the geography curriculum (3). 

Curriculum integration (3). 

4. METHODS AND APPROACHES IN GEOGRAPHICAL EDUCATION 

(i) 

(i i ) 

(iii) 

Discovery methods and group work (2). 

Fieldwork and project-work (2) . 

Gaming and simul ations (2) . 

(iv) Models and systems approaches (2). 

(v) 

(vi) 

(vii) 

Audio-visual approaches (2) . 

Assessmen t and testing (2) . 

The Geography Room and running a Department (2) . 

5. ENVIRONMENT EDUCATION 

(i) Concept, definition and development of Environmental 

Education. 

(i i ) The development and practice of Environmental Education 

in Southern Africa. 

(iii) Measurement and Evaluation in Envir onmental Education . 

6. PLANNING GEOGRAPHICAL AND ENVIRONMENTAL EDUCATION 

(i) The role of geographical and environmental education -

Bophuthatswana (2) , 

(ii) Problems and prospects (2). 

GENERAL READING 

1. Graves N J (1 977) Geography in Education, Heineman . 

2 . Marsden W E (1 976) Evaluati ng the Geography Curriculum, 
Oliver and Boyd. 

(3 ) 
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APPENDIX E2 

UNIVERSITY DIPLOMA IN EDUCATION (SECONDARY) 

GEOGRAPHY 

To prepare students to teach in a dynamic and meaningful 

way at a secondary school. 

To promote a sense of social and community responsibility 

for, and to encourage active participation in the develop­

ment of the country. 

To encourage a continuing interest in geography. 

2 . OBJECTIVES 

2.1. To promote an interest in the subject of geography and its 

application. 

2.2. To lay t he foundations of the subject and the principles 

upon which it is based in terms of concepts, knowledge, 

skills and attitudes. 

2.3. 

2.4 . 

2.5. 

2.6. 

CONTENT 

YEAR ONE 

To develop skills and me t h ods required for the successful 

teaching of geography. 

To give students an appreciation of the holistic perspec­

tive of the subject. 

To develop skills in basic research techniques. 

To create an awareness of the role of geographical and 

environmental education in the development of the country_ 

SEMESTER 1 

3. INTRODUCTION TO GEOGRAPHY 

3.1. Geography: nature, scope and fields of study. 

3.2. Approaches to the study of Geography 

3.2.1 . Regional 
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3.2.2 . Systematic 

3.2.3. Systems Analysis 

3.2.4. Behavioural 

3.2.5 . The 'radical' Geographers 

N.B. Special reference should be made to Physical Geography. 

3.3. Geography and geographical education: the position, 

role, relevance, and importance of geography in education. 

4. THE TEACHING OF GEOGRAPHY 

4.1. 

4.2. 

4.3 . 

Lesson preparation 

4.1.1. Preparing schemes of work 

4.1.2. Planning units of work 

4.1.3. Designs of lesson plan and lesson format 

4.1.4. Objectives (al l domains) 

4.1.5. Preparation and use of teaching aids 

Developing teaching strategies 

4.2.1. 

4.2.2. 

4.2.3 . 

4.2.4. 

4.2.5. 

4.2.6. 

4.2.7. 

4 .2 .8. 

4.2.9. 

4.2.10. 

Worksheet method 

Role playing, gaming and simulat ion 

Project work 

Hypothesis testing 

Working with the Atlas 

Team-teaching 

Individual and group work 

Using audio-visual equipment 

Field work organisation 

Using annotated diagrams 

Post-presentation of lesson stage 

4.3 . 1 . Testing and evaluation procedures 

4.3.2 . Test design techniques 

4 . 3 . 3. Analysis of test/examination results 

4.3.4. Remedial work 

4 . 3.5. Re-testing techniques 

5. EVALUATION 

One three-hour paper will be set for each semester. 

• 
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APPENDIX E3 

A UNIVERSITY COURSE OUTLINE 

1. The following is an outline of the proposed course of study: 
(P l ease note that this is subject to change) 

Mondays 

23 Feb 

2 March 

9 March 

16 March 

23 March 

30 March 

6 April 

13 April 
4 May 

11 May 

18 May 

25 May 

1 June -
13 July 

-

Introductory lecture: syllabus, textbooks, general rnaters. 

Planning a section of work 

Audio-Visual Aids and Presentation 

The Worksheet/Homework 

Map and Photograph Interpretation in schools 

Differentiated Education and the Gifted Child; 
Topical Geography 

Public Holiday 

No lectures due to Practice Teaching 

Field Studies 

Field Study (Practical) 

Field Study (Practical) 

- please note that these will 
take place AWAY from the 
University and ALL students 
are expected to attend. 

No lectures due to Examinations and vacation 

20 July 

27 July 

Teaching Matriculation/Senior Certificate classes 

Teaching the Synoptic Chart and associated sections 

3 August - No lectures due to Practice Teaching 
17 August 

24 August Regional Geography 

31 August Integrated Geography 

7 Sept Vacation 

14 Sept Projects and their evaluation 

28 Sept Simulation Games 

5 October Why teach Geography? 

12 October Concluding lecture 

(Many' of the above sessions will include practical exercises.) 

2. Two assignments must be presented during the year. THESE ARE DP 
REQUIREMENTS. 

A. Detailed lesson notes for a series of lessons t o cover any 
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part of the Senior Course. The material should be sufficient 

for AT LEAST ONE WEEK'S lessons for particular class. Maps, 

slides) overhead transparencies, textbook page references, 

etc. MUST accompany the assignment. (N.B. Map and Photographic 

interpretation exercises are excluded from this.) 

B. EITHER 

(i) Draw up suitable material for a class undertaking a 

Field Study in the Cape Peninsula area. Include notes 

for the teacher, instructions and worksheets for the 

pupils, a copy of any maps/photographs/etc. to which 

pupils might be expected to refer; the expected ans­

wers to questions, etc. 

OR 

(ii) Draw up at least 1 0 different worksheets on Map and 

Photograph interpretation. Each worksheet must refer 

to a different 1:50 000 sheet and its relevant photo­

graph and the following spheres must be covered 

equally over the 10 worksheets - (e.g. not all urban 

exercises or all geomorphology, etc.) : 

Geomorphology; Rural Settlement Geography; Urban 

GeographYi Economic Geography. 

Answers to all questions must be provided. 
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APPENDIX E4 

A COLLEGE COURSE OUTLINE 

SECONDARY TEACHERS' DIPLOMA <WITH DEGREE COURSES) 

SYLLABUS FOR GEOGRAPHY 

The aim of this course is to provide teachers with the necessary 

knowledge of content and method to enable them to teach Geography 

in Standards 6 to 10. 

B. INTRODUCTION 

1. This syllabus covers content and method for Geography for the 

three-year Secondary Teachers ' Diploma (with degree course). 

2. Since a mastery of the subject matter is essential for 

effective teaching J a comprehensive study of the syllabuses 

for Standards 8 to 10 Higher Grade is necessary. 

Effective methods of teaching must be carefully studied, 

integrated with content and applied in teaching situations. 

Student teachers are required to undertake independent study 

of certain parts of the syllabus. 

3. This syllabus specifies time allocation for the guidance of 

lecturers. 

4. Lecturers should use their own initiative in the integration 

of method and content. It is essential that student teachers 

be given numerous examples of integrations and that 'they be 

encouraged to experiment with new ones. 

5 . Although the syllabuses are set forth separately, lecturers 

may treat aspects that recur, e.g. General Geographic Tech­

niques, as a theme. 

C. CONTENT 

II. SYLLABUS FOR SECOND YEAR 

1 . METHODS OF TEACHING (12 periods) 

The following methods of teaching Geography must be 

dealt with . Students must be shown how to apply each 

method to different aspects of the syllabus for 
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Standard 8. Wherever possible, pupil involvement and 

activity should be emphasised. 

1.1. General methods 

1.1.1. From the known to the unknown 

1.1.2. Deductive - the whole to the parts 

1.1.3. Inductive - the parts to the whole 

1.1.4. Systematic (topical or thematical approach) 

1.1.5. Regional approach 

1.2. Specific me thods 

1.2.1. Observation 

2. 

1.2.2. Questions-and answer 

1.2.3. Demonstrati on and simple experiments 

1.2.4. Project/assignment (integrate with the library) 

1.2 .5. Group work 

1.2.6. Field work 

1.2.7. Textbook 

1.2.8. Simulation and games 

1.2.9. Newspaper Geography 

PREPARATION AND PLANNING 

2.1 . Annual preparation 

(7 periods) 

The drawing up of schemes of work or work pro­

grarrunes. 

2.2. Practi cal work 

2.2.1. Lecturer to draw up a mode l scheme of work 

for one term from the syllabus for 

Standard 8 

2.2.2. Student teachers to draw up a model scheme 

of work for one term for a standard not 

covered by the lecturer. 

2 . 2 . 3. Lecturer must issue copies of the depart­

mental work programmes for Standard 8 
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2.3. Daily preparation 

The Geography Lesson 

2.3.1-

2.3.2 . 

2.3.3. 

2 . 3.4. 

2.3.5. 

2.3 . 6 . 

2.3.7. 

2.3.8. 

2.3.9. 

Routine information 

Topic . 

Aim of the l esson 

Method 

The use of aids 

Pupil involvement 

How to present the topic as a reality 

Presentation 

(i) Introduction 
(ii) Steps and lesson notes 

(iii) Ending of the lesson 

Application 

2.4. Record of work 

According to instructions prescribed in Teachers' Workbook 
ET . 42(b). 

PRACTICAL WORK (6 periods) 

Students must use the topics below in preparing three lessons for 

Standard 8 . Use the format referred to in paragraph 2 . A variety 

of teaching methods should be used. 

1 . Aerial photographs : recognition of phenomena 
and comparisons with 1 : 50 000 topographic map . 

2. Popul ation movemen t s and factors respons i ble 
for them. 

3. Earthquakes. 

TEACHING AIDS 

4 .1 . Specimens: Agricultural products, soil types. 

4.2 . Chalkboard: Chalkboard summary. 

(13 periods) 

4.3. Models: the requirements for , and the making of sand, paper, 

glass, cardboard and plaster-of-Paris models of volcanic 

landf orms (e.g. aa butte, block mount ains, a volcano and a 

rift valley), glass model of an approaching front. 

4.4. Pictures/photographs/diagrams (Students to col l ect and make). 

4 . 5. Atlases. 

4.6 . Maps : Each student to draw sketch maps of locality . 
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4.7. Text and reference books (requirements for and the use of) 

4.8. Radio (practical use of). 

4.9. Tape recorder (practical use of) 

4.10. Climatological instruments: Each student to make simple 

climatological instruments. 

4.11. Films/filmstrips/slides. 

4.12. Overhead projector 

4.13. Episcope/epidiascope. 

The use of the above teaching aids in specific lessons should 

be demonstrated in class. Students should also be given an 

opportunity to plan and teach lessons from the syllabus of 

Standard 8, using the above teaching aids where available. 

NOTE-TAKI NG AND NOTE-MAKING IN GEOGRAPHY (11 periods) 

5.1 . Aims of notes 

5.2. Various types of notes 

Their advantages and d i sadvantages 5.2.l. 

5.2.2. Which notes, to whom (standard) and when 

5.3. Systems of numbering and setting out of notes. 

5.4. Practical application of the various types of notes, e.g. 

the conversion of telegram style notes to full sentences, 

etc. (Correct numbering must be stressed) . 



WEEK ENDING 

!. 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

1 2 

13 

28.2.86 

7.3.86 

14.3.86 

21. 3.86 

26.3.86 

4.4 . 86 

11.4.86 

12.4.86 

18.4.86 

15.4.86 

2.5 .86 

7.5.86 

16 .5. 86 

23.5.86 

(a) 

( b) 

10:4 

APPENDIX E5 

A UNIVERSITY COURSE OUTLINE 

FACULTY OF EDUCATION 

PLAN OF WORK 

Aims and objectives of a teacher of Geography 
in secondary schools. 

The role of a Geography teacher . 

The role of a Geography teacher. 

Learning situation in Geography 

(a) 

( b) 

(c) 

(d) 

Factors affecting learning 
Space perception in pupils 

Class, group and individual learning and 
organisation 

Classroom practice 

Types of Geography lesson and practice in presentation 

(a) Lesson plans and objectives 

Specific teaching methods 

(a) 
( b) 

Maps and mapwork 
Atlas use 

Specific teaching methods (cont.) 

(c) Weather charts and climate statistics 

( d) Other wall charts and pictures 

Fieldwork excursion to Riet River 

Teaching Practice 

Teaching Practice 

Teaching Practice 

Field work 

(a) 

(b) 

Role in school and in geography 

Design of field studies 

Field work (cont.) 

Design of field studies 

Field work (cont.) 

Practical help in organisation 



WEEK ENDING 

14 3.5.86 

15 6.6.86 

16 13.6.86 

17 18.7.86 

18 15.7.86 

19 1. 8.86 

20 8.8.86 

21. 15.8.86 

22 22.8.86 

23 29.8.86 

24 5.9.86 

25 19.9.86 

26. 26.9.86 

27. 3.10.86 
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Types of Geography lesson and practice in presentation 
(cont. ) 

( b) Activity lessons 

Specific Teaching Methods (cont.) 

(e) Overhead Projector 

(f) Slides and filmstrips 

Specific Teaching Methods (cent.) 

(g) Films and taped material 

Geography classroom 

(a) Function and equipment to favour 
situation 

Geography Classroom (cont. ) 

( b) Teacher's requirements 

(c) Pupils' requirements 

Specific teaching methods 
(Prelude to Teaching Practice) 

Teaching Practice 

Teaching Practice 

Teaching Practice 

Teaching Practice 

Assessment 

( a) 

( b) 

Purpose and necessity 

Reliability and validity 

Assessment (cant.) 

(c) 

(d) 

(e) 

Types of Tests 

Level of questioning 

Design of test and exam papers 

The Geography syllabus 

Analysis of contents 

the learning 

(a) 

(b) Consideration within school curriculum 

The Geography syllabus (cont.) 

(c) 

(d) 

(e) 

Alternative syllabi 

Advantages and disadvantages of a rigid syllabus 

Organisation of sections of work within the 
syllabus 
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WEEK ENDING 

28 9.10 . 86 Resource materials 

(a) Types 

(b) Suppliers and addresses 

29. 17.19.86 REVISION 
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APPENDIX E6 

A UNIVERSITY COURSE OUTLINE 

HDE GEOGRAPHY METHOD 

The 1985 course consisted o f 18 l ectures which covered the foll owing 

topics: 

New Geography Syllabus 

Use of Atlases i n the classroom 

Diagrams in Geography Teaching 

Experiential l earning (Geography Games and Simulations) 

Geography homework 

How to help pupils who find it difficult to learn Geography 

Setting and marking of tests and examinations 

Structured questions - how to set them 

Fieldtrips 

Teaching climatology 

Teaching urban studies 

Teaching human geography 

Teaching regional geography 

Geomorphology 

Two-hour final examination 

- new approaches 

- lesson introductions 

- variations in teaching techniques 

Two assignments (coursework counts for 25%) 
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APPENDIX E7 

A UNIVERSITY COURSE OUTLINE 

HOOFSTUK EEN 

DIE TAAK EN DIE TERREIN VAN VAKDIDAKTIEK AARDRYKSKUNDE EN DIE VERBAND 
MET PRAKTIESE ONDERWYSKUNDE 

1.1. Inleiding 

Die opleiding van onderwysers vind plaas binne die raamwerk wat die 
volgende determinante stel: . 

].. D:'e fundamentele verantwoordelikheid van 'n onderwyser is peda­
gogies van aard en dit berus op die feit dat die opvoeding 
gerig is op die volwassene wat die kind moet word. Daarom is 
die hele veld van die Opvoedkunde 'n vereiste en is 'n kennis 
van die deeldissiplines noodsaaklik. (Onderskei tussen die 
deeldissiplines). 

2 . 'n Studie van die Opvoedkunde aileen kan nie as basis vir 
effektiewe onderrig dien nie. 'n Verdere vereiste is 'n 
deeglike kennis van een of meer vakwetenskap(pe) - by. 
Aardrykskunde en nag 'n vakwetenskap. 

3 . Die onderwyser moet egter nie net aIleen ken nie, hy moet 
oak kan. Hy moet weet hoe om sy kennis oor te dra, hoe am 
die werklikheid aan die leerlinge te onts l uit. (Algemene 
beginsels wat hier geld raak die Praktiese Onderwyskunde; 
die besondere beginsels wat eie aan die yak is raak die 
vakdidaktiek) . 

4. Die onderwyser wat sy pedagogiese taak met sukses wil verrig J 

moet volwasse wees. Die inhoud van die opleiding moet nie net 
aIleen beroepsgerig wees nie J dit moet die adolessent vol­
wassenheid laat betree. 

5. Die tersiere vorming as wetenskaplike vorming het ook ten 
doel om die hele mens te varm tot 'n bewuste deelname aan die 
volle lewe. Vakke met 'n algemene vormingswaarde behoort dus 
in die leergange ingesluit te wees. 

6. Volwassenheid is aIleen 'n moontlikheid as daar sprake van 
inhoude is. Laasgenoemde hOll a1 toos verband met 'n bepaalde 
kul tuur binne 'n bepaalde gemeenskap en kan nooi t van die 
lewens- en wereldbeskoulike ontknoppel word nie. 

Die struktuur van onderwysersopleiding weerspieel die volgende vier 
aspekte: 

1. Die beroepsteoretiese aspek waar die studie van Opvoedkunde 
(in sy deeldissiplines) as hoofinhoud van die opleiding gesien word. 
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2. Die beroepspraktiese aspek nl. vakdidaktiek as weg van die in-die­
praktyk stel van teoretiese insigte in die onderwyshandelinge. 

3 . Die leerinhoudelike aspek, dit wil se, 'n studie van die vak­
wetenskappe . 

4. Die persoonl i ke orienterende aspek, deur middel van vakke wat 
bas i ese orienteringsmoontlikhede bied . 

Die algemeenhede wat in die Praktiese Onderwyskunde geld word in die 
vakdidaktieke vakgerig ingekleur. Dit verg In herinterpretasie in vak­
verband van die kenni s, vaardighede, insigte en houdings wat in d i e 
Prakt iese Onderwyskunde opgedoen is, sodat die onderwysstudent 'n begrip 
sal kr y van hoe die yak i n die skoal gehanteer moet word . Besondere vak­
didaktiese inhoud en die vaardighede wat daarmee saamgaan moet deur 
die student byeengebring en ingeoefen word. Dit sal die onderwysstudent 
se beweeglikhei d in die latere praktyk b i nne vakberband bewerkstellig . 

Die terrein waarop in die vakdidaktiek Aardrykskunde beweeg word, 
sluit veral die volgende in : Lesgeepraktyk, die skep van leerervarings, 
kurrikulering, sillabusse en werkskemas, evaluering en eksamenpraktyke, 
sowel as die implimentering van media wat self vervaardig moet word, 
indien dit andersins nie beskikbaar is nie. 
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APPENDIX ES(i) 

A UNIVERSITY COURSE OUTLINE 

DEPARTMENT OF EDUCATION 

GEOGRAPHY METHOD 

COURSE AIMS 

NOT an academic course 

BUT 

1. To help your professional growth as a teacher of geography by 

(a) developing appropriate teaching skills; 

(b) developing awareness of alternative choices in teaching 

strategies and coming to see which are most appropriate 

for particular topics and pupils, AND which are best 

sui ted to YOU i 

(c) familiarity with the structure of the South African 

syllabus, the textbook series used J the common approaches 

and the best modern practices; 

(d) awareness of some of the main issues of debate in the 

field of geography in secondary education . 

2. To relate to some general educational issues raised in other parts 

of the HDE course, and to help you to begin to work out your own 

ideas on the contribution geography can make to the general educa­

tion of the pupi l . 

SOME METHODS USED 

1. Activities; 

2. Information sheets for all topics to reduce lecturing and note­

taking, and provide a basis for activities and discussion; 

3. Discussion methods: 

(a) general; 

(b) small groups working on specific tasks and reporting back 
to other groups; problem centr ed groups; 
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(c) assigned topics or pairs or individuals to report on; 

(d) seminars on a theme. 

THEORETICAL BACKGROUND 

The content and approach of school geography: an analysis of the 

Provincial syllabus at the Primary, Junior Secondary and Senior 

Secondary stages. 

The 1985 syllabus changes. 

Aims and objectives in the teaching of geography. Behavioural 

objectives. 

The nature of geography 

The 'new geography': competing traditions and basic concepts. 

Recent developments in geography and t he schools. 

The relationship between school geography and university geography. 

The development of geographical thinking in children. 

Geography and values; bias; attitudes to other nationalities and 

ethnic groups. 

Approaches to the geography of development. 

THE 'CORE SYLLABUS' IN SOUTH AFRICAN SECONDARY SCHOOLS 

Discussions and practical work relating to some of the following 

topics select ed from the provincial syllabuses: 

(a) Map reading and interpretation 

(b) Climatology and weather study. 

(c) Geomorphology. 

(d) Natural regions. 

(e) Economic development and approaches to the geography of 
examples of technologically advanced countries. 

(f) Economic development and approaches to the geography of 
examples of less advanced countries. 

(g) Rural settlement. 

(h) Urban settlement 

(i) Population geography 
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(j) South Africa 

(k) The regional geography of Africa 

(1) The geography of regions outside Africa 
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APPENDIX EB (iil 

A UNIVERSITY COURSE OUTLINE 

DEPARTMENT OF EDUCATION 

GEOGRAPHY SECONDARY METHOD COURSE 

A. TEACHING SKILLS 

The nature of geographical teaching: an analysis of roles 

The preparation of teaching units 

Teaching approaches: 

Oral work 

Organising the 
pupils: work 

Audio-visual Aids 

Instructional and discovery methods 

Regional and topic approaches 

Case studies (sample studies)i newapproa­
ches to regional geography 

Projects 

Working with groups 

Individualising geography 

Catering for a range of ability in the class 

Geographical games and simulations 

Discussion methods 

The transformation of d a ta 

Practical work 

The role of exposition 

The nature of geographical questioning and 
discussion 

Pupils' questions 

Exercises 

Assignments 

Notes 

Individual research 

Blackboard 

Overhead projector 

Film strips and slides 

Posters and charts 

Photographs 

Tape-recorder 

Films 

Radio and television broadcasts 

Multi-medi a packs 



Using maps 

School textbooks 

The teacher's 
courses 

Field Studies and 
local geography 

114 

Wall maps 

Topographic maps 

Atlases 

Pupils' maps 

The various textbook series currently in 
use in South Africa 

Critical assessment of selected texts 

Use in the classroom 

Objectives 

Methods for an urban environment 

Methods for a rural environment 

Marking and examinations. Objective tests. Class tests. 

The teacher's records . Schemes of work. 

New developments in teaching methods. 
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APPENDIX 9 

A COLLEGE COURSE OUTLINE 

I. INTRODUCTION 

Geography is firmly entrenched in the curriculum of almost every 

school. The status which the subject enjoys is a strong indication 

of the value of geography in regard to a complete education. The 

quality of the geography taught will no doubt be largely dependent 

on the dedication, skill, initiative and foresight of the teachers. 

Hence, while 'your training as a teache~ of geography is orientated 

towards equipping you with the fundamental principles and knowledge 

to enable you to cope with the school situation, in the final ana­

lysis, your attitude and the role you assume are of primary signifi­

cance for ·the successful teaching of geography. 

2. OBJECTIVES OF THE COURSE 

1. To extend the work done in the first year. 

2. To provide you with the necessary knowledge in regard to 
basic geographical concepts and principles so that you can: 

2.1. teach with confidence in the Senior Primary/Junior 
Secondary classes; 

2.2. promulgate the creative application of geographical 
knowledge amongst the children you will eventually 
teach. 

3. To arouse in you a keenness to teach the subject. 

4. To acquaint you with specific and general approaches! 
methodology in regard to the teaching of geography with 
special reference to: 

4.1. new trends in geography teaching; 

4.2. pupil involvement in the teaching of geography; 

4.3. use of various audio-visual material as an integral 
part of the lessons taught; 

4.4. evaluation and testing in geography; 

METHOD 

1. Geography as a school subject 

1.1. Early geography teaching. 
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1.2. Geography in school lSOO-lSSO. 

1.3. Breakthrough in the conception of school geography (llSO-
1900). 

1.4. The consolidation of geographical education in schools (1900-
1965) . 

2. Geography in the structure of knowledge 

2.1. Knowledge and its classification. 

2 . 2. "Forms" of knowledge. 

2.3. "Fields" of knowledge. 

2.4. The place of geography in the structure of knowledge. 

2. 5 . Implications for the teaching of geography. 

3. Curriculum integration in geography 

3 . -1 ~ Integration in practice. 

3.2 . . Theoretical distinctions 

3.2.1. Pre-disciplinary enquiry 

3.2.2 . Combined Studies 

3_2~3. Inter-disciplinary enquiry 

3 . 2.4. . Problems in the structuring of an inter-disciplin­
ary framework. 

4. Case/Sample studies 

4.1-

4.2. 

4.3. 

4.4. 

4.5. 

Definition and examples of case studies 

Reasons for acceptance as method of teaching in modern 
geography . 

Collection of material for case studies. 

Criteria for choice. 

The use of a case study in the teaching of geography. 

5. Systems analysis 

6. The use of models in the teaching of geography 

7. Simulation and games 

7.1. Types of games 

7.2. The role of games in the teaching of geography 

S . Behavioural geography 

9 . Assessment geography 

9.1. Summative and formative assessment. 
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9.2. Multiple choice questions. 

9.2.1. The structure of multiple choice items 

9.2.2. Principles of writing multiple choice items 

9.2.3. Advantages and disadvantages of the use of 
multiple choice items. 

10. The geography room 

10.1. The need for a specialist room . 

10.2. Planning and equipping a geography room . 

10.3. Conversion of a classroom into a geography room. 

11. Techniques in the teaching of contours 

12. Techniques in the teaching of topographical mapwork (Std. 6). 

13 . Demonstration Lessons: SP Syllabus - Std. 3 . 
JS Syllabus - Std. 6. 

ASSIGNMENTS 

Assignment 1 Due date: 20 February 1985 

ItContinental Drift, now embracing crustal separation and ocean floor 

spreading and renewal, is known to be in operation at the present time . 

And geophysicists have not only been won over by t h e testimony of 

palaeomagnetism, but they are leading the way with the concept of plate 

tectonics." (Holmes) 

Discuss the above statement with special reference to palaeomagnetic 

data and the concept of plate tectonics. 

Assignment 2 Due date: 12 April 1985 

From a geological point of view weathering is an essential preliminary 

to erosion, transportation and deposition and is thus a precursor to 

the formation of new sedimentary rock. 

2.1. Explain the processes operating in rock disintegration and de­
composition; and 

2.2. Explain the role that weathering plays in the rock cycle. 
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Assignment 3 Due date: 14 May 1985 

Critically evaluate some of the criticisms expressed about the simula­

tion technique specifically in relation to its use in the teaching of 

geography. 

Assignment 4 Due date: 14 August 1985 

Explain how multiple choice items can test the following intellectual 

abili ties: 

Recall 
Comprehension 
Higher level abilities (application and problem solving) . 



A. 1. 

B. 2. 
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APPENDIX EIO 

TRAINING COLLEGE SYLLABUS FOR GEOGRAPHY STD 

OBJECTIVES 

1.1. To train student teachers to teach geography in 

the junior and secondary schools. 

1.2. To enrich them academically so that they are con­

fident in handling geography in these standards. 

1. 3. 

1.4. 

1. 5. 

1.6. 

To help student teachers learn how to help pupils 

acquire competency and skill in the use and in­

terpretation of maps and other basic aids. 

To enable them to plan and present lessons in 

geography. 

To help them learn how to collect and construct 

simple teaching aids from locally available and 

inexpensive materials. 

To provide the student teachers with expertise that 

will enable them to vary their methods of teaching 

and to utilize a variety of evaluation methods, 

including self-evaluation. 

METHODOLOGY 

2 . 1. 

2.2. 

2.3. 

The place of geography in the school curriculum. 

Aims and objectives in the teaching of geography. 

Past and present trends in the teaching of geography. 

2.3 . 1. The school syllabus 

2.3.1.1 . Basic principles taken into 
account in compiling the syllabus. 

2.3.1.2. Critical study of the syllabus 
for secondary school geography. 

2 . 3.1.3. Drawing up of schemes and records 
of work . 

2.3 . 1.4. Planning of single lessons, units 
of work. 
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3. METHODS AND ORGANISATION 

3.1. Application of the principles of general didactics to the 

teachi ng of geography. 

3 . 2. Methods specific to and particular to the teaching of 

geography at secondary level. 

3.3 . Difficulties encountered in the teaching of geography with 

special reference to mapwork, practical work, weather 

charts, note making , assignments. 

3 . 4. Follow-up of practice teaching . 

4. TEACHING AIDS 

5 . EVALUATION 

Tests and exami nations with reference to geography 

Continuous assessment 

Marking 

Now to do remedial work 

N.B. STD I and STD II will be internally examined. For STD III 

two question papers will be set, one on the content and the 

other one on methodology . Each of these papers will be of 

2 hours duration and will be out of 200 marks. 

TIME ALLOTMENT 

Suggested gUidelines 8-35 minute sessions per week. 



COURSE 

LEVEL 
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APPENDIX 11 

A UNIVERSITY COURSE OUTLINE 

CUrriculum Studies - Geography 

HDE/SSTD III 

A. OBJECTIVES 

At the end of the course the teacher trainee should be able to: 

(i) organise and present lessons in geography; 

(ii ) help students develop an attitude of mind and mode of 

thought characteristic of the subject; 

(iii) help the students to acquire competency and skill in the 

use and interpretation of maps and other basic aids; 

(iv) collect and construct simple teaching aids; 

(v) evaluate the results of his/her teaching. 

8. CONTENT 

I. Geography as a school subject 

1.1. 

1.2. 

The nature, scope and field of geography . 

Its place and role in the overall curriculum of the 

secondary school . 

1.3. Past and present approaches to the study of geography, 

e.g. traditional approach; systematic approach; systems 

analysis, behavioural approach, etc. 

2. Syllabus construction 

2.1. Principles underlying syllabus construction in geography. 

2.2. Critical study of the Transkei Senior Secondary geography 

syllabus. Comparison with syullabuses in Education Depart­

ments in South Africa and Overseas (Britain and America). 

2.3. 

2.4 . 

2.5. 

Preparing schemes of work. 

Planning units of work, single lessons . 

Follow-up of Teaching Practice. 
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3. Techniques in the teaching of geography 

3.1. The application of the principles of general didactics to 

the teaching of geography; questioning technique, dis­

cussion method, note-making, use of the textbook, etc. 

3.2. Methods specific to the teaching of geography. Emphasis 

on how to help students understand the basic geographical 

concepts and the development of skills. 

Concepts - e.g. location, distribution, relationships, 

associations, movement, change, etc. in space. 

Skills - map interpretation - 1 : 50 000, aerial photos, 

satellite photos, orthomaps, use of the globe. 

3.2.1. Outdoor lessons 

3.2.2. Fieldwork 

3.2.3. Practical work and simple experiments 

3.2.4. Projects and assignments 

3.2.5. Simulation modelling 

3.2.6. Games 

3.2.7. Perceptual and conceptual problems in learning 
geography 

3.2.8. News geography 

3.2.9. The geography room 

3-2-10. Teaching regional geography 

4. Evaluation 

4.1. 

4.2. 

4 . 3 . 

Continuous assessment 

Evaluation techniques 

Diagnosis of students' weaknesses and how to do remedial work. 

5. Teaching aids 

Where obtainable and how to use them. 

6. The geography teacher 

local subject board 
subject committees 
geography associations/societies 
conferences 
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C. EVALUATION 

Students will be required to: 

(a) write 3 assignments and 3 tests 

(b) produce a teaching kit, and 

(c) write the final examination of one 3-hour paper at the end 
of the year. 

D. REFERENCES 

1. 

2. 

3. 

4. 

5. 

6. 

Graves N J 

Graves N J 

Hall D 

Long M and 
Robertson 

UNESCO 

Walford R 

1979, Curriculum planning in geography. 
London, Heinemann. 

ed. 1972, New movement in the study and 
teaching of geography. London, Billing 
and Sons. 

1976, Geography and the geography teacher. 
Devon, George Allen and Unwin. 

1972, Teaching geography . London, Heinemann. 

Source book for geography teaching 

1975, New direction in geography teaching . 
London, Longman. 
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APPENDICES Fl - Fll 

EXAMPLES OF 'rEACHING PRACTICE ASSESSMENT FORMS 
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APPENDIX F1 

EVALUATION OF STUDENT TEACHER 
STUDENT NAME 

STUDENT NUMBEn 

SUPE RVISOR NUMBER 

CIRCUIT . .. 

SCHOOL 

CLASS .. ... 

SUBJECT 

DATE 

D 1-;-1-2 1-3 1-4 1-5 
A-. --Le--SS-o-n-p-,-e-p-.-,-.-,-;o--na-n-d-p-I-.-n-n-;-n-g--,-.-W-';-tt-e-n- p-I-a-n-o-'-s-'-.-'-ed-f-N-m-at-.--- ------+-.-.-.1;-.-.. -.-. . -.. -.-. -1----.-.1-.. -.-

B. Content 

2. Statement of Objectives. 

3. Research. accuracy, appropriate level 

4. Planning : questions, examples, timing. 

1. Introductinn: clarity, coherence. 

2. Logical development : progression, exposition. 

3. Imagin:n ive format: variation. 

fl ··:,······· 

.1- .:1.. : . 
II .I. 

[ .[ . ...... . 

t.~.~_~:_I~~L:J.:.:~ -------------------1-:
1
'- 1 I I 

C. Methods and Aids 1. Skill in presentation of methods and aids. ··· 1, ····· ·· ·· ·1······ '1 

4. Explan~1tion/re50Iution of problems. 

5. Conclusion: Summary Recapitulation. 

2. Pupil participation, involvement. " I .. 
3. Teacher's responsiveness to pupil's needs. r" 
4. Relevant use of textbooks and notebooks. " ....... .. .•. [ . . .. 

5. Bleck-bo.rd WNk. ..1 .. .... ······1···· 
Manneroft-h-e-T-e-.-C-h-e-'-------'-.-L-a-n-g-u-.-g-e-:-.-P-p-ro-p-,-;.-'-e-'-o-l-eV-e-l-j-le-S-so-n-.------I--·\- -.. -r==r~. 

. I 
o. 

1· ll· ··· ····· 

.1. .. 1 .. = ... . 
. . 1 ... . . .. ... .. .. ... . ..... . 

2. Presentation of self and use of voice. 

E. Classroom Organisation, Discipline 1. Punctuality - arrival. start, conclusion. 

2. Control - movement, activity, attention, 

3. Achievement of stated object ives, . . . . .. ...... I . . . . . . 

4 . Monitoring standards of pupils' work. 

___________ .-J-_I,_-I= ==_ 
General Comments and Suggestions 

lesson Assessment 

o 

Totally 
Unsatisfactory 

Fail 

Signature of Supervisor : 

Very 
Weak 
Fail 

2 

Weak 
Pass 

3 

Satisfactory 
Average 

4 

Good 
Credit 

5 

Excellent 
Distinction 

MAFPRI NT -0/61:-331" 
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APPENDIX F2 

G.P.-S. ~ ()()/Ef 280 
............. .. .... ............ .............. ...... COLLEGE OF EDUCATION 

TEACIDNG PRACTICE: LESSON EVALUATION 
SlUdent .. 

Course . 

School . . . . . . . . . . . ...... ... .......... .... ......... ....... ....... ... ... ............ . ..... 
SUBJECT 

TOPIC 

LANGU AGE MEDIUM 

CRITERIA 

1. PERSONALITY AND APPEARANCE 

•• • 
1.1 Appearance: Groomed? NeatfUntidy? Aashy? ••• ••• ••• •• • •• • 
1.2 

Bearing: Self-confidence; movement; mannerisms; facial expression; .. . 
animated/dull; spontaneousltense ••• •• • 

I 3 Teaching style: Attitude towards pupils; enthusiasm; 
· gaininl~ pUPils' attention 

motivating ability; 9 

1 4 Delivery and language usage: 
· and correctness of lan~uage 

Quality of voice; articulation; clarity; fluency 9 

2. LESSON PREPARATION 

••• ••• 2.1 Teaching aims/objectives: Meaningful? Clear? Relevant? Adequate? ••• .. . ••• 
2 2 Method{s): Appropriate? Correct? Original? Is ;1 appropriate Ihe ••• 10 ••• ••• · Particular subject and topic? ::: ... 

Lesson design: Quality of lesson scheme/notes-layout ; system; sufficiency; ••• 2.3 ••• neatness ••• 
Teaching aids/materials: Suitability; relevancy ; adequacy; originality; 

2.4 5 
trouble taken 

Choice of subject matter: Scope/quantity; correctness; arrangement/logical 
2.5 19 

sequence; relevancy to aims/topic 

3. PRESENTATION OF THE LESSON 
3.1 Introduction 

(a) Creating relationships/desirable atmosphere; effecting motivation and 9 inclination to learning 

(b) Actualisation of pre-knowledge: Recalling relevant pre-knowledge, linking it 
to new matter 

9 

Posing the problem: Were pupils led to observe the problems of new matter (c) 9 in the context of pre-knowledge? 

3.2 Exposition of the DeW subject matter 

Mastery of subject matter: Has 
(a) presented logically and clearly? 

student mastered content? Has it been 14 

(b) Teaching strategy: 

o Questions: Clear? Well-aimed? Properly timed and spaced? Reaction to 9 
pupils' questions/answers 

o Chalkboard work: Neatness: legibility; lay-out: effectiveness; used through-
9 out; sufficient 

0 Other teaching aids: Effectivity; synchronisation; integration 5 

0 Methods/techniques: Suitability; meaningfulness; effectiveness; success 5 

( ) Communication and pupil involvement: Class involvement; individualisation; 
c activity; e';Dlanation of conceDts 9 

3.3 CODC/usion 

(a) 
Actualisation of content: Opportunity of gaining insight/productive thinking; 5 
schematising of insi2hts 

(b) Gaining of objectives: Have aims/objectives been achieved? 5 

Functionalising: Integration of pre-knowledge and new matter; application 
(c) 9 

of new knowled~e; mastery 
J 4 Class control: Qualify of guidance/control: spontaneous reaction 

9 · encouraged? (Disregard discipline) 

J 5 Time allocation: Realistic for each pan of lesson? Steady pace? 
9 · Time spent profitably throughout? 

J 6 Didactic flexibilit)': Conti~uous evaluation? Accommodation of 
9 · circumstances; reactIOn to puplis 

Date . . . .. 

No. of pupils. 

Standard 

'EV ALUA TION 

4 3 2 I 

4 3 2 1 

8 6 4 2 

8 6 4 2 

4 3 2 1 

4 3 2 1 

4 3 2 1 

4 3 2 1 

16 12 8 4 

8 6 4 2 

8 6 4 2 

8 6 4 2 

12 9 6 3 

8 6 4 2 

8 6 4 2 

4 3 2 1 

4 3 2 1 

8 6 4 2 

4 3 2 1 

4 3 2 1 

8 6 4 2 

8 6 4 2 

8 6 4 2 

8 6 4 2 

.... ... ..... . 

TOT 

•••• 
0 • ••• • ••• • ••• 
0 •••• •••• ."' .. •••• 
1 •••• •• "'* 

**** 
1 "'*** 

**** 

**"'''' 
0 **** 

***'" 
**** 

0 **** 
*"'** 
"''''** 

0 **** 
**** 
"'.*. 
**** 

0 "''''** 
**** 
**** 

2 **** 
**** 

1 :::~ 
**** 
**** 

1 **** 
*"''''* 
"'''''''* 
**** 

1 **"'* 
**"'* 

...... 
1 ** •• 

**.* 
** •• 
• *** .* •• 
***'" 
*"'*'" 

1 **"'''' 
***'" 
***'" 

1 **** 
**** 
**** 

0 **** 
**** 
**** 
**** 

0 **** 
**** 
**** 

1 **** 
**** 

0 **** 
**** 
**** 

0 
••• * 
**** 
**** 
~*** 

1 **** 
"'*** 

1 

1 

1 

Adjudicator: 
** The final mark is obtained by -+ = dividing this total by two 

....... ............ 
"Circle the mark awarded for each 
particular criterion and write the total 
of each section opposite the relevant 
beading. 

REMARKS 
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APPENDIX F3 

TEACHING PRACTICE LESSON EVALUATION 

______________________________ College of Education 

student Course ______________ __ 

School Standard 

No of pupils Subject ______________ __ Topic 

Date __________________ _ 

1. Introduction 

2 . Development 

2.1. Content 
2.2. Teaching Strategy 
2.3. Pupil Involvement 

3. Conclusion 

3.1. 
3.2 . 

4. General 

Closure 
Gaining of ob­

jectives 

4.1. Personality 
4.2. Teaching Aids 
4 .3. Timing 
4.4. Lesson Plan 

o 1 2 3 4 5 6 7' 8 9 10 

o 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 
o 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 
o 1 2 3 4 5 6 7 8 9 10 (11 12 13 14 15)* 

o 1 2 3 4 5 (6 7 8 9 10)* 

o 1 2 3 4 5 6 7 8 9 10 

o 1 2 3 4 5 6 7 8 9 10 
o 1 2 3 4 5 (6 7 8 9 10)* 
012345 
o 1 2 3 4 5 (6 7 8 9 10)* 

Total 

Score 

* Use the optional extra five marks in any two places, as preferred. Delete 
in the other two. 

Comments 
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NOTES: 

1. Introduction Creating a relationship; stimulation; impact. Relevance 

to subject. Establishing the point of the lesson in terms of pre­

knowledge and needs. 

2. Development 

2.1. Content. Relevance; logic; structure. How substantial was it? 

How well had the student mastered it? 

2.2. Strategy . How appropriate were the methods? How well handled? 

How well were questions used (frequency, technique, management)? 

Emphasis of key points. Communication. Flexibility. 

2.3. Pupil involvement. How active were the pupils in relation to 

what was possible or appropriate? Individual participation. 

What level of interest was maintained? Were the pupils 

learning? 

3. Conclusion 

3.1. Closure. Summary; emphasis or review of key points or weak­

nesses. Application of new knowledge. Testing. 

3.2. Gaining of objectives. The evaluator's opinion of how 

successfully the student achieved what he set out to do. 

4. General 

Comment 

4.1. Personality. Presence (bearing, appearance, authority; en­

thusiasm; purposefulness). Language proficiency. Attitude 

to pupils. General ability to cope. 

4.2. Teaching aids. Applicability; quality; handling; impact. 

(Be flexible; classroom furniture can be used as an aid; 

so can a pupil or the teacher himself.) 

4.3. Timing. OVerall appcrtioning of time. Pace. Profitably use 

of time . 

4.4. Lesson plan. The written scheme: adequacy; layout . Evidence 

of careful preparation. 

This should be detailed and specific. It should focus on 
whatever most needs improvement. 
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P.O.D. Skool: Datum: 
Student ...................................................................................................... P.T.D.......... School: Date: ................................... . 
~: ~. 
Lesson: ..................................................................................................................... .................... Std ......... .......... . 

OPMERKINGS/REMARKS: 

i. Persoonlike eienskappe Ibv. voorkoms, vriendelikheid,. humorsin ): 
Personal charac teristics (e.g. appea ra nce, friend li ness, sense of humour): ............................ " ......... " ................. " ........................................................................................... ,,,., ........................... , ........ ........................................ " .......... ..... . 

7. Beplanning en voorbereiding van les (bv. deegl ikheid, kennis van leersfof, lesaantekeninge) : 
PIJnn ing (1nd preparation of lesson (e,g. thoroughness, knowledge of subiect matter, lesson notes): .... " ............ " ....... "" ..... , ..... ~ .. " ................................................................................................ " ............................. .............. .. 

3. Aanbied ing (bv. voordrag, vaardig heid in oordra van kennis , opt rede, geesdr if, vermoe om belangstelling te wek en te behou): 
Preseni"at-ion (e.g . de live ry, abilily to communicate knowledge, attitude, zeal, ability to create in terest and maintain it}: ..................................... ...................................... ....................................................................... .. 

4. Doeltreffendheid van onderwysmetodes Ibv. re,"lto ~ e bchiJiJl, doelstellings bere ik): 
Success of teaching methods (e.g . results reached, a ims achieved): ............... ......... ..................................................................................................................................................................................... u .......... ............. . .............. ........... .. 

'" 5. TDalgebruik en -aanpassing : 
Use and ada ptation of language : ................................................ .......................................... ................. ............................ ................................................................ .................................................. ........... ...................................................................................... . N 

.-< 
6. 

7. 

Klasbeheer Ibv. samewerking en d issipline): 
Class control (e.g. co·operation and d iscipline): 
KI .lskllmet'atmosfeer en -organisasie: 
CI.Jssroom atmosphere and orgDnisation: 

1 .... .............................. . 

J 
8. Gebruik van leerm iddele Iskryfbord en ander) : 

Application of teaching aids Iblackboard and others): ..... . 

9. Toepassing en kontrole van leerstof (bv. ondervraging Vlln leerlingc, toetsing, die ui tvoering van werkopdrag te) : 
Application Dnd control of su biect matter (e.g. questioning of pupils, lesting. carryinq out of assignments); ................................................................................................................................................................... . 

................................. ........................... ...................................................... ....... . ............................................................................................... .................. ........................ ~ ............................................................ .................. " ................................................... ,. ............ . 
10. Evaluering van die les: 

EVDluDtion of thn 1C! ';<;on: 
A Uitstekend 180"10-+) 

r ,rell"n I 180"10--1-1 
Verdere opmerkin9t.: 

B B.,ie goed 170 - 79"10) 
Vory good (70 - 79 7,,) 

C Goed 160 - 69 7,,) 
\·nod (60 _.- 69°1,,) 

D Bevredigend 150 - 59 7,,) 
S"ii,!" .. lory 150 - 597,,) 

E Dru ip 149% - ) 
Fail (49%-) 

Further comments: ............................................................ ..................................................................................................................................................................... ..................... ... ........................................................... ..... .......................................................... .............. .. 

OmentjLedu rer: A .. : hi UI'lI) ' , 

I-: kl < onderwy~er /Cla ~<; T p.:.''1C her .................... _ ... . 
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APPENDIX F5 

FACULTY OF EDUCATION 

LESSON OBSERVATION REPORT 

SUBJECT; . •••••••••••••••• CLASS: ••••••••••• 

STUDENT: ••••••••••• tI ••••••••••••••••••••••••••••••••••••••••••••••••••••••• 

SCHOOL: ••••••••••••••••••••••• DATE: •••••••••••••• TIME: ••••••••••••••••• 

(1) STUDENT'S GOOD POINTS 

(11) POINTS FOR FUTURE ATTENTION 

(111) GENERAL REMARMS 

TUTOR'S SIGNATURE: •••••••••••••••••••• 
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APPENDIX F6 

DEPARTMENT OF EDUCATION 
REPORT ON LESSON 

Student's Name ____________________________________ __ ______________ ________ . _____ _ 

School Standard or Form 

Date of lesson _______________________ Subject 
---------------------------- --- - --

It is suggested that the following points might be borne in mind in compiling this 
report: (al voice, IBnguage and general bearing, (bl adequacy of lesson preparation 
and file; (cl use of illustrative material and apparatus, . including blackboard 
and variety in lesson presentation) (d 1 efficacy of teaching methods; (e 1 general 
class management and flexibility in control; (fl pupils' learning; (gl general 
success of lesson and extent of class participation. 

--- -- ------- ---- ----- -------
Tutor 
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APPENDIX F7 

FAKULTEIT OPVOEDKUNDE 

PRAKTIESE ONDERWYS : LESEVALUERING 

STUDENT: (Mnr/Mev/Mej ............................ REG.NR: 
SKOOL: .................... DATUM: 

VAK: .............................. ... ............ [~]~I=~=[~=[~] 

1. OPTREDE: 

2. ONTWERP: 

Versorgdheid 

Hotivering 

I nspirasie 

Gesagshandhawing 

Selfvertroue 

Beginsituasie, doelformulering, 

seleksie en ordeningvan leer in­

haude t (elementare)., strategie, 

werksvorme en onderwysvaardighede, 

leergeleenthede, media 

3. ANNBIEDING: (Lesverloopsmomente) 

Wek-en-rig 

Onderrig 

Begeleiding 

Evaluering 

4. ONDERWYSKUNDIGE EVALUERING: 

OPMERKINGS: 

SKRIF EN BORDWERX:. 

TAALVAARDIGHEID: 

Strukturering van lesgebeure 

Didaktiese soepelheid 

Vakkennis 

Leereffek (fundamentale) 

DOSENT: ............................. LESPUNT: 

[-]---r--1-] 
- --- -- -

. .... % 
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APPENDIX F8 

GEOGRAPHY ~ETHOD TEACHING PRACTICE REPORT 

(This subject report is suppler;1entary to the general departmental report) 

TEACH8RS NAME: 

D;\TE OF LESSON: 

TOPIC: 

PREPARATION 

RELATION TO PREVIOUS LESSONS: 

CONTENT: Level of interest 

VOICE: 

AV AIDS 

USE O~ 
MJ>.PS , 

Level of difficulty 

Grasp of content 

General 

Exposi tion 

Questioning 

Fluency 

Blackboard 

Overhead Projector 

Other 

Textbook 

Atlases 

Wall maps 

Other 

CLl\SS JKTI V- Reco:-di ng . notes I 

:'fI=:S: 

RELATIONSHIP 
Vi ITH CLASS: 

Textbook study 

Worksheets and other tasks 

Group work 

General class participation 

O'!'HER COMMENTS 
ClN THE LESSON 

SCHOOL: 

STD: 

BALANCE AND 
Cli:AIl SEJ;;(JEN:E CF SlEPS 

NOTE: See overleaf for any general or specific suggestions. Please" feel free to 
come and discuss them with me later. 



..,. 
M 
.-< 

, , 
I 

EVALUATION 

NAME: GROUP 

SUBJECT: TOPIC . 

1. PLANNING AND PREPARATION A B C 0 E 

(a) Statement of Objectives 

(b) Subject Matter 

(c) Teaching Media 

2. PRESENTATION 

(a) Motivation (Set induction) 

(b) Development of Lesson 

(c) Stimulus Variation 

(d) Questioning 

(e) Pupil participat ion 

(f) Praise and Encouragement 

(g) Speech and Language 

(h) Teaching Media/Chalkboard 

(i) Class Control 

(j) Conclusion (Closure) 

(k) Achievement of Objectives 

3. ATIITUOEIINITIATIVE 

* MARK X IN APPROPflIATE SQUARE 

Qualitative Assessment/Suggestions 

1-\t"t"t.I'IU1X ~ . ;J 

A B C 0 E 

EXCELLENT GOOO SATISFACTORY FAIR WEAK 
OVER 75% 60% to 74% 50% to 59% 40% to 49% BELOW 40% 

REG. No. SCHOOL. 

STO.lCLASS OATE 

GENERAL COMMENTS 

ATLAS·OBN 77072 

TUTORlTEACHERISTUOENT: -
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APPENDIX FlO 

FACULTY OF EDUCATION 

STUDENT TEACHING ASSESSMENT 

Name of Student 

School Subject Date 

Title of Lesson 

1------ ----------------------------1--------------------------1 
I I I 
I I. INTRODUCTION: I I 
I I I 
I clarity, coherence I I 
I I I 
I I I 
I----------------------------------~--------------------------T I I I 
I II. PREPARATION OF LESSON: I I 
I I I I Notes, apparatus and/or I I 
I Teaching aids I I 
1--------- ------------------- --- ---,------------------ - ------ -T 

III. PRESENTATION OF LESSON: 

Command of subject matter 
Clarity of exposition 
Use of chalkboard and/or 
other teaching aids 
Use of questioning 
Timing 

I Organization of pupils' 
I activities 
1-------------------- - -------------4----------- - - - - -----------+ 
I I I 
I I I IIV . SPEECH: I I 
I I I 
I Use of voice and language I I 
I ----------------------------------~--------------------------T 
I I I 
I V. RELATIONASHIP WITH PUPILS: I I 
I I I 
I----------------------------------~------------------________ ~ I I I 
IVI . CONCLUSION: I I 

I I 
Summary Recapitulation I I 

- - -------- ------- -----------------,----- - - ----------- --------T 
I I VII. GENERAL COMMENTS: I I 
I I 
I I 
I I 
I I 
I I 
I I 
I I 
I I 

- - ---------------- ----------------4---------__________ _____ __ ~ 
I I 

VIII. MARK FOR LESSON: I I 
I I 
I I 

I----------------------------------~--------------------------+ I I I 
IXI. TUTOR ' S SIGNATURE I I 
I I I 
I----------------------------------~---------------------------

NOTE: A EXCELLENT 
8 GOOD 
C SATISFACTORY 

75 - 100 
65 - 74 
60 - 64 

D WEAK 50 - 59 
E VERY WEAK 45 - 49 
F TOTALLY UNSATISFACTORY 40 - 44 
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APPENDIX Fll 
: FACULTY OF EDUCATION. 

STUDENTS CRIT I CISM LESSONS . 

NAME: COURSE: CLASS: ..... . ..•................ DATE: .. .. ....• . ........ 

SCHOOL: ... . ........................ . TOPIC: MARK: ••••••••••••••• • •• 

REMARKS 

1. Preparation (as shown in le s son plan) 
- + 
- - 0 + + 

a) Objective clearly stated · ....... .... 
b) Content indic ated ......... . ......... 
c) Development planned .... ............. 
d ) Suitable methods shown .............. 
e) Closure planned .. ...... .... .......... 
f) worthwhile Post Lesson Reviews written 

2. Presentation of actual lesson 
a) Attention ga i ned .... ................ 
b) content of lesson effectively presented 

- c) Instr uction/Explanations clear ... ... 
d) Blackboard/Other aids used effectively 
e ) Pupil part i cipation was solic i ted ... 
f) Questioning technique was effect i ve 
g) Praise and encouragement used .... . .. 
h) Knowl edge of subject matter was adequate 
i) Attention was held .................. 
j) Teaching Aid effective · .... . . . .... 
k) Closure was effective ............... 
1) Lesson objective was achieved . ...... 

3. General 
a) Suitable classroom organization 

was used ... . ............. ........... 
b) Control was satisfactory · ............ 
c) A pleasant learning atmosphere 

was maintained ... . .................. 

-AT THIS STAGE OF YOUR TRAINING THIS LESSON WAS o indicates agreement with the state­
ment 

I GOOD FAT~~F~~O~YT~F---;;:I~EJ 
. ....... .. ......... . . LECTURER . 

++ indicates very strong agreement 
indicates very strong disagreement 
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APPENDIX G EXAMPLES OF EXAMINATION PAPERS 

APPENDIX G 1 (i) 

SCHOOL OF EDUCATION : DEPAR~MENT OF GEOGRAPHY 

GEOGRAPHY AND EDUCATION 

'rime : 3 hours 
Total marks : 100 

INSTRUCTIONS TO CANDIDATES 

ANSWER FOUR QUESTIONS 

QUESTION 1 

In devising a geography syllabus for a school, would you prefer to start 
with: 

(a) objectives 
(b) subject content 
(c) concepts and generalisations? 

Defend your choice and give reasons. (25) 

QUESTION 2 

Explain the approaches which can be used to organise a school geography 
curriculum. Which could be most suitable for high schools in Bophuthats­
wana? Given reasons for your selection. (25) 

QUESTION 3 

"First you must understand how children think." (Taylor, 1968) . What 
aspects of pupils' thinking are relevant to the teaching of geo-
graphy? (25) 

QUESTION 4 

For a standard of your choice, discuss the fole of theoretical models 
in the teaching of geography. (25) 

QUESTION 5 

Assess how far it is possible 'to bring reality into the classroom' in 
Bophuthatswana schools. (25) 
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QUESTION 6 

What changes would you like to see 
graphy in Bophuthatswana schools? 
about such changes? 

implemented in the teaching of geo­
What is the best way of bringing 

(25) 

QUESTION 7 

(a) Distinguish between 'evaluation' and 'as sessment'. 

(b) What assessment procedures do you believe are suitable t o test 
geographical concepts at the Standard nine level? (25) 
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APPENDIX G 1 (ii) 

SCHOOL OF EDUCATION : DEPARTMENT OF GEOGRAPHY AND ENVIRONMENTAL STUDIES 

GEOG 406 : GEOGRAPHICAL AND ENVIRONMENTAL EDUCATION 

Time : 3 hours 
Total marks : 200 

INSTRUCTIONS TO CANDIDATES 

Answer FOUR questions in all 
Answer ONE question from EACH section and ONE other question 

Each section must be answered in a separate booklet 

SECTION A 

Answer at least ONE question from this section 

Questi on One 

Attempt an assessment of the role of language in the teaching and learn­
ing of geography in the secondary school . 

Question Two 

'Geography teachers should have some knowledge of the psychology of 
perception I • 

Comment on this statement. 

Question Three 

What problems do you associate with the t eaching of either geomorphology 
or settlement geography at the secondary school level? What solutions 
can you offer? 

Question four 

How may evaluation and assessment be planned and implemented so as to 
aid the development of a geography syllabus? 

SECTION B 

Answer at least ONE question from this section 

Question Five 

You are invited by the Regional School Geography Committee (Molopo 

Branch) to address teachers on "Fieldwork in Geography Treaching". 
The length of your address is forty minutes. Give an outl i ne of the 
different aspects you would include in your lecture and then elaborate 
briefly on each of these aspects . 



140 

Question Six 

Consider briefly the recent developments in Academic Geography and then 
discuss the implications of the "New Geography" for School Geography 
in Bophuthatswana. 

Question Seven 

What do you consider to be the major areas of responsibility for the 
Head of Department (Geography) at the Secondary School level in Bop­
huthatswana? In an essay elaborate on your answer. 

Question Eight 

!lIn Geography teaching the main dangers lie in teachers giving the im­
pression, perhaps unwittingly, that other peoples in the world should 
be judged according to values which derive from the society from which 
the teacher comes." (Graves, 1977) 

In the light of this quotation, would you regard value (affective) ob­
jectives valid objectives educationally or are they indoctrinatory? 
Explain your answer. 

SECTION C 

Answer at least ONE question from this section 

Question Nine 

EITHER 

'Environmental education in Southern Africa has not yet reached the level 
of importance attached to it both internationally and in many other 
countries of the world. ' 

Discuss the possible reasons for this state of affairs and consider how 
the situation might change during the 1980's. 

OR 

'One way of looking at environmental education is to see it merely as a 
blending of the philosophy of holism with an idealistic vision of the 
future. I 

Critically analyse this assertion. 

Question Ten 

Assume you are an educational planner whose duty it is to consider the 
merits of introducing environmental education into the school curriculum 
of Bophuthatswana. Develop an argument either for or against the incorpor­
ation of environmental education in the curriculum. 
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APPENDIX G I (iii) 

SCHOOL OF EDUCATION : DEPARTMENT OF GEOGRAPHY AND ENVIRONMENTAL STUDIES 

GEOG 406 - GEOGRAPHICAL AND ENVIRONMENTAL EDUCATION 

Time : 3 hours 
Total marks : 200 

INSTRUCTIONS TO CANDIDATES 

Answer FOUR questions in all 
Answer ONE question from EACH section and ONE other question 

Each section must be answered in a separate booklet 

SECTION A 

Answer at least ONE question from this section 

Question One 

'The use of the terms youth, maturity and old age to describe both land­
scapes and rivers are no l onger valid.' 

Discuss and suggest alternative strategies for the teaching of geo­
morphology in the secondary school. 

Question Two 

Discuss ONE aspect of geographic learning on which the psychology of 
perception throws some light. 

Question Three 

'Geography teachers have long appreciated their responsibilities where 
the teaching of written English is concerned. They are now beginning 
to appreciate the importance of the spoken word in discussion in the 
learning of the subject.' 

Discuss. 

Question Four 

Outline those attitudes and values you regard as important in the teaching 
and l earning of geography in the secondary school. Indicate how you would 
develop these in the classroom. 

SECTION B 

Answer at least ONE question from this section 

Question Five 

"Garnes and Simulations are .. . seen as a way of opening up a situation 
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for pupils so that further learning may take place as a result ... II 
(Walford, 1973). 

Explain briefly the advantages associated with Gaming and Simulation 
and with the aid of appropriate examples state how you propose to 
integrate Games and Simulation in your teaching programme. 

Question Six 

"If instructi on is to be efficient, then the instructor must know 
clearly what is to be achieved." (Graves, 1977). 

Do you agree with the above quotation? Discuss your viewpoint. 

Question Seven 

You are appointed Examiner for the Standard 7 Geography Examinations 
in one of the Education Circuits. 

In an essay outline the major considerations you would take into 
account in setting the examination paper. 

Question Eight 

Audio-visual approaches to Geography teaching rank second only to 
reality-based Geography teaching. 

Do you agree? Discuss your viewpoin t. 

SECTION C 

Question Nine 

EITHER 

"It is clear that different people mean different things by 
environmental education and also that some of those who use 
it are not really certain what they mean. II (Counci l for 
Environmental Education, United Kingdrom, 1970). 

By tracing the post-1970 evolution of the concept of environmental 
education, on an international scale, determine to what extent this 
statement still holds true in 1983. 

OR 

"During the past few years increasing attention has been drawn to the 
relationship between environmental education and the economic and social 
circumstances o f the third world. This awareness has been embodied in 
the term realconserve." 

By referring, inter alia, to the work of TaIba and Q'Riordan, discuss 
the relevance of this approach to Southern Africa in general. 
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Question Ten 

"Undoubtedly the plurality of environmental education is both its 
strength and its weakness; but many questions concerning its 
definition and its curriculum objectives have to be answered if 
progress is to be made towards devising coherent and relevant 
programmes encompassing all age groups and ability levels." (Wheeler, 
1975). 

Discuss this statement. 



Time : 2 hours 
Marks : 150 
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APPENDIX G 2 

V455/84 (i) 

GEOGRAPHY (FIRST PAPER) METHOD 

S.T.D. 

NOVEMBER 1984 

SECTION A (40 minutes - 50 marks) 

INSTRUCTIONS 

Section A consists of two questions. One ONE question must be answered. 
Your answer should not be longer than two pages in length. Both questions 
are of equal value. 
Use a first examination answer book for Section A. 
Write your examination number on the book. Do it now . 
The first examination answer book must be handed in after 40 minutes . 

Question 1 

Explain how the following teaching aids can and should be used in Geog­
raphy to convey the study content meaningfully and to stimulate the 
pupils. 

(a) Films 
(b) Overhead projector 

Question 2 

Discuss evaluation under the following headings. 

(12 ) 

(13 ) 

2 x 25 50 

(a ) Aims of evaluation . 3) 
(b) Objective short questions - give examples of the various types . 8) 
(c) Comprehension questions - give examples of the various types . 3) 
(d) Insight questions - give examples of t he various types. 3) 
(e) Essay-type questions: 

(i) Criteria 
(i i) Marking 

(iii) Types 

Hand in your firs t examination answer book. 

2) 
3) 
3) 

2 x 25 50 
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SECTION Bland B 2 (80 minutes - 100 marks in all.) 

INSTRUCTIONS 

Use a second examination book for sections B1 and B2. 
Write your examination number on book number two. Do it now. 

V455/84 N (i) 
METHOD 

All questions from Section aI, e.g. 3a, 3b and 3c must be answered. 
From Section B2 only one question must be answered and candidates may 
use standard school textbooks for Std 9 and 10 in the examination 
room. 
Notebooks and notes may not be taken into the examination room. 

SECTION B 1 

Question 3a 

Write the numbers 1-10 in your examination book and after each number 
state whether the corresponding statement is TRUE or FALSE. 

1. One general aim in the teaching of Geography is precision in all 
statements. 

2. A good way to keep pupils meaningfully occupied on a bus trip is 
to let them complete a questionnair e. 

3. The chalkboard is the most versatile of all aids. 

4. Geography is the study of the relationship that exists between man 
and his environment. 

5. The most appropriate method for teaching the use of weather instru­
ments is the lecture method. 

6. Calendar pictures can be used in Geography for revision purposes. 

7. The disadvantage of a test-matrix is that a variety of questions 
cannot be used. 

8. Good evaluation techniques should supply information about differences 
in individual abilities. 

9. During inspections the teacher will receive the credit or take the 
blame for the work done in his subject . 

10 . Appl ication questions do not require the rearranging of facts. 

Question 3b 

Answer the following multiple choice questions by writing down only the 
letter of the word or phrase (i.e . a or b or c or d) which fits the 
introductory sentence opposite the number of the question: 

1. When he prepares a lesson the teacher should keep the following 
in mind: 

a. To present al l the lessons in the same way . 
b . To remain a student and read extensively. 
c. To present as many facts as possible. 
d. To present a mirnimum of facts. 

(10) 
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2. The value of group activity is that the ... 

V455/84 N (i) 

METHOD 

a. pupil is given the opportunity to express what he has learnt; 
b . pupil learns to rely on his teacher; 
c. pupil is provided with leisure time and therefore enjoys 

-the subject; 
d. teacher has more time to do his preparation. 

3. When a scheme of work is being drawn up it is important ... 

a. to make use of one textbook only ; 
b. not to expand on the syllabus by giving more detail; 
c. t hat there is at least one topic for every period; 
d. to consider available content matter found in the library. 

4. The most important factor to consider when presenting a lesson is 
to ... 

a. make use of the overhead projector; 
b. limit the subject matter; 
c. know the foreknowledge of the pupils; 
d. make a summary on the chalkboard. 

5. The best way to involve the pupils in a lesson is to ... 

a. read to them from the class textbook; 
b. let them write summaries from the chalkboard; 
c. conduct a class discussion; 
d. give a library assignment . 

6 . One of the best audio-visual aids is the ... 

a. radio; 
b. tape recorderi 
c. television; 
d. overhead projector; 

7. To determine a pupil's knowledge about the relationship that 
exists between pressure and wind the ....... . ....... . ..... method 
should be used. 

a. question-and answer; 
b. demonstration; 
c. l ecture; 
d. project. 

8. Creating a Geography atmosphere does NOT require the . .. 

a. enthusiasm of the teacher; 
b. teacher's familiarity with pupils; 
c. involvement of the pupili 
d . display of pictures. 
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V455/84 N (i) 
METHOD 

9. Essay-type-questions have the advantage that ... 

a. a greater range of work is covered; 
b. they can be marked more objectively; 
c. the pupil is required to exercise greater self-expression; 
d. less time is required to mark them . 

10 . The most important factor in connection with fieldwork is ... 

a. the opportunities it offers to the pupils; 
b. proper planning; 
c. the practical study of natural phenomena; 
d. detailed instructions given to the pupils in advance. 

Question 3c 

List five features found in a typical Geography classroom. (5) 

25x2 50 

SECTION 8 2 

Answer any ONE of the following two questions. 

Question 4 

The fOllowing is an excerpt from a standard ten examination paper. Use 
the questions to compile a memorandum J clearly indicating the mark 
allocation for each question. 

"(i) Briefly discuss the mature stage of a thunderstorm 

(ii) Discuss the formation of hail in cumulus nimbus clouds 
(thunderstorm) " 

(9) 

(16) 

(25) 

2x25 50 

OR 

Question 5 

Prepare a lesson of 30 minutes duration for a standard 9 class on the 
following theme: 

liThe stages in the development of a thunderstorm". 

Use the following headings: 

Lesson aim 
Learning aim 
Cause of the lesson and application 
Teaching aids 

2x25 = 

TOTAL 

(25 ) 

50 

150 
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APPENDIX G 3 (i) 

DEGREE/DIPLOMA EXAMINATIONS OCTOER/NOVEMBER 1985 

3 hours 

SUBJECT : GEOGRAPHY METHOD 

THIS PAPER CONSISTS OF 6 PAGES 

OTHER INSTRUCTIONS TO CANDIDATES 

Marks 
Subninimwn 

Answer both questions in Section A, One question from Section B, 
One question from Section C and One other question from either 

Section B or Section C 

This is an open book examination 

SECTION A 

QUESTION ONE 

Using the topographic map provided 

(i) Design a Senior Certificate level map question worth 30 marks, 

130 
3~% 

to be incorporated in the mark (pre-lim) examination. (10 ) 

(i i) Provide your marking memorandum and mark allocation. (15) 

(ii i) In terms of your objectives support the design of your 
question 

OR 

QUESTION TWO 

Using the pair of air photographs provided 

(i) Design a structured exercise to introduce a Form I c lass 

( 5) 

(30) 

to the reading of air photographs. (12) 

(ii) Explain your design in terms of your objectives. (10) 

(iii) List the expected answers. ( 8) 

(30 ) 

SECTION B 

Choose TWO of the following and discuss their relevance to educ ational 
objectives and teaching strategies . 

Classroom "climate II 
Classroom design 
Geography as a science (20 ) 



149 

QUESTION FOUR 

Differentiate between the members of these pairs and discuss their 
importance in the teaching of geography in secondary schools. 

Aims and objectives 
Reliability and validity in testing 
Curriculum and syllabus 

QUESTION FIVE 

(i) Consider yourself appointed to a school lacking in all but 
the basics, such as blackboard and chalk. The pupils have 
sufficient textbooks and atlases to share one between three. 
Elaborate on the types of practical work you can introduce 
immediately to enable the pupils to realise that geography 
requires more than rote learnt repetition and writing. 

(ii) What would be the first "aid" you would buy when the budger 
allowed? Justify your choice. 

QUESTION S IX 

Geography is considered to be a rdifficult 1 school subject. 

(i) Discuss the reasons for this view among African pupils 
whereas in many white schools it is considered as an easy 

(20) 

(20) 

option. (10) 

(ii) Consider strategies for overcoming this resistance to the 
subject and ( 5) 

(iii) Assess your own particular role in changing these 
atti tudes. ( 5) 

(20 ) 



SECTION A 

QUESTION ONE 

Refer to the map of Queenstown . 
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APPENDIX G 3 (iil 

Geography Method 
October/November 1985 

a) List all the lines of communication shown on this map. (5) 
b) Compare the urban layout of the suburbs of Westbourne to that shown 

by the area around the clinic, situated to the south of Westbourne. (10) 
c) Describe the site of Queenstown. (5) 
d) At a scale of 1:50 000, calculate the distance from the centre of 

the Hexagon to the top of Bowker's Kop. (5) 

(25) 

OR 

Study the photograph provided. 
a) List all the geographical facts you can extract from the photo. 

Show your reasoning. (10) 
b) Set an exercise for Form 4 pupils to test the photo reading skills. \ 

Give your marking memorandum and mark allocation. (15) 

QUESTION TWO 

All these questions refer to the attached synoptic chart. 
a) Two high pressure systems appearing on this map are considered to 

be the major influences on South African weather. Name these two 

(25) 

pressure systems. (2) 

b) EITHER 
(i) Make a sketch of the weather system in the block marked "A" 

as it would appear on the blackboard during a lesson on such 
weather systems. Show: 
1. General wind patterns about this system. 
2. Air mass characteristics (a) temperature 

(b) pressure trends. 
3. Likely zones of precipitation . 

OR 
(ii) Draw a cross -section of the weather systems in the bl oc k marked 

"A" f rom B to C as it would appear on the blackboard during 
al esson on such weather systems. Show: 
1. Warm f ront . 
2. Cold f ront . 
3. Air mass characteristics (a) t emperature 

(b) pressure . 
4. Likely zones of precip i tation. 

(10) 

( 10) 

2/ 
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Geography Method 
October/November 1985 

c) Complete the following table in order to describe the weather that 
will be experienced at "D!' (37°S x 33°E) as the weather system passes 
overhead. 

TIME PRESSURE TEMPERATURE WIND DIRECTION 
0 hours 1016 mb wann north west 
2 hours 

1 01~4 mb 
becoming cooler 

4 hours 
6 hours becoming cold west 
8 hours cold 

10 hours 1016 mb south west 

d) Your lesson objective is to teach your students about station models 
on a synoptic chart. Draw up a lesson summary as it would appear 

(8) 

on the blackboard for the students to copy into thei r notebooks. (10) 

SEcnON B 

QUESTI ON IHREE 

(30) 

a) Differentiate between reliability and validity as applied to evaluation 
in geography. 

b) "Evaluation is more than mere testing." Amplify on this topic with 
specific reference to secondary school geography and to the skills 
you expect the pupils to develop. 

QUESTI ON FOUR 

Explain what is encompassed by the tenn "classroom climate" and show how ' 
successful geography teaching may be promoted or diminished by external 
factors. Include classroom design, the extra-school situation and avail­
ability of resources as aspects of your answer . 

QUESTI ON FI VE 

Geography lessons may be of many types, of which fieldwork is one and 
not necessarily the most important. Discuss. 

3/ 
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QUESTION SIX 
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Geography Method 
October/November 1985 

In the choice of teaching resources cost is a major factor. Choose a 
section of work from the Std 10 geography syllabus which will take about 
four lessons to teach. 

For each of these lessons show what resources are available to you at !DO, 
or very litt l e, cost~and how you would use them. 

QUESTI ON SEVEN 

Outline the procedure that you will follow in order to plan, carry out 
and evaluate the results of a fi e 1 d-tri p to the coast wi th a group of 
Std 6 pupil s . 

QUESTI ON EI GHT 

Using a lesson on tropical ;cyclones as a basis, show how you would arrange 
the material on your blackboard so that it would act as a lesson summary 
for the pupils to take down into their notebooks. 

Map of Queenstown, synoptic weather map and photograph over the page . 

END 
******* 

4/ 
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APPENDIX G 4 

EXAMINATIONS : NOVEMBER 19 84 

S L8JECT, COURSE AND CODE: H D E GEOGRAPHY METHOD : EDEM6GEY 

PAPER: P 

DURATION: 2 HOURS. TOTAL MARKS: 75 

STUDENTS ARE REQUESTED, IN THEIR OWN INTERESTS, TO WRITE LEGIBLY. 

PLEASE NOTE: THIS QUESTION PAPER CONSISTS OF TWO PAGES . 
PLEASE SEE THAT YOU HAVE THEM BO~ 

ANSWER THREE QUEST! ONS. 

1. Geography is generally referred to as a content or learning 
subject. How can you, as a geography teacher, help a pupil 
who complains he has difficulty in learning. 

2. "Geography games and simulations are very useful teaching 
tools in the hands of an experienced teacher." Discuss 
thi s statement. 

3. Many school children express a lack of interest in regional 
geography . Suggest an explanation for this and then discuss 
a number of teaching techniques you could use in order to make 
your teaching of regional geography interesting. 

4. Structured questions, which not only incorporate both data 
stimulus and data response ideas, but also sub-questions which 
are basically factual recall, provide te~chers with perhaps 
the most meaningful method of assessment today. C,.itically 
examine this premise, bearing in mind the objectives on 
which the structured question is based. 

5. Regional/ ..... . 
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SL'BJECT AND COURSE :- H DE: GEDGRAPHY METHOD : EDEM6GEY . . . ... ... .... ... .. ..... . . .. -. . .. .......... . ... .... ... . ... .. . . ...... .. . 

PAPER: - . . ~ .•• 

5. Regional geography should be seen as a means of incorporating 
some of the important concepts and principles of physical and 
human geography, into a more meaningful study of a region. 
By either referring to a specific resion, or in a general sense, 
descrlbe how you would go about fulfllling these aims whilst 
maintaining the interest of the pupil. 

6. It has been said that the map provides the student of geography 
with one of the most important tools used in the study of his 
environment. Explain how the teacher is able to use topographical 
maps i n developing basic mapwork skills as weil as an abil i ty to 
interpret t he detailed features shown. 

7. Fieldwork in urban areas is beneficial only if the objectives 
of the outing are based on syllabus requirements, and the 
pupils' work is rigidly organized in order to derive the 
maximum benefit from the exercise. 
Discuss this statement. 

---000---
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APPENDIX G 5 

NOVEMBER 1984 

KURSUS: TYD 

PUNTE 

3 uur 

VRAESTEL: VAKDIDAKTIEK AARDRYKSKUNDE 150 

BEANTWOORD AL DIE VRAE 

VRAAG 1 

Gee 'n kri tiese bespreking van Boden se siening dat "school geography 
uses a number of organising frameworks to describe where things are 
and to explain how they are locationally related." (20) 

VRAAG 2 

Watter aktiwiteite kan in Aardrykskunde-onderrig aangewend word om 
effektiewe leer te laat realiseer? (2) 

VRAAG 3 

Wat is na u mening: 

(a) 

(b) 

(c) 

VRAAG 4 

Die waarde van streeksaardrykskunde ( 5) 

Die funksie van die vakonderwyser met be trekking tot streeksaard-
rykskunde. (15) 
Die waarde van gesimuleerde spele (simulation games) in die 
aanbieding van Aardrykskunde (10 ) 

Gee 'n volledige ui teensetting hoe u hi tte-eilande aan 'n standerd 10 
klas (hoergraad) sal verduidelik, sodat die samehang tussen die 
komponente van 'n les (lesdoelwit, beginsituasie, lesverloopsmomente en 
dergelike meer) duidelik na vore sal kom. (20) 

VRAAG 5 

(a) Verduidelik wat die verskil tussen meting en evaluering is. 
(b) Verwys na die volgende aspekte wat ter sprake kom wanneer die 

opstel tipe vraag as 'n evalueringsvorm in 'n Aardrykskunde toers/ 
eksamen ingesluit word: 

(i) Oorwegings en wenke by die samestelling van die opsteltipe-
vraag. (10) 

(ii) Die voor- en nadele van die opsteltipe vraag. (10) 

VRAAG 6 

Skryf kort aantekeninge oor die volgende (20-25 reels): 

(a) 

(b) 

(c) 

Riglyne aan die hand waaraan 'n sillabus opgestel moet word. 
Beu en gebruik van modelle in Aardrykskunde . 
Riglyne by die opstel van vraestelle en memorandums. 

(10 ) 
(10 ) 
(10) 
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APPENDIX G 6 (iil 

DEPARTMENT OF EDUCATION 

EXAMINATIONS NOVEHBER 1978 

HDE (PG) SEC. 
HDE SEC. 
GEOGRAPHY 
METHOD 

HIGHER DIPLOMA IN EDUCATION (POST-GRADUATE) SECONDARY 
HIGHER DIPLOMA IN EDUCATION, SECONDARY 

GEOGRAPHY METHOD ---_ ............ . 
1 

Time I 22 hours 

(for questions l,J & 4) 

ANSWER ALL FOUR QUESTIONS 

All questions carry eq~al marks. Provincial syllabuses may.be used. 
Question 2 is to be written in your own time and handed in to Dr Clark 
within a week of this . exaaination. 

1. Either 

2. 

(a) Discuss the relevance ot the 'New Geography' ot the 1970's 
for the teaching at ge ography in secondary schools. 

Or 
(b) "The survi.,al of geography depends upon geographers putting 

up a convincing educational case for their subject. Henee 
the i mportance ot the first two questions: what are the 
special contributions which geography can make to the school 
curriculum? And how have these contributions been affected 
by recent developments in the subject?" 

(Editorial, Teaching Geography, 1978.) 
What are your answers to these two important questions • 

Either 
Prepare outline lesson notes for TWO leSBons (J5 minutes) to teach 
the topic covered by the textbook extract pro.,ided. Your outline 
notes should include: 

(a) objectives, including behavioural objectives it appropriate; 

(b) briet outline ot oral work (exposition, questioning and 
discussion) ; 

(c) specitic tasks tor the pupils; 

(d) any visual aids or other illustrative material you know 
at and think would be usetul; 

(e) specimen test questions, including examples at open-ended 
and objective test items. 

Question 2. ~ ••••••••• 
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Que.tion 2 (contd.) 

2. Or 

HDE (PG) SEC. 
HDE SEC. 
GEOGRAPHY 
METHOD 

Prepare a sche.e of work for a period of at l.a.t a t.rm for a 
major section of the G.ography .yllabu. of a particular .tandard 
in amy .econdary .chool. Thi. qu •• tion i. d •• igned for 
candidates who have a particular post in mind for n.xt year. and 
is intended to help them to plan th.ir t.aching. but other 
candidates may submit ache.es. 

The fOllowing guidelines are sugge.ted. 

(a) objectives; (b) ti.e allocation of topics or t.aching unit.; 
(c) examples of pupils' task.; (d) method. of a •••••• ent. including 
specimen .xa.ination que.tion.; (.) t.xtbook •• teaching aid. and 
equipment required. 

Guidance can be obtain.d from Bail.y. Teaching G.ography. (1974), 
chapter V. Planning the Program.e, which will be available in the 
Education D.partment library. 

J. Either 
(a) What principles ought the teacher to ob.erve to avoid bias 

and the reinforcing of stereotype. when teaching the 
geography of countries out. ide South Africa. 

Or 
(b) "When planning a teaching programme one ought to be more 

concerned with ensuring the l.arning of skill. and concepts 
rather than facta." 

Or 

Discus. in relation to teaching a .ajor s.ction of the South 
African syllabus, e.g. gsomorphology. 

"[;;') "Many geography teacher. have for a long time been ·unhappy 
about the rapidly increasing body of fact. th.y f.el obliged 
to t.ach, the sterile and unstimulating nature of the l.arning 
aaked of pupil., and the naive and trivial explaining 
involved. " (R Beddi8). 
Choose a major section of the senior secondary syllabus, e.g. 
geomorphology. and discuss what approach •• you would u.e to 
avoid the pitfalls mentioned by Beddi •• 

4. Examine the advantage. and di.advantage. of FOUR of the following 
techniques and approaches. with .pecial reference to teaching 
Geography in a secondary school. 

(a) Teacher slides ~ cine films ~ teach.r prepared maps for 
the overhead projector ~ tape r.cordings. 

(b) Geographical games or problem centred discussion techniques 
or ease studies. 

(c) Fieldwork in the CaD ~ far. vi.its ~ coastal field work 
or visit. to urban industrial areaa. 

(d) Individualised in8truction or individual project. or 
hypothesis testing ~ searching reality. 
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APPENDIX G 6 (i) 

EDUCATION DEPARTMENT : HIGHER EDUCATION DIPLOMA 

GEOGRAPHY METHOD EXAMIlfATION 

ANSWER ALL FOUR QUESTIONS TIME: 3 hours 

All questions carry equal marks. Provincial syllabuses may be used. 

1. "Geography faces challenge in two directions at onoe. There is 
the need to identify conceptual bases and to find an internal 
consistency ••• and to reconsider its value as a· whole in relation 
to the changing school curriculum" (Bale, 1913). 

Discuss this point of view. 

2. Prepare outline lesson notes for one lesson (35 minutes) to teaoh 
the topic covered by the textbook extract provided. Your outline 
notes should include: 

( a) 

( b) 

( c) 

brief outline of oral work (exposition, queetioning and 
discussion); 

specific tasks for the pupils; 

any visual aids or other illustrative material you know of 
and think would be useful; 

specimo!1 test questions, including examples of open-ended 
and objective test items. 

3. Examine the advantages and disadvantages of four of the following 
techniques ruld approaches, with special reference to teaching 
Geography in a secondary school: 

(a) film strips £F- cine iilms ~ teacher prepared maps and 
diagrams for the overhead projector; 

(b) geographical games ££ mUlti-media kits ££ individualised 
instructioll.; 

(0) ooastal field work ££ hypothesis testing in the field ~ 
shopping and central plac~ study in the field; 

(d) projects ~ problem centred discussion groups ~ work oard 
and work sheet approaches. 

4. "Many geography teachers have for a long time been unhappy about the 
rapidly increasing body of facts they felt obliged to teach, the 
sterile and unstimulating nature of the learning asked of pupils, 
and the naive and trivial explaining involved." (R. Beddis). 

Choose a major section ·of the senior secondary school syllabus, 
e.g. geomorphology, and discuss what approaches you would use to 
avoid the pitfalls mentioned by Beddis. 

ED 165/15 
22/10/15 
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APPENDIX G 6 (iii) HDE(PGlS EC 
HDE(SECl 

WUCATION DEPARTMENT 
GEOGRAPHY METHOD 

November 1986 
EXAMINATIONS NOVEMBER 1986 

HIGHER DIPLOMA IN EDUCATION (POST GRADUATEl SECONDARY 
HIGHER DIPLOMA IN EDUCATION ( SECONDARYl 

GEOGRAPHY METHOD 

ANSWER ALL THREE QUESTIONS 

Time 

All questions carry equal marks. Provincial syllabuses may be used 

3 Hours 

1 . Your examination booklet contains two complete extracts from Std 6 and 
Std 8 textbooks on ' water in the atmosphere'. Assume that you are be­
ginning to pre pare s eparate teaching units for this topic for the two 
standards and answer the following questions (credit wil l be given for 
taking note of the differing levels of ability and maturity between the 
two standardsl. 

(al Choose one of the two standards and give a brief outline of your 
teaching objectives, teaching strategy, steps, and proposed timing 
for this teaching unit. 

(bl You plan to use an overhead transparency of Fig. 3.27 (orographic 
rainl from the Standard VI textbook, p. 64, to explain orographic 
rain . 

(il which aspects of the textbook account (pp. 63-64l do you 
think would pose the most difficulty for the pupils? Explain your answer. 

( ii l Make a list of the basic points you would try to make about 
orographic rain, and the questions you would ask the class . 

(c) Devise three questions on rain as part of a worksheet on 'water 
in the atmosphere' for Standard VIII, including at least one 
question of their home "town (Grahamstown climatic statistics are 
provided in the examination bookletl. 

2. Your examination booklet contains an extract on 'Rich and poor, a 
divided world', from a Standard IX textbook. 

(a) What teaching strategies would you employ to generate group 
and class discussion, when teaching this section? 

(bl In your experience, do you think Standard . IX . pupi l s are at the 
right stage of cognitive development to handle concepts such as 
'communist world' and 'third world' (p . 235)7 What strategies 
ought the teacher to use in order to assist their understanding? 
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(c) (1) TO what extent are vulues tnvolved 1n teachLng the topic, 
'Rlch and poor: a divided world'? 

(li) How successful 15 the textbook extract in avoiding bias and 
stereotypIng? 

(ili) Ivould you be able to avoi d bias in teaching this topic? ~t prooedures a 
teacher' IlI1.ght follcw to attaq:>t to a\.Oid bias in t:eachin:J this topic. 

(d) How would you organise EITHER a project OR independent study on 
one of the developing or developed countries studied in 
Standard IX? (A contents page from the textbook is attached.) 

3. Karen Harrison was being challenged. 

'l,llat good does geography do kids, anyway?' queried 
Allan Smythe, the science ma~ter . 'Teaching where places 
are and how people live around the world doesn't help 
them understand the real nature of the environment, or 
the technological changes which are taking place these 
days. 1 

'Well, I countered Karen, ' you should visi t my classes 
sometime. You seem to have a pretty narrow view of what 
geography is. You need to consider what education aims 
to do in the first place, and then look at how geography, 
and every other school subject for that matter, con­
tributes to this. What the subject teaches certainly is 
important J but how it is taught is important J tOO, if aims 
set for education are to be met'. (Brian Maye). 

How will you teach a major section of the South African syllabus, e.g. 
geomorphology, climatologYJ etc., in order to meet some of your general 
aims in teaching geography? 
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APPENDIX G 8 

EDUCATION DIPLOMA THIRD YEAR 

GEOGRAPHY 

JUNE 1985 TIME : 2 HOURS MARKS : 100 

---- -------------------------------------- - -- - ----~--- -------------

INSTRUCTION TO CANDIDATE 

1. Answer THREE questions. 

2. Choose TWO from Section A. 

3. Choose ONE from Section B. 

SECTION A : CONTENT 

QUESTION ONE 

1 . 1 Discuss critically any two natural factors that are 
for the spatial distribution of population over the 
surface. 

responsible 
earth';s 

1.2 Explain the following population concepts: 

1.2.1 population potential 

1.2.2 Lorenz Curve. 

QUESTION TWO 

(5) 
(5) 

(25) 

2.1 Explai n the cllaracteristics and significance of age 
pyramids in the representation of the age structure of a 
population. (25) 

2.2 Discuss the importance of population structure to 
demographers, planners and economists. 

QUESTION THREE 

(10) 

3.1 Discuss the factors that influence the location and form of 
rural settlements. Quote apt examples wherever possible. 

( 25) 

3.2 Briefly discuss the various patterns of rural settlement. 
( 10) 

/35/ 

/35/ 

/35/ 

-- -- ------------- - ------------------------------------ -------------~-

2/ 
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JS GEOGRAPHY 

SECTION B : METHOD 

QUESTION ONE 

"The new geography is essentially a way of thinking rather than 
a body of knowledge." 

Discuss the validity of this statement. 

QUE~iTION TWO 

/30/ 

"The t raditional field trip approach as well as the field research 
approach both have a place in geography teaching." 

Differentiate between the traditional field trip and field researcll 
stressing the different procedures involved. /3 0 / 

QUESTION THREE 

"No school subj ect can be isolated from the library and it is 
virtually unthinkable that pupils would not use the services of 
a well equipped school library".· 

In the light of the above statement, discuss how a geography 
teacher in the secondary school can integrate syllabus topics 
with the library. 

---000---

/30/ 
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APPENDIX G 9 

SECONDARY TEACHERS' DIPLOMA EXAMINATIONS: NOVEMBER/DECEMBER 1984 

GEOGRAPHY METHOD : PAPER 2 

INSTRUCTIONS TO CANDIDATES 

1. ANSWER FIVE QUESTIONS 
2. NUMBER YOUR ANSWERS CAREFULLY 
3. CREDIT WILL BE GIVEN FOR NEAT AND LOGICAL ANSWERS, ESPECIALLY TO 

THOSE DRAWING FROM YOUR PERSONAL EXPERIENCE DURING TEACHING 
PRACTICE. 

QUESTION 1 

Write an essay to justify the place of geography in the secondary school 
curriculum. (40) 

QUESTION 2 

(a) IIGeography is concerned essentially with visible phenomena and 
describes the earth's surface in its real and present aspects. II 
(Unesco, 1965) 

Comment on this statement and explain its implications in a 
classroom situation. 

(b) The following are some of the basic concepts in geography. 

( a) 

(b) 

(c) 

Explain how you could emphasise these in your teaching of 
geography. Use examples. 

(i) location 
(ii) spatial relationships. 

QUESTION 3 

Show the difference in meaning between a teacher-dominated and 
a student-centred lesson . 

Explain briefly why it is always important to have a 
separate geography room in the school. 

(i) Mention 5 criteria you would apply to choose a 
suitable textbook for your class. 

(ii) Describe the methods by means of which the textbook 
can be used effectively in the teaching of geography 
at secondary school level. 

(20) 

(20 ) 

(40) 

(10 ) 

(10) 

( 5) 

(15 ) 

(40) 
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QUESTION 4 

(a) What is the value of taking students out on a field excursion 
in geography? 

(b) Give an account of the various activities that students can be 
engaged in during a field trip. 

(c) You are introducing orthophoto maps to Standard 10 students. 

Describe the steps you would take to help them learn how 
to interpret and analyse information shown on such a map 

QUESTION 5 

Write short notes on any FOUR of the following 

(i) The use of models in the teaching of geography. 

(ii) The value of assignments in geography teaching. 

(iii) How to help geography students overcome the language problem. 

(iv) Projects in geography teaching. 

(v) Things to consider when drawing simple sketches on the 
chalkboard. 

QUESTION 6 

(a) Below you have a diagram showing the structure of the popula­
tion of Botswana. You want to test whether or not your students 
have acquired these skills: synthesis, analysis, extrapolation, 
evaluation interpretation, t ranslation, memory, etc. From the 
questions asked based on the diagram state which skill is being 
tested. 

(10) 

(15 ) 

<15 ) 

(40) 

(40) 
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(i) What type of a diagram is this? 

(ii) What percentage are children between 10 and 14 years of age? 

(iii) Describe the population structure of Botswana. 

(iv) Would the effect of having more children than adults benefit 
the economy of Botswana? 

(v) Give a reason for having too many children in Botswana. (10) 

(b) Using the passage below set the following: 

(c) 

( i ) 

(ii) 

(iii) 

(i v) 

(v) 

(vi) 

an essay-type question. 

1 multiple choice question. 

1 completion type question 

1 true/false type question 

1 matching type question 

1 structured-essay type question 

Limestone consists mostly of a mineral called calcite. The 
ground water in limestone contains a lot of dissolved 
calcite. When this water seeps into caves, small drops 
hang from the ceilings. Some of the water in the 
droplets evaporates and a thin film of calcite is left 
on the cave roof. Another droplet deposits a second film 
over the first, and so on . ~~aduallYJ the deposits grow 
down to form long, icicle-like features called 
stalactites. They are fragile. If they grow too long, 
they snap off. Some drops of water fallon the floor 
of the cave. These drops may deposit similar thin films 
of calcite, which grow upwards into pillars called 
stalagmites. Some stalactites and stalagmites meet 
up to form solid columns of calcite. When these columns 
occur in groups, they may look like organ pipes. 

Draw up a marking memorandum for the questions you set from 
(ii) to (v) above. 

(d) Imagine that you have given a test to Standard 8 students from 
which you noted that 50% of the class passed the test and 
some sections were done very well by the whole class but 
there were others that a few students did very badly . 
Describe the steps you would take to deal with this 
situation. 

(2 ) 

(2 ) 

(2 ) 

(1) 

(2 ) 

(1) 

(10 ) 

(10 ) 

(40) 
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APPENDIX G 7 

PAPER 11 HETHOD THIE : 1 HIt 

STJ) III TOTAL : 100 

SECTION A I oD.mCTIVE . qITES".":tUlNS : 50 

ANSWER TIlE FOLLOWING QUESTIONS ON THB ANSWER SHEET PROVIDED BY CROSS INC 

OUT TIlE LETTER OF TIlE CORRECT ANSVl!:H. 

1. In teaching Geography the most conron incorrect aim is to 

(a) help the pupils understand certain phenonena in man's environment . 

(b) obtain knowledge of strange iands. 

(c) develop the pupils' ability to see relationships between features on the 

earth I S surface . 

(d) understand how man relates to his environment. (2) 

2. When preparing your daily lessons 

(a) plan them from the pupils' point of view . 

(b) write down facts di rectly from the textbook . 

(c) plan what you think you know best. 

(d) detail what will save you time. (2) 

3. A successful teacher in Geography is the one who 

(a) does not let the pupils believe he is ignorant about some of the facts. 

(b) is a good actor and narrator. 

(c) e xercises strict discipline. 

(d) relates what is taught In the classroom with realities outside . (2) 

4. In Geography the most preferred method of teaching is the 

(a) lecture method . 

(b) note-taking method. 

(c) direct observation method. 

(d) reading round the class method . (2) 

5. The value of notes is that 
(a) pupils ore prepared for the examinations. 

(b) pupils learn to organize facts logically and systematically. 

(c) they force the pupils to memorize the work the way the teacher sees it . 

(d) the teacher's work is made easy. - (2) 

6. A well set test will 

(a) have only difficult questions . 

(b) be easy for all the pupils to pass. 

(c) be objective and reliable with results that can be evaluated. 

(d) test the ability of the pupils to men"rize work done. (2) 

) . The t e ache r should provide for pupil activity in the classroom because 

(a) all play and no work makes the pupils dull . 

(b) t he teacher will then have time to rest while the pupils are occupied. 

(c) t he pupils become less dependent on the teacher. 

(d) the puplls learn best when they are given opportunities to express what they 

have learnt. (2) 
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8. The best scheme of work is the one that 

(0) indicates how the teacher proposes covering the syllabus in the time available. 

(b) enables the teacher to COlllllete the syllabus within the shortest time possible . 

(c) consists of regular tests spread throughout the year . 

(d) sunmarises the syllabus in broad outline . (2 ) 

9. Revision work must be aimed at making pupils 

(0) memorise the worked-out answers to probable examination questions. 

(b) gain deeper insight into the completed work. 

(c) recount the facts without looking at the book . 

(d) stay at school before the examinations. (2) 

10 . A written test must for purposes of remedial work be followed by 

(a) punishment of all the pupils who have failed it. 

(b) repetition of all the lessons on which it was based . 

(c) revision of the test and discussion of the men'Orandum . 

(d) division of bright and dull pupils. (2) 

J1. The lIIelhod which is most ouldated in Geography-teaching is the (a) narrative method 

(b) quesllon- and anSHer .lIelhod (c) pl"oject method (d) fieldwod< method. (2) 

12. The illeal "ay to introduce aerial photographs to your standard 6 pupils would be to 

compare an aerial photograph wilh (a) an aUas map of the sallie area (0) a 1 :50 000 

lIIap of the Sallie area (c) another photograph of the same area (d) a homemade model 

of the same area . (2) 

13. 

14. 

In tea ching directioll, aile of lht! foll(l\~iIl9 Ilielhods is not 3flfllicaille. (a) Tn!3Sllt'e 

hunt (0) Orientating a map wi til a compass (l) Using compass directions on the 

I)round (Il) Hcferring to place A's pas 1 t ion as being to lhe right of place 0 all a map . 

An important point to consider when hanllill<J out homework in Geography is to (a) give 
enough to keep the pupils off the streets (b) give only as muc.:h hOlllc'IlOrk as lhey can 

complote befo,'e the enll of the class perioll (c) give so lIIuch liollleViork that tlie pllpil 

also has time for homework in the other suujects (d) give no homc\"/Qrk since you are 

(2) 

expected to te ach lhe pupils during school hours oilly . (2) 

15. ~Jhen using a textbook. never (a) 

you are talking (b) read for tire 

lel the pupils turn their books upside down \~Ilile 

whole period from the textbook (c) let the pupils 

under! ine important parts in the !Jook (d) let the pupils use their books when lIoing 

ass i gnmen ts . 

, 6 When he prepares a lesson the teacher should keep the following in 

mind: 

a. To present all the lessons in the same way . 

b. To remain a student and read extensively . 

c. To present as many facts as possible. 

d. To present a minimum of facts . 

11 The value of group activity is that the • •••••••• • •. 

a. pupil is given the opportunity to express what he has learnt; 
b. pupil learns to rely on his teacher; 

c. pupil is provided with leisure time and therefore enjoys 
the . ubj e ot. 

d. teacher haa more time to do his preparation. 

( 2) 

(2) 

( 2.) 
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l~. I When a scheme of work Is being drawn up it is important .....•... 

a. to make use ?f one textbook only; 

b. not to expand on the syllabus by giving more detail; 

c. that there is at least one topic for every period 

d. to consider available content matter found in the library. 

1.9. The most important factor to consider when presenting a lesson 

is to •••.•• ••••• • 

a. make use of the overhead projector; 

b. limit the subject matter; 
c. know the foreknowledge of the pupils; 

d. make a summary on the chalkboard. 

20 . The best way to involve the pupils in a lesson is to .......... . 

a. read to them from the class textbook; 

b. let them write summaries from the chalkboard; 

c. conduct a class discussion; 

d. give a library assignment. 

2~. ' One of the best audio-visual aids is the •• •• ••••••••••• 

a. radio 

b. tape record~r 

c. television 

d. overhead projector. 

22. To determine a pupil'. knowledge about the ~elatlon5hlp that 

exists between pressure and wind the •••••••••••••• method should 

be used 

a. question-And-answer 

b. demonstration 

c. lecture 

d. project. 

23. Creating a Geography atmosphere does not require the ........ . 

a. enthusiasm of the teacher; 

b. teacher's familiarity with pupils; 

c. involvement of the pupil; 

d. display of pictures. 

(2 ) 

(2 ) 

(2 ) 
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E8say-type-questions have the advantage that 

a. a greater range of work is covered; 

b. 

c. 

d. 

they can be marked more objectively; 

the pupil is required to exercise greater self-expression; 

less time is required to mark them. 

The most important factor in connection with fieldwork is • .••••• • 

a. 

b. 

c. 

d. 

the opportunities it offers to the pupils; 

proper planning; 

the practical study of natural phenomena; 

detailed instructions given to the pupils in advance. 

2~ X 2 '" 50 
SEc'nuN B : LONGER gUBSTIONS : 50 

ANSWER 

26. 

2'7. 

THE ~'OLLO\,nm QUESTIONS ON THE FOLIO PAPER PROVIDED 

Give three general aims of teaching geugraphy 

State one way in which the teacher can keep pupils 

meaningfully occupied on a bus trip 

What is the teacller's most versatile teaching aid? 

2~. What would th .. most appropriate method be t'or 1;eaching 

the use of weather instruments ? 

30 . Describ~ g~Vell ~Kills wuicn would be put into practice 

by t.he pup:!..!. .. wuile on a field excursion 

31 . Discuss evaluation under the following headings: 

a . The aims of evaluation 

b. The types of questions - give examples of each 

c . Setting a balanced question paper 

32. Briefly explain what is meant by teaching pupils to 

think 'holistically '. 

~otal 100 

(It! ) 

(6 ) 

(12) 
(4 ) 

(5 ) 
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APPENDIX G 10 

SECONDARY TEACHERS' DIPLOMA EXAMINATIONS NOVEMBER 1986 

FACULTY OF EDUCATION GEOGRAPHY METHOD PAPER 2 

Time 3 hours Marks 

INSTRUCTIONS TO CANDIDATES 

1. Answer FIVE questions 

2. Number your answers exactly as the questions are numbered. 

3. Credit will be given for neat and logical answers, especially 
to those drawing from your experience during Teaching Practice. 

QUESTION 1 

Discuss briefly the "new approaches" to geography teaching at secondary 
school level, with special reference to the following : 

(a) Understanding of geographic concepts; 

(b) Skil l development. 

QUESTION 2 

In the l igh t of your experience during Teaching Practice comment on 

(a) The availability and use of teaching aids in geography 
teaching in the schools where you taught. If the situation 
is not favourable what do you suggest could be done to 
improve it? 

( b) Problems associated with the use of English as a medium of 
instruction for teaching geography. What plans do you have 
on tackling this problem when you start teaching next year? 

QUESTION 3 

(a) The use of audio-visual aids in geography teaching ranks 
second only to reality-based geography teaching. 

Discuss this statement, indicating clearly the value of each 
one of these in the teaching of geography at secondary 

200 

(40) 

(40) 

school level. (25) 

(b) Explain why it is always important for the geography teacher 
to let the students handle the meteorological instruments 
themselves when taking krecordings or measureme nts , e.g. 
temperature. (15 ) 

(40) 
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QUESTION 4 

With regard to geography teaching in secondary school, discuss the value 
of each of the following: 

(a) 

(b) 

(c) 

(d) 

(e) 

the textbook 
practical exercises 
games 
atlases 
models. 

QUESTION 5 

You have been provided with T. E. 25 , a syllabus extract on geomor­
phology (Std 8) and climatology (Std 9). The material you are provi ded 
with is meant for a fortnight . Take ONE topic onl y and then 

(a) 

(b) 

(c) 

Draw up a scheme for teaching this topic. Use the T.E. 25 
sheet provided. 

List your objectives for teaching the topic. 

Specify teaching aids t hat you wou ld need to prepare 
teaching t h is topic. 

QUESTION 6 

(40) 

(20) 

(10 ) 

for 
(10 ) 

(40) 

Indicate clearly how you would help secondary school students acquire 
the following skills or abilities: 

(a) 

(b) 

(c) 
(d) 

note - maki ng 
recording geographic data during an excursion 
analysis of geographical data 
application of geographical knowledge 

QUESTION 7 

Geography test and examination papers are usually criticised for 
largel y evaluati ng the ability to recall facts and a superficial 
understanding of these. 

(a) 

(b) 

What harm do you think is caused by evaluation that 
emphasises recall of facts? 

How would you set your papers such that they do not 
"largelyll evaluate recall of facts? 

(c) Below are samples of questions taken from past examination 
papers. I ndicate which of the followi ng mental abilities 
you think the teacher was trying to test in each question: 
recall; comprehension; application; analysis; synthesis 
and evaluation. 

(40 ) 

(10 ) 

(10) 
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(i) Give an outline of each of the 3 stages of the evolution 
of landscapes. 

(ii) Describe briefly the pattern(s) of rural settlements found 
in your environment. 

(iii) Explain the factors that possibly account for the pattern(s) 
you identified in (ii) above. 

(iv) Write an essay on the factors that contribute to the limited 
commercial agricultural production in the Republic of 
Transkei. 

(v) Calculate the scale of the vertical air photograph provided. 

(vi) The line on a map which joins all points with the same 
amount of rainfall is called ...... . .... .. ....... . 

(vii) Name 4 large or primary population clusters of the world . 

(viii) Explain the meaing of Adiabatic temperature lapse rate. 

(ix) If you were a sugar farmer state two adjustments you would 
probably have to make on your farm in response to the change 
in the world sugar price from 1975/76 to 1978/79. 

(x) With the aid of a diagram, explain how relief rain i s 
formed. 

SYLLABUS EXTRACTS 

5.1.3. GEOMORPHOLOGY STD 8 

Revision of rock types is recommended 

(a) Weathering and erosion 

(b) Internal forces and resultant landforms 

(i) Continental drift and plate tectonics (elementary) 

(ii) Folding and faulting 

(iii) Ear thquakes 

(iv) Vulcanism 

5.2 . 2. CLIMATOLOGY STD 9 

Synoptic weather charts, satellite images, relevant re­
cording instruments and quantitative techniques should 
be used where appropriate. 

(a) Atmospheric pressure 
Definition, measurement and representation. 

(20) 

(40) 
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(b) Relationship between pressure and wind 

(c) General circulation of the atmosphere. 
PrimarYJ secondary and tertiary circulations. 

(d) Causes of uplift. 

(e) Thunderstorms and tornadoes. 
General description; consequences 

Should be studied on a global scale. 
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