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ABSTRACT 

Traditional school subjects are having to compete for a place in a curriculum 

which is increasingly judged according to its perceived utilitarian value. 

According to current educational theory, geography's role in the curriculum is 

to develop concepts, skills, values and attitudes that allow pupils to 

understand the human and environmental issues which face their communities 

and communities throughout the world. In order to achieve these aims, 

teachers need to adopt a learner-centred teaching approach, yet geography 

teachers are faced with the dilemma of having to develop participatory 

teaching strategies within an existing structure which is largely product 

oriented. 

This thesis attempts to illustrate how changes can be effected in the approach 

to the teaching of geography, while working within existing syllabus 

constraints and while continuing to meet the demands made by the current 

examination system. To this end, Independent Study Topics are analysed as a 

means to bring about the desired changes in geographical education. The 

concept, Independent Study TopiCS as a 'blanket term' (Diepeveen, 1986) for 

pupil-centred activities is relatively recent in terms of the South African 

geography syllabus. In order to obtain greater clarity about the concept and 

its implications for geography teaching, this study examines current 

geographical theory relating to learner-centred approaches and relates them to 

teachers' perceptions of the role of 1ST in the geography curriculum. 

The second aspect of the study is concerned with the implementation of 

Independent Study Topics in a classroom research setting. 

The organisation and administration of Independent Study Topics in a single 

school setting is analysed and evaluated as a process of change. This analysis 

provides guidelines for developing a learner-centred approach which is 

necessary to ensure that geography retains its position in the school 

curriculum of the 1990's and beyond. 
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CHAPTER ONE 

INTRODUCTION 

1.1 THE 1985 REVISED GEOGRAPHY SYLLABUS AND THE EMPHASIS ON 

LEARNER-CENTRED TEACHING STRATEGIES 

The preamble to the 1985 Revised Geography Syllabus as adopted by the 

Cape Education Department (Appendix IA), was unique in that this 

introduction to the syllabus directed the teachers' attention to more than just 

changes in syllabus content. In detailing the aims, objectives and teaching 

approaches, the preamble provided an insight into the participatory teaching 

strategies that have become a feature of school geography since the 1960·s. 

Changes that emphasise a learner-centred approach in classroom practice 

were implicitly introduced by the 1973 geography syllabus (Appendix IB), but 

tended to be obscured by the emphasis which this syllabus placed on subject 

content (Ledger, 1977; van der Merwe, 1982). The 1985 Revised Syllabus, 

however, explicitly emphasised the need for geographical education to 

develop conceptual understanding, skills, values and attitudes and to provide 

opportunities which allow pupils to reflect, to analyse and to reason in 

approaching the study of their world and the problems and issues that face it. 

By identifying geographical education as being concerned with more than the 

acquisition of facts, this syllabus stresses the active participation of pupils in 

the learning process. In adopting this approach to the teaching of geography, 

the development of a geography curriculum for each standard not only 

involves planning what pupils should learn, but planning and developing the 

activities in which the pupils need to be engaged to ensure the acquisition of 

the desired knowledge (Griffiths, 1987; Evans, 1990). Thus, while the syllabus 

content provides an outline of what should be learnt and at what stage it 

should be learnt and textbooks interpret the facts, concepts and theories 

contained in the syllabus, the role of teachers is to develop activities which 

are both relevant to their particular group of pupils and which will enable their 

pupils to acquire and to refine the skills necessary for analysis, logical 

explanations, reflection and reasoning . 

By implication, teachers need to be innovative and flexible in their choice of 

teaching strategies and in the selection and development of the syllabus 
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content. They need to look beyond the textbook in order to develop a 

resource base which will provide their pupils with the necessary opportunities 

to explore and to investigate problems which, by their nature, foster an 

understanding of the human and environmental issues with which geography 

is concerned. Surveys by Ledger (1977) and Ballantyne (1986) revealed that 

geography teaching in South African schools is largely teacher-directed, 

textbook orientated and with a strong bias towards the presentation of facts, 

rather than on the development of skills, values or attributes. Current research 

(Boqwana, 1990; Sarpong, 1991, pers. comm.) in Ciskei and Transkei schools 

reveals that geography teaching in these areas is based on teacher-tell and 

the use of the textbook to interpret the geography curriculum. Adopting the 

teaching approaches which the most recent geography syllabuses advocate 

will, therefore, require considerable changes in what appear to be current 

practices in the teaching of the subject. 

1.2 FACTORS WHICH INFLUENCE CHANGES IN TEACHING APPROACHES 

The problem of implementing changes in teaching approaches has been 

analysed in relation to the constraints which mitigate against change and the 

pressures which can be brought to bear to ensure the desired changes. In a 

review of the 1973 geography syllabus, (Earle 1976, in van der Merwe, 1982) 

highlighted the following constraints to change in classroom practices: 

(i) the absence of readily accessible printed matter which provides the 

necessary theoretical background and practical guidance regarding the 

organisation and administration of teaching strategies designed to 

develop specific skills, theoretical understanding or values; 

(ii) a lack of support structures that are able to guide teachers during the 

transitional stages in which the changes are to be implemented. 

The demands of the senior certificate examination and those of the syllabus 

content, have been identified by teachers as additional constraints to changes 

in teaching approaches (Ballantyne, 1986). Diepeveen (1986, pers. comm.) 

furthermore emphasised that teachers who use the textbook as the means 

through which to interpret the geography curriculum, rather than the 

departmental syllabus, are unlikely to effect changes in their approaches to 

the teaching of geography. 
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Pressures which may be exerted to bring about changes in a particular subject 

area include what could be regarded as external and internal pressures. 

External pressures such as social, economic and political changes result in 

paradigm shifts, which in turn effect changes in syllabus aims or content. 

Ballantyne (1986) reveals that changes in subject content may be relatively 

easy to implement but that the real difficulty lies in bringing about changes in 

classroom practices. Superintendents of Education, subject advisors or 

in-service courses may exert internal pressures to bring about the desired 

changes. There is, however, no guarantee that such changes will either be 

adopted or universally implemented as the constraints to change could 

outweigh the pressures which are exerted to bring about the changes. 

Attempts to ensure the implementation of teaching strategies which develop 

skills, conceptual understanding and values were made in the United Kingdom 

through the incorporation of pupil research projects in the school leaving 

requirements for O-Ievel and A-level geography pupils. (Tolley and Reynolds, 

1977; Walford, 1984). The continued reliance on a formal examination as part 

of the certification requirements for school leavers, however, mitigated 

against the universal implementation of pupil-centred strategies for the 

teaching of geography (Walford, 1982, 1984). Stenhouse (1981) has 

emphasised the difficulty of measuring skills, values and attitudes by means 

of examination systems, which essentially evaluate a product and as such lay 

stress on the assessment of those behavioural objectives which are easy to 

identify and to measure. Therefore, pressures which are exerted by changes 

in the structure and format of an examination system are limited and are no 

guarantee that participatory teaching strategies will be adopted. 

1.3 THE PROCESS NECESSARY FOR CHANGES IN TEACHING 

APPROACHES 

The identification and possible reduction of constraints or the identification of 

pressures which can be exerted to bring about change only partially address 

the problem of implementing changes in individual teaching approaches . This 

study examines change as a process in which the individual teacher: 

(i) needs to understand the implications of the desired changes; 

(ii) is convinced that the changes are necessary and will benefit the 

pupils; 
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(iii) experiences or identifies some factor which triggers the change; 

(iv) is able to identify some accessible means which can be used as a 

vehicle to bring about the change; 

(v) identifies a framework which is either in existence or which can 

readily be developed to ensure that the changes can be 

maintained, sustained or even expanded; 

(vi) is able to develop mechanisms or identify mechanisms which will 

provide evidence that the changes have been worthwhile and 

effective. 

Any analysis or investigation that attempts to understand the mechanism of 

change in teaching approaches, therefore, has to consider more than the 

constraints to change and the pressures which are exerted to bring about the 

desired change, since changes of this nature are essentially within the domain 

of the individual teacher or the individual subject department of a school. 

This study is concerned with the processes which resulted in a changing 

approach to the teaching of geography at a particular school, rather than with 

the constraints to change or with the pressures which may be exerted on a 

school to bring about change. The case study reveals that in this instance the 

most important factor initiating the change was teacher dissatisfaction with 

an aspect of the geography programme, that of the so-called pupils 

assignments as prescribed by the 1973 geography syllabus. Attempts to 

develop and improve those activities which were compulsory and formed a 

part of the pupils' year marks in geography, served to focus the attention of 

the teachers on activities such as practical work and fieldwork as a means to 

compensate for the identified deficiencies of the assignment. 

A lack of theoretical background relating to participatory strategies, lack of 

insight into the essential objectives of these activities and a lack of 

understanding about the procedures needed to develop them exacerbated the 

problem rather than serving to resolve it. The preamble to the 1985 Revised 

Syllabus provided the initial theoretical foundation upon which to base the 

initial development of pupil assignments and fieldwork and led to the 

identification of these activities as a possible means to achieve the 
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suggested syllabus objectives related to skill development, The preamble also 

provided the justification for the changed approach to these activities, through 

the introduction of independent study topics (1ST) 

1.4 THE PURPOSE OF THE STUDY 

The term 1ST replaced that of assignments and practical work in the 1985 

Revised Syllabus and while no attempt is made by this syllabus to provide a 

definition of the concept of 1ST or to provide specific guidelines for the 

organisation and administration of these activities, other than to link them to 

enquiry based approaches, a detailed analysis of the concept provided the 

necessary structure on which to base 1ST, 

This research is, therefore, concerned with the organisation and 

administration of 1ST as a participatory learning approach which will allow the 

teacher working within the framework of the syllabus and the demands of the 

existing senior certificate examination to: 

(i) develop critical thinking skills which are essential for the pupils' 

understanding and appreciation of modern geography and the 

problems and issues with which geography is concerned; 

(ii) explore and investigate social and environmental issues which are 

relevant to the pupils and their community; 

(iii) encourage the pupils to reflect upon and to 'analyse the values and 

attitudes they have regarding the community and the environment; 

(iv) develop specific geographical skills, concepts and principles , 

Learner-centred approaches in general and pupil-enquiry techniques in 

particular are infrequently used in South African school geography, therefore 

this research seeks to: 

(i) clarify the concept of 1ST as used in the 1985 · Revised Geography 

Syllabus in order to: 

*demonstrate its relationship to the aims and objectives of 

the syllabus; 
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*provide guidance with regard to the types of activities with 

which 1ST is associated; 

(ii) examine the way in which 1ST is related to current geographical 

theory with regard to: 

*geographical education aims and objectives; 

*teaching strategies which have been designed to develop 

specific skills, theories or to develop positive attitudes; 

(iii) analyse teachers' concepts of and attitudes to 1ST in relation to: 

*the value that teachers place on this aspect of geographical 

education; 

*the organisation and administration of 1ST; and 

*the problems teachers identify in respect of the 

implemention of 1ST; 

(iv) demonstrate the use of 1ST as a means to develop the 

learner-centred aims and objectives of the most recent geography 

syllabuses. 

(v) demonstrate how the application of 1ST to one aspect of the 

geography programme resulted in an escalation of changes in 

teaching strategies and to analyse the processes with which these 

changes were associated. 

The study, therefore, attempts to provide an insight into the mechanics of 

change which focus on the teacher rather than on the subject. Ballantyne's 

research (1986) identified this perspective as an essential starting point to 

generate a greater understanding of the role played by recognised constraints 

and pressures on changes in teaching practices in relation to the actual 

factors which effect a change in teaching approaches. 
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1.5 THE STRUCTURE OF THE STUDY 

Chapter two, in analysing the concept 1ST provides both a definition of the 

concept and the structure within which this learner-centred approach may be 

developed in the schools' geography programme. This chapter further 

identifies the role of 1ST in the present geography syllabus. 

Chapter three provides a theoretical framework for 1ST in relation to current 

geographical theory regarding the aims and objectives of geography, the 

specific learning strategies which have been developed to achieve those aims 

and objectives and strategies which may be applied to the assessment and 

evaluation of 1ST. 

Chapter four examines the methodology which this study applied over a 

period of three years, while chapter five analyses teachers; perceptions of and 

attitudes to 1ST in the light of the theoretical analysis of the concept. 

The remaining part of the study is concerned with the classroom research 

undertaken over a period of three years. Chapter six analyses the factors 

which were instrumental in initiating the changes and the processes with 

which the initial changes were associated. The problems experienced in the 

early attempts to develop pupils' work in assignments and to improve 

fieldwork techniques are identified . Chapter seven analyses the processes 

which led to the systematic appraisal of 1ST as a means to develop skills, 

values and attitudes and describes the pilot study undertaken to reassess and 

to re-evaluate the role of pupils' work in the above areas, in order to provide a 

rationale for the possible future development of learner-centred activities. The 

results of the pilot programme led to an increased belief in the role of 1ST as a 

viable means to develop pupils' skills and conceptual awareness and as a 

means to provide them with opportunities to reflect, analyse and reason in 

approaching their study of geography. 

Chapter eight, therefore, considers the implementation of the 1ST programme 

for all the geography pupils from Std 6 to Std 10 in the light of the results of 

the pilot programme and in relation to the results of the survey which revealed 

teachers' attitudes to and perceptions of this area of the geography syllabus. 

This chapter also reveals the escalation of changes in teaching strategies that 

occurred and analyses the reasons for this escalation and the processes with 

which they were associated. 
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Chapter nine evaluates the three-year programme of the study, while chapter 

ten concludes the study and highlights aspects relating to the changes which 

occurred . 
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CHAPTER TWO 

CONCEPT ANALYSIS: INDEPENDENT STUDY TOPICS 

The adoption of the term 1ST in relation to tasks situated within an 

enquiry-based approach to geography teaching in South African schools into 

the JMB Core Syllabus of 1983, gives rise to the question of why this 

particular term is used in preference to the terms 'assignment' and 'practical 

work' of the 1973 syllabus. 

In order to answer this question and to clarify the precise meaning of 1ST with 

regard to the nature of these tasks and their function in the geography 

curriculum, the following approach was used: 

The preamble to the 1985 Revised Geography Syllabus, as adopted 

by the Cape Education Department, was analysed . This analysis 

was related to the introduction of the 1993 Draft Core Syllabus 

(Appendix 2). 

2 A former chairman of the Cape Education Department's Geography 

Study Committee, Mr W Diepeveen, was interviewed. 

3 An analysis was made of current approaches in this area of 

geography teaching and learning in Cape Education Department 

schools and in schools overseas. The former information was 

obtained by means of a survey and the latter was obtained 

through a review of literature relating to the approach in schools in 

Britain, the United States of America and Australia . 

This chapter examines the term 1ST w ith regard to its implied conceptual 

framework in the preamble to the 1985 Revised Geography Syllabus and with 

reference to the 1993 Draft Core Syllabus. Further clarification with respect to 

the meaning accorded to 1ST by the syllabus compilers was obtained from Mr 

W Diepeveen, whose perceptions of 1ST are presented. The final stage of the 

concept analysis is concerned with the identification of 1ST in relation to a 

variety of terms describing pupil-centred tasks which are in current use. 
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The above analysis will provide a conceptual framework: 

(i) which will form the basis for further analysis with regard to the 

implementation and management of 1ST in terms of its aims and 

objectives, the strategies which are appropriate to 1ST and the 

assessment of 1ST in schools. (chapter three); 

(ii) against which the perceptions of teachers may be tested to 

ascertain whether discrepancies exist between the way in which 

teachers perceive the term and the formal theory. (chapter five). 

2.1 AN ANALYSIS OF 1ST IN TERMS OF THE PREAMBLE TO THE 1985 

CAPE EDUCATION DEPARTMENT'S GEOGRAHY SYlLABUS WITH 

REFERENCE TO THE 1993 DRAFT CORE SYlLABUS 

The preamble to the revised syllabus of 1985 as adopted by the Cape 

Education Department is in essence a reflection of the preamble to the 

JMB syllabus of 1983, and was described as the 'heart of the syllabus' 

by Diepeveen (1986, pers. comm.) While there are certain differences in 

the introduction to the 1993 Draft Core Syllabus, this preamble 

essentially reflects the same learner-centred goals of the 1985 Revised 

Syllabus. 

The reference to 1ST is presented in the 1985 Revised Syllabus in the 

section relating to teaching techniques. The recommendation is to: 

3.2.7 encourage individual and group research techniques 

(a) Pupil involvement, independent activity, initiative, creativity 

and independence should be extended. 

(b) Pupils should learn to rely on personal observation in the field 

(primary source) and to make use of secondary sources such 

as: reference books; maps, photographs and diagrams; films, 

tapes and slides; computers as well as television, the radio 

and the press. 
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(c) Pupils need to develop worthwhile attitudes towards learning 

such as: respect for evidence; critical appraisal of 

reporting; suspicion of simplistic explanations; and a 

willingness to engage in rational discussion . 

(d) Pupils need to distinguish between central issues of 

importance and peripheral issues. 

NOTE: Pupils should undertake short independent study topics 

throughout the year on work related to the requirements of 

the syllabus. 

(Preamble - Revised Syllabus for Geography 1985, p. 7) 

In the 1993 Draft Core Syllabus the reference to 1ST is similarly 

contained under the section on teaching techniques and teachers are 

urged to : 

3.2.6 encourage individual and group research techniques and 

pupils should undertake short independent study topics 

throughout the year on the work related to the requirements 

of the curriculum. 

(Introduction - Draft Core Syllabus for Geography 1993, p. 6) 

As is evident from the above, neither syllabus attempts to define the term 

'independent study topics'. There is no prescription regarding their format, 

other than that they be short and related to the 'requirements of the syllabus'. 

Neither syllabus attempts to explain how the teacher is to approach the 

design and development of 1ST, other than linking them to 'individual and 

group research techniques' . The 1985 Revised Syllabus does, however, relate 

research techniques to specific areas of pupil development. By implication, 

this means that tasks undertaken in this area ought to be designed for the 

purpose of developing particular skills, values and proficiencies, through the 

nature of the activity and through the sources which are referred to in the 

development of the activity . An examination of the 1993 Draft Core Syllabus 
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revealed that similar injunctions are given in a number of the sections of the 

introduction. 1ST are, therefore, by implication, learner-centred tasks 

associated with an enquiry-based approach to the teaching of geography. 

To understand the nature of such activities and their function in the 

geography curriculum, it is necessary to relate this approach to the aims and 

objectives which epitomise the geographical theory which underpins the 

syllabus. Therefore, a preamble such as that introducing the 1985 Revised 

Syllabus and the 1993 Draft core Syllabus needs to be analysed in its entirety, 

with each section seen as an intrinsic part of the whole, if the teacher is to 

comply with the demands of the syllabus. 

2.1.1 1ST in relation to the aims of the syllabus 

Ballantyne (1986) identifies the 1983 Core Syllabus as one which is concerned 

with pupil development rather than the 'mere' imparting of geographical facts 

(p. 26). The aims of geography, as indicated in the 1993 Draft Core Syllabus 

reiterate the need for the development of those skills and attitudes which will 

equip pupils, within the framework of geographical education, w ith the 

necessary proficiencies to take their place in the rapidly changing world of the 

1990's and beyond. Both the revised 1985 syllabus and the 1993 Draft Core 

Syllabus stress the need for the geography curriculum to provide for both the 

academically orientated pupil and the non-academic pupil. Since the complete 

preamble to the 1985 syllabus appears in the junior secondary course as well 

as in the senior secondary course, it m'eans, by implication, that the syllabus 

will need to provide the pupil who does not continue with geography after Std 

7, with a basic framework of skills, values and attitudes, which, while suited 

to the younger pupils' level of maturity, are related to the primary aims of the 

senior secondary school geography syllabus. 

The aims of the two geography syllabuses examined illustrate the 

learner-centred and utilitarian emphasis which has become a characteristic of 

modern school geography syllabuses. The stress on greater pupil participation 

in the learning process and greater relevance to the needs of the society 

indicates a shift in emphasis from teacher-directed approaches to 

pupil-centred approaches in the teaching of geography. The implication is, 

therefore, that 1ST as a learner-centred approach, ought to be employed as a 
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means to develop the skills, values and attitudes with which such a syllabus is 

associated and that the activities designed for 1ST should be perceived by the 

pupils as having relevance. Learner-centred tasks such as 1ST will , therefore, 

by implication, form part of an ongoing programme of activities within the 

geography curriculum. 

2 .1.2 1ST in relation to the syllabus objectives 

In as much as 1ST as a teaching approach needs to be related to the general 

aims of geography, so it needs to be considered in terms of the specific 

objectives of secondary school geography. The four sets of objectives in the 

1985 Revised Syllabus are concerned primarily with knowledge, skills, 

perceptions and values. An analysis of these objectives provides an insight 

into the rationale which ought to govern the development of 1ST with regard 

to the nature of the tasks. 

This syllabus (p . 3) emphasises knowledge which is 'meaningful and useful' 

and stresses the interdiciplinary nature of knowledge. The implication for 1ST 

is that work done in this area should be perceived by the pupil as having value 

in that it adds to that body of knowledge which, in terms of R S Peters' 

definition of education, is 'worthwhile'. (Peters, 1973, p. 16). Relating this 

view of knowledge to the aims concerning the pupils' understanding of their 

environment, implies that enquiry in geography ought to be closely linked to 

the pupils' experiences and interests in order to foster the necessary 

understanding of those issues and situations which influence their society and 

the wider community of which they are a part. 

The South African syllabuses perceive geography as a vehicle to promote the 

development of a wide variety of skills. The acquisition of these skills is 

interpreted by the 1985 Revised Syllabus as a means to aid pupils in the 

organisation of knowledge . Skills developed through geography ought also to 

be transferable to a variety of situations. Skill development in the syllabuses is 

also linked to pupils' levels of maturity. The emphasis on skill development in 

both the 1985 Revised Syllabus and in the Draft Core Syllabus is a central 

feature of modern geographical education and is at the heart of 

learner-centred approaches. 
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Perceptual awareness is interpreted as being concerned with the development 

of the pupils' spatial perception of all aspects of the environment and of the 

processes, patterns and relationships which exist within the environment . To 

develop perceptual understanding, teachers are encouraged to involve the 

pupils in activities that will foster their abilities in terms of problem-solving and 

decision-making. Once again, the active participation of the learner is 

emphasised in the process leading to understanding . 

A further characteristic of modern school geography is that it emphasises the 

need to develop attitudes and values which will lead to the pupils' 

appreciation of the environment and an understanding of man's place in the 

environment. Hold ing values, which have been inculcated through 

indoctrinatory methods are, however, considered to be worthless (Kleinig, 

1982; Beehler, 1985). The 1985 Revised Syllabus and the 1993 Draft Core 

syllabus recognise this and encourage the teacher to foster the pupils' abilities 

to think critically and analytically . 

The Rylian notion of knowledge, as that which is situated in the effective and 

the cognitive domain and which is acquired through the acquisition of facts, 

propositional knowledge and skills (Griffiths, 1987), is echoed in the emphases 

which the two syllabuses examined above place on the four sets of 

objectives. This notion of knowledge implies that the learner needs to be 

actively engaged in the learning process and that more than the mere 

presentation of facts is involved. Therefore, the present geography syllabuses 

are not merely concerned with what the pupils should learn, but with the 

activities that are designed to facilitate the acquisition of knowledge . The 

teacher's role is therefore to select and plan the content in concert with the 

activities that are specifically developed for the acquisition of that knowledge. 

The analysis of the syllabus objectives has the following implications 

regarding the nature of learner-centred tasks such as 1ST in terms of their 

application to the "requirements of the syllabus." 1ST may, therefore, be seen 

as : 

(i) a means which may be employed to expose pupils to a variety of 

skill areas, which include oracy, literacy, graph icacy and numeracy 

and as a means to develop proficiencies in terms of 

problem-solving and decision-making; 
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(ii) a technique which will expose pupils to a wide variety of primary 

and secondary sources, which should be used critically and 

analytically; 

(iii) as a strategy which can develop pupils' spatial perceptions of their 

environment through the analysis and investigation of issues, 

processes and patterns which affect that environment; 

(iv) a technique that will help pupils to develop the values and 

attitudes which are implicit in geography teaching; 

(v) a means to acquire propositional knowledge. 

2.1.3 1ST in relation to suggested teaching approaches. 

An analysis of suggested teaching approaches in the 1985 Revised Syllabus 

and the 1993 Draft Core Syllabus provides guidance relating to the approaches 

which may be employed in the design and development of learner-centred 

tasks such as 1ST. Current syllabuses recognise that the diversity of 

geography at school level lends itself to a number of approaches, each of 

which provides the pupils with a variety of learning experiences. The 

approaches included in the current syllabus are: 

(i) An holistic approach. which emphasises the interaction and 

relationships which exist between the various components of the 

geography syllabus. By implication this would include the 

interactions and relationships which exist in studies of the 

environment and the communities which form a part of the pupils' 

learning experiences. 

(ii) Problem-solving and decision-making approaches which involve 

the pupil in critical thinking, problem identification, hypothesis 

formulation and hypothesis testing that are seen to encourage the 

pupil to move away from the purely descriptive both in the 

classroom and with regard to the tasks they complete. 
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(iii) Thematic approaches that are perceived as attempts to draw 

together the many strands which make up the reality of a 

particular environment or a physical phenomenon, thereby 

increasing the pupils' spatial awareness. Studies related to themes 

involve the use of a diversity of materials and sources, which the 

pupil needs to analyse and evaluate. 

(iv) Inter-disciplinary approaches which, by allowing pupils to 

understand the many conceptual links that occur across the school 

curriculum, enable them to obtain a better understanding of 

concepts not previously linked. Interdisciplinary studies are 

identified as approaches which allow pupils to apply the skills they 

have acquired through geography to a multifaceted situation. By 

implication, studies such as these increase the pupils' perception 

of the relevance and value of the skills, concepts or values they 

have acquired through geography. 

These approaches reveal how the design and development of tasks in 1ST may 

be varied to achieve a range of objectives and to provide pupils with a number 

of different learning experiences. 

The analysis of the preamble to the two syllabuses examined, while giving 

little specific indication of how learner-centred tasks such as 1ST should be 

implemented or administered, provides the teacher with a clear indication of 

the nature of such tasks and their perceived role in the geography curriculum. 

2.2 INTERVIEW WITH MR W DIEPEVEEN 

In order to obtain further clarification of the syllabus compilers' view of 1ST, 

Mr W Diepeveen, then Chief Superintendent of Education for East London, 

was interviewed in his capacity as a former chairman of the Cape Education 

Geography Study Committee. Mr Diepeveen had been directly involved in the 

development of the 1985 Revised Syllabus as adopted by the Cape Education 

Dapartment. 

The following three questions were put to Mr Diepeveen: 
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(i) What did the study committee understand by the term 1ST? 

(ij) Why was this particular term used? 

(iii) In the opinion of the study committee, how important was the 

development of 1ST. 

According to Mr Diepeveen, the term 'independent' was an attempt to get 

teachers to move away from the teacher-directed "chalk-and-talk" type of 

approach to geography. Mr Diepeveen echoed the concerns about the 

conservative teaching approaches used in schools, which studies by Ledger 

(1977); Levy (1984) and Ballantyne (1986) had revealed. 

The .use of 'study-topic' was seen by Mr Diepeveen as· .. an attempt to "wean" 

teachers from the idea that student based work in geography merely involved 

giving the pupils a topic and then "expecting them to get on with it." Mr 

Diepeveen expressed concern about the current practices still existing in 

schools of expecting pupils to do 'assignments' without any proper guidance 

or thought about their purpose in relation to the development of skills or 

values. Such student-based work was regarded by Mr Diepeveen to have little 

value and he stressed that A K Moilers' analysis and criticisms of these 

assignments, i.e. that they are such that: 

the inevitable consequences are that the pupils score poorly, that they 

gain no profitable learning experience, that they acquire no new 

insights .. . 

(Moller, 1983, p. 103) 

were still all too relevant in many schools. Assignments of this nature 

represent work that has simply been copied from a variety of texts and 

accompanied by "irrelevant and useless" pictures which, Mr Diepeveen said, 

increased the headaches of the inspectorate as many of these 'illustrations' 

were obtained by vandalising public library books . 

Mr Diepeveen perceived 1ST as an approach which would encourage teachers 

to design and develop pupil-centred tasks which were in keeping with the 

"spirit" of the new geography syllabus (1985). In this connection Mr 

Diepeveen stressed that syllabuses should be regarded as a guide and that 
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each teacher is free to adapt the syllabus content to meet the needs of their 

particular pupils and their own interests. Thus, providing that pupils are 

adequately prepared for the final senior certificate examination, the geography 

curriculum of a school ought to be tailored to the socio-economic background 

of the pupils and to meet the expectations of the community in which the 

teacher finds himself/herself. Mr Diepeveen emphasised that the syllabus 

preamble, not the content, ought to be the guide which the teacher follows. 

Providing that teachers achieve the aims and objectives of the syllabus they 

are free to innovate and experiment. Therefore Mr Diepeveen identified 1ST as 

a "blanket term" covering a wide variety of learner-centred activities. 

In the light of the above, Mr Diepeveen indicated that while the design, 

development and implementation of 1ST in a school was therefore largely 

dependent on the needs and interests of the pupils and the teachers, these 

activities needed to be related to the general aims and objectives of the 

syllabus. 

2 .3 1ST IN RELATION TO TERMS IN CURRENT USAGE DESCRIBING PUPIL 

OR LEARNER-CENTRED TASKS 

Murray, in his discussion related to "learning geography through classroom 

and library research," warns that terms such as 'research', 'inquiry', 

'discovery', 'data-based learning', 'interpretation' and 'inference making' are 

related to complex "chains of skills and ideas" and that such terms are often 

used too simplistically (Murray, 1984, p. 100). 

If, therefore, 1ST is accepted as a 'blanket term' covering a wide variety of 

learner-centred activities, it is important to analyse the various terms used to 

describe these activities so that the concepts are fully understood. This 

section of the chapter examines the terms 'project', 'assignment' and 'theme' 

as the terms most frequently used in South African schools to describe 

learner-centred tasks. 

2 .3 .1 Pupil projects 

The term 'project' or 'pupil project' is the term most often used by teachers 

and pupils to describe 1ST. The following definition by Good is given in 

Beaumont and Williams (1983, p. I) : 
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Project: a significant, practical unit of activity having educational value 

and aimed at one or more definite goals of understanding, involves 

investigation and solution of problems ... planned and carried to 

completion by the pupil and teacher in a natural 'real-life' manner. 

Beaumont and Williams (1983) argue that the conceptual revolution that has 

changed school syllabuses from the purely information-based type to those 

which stress the development of concepts, skills, values and attitudes, require 

methods of teaching and assessment which will enable pupils to be measured 

with regard to the higher-order skills emphasised by the syllabuses. The 

authors' contention is that the use of the project approach is a logical tool for 

such assessment. 

A key feature of the project approach is problem-solving, which involves the 

pupil in critical analysis and evaluation of evidence in order to reach certain 

conclusions. This, the authors argue, precludes the use of this approach with 

pupils who have not reached the stage of propositional thinking. In British 

syllabuses, projects are, therefore, suggested approaches from O-Ievel 

upwards (Tolley and Reynolds, 1977). For, while Piagetian thinking places the 

age at which the child reaches 'formal operancy' at twelve, Rhys (in 

Beaumont and Williams, 1983) considers that pupils most commonly reach this 

stage at age fifteen. If this argument is accepted, then projects as an activity 

within the realm of 1ST are more appropriate to the senior secondary phase of 

the high school than to the junior secondary phase. Table 2.1 indicates the 

main features of this stage of the pupils' development. 

TABLE 2.1 

CHARACTERISTICS OF FORMAL OPERANCY 

assumptions can be accepted for the sake of argument; 

a succession of hypotheses can be made which can be expressed 
propositionally and tested against reality; 

general propositions can be sought which allow exhaustive 
definitions and the statements of general laws to be made; 

to go beyond the tangible, finite and familiar in spatial concepts, to 
conceive the infinitely small and to invent imaginary systems; 

to become conscious of one's own thinking, reflecting on it to 
provide logical justification for judgements made; 

to deal with a variety of complex relations such as proportionality 
or correlation . 

(Beard, 1968) 
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In the examination of the characteristics of project work, Beaumont and 

Williams (1983) give the following guidelines: 

Projects should involve: 

(i) the solution of a problem; 

(ii) initiative by the student group; 

(iii) a variety of educational attitudes; 

(iv) the presentation of some 'end product'; 

(v) a considerable length of time, that may range from "a week 

to a couple of months"; 

(vi) the teacher as facilitator rather than as a traditional instructor. 

Tables 2 .2 and 2.3 identify the perceived aims of projects according to 

Beaumont and Williams' definition of the approach and with respect to the 

development of O-Ievel projects designed for the "Geography 14-18" curriculum 

in Britain. An analysis of the characteristics, aims and objectives of tasks 

related to this approach emphasises : 

i) The high degree of pupil participation and involvement in the 

choice, design and structure of the activity. Projects, therefore, 

are individualised in that the particular pupil or group of pupils (if a 

group project) decide on a study which will cater for their interests. 

ii) The role of the teacher as a facilitator rather than an instructor. 

These activities are therefore unstructured in terms of 

'teacher-direction' and because of this, the projects will not have 

easily predicted outcomes. 

iii) That the assessment and evaluation of such activities cannot be 

related to the more traditional forms of objective-type numerical or 

symbol assessments, because of their highly individual nature. 

iv) The wide variety of areas which may be incorporated into studies 

of th is nature, and which depend to a large extent on individual 

pupils' areas of interest. 
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v) The broad spectrum of skills, proficiencies and techniques which 

can be employed in the design and development of projects. 

TABLE 2.2 

THE PURPOSE OF PROJECT WORK 

to encourage students to make their own choice of a subject of I 
study and thus encourage a sense of commitment and personal , 

responsibility for the task; 

to give students practice in learning to learn by undertaking a 

piece of personal research involving activities such as: planning 

the work, hunting out sources, collecting material, selecting from 

it and deciding on presentation; 

to enable students to experience the satisfaction of working on a 

complex task over a period of time with the possibility of 

producing a result of permanent value and interest to themselves 

and others; 

to provide scope (where possible) for a degree of cooperation 

among students in an atmosphere of emulation. 

to provide opportunities for the practice of communication skills in 

a framework where language is used in a number of ways for real 

communication : seeking information, oral and written reporting, 

discussing, synthesizing, revising and edition, etc. 

(Adderly in Beaumont and Williams, 1983, p. 2) 

A further feature of projects which needs to be examined in the clarification of 

the concept is that of the approach which is used in the design and 

development of these activities. Projects are linked to a particular line of 

enquiry and frequently associated with a systematic scientific approach 

(Figure 2 .1) . This approach is concerned with the identification of a problem, 

the formulation of an hypothesis, the testing of the hypothesis through the 
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TABLE 2.3 

AIMS AND OBJECTIVES OF INDIVIDUAL STUDIES AT O-LEVEL 

Knowledge of the : 

(a) facts specific to this area of study; 

(b) concepts which give meaning and coherence to those specific 
facts; 

(c) higher-order generalisations linking those concepts. 

2 Thinking or reflective abilities (conceptual skills) and in particular the 
ability to: 

(a) interpret experience and data by discerning meanings and order; 

(b) identify and define problems; 

(c) suggest relevant models and hypotheses to be tested; 

(d) devise a simple programme of inquiry. 

(e) appraise evidence critically. 

3 Attitudes, feelings and sensibilities, for example, to: 

(a) have sufficient self-confidence to advance opinions which differ 
from those of others including 'authorities'; 

(b) tolerate ambiguity and doubt; 

(c) suspend judgement when the data available is insufficient; 

(d) be ready to acknowledge deficiencies in his findings as failure to 
solve a problem; 

(e) be open-minded enough to examine alternative ideas rationally and 
to change position when the evidence warrants it. 

4 Social and academic skills, including the ability to: 

(a) work independently or to take individual responsibility within a 
larger group project; 

(b) use source books; 

(c) process and present data cartographically using appropriate 
techniques and interpret results correctly; 

(d) carry out simple statistical exercises where appropriate and 
interpret their findings; 

(e) express ideas in writing clearly and concisely . 

(Tolley and Reynolds, 1977, p. 127) 
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FIGURE 2.1 

SYSTEMATIC SCIENTIFIC APPROACH TO PROJECT 
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collection and collation of data and its evaluation, in order to either affirm or 

to reconstruct the hypothesis . The final result of this approach may be seen 

to rest in forecasting or prediction . 

Bartlett (1984) describes a further approach to projects which is based in the 

humanistic perspective of knowledge and is related to a qualitative rather than 

a quantitative line of enquiry. (Figure 2.2). A key feature of this particular 

approach is that the data collected is appraised subjectively rather than 

objectively. The end result is, therefore, not a single solution, but rather a 

number of alternative scenarios which examine the interrelatedness of the 

various aspects of a problem, the so-called 'multiple realities' (ibid, p. 70). 

This approach is seen to be relevant to present school syllabuses as modern 

geography is based not only on skills and concepts but on values and 

attitudes which are subjective rather than objective. 

In the design and development of projects, the choice of the pupils' study 

area will determine the most suitable line of enquiry. Thus a pupil who is 

concentrating on the analysis of the dynamic equilibrium of a particular beach 

area is more likely to choose the scientific approach, while a pupil engaged in 

a case study of development strategies to apply to a particular rural 

community will choose the latter approach . 

Should projects, therefore, form a part of the 1ST programme in a school, the 

teacher will need to be aware that, as valuable as such activities are, the 

pupils will require a considerable degree of training and instruction in the 

various techniques which are needed for studies of this nature. Chapters 

seven and eight of this thesis examine the design, development and 

implementation of projects in a school situation . 

The above analysis reveals that the so-called project applies to a specific 

activity which is governed by a particular set of aims and objectives, has 

definite characteristics and follows a particular line of enquiry . Thus, the 

application of this term to general student-based activities is misleading . 

Beaumont and Williams (1983) make a clear distinction between those problem 

orientated and structured activities which, while still pupil-centred, are teacher 

directed in terms of their design, development and outcomes . These latter 

approaches to pupil-centred tasks are referred to by the authors as 'practical 

work' . For the purpose of this study this distinction between projects and 

practical work will be used in the further analysis of terms to describe 
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pupil-centred tasks and in the discussion relating to the implementation and 

development of an 1ST programme (Chapters seven and eight). 

2.3.2 Practical work 

(a) Short structured activities 

Practical work in geography is generally associated with the interpretation and 

analysis of topographical maps, aerial photographs or synoptic maps. Hurry 

(1980)' however; identifies practical work as any work which involves the 

pupil. In the context of Hurry's discussion, practical work refers to any 

structured task or activity which is devel:>ped by the teacher and given to the 

pupil whether in class time, as homework or in the field. Structured activities 

such as these are designed for revision, for reinforcement or for highlighting 

and emphasizing certain sections of the syllabus. Practical work may involve 

the pupil in the completion of worksheets, based on structured questions; in 

experiments or in the development of models. Such activities are designed 

specifically to suit the pupils' level of development and abilities. Thus, in 

terms of this analysis, practical work is identified as being those tasks which 

are generally designed by the teacher for fairly rapid completion by the pupils. 

Tasks such as these may be designed to develop pupils' abilities in terms of 

problem-solving or decision-making and may be centred on the development 

of specific skills, concepts, propositional knowledge and values associated 

with various aspects of the geography curriculum. As such they would form a 

valuable part of a school's 1ST programme, being directly related to the 

requirements of the curriculum and associated with the development of the 

proficiencies described. Specific strategies with which the tasks may be 

associated are discussed in chapter three, while their development and 

implementation are discussed in chapters seven and eight. 

Short, structured tasks, such as the above, however, form one aspect of 

practical work in terms of Beaumont and Williams' analysis (1983). Terms 

which are commonly used to describe larger structured activities undertaken 

by pupils include 'assignment', 'theme', and 'independent study theme' . 



27 

(b) Assignments 

Teachers in South Africa are most familiar with the term 'assignment'. This 

concept is viewed from the perspectives of Moller (1983) and Hurry (1980), 

who analyse the term in relation to the form which was suggested by the 

1973 syllabus and which, according to Diepeveen (1986, pers. comm.), is still 

the most commonly used learner-centred task in Cape Education Department 

schools. 

Hurry (1980), in his analysis of this type of activity, refers consistently to 

these pupil-centred tasks as 'assignments', while Moller uses the terms 

'independent study theme' and 'assignment' interchangeably. Both authors 

identify assignments as structured activities which are controlled by the 

teacher. 

Therefore, the teacher's role in developing these activities is to: 

(i) designate the area of study; 

(ii) determine the structure and format of the activity; 

(iii) decide on the length of the completed product; or will 

(iv) determine the form which the completed product will take, i.e. a 

chart, a poster, an essay, a report, etc; 

(v) indicate the type of illustrative material that should accompany the 

completed product, this may include maps, schematic diagrams, 

photographs, graphs, tables, etc; 

(vi) identify the problem or problems which will be investigated if the 

assignment is to be problem orientated; 

(vii) decide on the line of enquiry to be followed if this is applicable to 

the particular assignment set. 
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The pupil's role in these activities is seen as being related to 

(i) the selection of material which will be suited to the area of study; 

(ii) the analysis of the selected material; 

(iii) organising the selected material into a coherent and logical whole; 

(iv) managing and arranging the time which is allocated for the task. 

While assignments are structured and teacher-directed, Moller (1983) 

perceives these activities as a means to introduce pupils to less tightly 

structured activities, which are represented by worksheets or data response 

activities. Assignments may be viewed as a useful tool to develop the skills 

and techniques which the pupil will need for projects. Thus, assignments 

should: 

(i) provide the pupils with the opportunity to utilize a variety of 

primary and secondary sources (as assignments may be related to 

field reports); 

(ii) expose the pupil to a variety of skills in terms of the retrieval and 

collection of information, both in the field and from printed sources; 

(iii) develop a variety of techniques related to the presentation of the 

collected and selected data; 

(iv) introduce pupils to problem-solving and decision-making 

techniques; 

(v) emphasise the correct use and development of illustrative material; 

(vi) expose pupils to the utilization of a variety of audio-visual 

techniques, with regard to the development of software and the 

use of hardware such as cameras, slide-tape projectors, OHP and 

computers. 

Assignments as a part of the 1ST programme can be applied to all standards in 

the high school, but are seen as particularly valuable in the junior secondary 
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phase. The implementation and analysis of such activities is discussed in 

chapters seven and eight, while particular strategies which can be related to 

assignment work are examined in chapter three. 

(c) Themes 

While the term 'theme' is frequently used interchangeably with that of 

'assignment', an analysis of this particular learner-centred task indicates that 

it differs from the assignment in a number of respects . An analysis of themes, 

as discussed by Meirding (1973); Kelly (1978) and Cracknell (1981) reveals that 

themes, while having certain basic characteristics, differ in respect to their 

application regarding the age level of the pupils for whom they are designed. 

The essential characteristics of themes include the following: 

(i) they are related to the pupils' interests, whether done as a group 

activity or as an individual piece of work; 

(ii) they are essentially inter-disciplinary activities; 

(iii) they are viewed as an integral part of the teaching programme and 

much of the work is done in class time; 

(iv) the teacher's role is largely supportive rather than directive; 

(v) they may use a variety of strategies and approaches but are not 

directly associated with a particular line of enquiry. 

Cracknell (1981) sees such activities as valuable for younger pupils in that it 

develops specific skills, attitudes and values which, in the primary phase, are 

needed for specific disciplines. In the junior secondary phase of high school 

these activities may be used to introduce pupils to the skills and techniques 

which they need for more advanced individualised study. 

Meirding (1973) and Kelly (1978) view such work as particularly useful in 

mixed ability classes in the secondary school where pupils are able to work on 

areas which interest them either as individuals or in small homogeneous 

groups. Such inter-disciplinary activities are perceived by Meirding as being 

valuable as a means to encourage pupils to develop their own interests and to 

use their own initiative. 
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While thematic work may be more difficult to organise in South African high 

schools, which are rigidly linked to specific subject areas, it is viewed as a 

useful strategy to use with slower learners as it allows these pupils to work at 

their own pace. Other aspects of this approach which make it suited to slower 

learners include the following . The thematic approach: 

(i) is more closely associated with observation than interpretation; 

(ii) is related to data collection rather than data ana lys is; 

(iii) need not be problem oriented in the sense that projects are; 

(iv) can be tailored to the abilities of the pupils. 

This analysis notwithstanding, thematic studies as done in Cape Education 

Department primary schools, particularly in the senior primary phase, 

frequently involve pupils in analysis of the collected material and to aspects of 

problem-solving. Primary schools find this approach particularly useful as it 

caters for the mixed ability grouping in the schools. 

If thematic studies are to be included in the practical component of the 1ST 

programme of high schools, most schools would find these activities more 

suited to the junior secondary classes where team teaching across a variety of 

disciplines may be possible. 

2.4 SUMMARY 

The term 1ST in the 1985 Revised Syllabus and the 1993 Draft Core Syllabus is 

identified as a 'blanket term' which covers a variety of approaches to 

learner-centred tasks . The basic distinction between the various approaches 

which may be used in the design and development of learner-centred tasks is 

made between those tasks which are designed as projects and tasks which 

fall into the, sphere of practical work. 

Projects are primarily related to problem-solving skills and require the 

identification of problems and the search for solutions. This type of activity, 

therefore, emphasizes the pupils' interpretative ability and is based on the 

assumption that the pupils have reached the stage of formal operancy . 

Projects follow a particular line of enquiry, being related either to the 
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'scientific' or 'qualitative' models. Project work is learner-centred in that the 

teacher's role is that of a facilitator rather than an instructor . The outcome of 

such work is difficult, if not impossible, to predict and the results are less 

easily measured in terms of a marked assessment . Such activities are, by their 

nature, more suited to the senior secondary phase of the high school. 

Practical work is characterised by its high degree of structuring in that the 

teacher directs and controls the activity. The outcome of such tasks is to a 

large degree predictable and is generally measurable in terms of a marked 

assessment. Practical work tends to emphasize the collection and collation of 

data, whether in the field or from various other sources. Each specific 

exercise in practical work tends to stress a specific set of skills, which are not 

confined to the high order skills of analysis, synthesis and evaluation. There is 

generally no set line of enquiry and the tasks are not linked to any specific 

model. Practical work may take the form of a variety of short, structured 

exercises from worksheets to data response exercises to larger structured 

assignments or inter-disciplinary themes. 

Whatever their form, the learner-centred tasks within the school's 1ST 

programme ought to be related to the development of skills, values and 

attitudes and should be so designed that they promote the acquisition of 

propositional knowledge. The learner-centred tasks should help the pupil to 

acquire proficiency in terms of problem-solving and decision-making. 

The development and implementation of these tasks should be viewed as part 

of a programme which occurs throughout the year, rather than as occasional 

activities. 
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CHAPTER THREE 

THE DESIGN, DEVELOPMENT AND IMPLEMENTATION OF 1ST IN 

THE GEOGRAPHY CURRICULUM: THEORETICAL CONSIDERATIONS 

The preceding analysis concerned the nature and form of 1ST with respect to 

the requirements of the present South African geography syllabuses and 

according to the terms in current use describing these tasks; thereby relating 

1ST to a programme of activities designed to develop concepts, skills, values 

and attitudes within a practical and a project component. The design, 

development and implementation of 1ST, however, needs to be based on a 

broader theoretical framework than the previous conceptual analysis if 1ST in 

the school is to be governed by a set of rational principles which will provide 

the pupil with a variety of learning experiences that are relevant and 

worthwhile. Accordingly, this chapter will : 

examine the aims and objectives of the geography curriculum in 

terms of current geographical theory and the implications of this 

theory for 1ST, with regard to the design of the tasks and the 

approaches which ought to be used for their development and 

implementation; 

2 explore a number of learner-centred strategies which may 

appropriately be applied to 1ST in order to develop the skills, 

values and attitudes which are at the heart of current geographical 

theory; 

3 examine the use of assessment systems which are applicable to 

the assessment and evaluation of tasks which are concerned with 

the development of proficiencies in the affective and cognitive 

domains rather than on the presentation of facts or on descriptions. 

As the purpose of this research was to explore the possibility of developing an 

1ST programme as an integral part of the geography curriculum, the following 

discussion is intended to identify the existing theoretical framework upon 

which the present geography syllabus is based, rather than to present a 

critique of either the theory or the syllabus. 
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3.1 THE AIMS AND OBJECTIVES OF THE GEOGRAPHY CURRICULUM IN 

RELATION TO CURRENT GEOGRAPHICAL THEORY AND THE 

IMPLICATIONS FOR 1ST 

3.1.1 Aims as statements of intent in the geography curriculum 

Broadly speaking, aims are statements of intent or purpose . In an educational 

sense they attempt to describe the wider ends towards which educational 

institutions are working and are characterised by the so-called 

"mission-statements· drawn up by schools and other educational institutions. 

Peters (1966, p. 28) refers to aims as a way of "getting people to get clear 

about and focus their attention on what is worthwhile achieving.· In a subject 

context, Marsden (1976) claims that statements of aims generally justify the 

reasons for the inclusion of that subject into the school curriculum. 

Aims in a subject context are accepted as being both desirable and necessary 

as they: 

(i) serve as guides in the selection of content and methods to be 

included in the curriculum (Bennett, 1973); 

(ii) enhance the 'structure' and 'coherence' of a planned activity 

(Peters, 1966, p. 29) . 

There are, however, certain problems associated with the statement of aims 

for a curriculum. 

(i) As a statement of intent an aim such as to engender a love of 

country is associated with an outcome which is impossible to 

measure (Graves, 1975). 

(ii) There may well be a difference between what the statement of 

aims intends the subject to achieve and what in fact it does 

achieve (Graves, 1975; Marsden, 1976) . Graves warns that 

outcomes may be negative as well as positive, may be difficult to 

predict and to anticipate and that an activity frequently results in 

numbers of unintended outcomes (Graves, 1975). 

Statements of aims reflect the theory which underpins the choice and 

structure of the content and the approaches to the subject. Such statements 

in the curriculum involve value judgements concerning the essential concepts 
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which distinguish geography from other subjects (Hall, 1982), and how 

geographers think about geography. The geographical theory within which the 

syllabus is located cannot, however, be separated from a particular ideology. 

This relationship is underlined by Gould (1985) and Graves (1985) who 

emphasise the links that are forged between geographical paradigms and 

ideologies and the social, political and economic factors which prompted their 

formulation and development. 

Statements of aims in the current syllabuses also reflect accepted educational 

theory and the educational expectations of society. 

The following analysis of the theoretical framework upon which the South 

African geography syllabus is based reveals a "palimpsest" (Clark, 1989, p. 

46) in which remnants of geographical paradigms are retained and reflected in 

the statements of aims and in the content and structure of the syllabus. 

3.1.2 Geographical theories and their influence on the South African 

geography syllabus 

Although Hall (1984, p. I) avers that "until the 1960's most knowledge in the 

geography classroom was fit only for the bonfire," Clark (1989). in his analysis 

of the development of the South African geography curriculum, reveals that 

some of the brushwood for the bonfire stemmed from traditions which 

continue to have a useful role in the present geography syllabus. 

While the descriptive approaches to the teaching of geography are rightly 

criticised, geographical paradigms prior to 1960 provide certain perspectives 

which have value. These include the view of geography as a bridge between 

the arts and sciences and the interest in regional studies. The former has 

given rise to the holistic and interdisciplinary approaches to geography and 

the latter to an interest in the developing and developed nations of the world . 

While there have been considerable changes in the approach to geography in 

terms of what is worth including in the syllabus and with respect to the 

purpose of geographical education, Clark (1989) demonstrates that a school 

syllabus encapsulates the sum of that which is perceived to have value in a 

discipline. 

Notwithstanding the influences of past paradigms on geography curricula, the 

following three perspectives have dominated the approaches adopted by 

geography syllabuses in the western world. 
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(i) Positivism represents a shift from the descriptive methodologies of 

rationalism and empiricism to the quantitative approach associated 

with scientific systematic studies. This approach is characterised 

by an emphasis on analytical reasoning, a respect for evidence and 

a search for general principles. This approach to knowledge was a 

reflection of the technocracy which characterised western society 

in the 1950's and 1960's. 

The 'new geography' of the 1960's and the 1970's adopted the 

positivist perspective and the quantitative approach formed the 

basis of school geographies in Britain (Geography 14-18), in the 

USA (High School Geography Project), in Sweden and in other 

parts of the western world. The 1973 syllabus introduced South 

African schools to this perspective. The orderly progression of 

information and its systematic analysis is a feature of this 

approach, which Hall (1984, p. 5) views as one of the reasons for 

its success in schools, making it an "approach to inquiry that can 

be transferred easily into the classroom." The influence of the 

quantitative paradigm in the 1985 Revised Syllabus and the 1993 

Craft Core Syllabus is revealed in the emphasis on: 

* the acquisition of cognitive skills; 

* quantitative analysis rather than on description; 

* the 'scientific' approach to learner-centred activities. 

The 1973 syllabus was criticised for its clinical and antiseptic 

approach to geography (Earle, in van der Merwe, 1982), and for 

the way in which the 'new geography' either ignored 'man's' role 

in the environment or if included in a study, reduced him to a 

statistic. 

(ii) The negative reaction of geographers to positivism was an echo of 

the ideology of social realism or neo-Marxism which portrays the 

individual as an agent capable of interpreting his environment from 

his own personal knowledge and experiences (Gould, 1985; 

Johnston, 1985). Humanistic approaches such as social realism 

regard knowledge from the perspective of "assimilated 

experiences" (Hall, 1984, p. 7). This approach represents a shift 

from the positivist line of enquiry to that of the qualitative 

approach described in chapter two. A key feature of humanistic 
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perspectives is the greater emphasis placed on values, feelings 

and emotions in studies related to people-environment 

investigations. The emergence of humanistic approaches in the 

latter half of the 1970's and the 1980's is viewed as a reaction to 

the fa ilure of technocratic attempts to resolve economic, social 

and political problems. Johnston (1985) identifies the development 

of social realism in relation to the restructuring of the British 

society in the 1970's and the 1980's and the call for greater 

productivity . 

In educational terms the humanist paradigm emphasises the 

development of the "whole child" and therefore reflects the 

increasing importance placed on the development of the affective 

domain. In a geographical context this approach led to a concern 

for human and regional geography, which many geographers felt 

had been under-emphasised in the 'new geography'. Regional and 

human studies in geography are, however, examined from an 

issues-based stance rather than from "an empiricist" view 

(Johnston, 1985). Thus, while qualitative in nature, they are related 

to what has been described as a far more open approach than the 

more traditional descriptive methodologies. The 1985 and the 1993 

syllabuses reflect the influence of humanistic perspectives in the 

greater emphasis placed on an issues-based approach to themes 

such as urbanisation, rural problems and solutions, environmental 

management and the management of resources. 

Valuable as humanistic approaches may be in alerting pupils to the 

need for tolerance and as a means to develop care and concern for 

the environment and the plight of others less fortunate, these 

approaches were seen as flawed as they over-emphasise what Hall 

(1984, p. 7) refers to as "the role of the ego" in a world that needs 

modern science and technology . The geographical pendulum 

having swung this far left in reaction to the positivist ' right' 

prompted geographers to search for an approach which was better 

suited to the needs of the pupils in terms of the reality of the 

1980's and beyond. 

(iii) Environmentalism or the ecological perspective, which merges the 

approaches to geographical education of the past three decades 

(Hall, 1984) developed in response to the perceived need for a 
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'unifying' paradigm which would provide a central conceptual and 

structural framework for geography courses and which would 

bridge the gap between the 'Iocational' and 'environmental' 

components of geography (Preston-Whyte, 1982). The merger of 

the various perspectives (Figure 3.1) resulted in what was accepted 

as a dynamic and flexible approach to the teaching of geography, 

which could be applied equally well to physical and human 

geography. The ecological perspective was adopted by the British 

project, 'Geography 16-19' in 1980 and is reflected in the aims of 

the geography curriculum (June 1990) proposed for schools in 

Wales. The application of the environmental approach to 

geography teaching combines an understanding of process, 

pattern and relationship in the study of an aspect of the 

environment with that of perceptions relating to the issues and 

problems which exist in that environment. The pupil is, therefore, 

exposed to cognitive and affective processes, within a framework 

of knowledge which is perceived as having 'meaning' and which is 

relevant to the pupil's needs. 

3.1.3 Current aims in geography in relation to geographical theory 

The preceding analysis reveals that each geographical paradigm leaves traces 

which may be identified and isolated, either in the individual aims, in the 

content or in the structuring of the syllabus. Such an analysis, while exposing 

the 'rich palimpsest' of the curriculum, is somewhat unsatisfactory as it 

leaves no lasting impression of 'coherence', 'structure' or 'purpose'. In order 

to determine whether in fact there is some unifying principle governing a 

syllabus and what it is, the statement of aims needs to be analysed as a unit. 

Before considering the geographical aims of the present South African 

syllabus, the aims of British school geography will be analysed as being 

representative of western thinking in terms of modern geography syllabuses. 

The following analysis is based on the response of British geographers to a 

challenge issued by the Secretary of State for Education and Science to justify 

the inclusion of geography into the new centralised curriculum planned for 

Britain (Bailey, 1986). Geographical aims in British schools emphasise 

(i) that the content must be sensitive to the educational needs of the 

pupils at varying stages of their development, thereby underlining 

the essentially learner-centred perspective of the curriculum; 
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(ii) the need for pupils to understand their place in their local 

community as well as on a national or global scale; 

(iii) the need for pupils to be aware of and sensitive to the issues that 

affect the lives of others as well as the global issues that will 

affect the lives of all people; 

(iv) the pupils' understanding of environmental issues; 

(v) an awareness of the power structures that exist in society and the 

way in which the 'decision-makers' function within power 

structures, whether they are political, social or economic; 

(vi) the development of skills that are especially related to geography; 

(vii) learning tecnhiques that will enable the pupil to learn 

independently. 

In relating the above statements of aims to the various geographical 

paradigms previously examined, it would appear, from the reasons given 

below, that the 'coherence' and 'structure' of British school geography is 

essentially provided by the ecological perspective. 

(i) The criteria governing the selection of the syllabus content are to 

be relevant and meaningful in terms of the pupils' educational and 

socio-economic needs. 

(ii) Provision is made for the development of skills in both the 

affective and cognitive domains. 

(iii) There is both a balance and an interaction between human 

geography and physical processes. 

(iv) Recognition is given to the role of values, feelings and emotions as 

well as to the importance of procedures that govern a modern 

technologically advanced society. 

The analysis of the general statement of aims in the 1985 Revised syllabus and 

the 1993 Draft Core Syllabus (Appendix 2) reveals a close similarity with the 

stance taken by British geographers in terms of the purpose of school courses. 
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Both the British and the South African geographical aims stress: 

(i) the learner-centred perspective, which emphasises the need to 

cater for the pupils' educational and socio-economic needs; 

(ii) that geography as a school subject ought to foster the pupils' 

awareness and understanding of their community and the 

environment as well as the social, political, demographic and 

economic issues which affect the lives of the individual; 

(iii) that the subject should also develop the pupils' awareness of 

global issues that Influence and affect the quality of life of 

mankind within a rapidly changing world; 

(iv) that geography in schools should maintain a balance between the 

pupils' understanding and knowledge of the systems and 

processes that are related to physical geography and those that 

are concerned with human geography. 

(v) that geography as a subject is perceived as part of the curriculum 

as a whole and as such is concerned with fostering and 

developing skills, concepts and values that are both unique to 

geography and which are associated with the principles related to 

"education as the transmission of that which is worthwhile in a 

morally acceptable manner" (Peters, 1966, p. 25). 

Therefore, the ecological perspective can be applied to the geographical aims 

in South African schools in terms of the preceding analysis. 

An analysiS of the statement of aims of a syllabus reveals much of the 'spirit' 

of the syllabus (Diepeveen, 1986, pers. comm.), but cannot reveal the 

rationale governing certain elements contained within the structure and 

content of the curriculum. 

To understand the emphasis placed on particular skills, or approaches, 

geographical objectives need to be analysed. 

3.1.4 Objectives in the curriculum: the product/process dilemma 

The objectives approach to curriculum planning and design, which 

characterises present South African syllabuses, originated in America in 1918 in 
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an attempt to clarify the purpose of education . The basic principles of 

incorporating objectives in curriculum design were developed further in 1949 

and were translated into the first functional model of curriculum design using 

the objectives approach in 1962 (Graves, 1975; Stenhouse, 1981). 

In an objectives approach to syllabus design, the aims are perceived to 

provide the broad framework with the objectives providing the structure. In 

order to assess the implications of objectives on the planning, development 

and implementation of an 1ST programme, objectives are considered in terms 

of their influence on the design of the geography curriculum; the long-term 

objectives as stated in the introduction to the most recent geography 

syllabuses; and the short-term objectives which the teacher is expected to 

select in planning a lesson or an activity . 

(i) Operational objectives are those objectives which the curriculum 

designer applies as a means of establishing criteria for the 

selection of the syllabus content and for the structuring of that 

content. An objectives approach to curriculum design, therefore, is 

an attempt to ensure that the teacher knows what the pupils 

ought to learn and what "learning experiences' should accompany 

the teaching of the content (Taba, in Stenhouse, 1981). Knowing 

this, it is claimed, will help teachers to set tests and examinations, 

as they know in advance what is expected of the pupils and will 

aid in the selection of appropriate learning strategies (Tolley and 

Reynolds, 1977). Bennetts (1973) claims that a clear understanding 

of the objectives for geography provides teachers with a broader 

perspective of the pupils' educational needs. 

(ii) The long-term objectives as stated in the preamble to a geography 

curriculum, provide a broad framework of proficiencies which 

pupils are expected to acquire in the course of their exposure to 

the syllabus content and as a result of their learning experiences. 

The analysis of these objectives in the present syllabuses in 

chapter two reveals the emphasis that is placed on both the 

cognitive and the affective development of the pupil. 

(iii) Each lesson and each activity is expected to be given focus 

through the selection and setting of objectives, such objectives are 

expected "to be closely correlated with the aims of the subject 

and the resources available" (1993 Draft Core Syllabus, p. 2) . 
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Marsden (1976) suggests that an objectives approach to teaching 

will aid the teacher by : 

* 

* 

* 

providing the means to ensure that the individual needs, 

interests and abilities of each pupil can be met; 

facilitating the development and progression of learning, 

through the sequencing of learning experiences from one 

stage to another; 

allowing for feedback that is of value to both teachers and 

pupils . 

Essentially, an objectives approach, whether applied to the design of the 

curriculum and its structure or to the organisation and planning of lessons and 

the activities within those lessons, is seen as an attempt "to improve practice 

by increasing clarity about the ends" (Stenhouse, 1981, p. 83). 

Stenhouse's analysis of what is referred to as the "organizing power" of the 

objectives approach to curriculum design and to teaching (1981, p. 56) reveals 

that 

(i) through the selection of objectives, aims can be translated into 

achievable targets, which can be tested, evaluated and improved; 

(ii) objectives make it possible for the content to be allied with a wide 

variety of theoretical considerations in terms of currently accepted 

educational perspectives and the educational expectations of 

society. 

An objectives approach, however, is not without problems. Much of the 

criticism arises out of the way in which objectives have been applied , the 

behavioural bias of objectives in the curriculum and the suggested teaching 

approaches. Stenhouse (1981) warns that the selection of objectives involves 

making value judgements. Objectives cannot be reified and therefore ought to 

be subjected to the same sort of critical analys is which should be applied to 

any value statements . 

Curriculum design within an objectives model could result in the following 

problems: 
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(i) An overly rigid and precise identification of objectives may lead to 

the belief that only absolute measurable outcomes ought to be 

catered for . This, Marsden (1976) suggests, w il l stifle opportunities 

for creative and spontaneous learning experiences and will reduce 

innovation and experimentation in a discipline . 

(ii) The strict adherence to a set of objectives may cause a teacher to 

ignore the many unintended outcomes with which most learning 

experiences are associated. In this way potentially valuable 

educational opportunities are lost (Graves, 1975). 

(iii) Objectives in a curriculum may neglect the affective domain as 

learning experiences related to values, attitudes, feelings and 

emotions are either difficult or impossible to express in behavioural 

terms (Bennetts, 1973; Gowing, 1973; Graves, 1975). 

(iv) In the translation of the stated objectives of a syllabus unit into a 

lesson plan a teacher may emphasise learning outcomes which 

have little educational value, as the "identification of worthwhile 

outcomes in behavioural terms" which are measurable is difficult 

(Atkin, in Stenhouse, 1981, p. 72). 

More serious, perhaps, is the allegation that the emphasis on behavioural 

objectives is morally wrong and more closely related to indoctrination than to 

education, as objectives are essentially predictive and therefore lead to 

manipulating (Kleibard , in Stenhouse, 1981) . In reaction to these and even 

more fundamental criticisms which attacked the objectives model in terms of 

the belief that all learning outcomes are predictable and measurable and with 

regard to the perception that the clarification of the product will improve 

teaching practice (Stenhouse, 1981), a number of alternative models were 

developed. The following approach, the process model as analysed by 

Stenhouse, is discussed here as being pertinent to the analysis of the general 

aims and objectives of the present geography curriculum. 

Key features of the process model include the following : 

(i) Learning outcomes are not predicted , thus the processes involved 

in learning are emphasised rather than the end product. 
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(ii) The teacher and the pupil are actively involved in the learning 

process; while the teacher seeks to provide the climate for 

spontaneous and varied learning experiences, the pupils' input to 

the learning programme may create unexpected and valuable 

learning opportunities which the teacher is able to exploit because 

of the flexibility of the model. 

(iii) Actions and activities play a far more important role than a 

catalogue of facts, thus the learning process and the acquisition of 

knowledge is the result of the collective experiences of the pupil 

and the teacher, set within a framework of "procedures, criteria 

and concepts" (Stenhouse, 1981, p. 85). Table 3.1 illustrates such a 

framework. 

TABLE 3.1 

FRAMEWORK OF PROCEDURES FOR THE DEVELOPMENT OF ACTIVITIES 

To initiate and develop in youngsters a process of question-posing 

(the inquiry method); 

2 To teach a research methodology where children can look for 

information to answer questions they have raised and use the 

framework developed in the course (e.g. the concept of the life 

cycle) and apply it to new areas; 

3 To help youngsters develop the ability to use a variety of 

first-hand sources as evidence from which to develop hypotheses 

and draw conclusions; 

4 To conduct classroom discussions in which youngsters learn to 

listen to others as well as to express their own views; 

5 To legitimize the search; that is, to give sanction and support to 

open-ended discussions where definitive answers to many 

questions are not found; 

6 To encourage children to reflect on their own experiences; 

7 To create a new role for the teacher, in which he becomes a 

resource rather than an authority. 

(Hanley, Whitla, Moo, Walter, in Stenhouse, 1981, p. 92) 



46 

A basic problem of this approach is that of assessment, as the pupils' 

development in terms of a general body of knowledge, skills, values, attitudes 

and personal growth is considered to be more important than the acquisition 

of specific factual data within that body of knowledge. The process model 

therefore comes into conflict with an educational system that attempts to 

measure pupil development in terms of a product view to learning. 

The process approach is, therefore. perceived as being particularly suitable to 

those sections of the curriculum which are related primarily to understanding. 

An analysis of the proposed 1993 South African geography syllabus in the 

light of the preceding discussion reveals that: 

(i) The introduction to the 1993 Draft Core Syllabus has an essentially 

learner-centred focus in both the aims and the objectives, which 

emphasises the development of the 'whole child', thereby 

precluding behavioural objectives from being used as the sole 

criterion to measure learning outcomes. The identification of the 

general long-term objectives in terms of the Rylian notion of 

knowledge, which perceives the acquisition of knowledge as a 

process involving the pupil in 'knowing that', and 'knowing hoW' 

as well as in a knowledge of facts and concepts, emphasises the 

need to involve the pupil in varied learning experiences which are 

both 'worthwhile' and useful. Such learning experiences involve 

complex cognitive and affective processes and may have 

outcomes which are not easy to predict. These 'objectives' 

therefore cannot be seen to be entirely behavioural and reflect the 

influence of both the positivist paradigm and humanistic 

approaches which are merged with the ecological perspective to 

create a more equitable approach to teaching practices. 

Iii) The subject content in each standard is divided into a series of 

modules and then sub-divided into a series of topics. These are 

detailed according to the factual and conceptual framework which 

is to be covered by the teacher. An accompanying commentary 

provides guidance in terms of the appropriate resources to be 

applied; identifies the occasional activities suited to a particular 

area of the study and suggests "appropriate" teaching approaches . 
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Cataloguing content in this manner inevitably gives rise to a behavioural bias 

with the emphasis on product rather than process, thereby creating the 

dichotomy which exists in the present syllabuses between the 'intended ' 

outcomes contained in the preamble and the actual outcomes, which result 

from the teacher's adherence to the content outline rather than the general 

aims and objectives (Ballantyne, 1986). 

An analysis of the proposed geography syllabus for Wales (June 1990) drawn 

up in compliance with the stated aims as presented by Bailey (1986) for the 

centralising of geography in the national curriculum, reveals the same 

dichotomy as that of the South African geography syllabus. Thus, the aims 

and general objectives reflect the ecological perspective, while the content 

detail is, if anything, more prescriptive and specific in terms of the behavioural 

bias than the South African syllabus. 

This underlines the problem that exists in terms of the attempts to create a 

syllabus which reflects the current theoretical principles, yet is of necessity 

product orientated because of the examination system which attempts to 

standardise pupil performance. 

3.1.5 The implications for 1ST in terms of the planning and development of a 

programme based on a process oriented model 

The development of an 1ST programme in schools needs to consider an 

approach which, while largely based within the process model, includes 

aspects of the objectives approach as pupils must be adequately prepared for 

the senior certificate examination. 

The developmental stages in such a model are represented in Figure 3.2. The 

model is divided into three broad phases: the development of the programme 

for the various standards in the high school analysis, evaluation and feedback 

after each activity is completed and at the completion of the programme each 

year. The model may be perceived as a cyclic approach operating on a yearly 

basis, with the feedback phase influencing the input and output . 
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The first consideration in the development of an 1ST programme must be in 

terms of the theoretical perspective which the geography curriculum reflects . 

The 1ST programme will therefore be based on the tenets governing the 

ecological perspective. This perspective provides opportunities to utilize and 

develop quantitative and qualitative approaches in the design and 

development of specific activities. The pupils are therefore exposed to the 

widest possible range of skills and processes in both the affective and 

cognitive domains (chapters seven and eight). The ecological perspective 

furthermore creates opportunities for experiential learning which takes the 

teacher and pupils beyond the confines of the classroom and enables them to 

utilise the wealth of human, physical and material resources available in their 

local community. The geography of the classroom is thereby made 'relevant' 

and 'meaningful' to the pupils as they are exposed to 'real world' situations. 

The ecological perspective enables the 1ST programme to translate the aims of 

the present syllabus into achievable targets and provides the necessary 

framework upon which to base the general aims of the 1ST programme. 

The long-term objectives of a syllabus provide the focus for pupil development 

in particular areas, but give little indication of precisely what should be 

developed in each area, how it should be developed and when it should be 

developed. The detailed content for each year provides the teacher with a 

gu ide to the particular area of study which is considered appropriate at a 

particular stage of pupil development. The content of the curriculum is 

therefore arranged in order to provide a framework of progression in terms of 

knowledge. 

As the long-term objectives of the present syllabus emphasise 'knowledge', 

skills, values and attitudes and perception, they have been identified (chapter 

two) within the Rylian notion of knowledge . 'Knowledge' in terms of this 

perspective emphasises the interdependence and interrelatedness between 

facts, concepts, propositions and skills within both the affective and cognitive 

domains. Therefore, by inference, each area of study presented in the 

geography curriculum should be analysed in terms of the propositional 

knowledge and the skills which are impliCit in that unit (Griffiths, 1987) . In 

presenting the area of study the teacher will therefore need to identify: 

(i) the essential facts and concepts contained in the unit, the 

so-called 'knowing what' level of knowledge; 
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(iii the propositional knowledge which is Implicit in terms of the 

pupils' understanding of the unit of study, thus providing the 

'knowing that ' level of knowledge; 

(iii) the skills, values and attitudes with which the unit is associated, 

both in terms of the pupils' understanding of the unit and in 

relation to the tasks set in order to aid the acquisition of the 

knowledge; this is the 'knowing how' level of knowledge. 

The curriculum is, therefore, by implication, based on a progression of 

development in terms of all three of these levels of knowledge. Much of the 

identificatior. of the 'knowing that' and ' knowing what' is , however, left to 

the teacher. The development of an 1ST programme therefore needs to be 

based on a similar progression framework. This will form the basic framework 

of objectives within which the programme operates (chapter 8) . 

As an 1ST programme is essentially concerned with the development of the 

'actions and activities' (Griffiths, 1987) which pupils undertake during the 

learning process, the development of a progression framework in terms of the 

development of skills and proficiencies in the affective and cognitive domains 

is particularly important . In planning and developing the programme it will 

therefore be necessary to: 

Ii) analyse the nature of the skills, values and attitudes within each 

unit of study; 

(i) understand the various skills and skill levels that ought to be 

developed through the study of a particular area; 

(iii) be aware of the age levels at which various skills are appropriate; 

(iv) make provision for those pupils who will either not be able to 

master certain skills or who conversely are capable of more 

advanced skill development than their peers . 

The progression framework within which the 1ST programme is developed 

provides the structure of the programme which will reflect the broad 

statement of aims and which will translate these aims into ach ievable targets . 

The teacher and the pupils therefore are guided with respect to what should 

be achieved, why it should be achieved and when it :;hould be achieved. 
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3.2 LEARNER-CENTRED STRATEGIES WHICH ARE APPROPRIATE FOR AN 

1ST PROGRAMME 

Curriculum aims and objectives and the principles of procedure, while 

providing a useful starting point for the development of the 1ST programme's 

activities, gives little indication of the precise strategies which can be applied 

in order to develop the required skills, values and attitudes with which the 

present geography curriculum is concerned. The following analysis of specific 

learner-centred strategies reveals a wide variety of activities which can be 

applied to the 1ST programme, each of which is chosen because of its 

inherent concern with a particular skill or set of skills. 

The selection of the strategies is based on the need to develop activities in 

both the practical and project components of the 1ST programme. Each of the 

strategies analysed has been identified as appropriate to the geography 

curriculum and reflects the shift in emphasis from the descriptive techniques 

of rationalism and empiricism to the quantitative and qualitative approaches 

previously discussed. Certain strategies are more suited to the practical 

component, others to the project component. All of them, however, provide 

the pupils with opportunities to develop techniques and skills which can be 

applied to projects. The following analysis discusses the strategies in terms of 

their perceived value for 1ST. The implementation and evaluation of these 

learner-centred activities is considered in the second half of this thesis. 

The following learner-centred strategies are selected as being relevant to the 

development of an 1ST programme: 

(i) Data processing and data analysis. 

(ii) Models. 

(iii) Games and Simulations 

(iv) Valuing. 

(v) Case Studies. 

(vi) Fieldwork. 

(vii) Computors. 

3.2.1 Data processing and data interpretation 

The increased use of data response-type questions in the Cape Senior 

Certificate examinations for standard grade as well as for higher grade pupils 

is a measure of the importance which modern geography places on these 

techniques of interpretation, analysis and evaluation . 



52 

The processing and analysis of data is allied to the pupils' ability to both make 

generalisations and to apply generalisations in problem solving and decision 

making. The interpretation and analysis of data is particularly important in 

developing pupils' graphic skills and graphic understanding, while the use of 

statistical data develops skills in numeracy (Slater, 1982) . 

The diversity of geography creates the opportunity to employ a wide range of 

resources which are suitable for the interpretation and analysis of data. The 

table below (Table 3.2) lists resources which can be utilised in geography. 

TABLE 3.2 

DATA SOURCES FOR GEOGRAPHY 

Diagrams Photographs Models 

Maps Posters The field 

Cartoons People Newspaper articles 

Advertisements Sketches Cassette recordings 

Periodicals Case studies Films/Filmstrips 

Documents Statistics Videos 

Texts Graphs Computer programs 

Resource packs 

(Source: based on an idea from the New Zealand geography 

curriculum renewal programme) 

(Slater, 1982, p. 48) 

While the emphasis is primarily on the interpretation and analysis of data, data 

collection has value in terms of a variety of skills ranging from observation to 

library skills related to searching for and extracting material, to numerous field 

techniques including interviewing and the development of questionnaires. 

Slater (1982) provides a list of skills which data processing helps to develop. 

From this list a wide variety of learning experiences may be chosen for use 

either in the field or for classroom activities. 
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TABLE 3.3 

DATA PROCESSING SKILLS 

Intellectual skills 

I Perceiving and observing 
2 Memorising and recalling 
3 Understanding instructions/information 
4 Structuring information, classifying and organising 
5 Questioning and hypothesising 
6 Applying information and ideas 
7 Elaborating and interpreting 
8 Analysing and evaluating 
9 Identifying and synthesising 
10 Thinking logically, divergently, imaginatively 
11 Thiking critically and reflectively 
12 Generalising, problem solving and decision making 
13 Clarifying and analysing attitudes and values 
14 Communicating facts, ideas, concepts, arguments, results, values, 

decisions, feelings 

Social skills 

15 Communicating and planning with others 
16 Participating in group discussions 
17 Listening to other viewpoints and opinions 
18 Adopting a role 
19 Exercising empathy 
20 Working independently 
21 Helping others 
22 Leading a group 
23 Participating in field or research work 
24 Exercising choice and discrimination 
25 Behaving responsibly and courteously 
26 Accepting responsibility for learning 
27 Initiating and organising a learning task 

Practical skills 

28 Talking, reading, writing, drawing, acting ... 
29 Manipulating instruments and equipment 
30 Finding books and resources 
31 Walking an urban trail 
32 Using a map 
33 Organising a field investigation 
34 Preparing a wall display 
35 Administering a questionnaire 
36 Interviewing a town planner 
37 Designing a graph 
38 Taking photographs 
39 Sketching a building 
40 Presenting statistics 
41 Writing a report 

(Source: based on an idea from the New Zealand geography 
curriculum renewal programme) 

(Slater, 1982, p. 49) 
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Skill progression in terms of data collecting, data processing and data 

interpretation ranges from observation, recording, compiling and developing 

graphs, maps and schematic diagrams to the analysis, synthesis and 

evaluation of the evidence in order to solve problems or to reach decisions. 

While numerical data are used in the compiling of graphs or in tables for 

analysis, statistical methods in South African schools do not have a 

particularly high priority. The use of the median,mode, and mean calculation, 

ranking and sampling are probably the only techniques used in the geography 

classroom at present. The manipulation and processing of numerical data by 

means of these relatively simple techniques does, however, give an added 

dimension to projects and to class activities, such as map interpretation and 

analysis. Wolforth (1984) justifies the use of statistics in the classroom on the 

following grounds: 

(i) The fact that statistics are an integral part of geographical study 

and the additional tools provided by the so-called quantitative 

'revolution' have increased the quality of geographical explanation, 

understanding and interpretation. 

(ii) The utilization of these tools has encouraged the application of 

scientific systematic approaches to geography in which 

hypotheses formulation and testing plays a vital role. 

(iii) The use of statistics has provided "new ways of looking at 

geographical data which, if not dealt with in too heavy handed a 

way, can be fun . 

(ibid, p. 159) 

The fun element which Wolforth mentions, along with his warning, is 

particularly relevant to the 1ST programme in schools. While statistics and 

data response activities develop pupils' abilities to analyse, synthesise and 

evaluate, they provide a dimension to geography which is stimulating, 

challenging and satisfying. Chapters seven and eight examine these activities 

in the classroom and for projects . 

Data response activities are ideally suited to the development of short 

structured tasks in the practical component which aim at the development of 

specific skills or values or propositional knowledge, and are useful alternatives 
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to testing and 'recall-type' worksheets. Use of data response activities in this 

way helps pupils to develop techniques which can be applied in larger 

assignments and projects. 

3.2.2 Models 

The role of theoretical models in the teaching of geography in South African 

schools was considerably expanded through the introduction of the 1973 

syllabus. The Chorley and Haggett definition of models has been used to 

introduce Std 10 pupils to the model concept since the publication of the first 

of the textbooks to cater for that syllabus (Swanevelder, 1976). Key 

characteristics of models are seen to be: 

(i) Their ability to present reality in a simplified and structured form . 

(ii) The presentation of relationships or processes in a simplified 

manner. 

(iii) The removal of 'incidental detail'. 

(iv) Their ability to expose the fundamental qualities of situations, etc. 

(Swanevelder, 1987) 

Models are generally classified according to the degree of abstraction they 

employ. The traditional models used in geography are the iconic, analogue 

and symbolic models. Walford (1969, p. 20) identified the value of models in 

geographical education as a means to "draw attention to the importance of 

nomothetic rather than ideographic teaching ." The use of models encourages 

pupils to look for similarities in the study of spatial concepts, processes, etc ., 

and helps in the making of generalisations which can be applied to a variety of 

real-world situations, whether concerned with place, process or issues 

(Walford, 1969; Fien, 1984). Models therefore help in the understanding of 

complex processes, develop an understanding of concepts and principles and 

by providing structure they aid the acquisition of knowledge. However, 

experience has shown that valuable as models are for the teaching of 

geography, pupils need to be aware of the exceptions within the general 

rules . These 'wild-cards' become important to a full understanding of actual 

situations, places, etc. 
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The use of topographic maps, orthophoto maps, aerial photographs and 

theoretical models such as that of Christaller have familiarised teachers with 

the model concept. 

Theoretical models in 1ST are useful in activities designed to stimulate 

discussion and debate in a classroom situation and may be used for data 

response-type activities which emphasise analysis and evaluation in the 

understanding of spatial processes, pattern and relationships. Such activities 

within the practical component of geography are also valuable in developing 

techniques which pupils can apply to project work. A variety of useful models 

which can be applied to the practical component of 1ST and to projects are 

contained in a publication by Hurst (1972). 

The abstract theoretical models are not particularly suited to younger pupils . 

These pupils do, however, benefit from the use of 3-dimensional models . 

Developing and constructing these models as part of the 1ST programme helps 

to introduce pupils to a variety of abstract concepts and lays the foundation 

for theoretical models. 

3.2.3 Games and simulations 

Walford (1969, 1973) relates games and simulations to the model concepts 

referred to above. Games and simulations such as role-play and simulation 

gaming are valuable learner-centred activities which help pupils to develop 

skills related to problem-solving and decision-making and are particularly 

relevant to the development of values and attitudes. 

(a) Games in geography 

Games, as opposed to simulation gaming, are largely board-type activities 

such as the "Rainforest Game" (Fien, 1984, Appendix 3A), and rely to a 

greater degree on chance than simulation gaming. These simpler games are 

innovative and exciting ways to introduce pupils to new concepts, skills and 

values or can be used to reinforce or revise, being useful alternatives to tests 

and worksheets. Games are therefore useful in the practical component of 1ST 

and can also be used to vary the short structured activities used as class 

activities or as homework exercises . 



57 

(b) Simulation gaming 

Simulation gaming is, however, more complex in that it combines elements of 

simulation with the games concept. This approach is particularly useful for the 

development of problem-solving skills and decision-making skills (Fien, 1984). 

Most simulation gaming involves valuing and attitudes. 

Simulation gaming such as those included in Walford (I969) and Smith (1977) 

will generally take longer to complete than a single 35-minute period, unlike 

games such as "Rainforest". 

These learner-centred activities can form part of the 1ST programme within the 

practical component and can utilise class time if it is available or can be used 

as part of the school's enrichment programme (chapter eight). Simulation 

gaming generally involves a greater number of players than the simpler 

geographical games and while they need more organisation and planning, they 

are the most challenging and stimulating form of simulation. 

(c) Simulations using models and role play 

Theoretical models and role play can be used in the 1ST programme to help 

pupils to develop an understanding and a feeling for the reality being 

presented (Fien, 1984). The manipulation of models such as the Christaller's 

Central Place model, or Weber's model of industrial location (in Hurst, 1972), 

involves pupils in problem-solving and decision-making in relation to 'real' 

issues or situations which have been identified in the pupils' own 

environment. The use of theoretical models in this way adds the following 

dimensions to pupils' learning experiences as they involve: 

* 

* 

* 

the transmission of basic facts, concepts and principles related to 

a body of knowledge, thus achieving learning objectives within the 

area of learning-what; 

the application and manipulation of basic facts in order to identify 

problems and find solutions; 

analysis, logical exploration and reasoning. 

Role play is a form of simulation which can be applied to a wide variety of 

situations, issues and topics in geography. As a learner-centred activity in the 
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1ST programme, role play may be used as an alternative to written 

assignments with pupils investigating issues or situations from a number of 

differing viewpoints. This type of simulation involves the pupils in a search for 

evidence and its evaluation in a novel manner as their presentation of the 

material has to be convincing in terms of the role in which they have been 

cast. An important feature of role play used in this manner is the assessment 

of each player's presentation with respect to the particular bias they have 

emphasised (Fien, 1984). Role play used in this way is an exercise in values 

exploration and values assessment. Pupils are therefore able to incorporate 

the skills associated with assignments with the added dimension of the role 

play. 

As group activities, games and simulations involve all the participants and 

develop social and communication skills in addition to those discussed above. 

Pupils therefore have to listen, talk, read, as well as write and they have to 

work together, co-operate, negotiate and interact continually, thus giving the 

teacher a useful insight into this aspect of the pupils' development. 

3.2.4 Valuing strategies 

Smith (in Fien and Slater, 1981) makes the following claim: 

Whether we like it or not, every part of teaching is based in some way 

upon values; the values of the students, the teachers, the subjects, the 

resources, the institution. Because of this, schools must face the 

problems and questions of how to deal effectively with values as part 

of the educational process. 

(p. 47) 

Maye (1984) links the role of values in geographical education to the current 

aims which view the development of values as a means to: 

(i) develop the pupils' understanding of society, both theirs and that 

of others; 

(ii) lead pupils to make worthwhile contributions to the community; 

(iii) help pupils to adapt to change; 

(iv) develop the skills needed to make responsible choices. 
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Valuing strategies are, in the light of the above, an important aspect of 

geographical education; however valuing strategies must: 

(i) neither offend the sensibilities of those who are dissentors; nor 

(ii) alienate those whose values are being challenged . 

(Shinn, 1980) 

Maye (1984) presents a number of strategies which have been developed to 

allow pupils to acquire the cognitive and affective skills related to the sorts of 

judgements and decisions which characterise the development of values and 

attitudes, while Fien and Slater (1981) describe "values probing." 

Each of the strategies is considered briefly. 

(i) Moral reasoning is based on the 'moral dilemma' story which is 

presented incompletely. This reflects the work of K6hlberg and 

emphasises the role of choice in relation to values problems. Maye 

describes various ways in which this method could be linked to 

other investigative strategies, such as that of the case study, 

simulation or problem solving . Moral dilemmas of this sort are 

especially useful for younger pupils as it introduces them to the 

techniques needed for making value judgements. 

(ii) Values analysis is based on the examination of evidence which is 

relevant to a particular issue or situation being investigated. The 

pupils use the available resources to identify particular values and 

attitudes. This strategy is a useful means to develop pupils ' 

abilities with regard to the critical analysis of evidence and as a 

part of the 1ST programme has the added value of preparing pupils 

for project work. 

(iii) Values clarification is an approach to valuing which aims at giving 

the pupil the opportunity to "recognise his or her own values and 

to make values choices in a non-judgemental and non threatening 

situation" (Maye, 1984, p. 38). Values clarification is closely 

related to techniques which employ rating, ranking and analYSis 

which lead to the formulation of value statements . 
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(iv) Action learning or values probing, concern strategies which 

attempt to involve pupils in issues and to see themselves as part 

of their environment and community, capable of taking a stance 

and being involved. These approaches encourage the pupils to 

analyse and evaluate the evidence associated with a topical or 

controversial issue and to base their stance on reasoned choices; 

then, having come to a conclusion, the pupils are encouraged to 

become participating members in finding a solution to the problem 

under investigation . 

Environmental issues, resource management, settlement problems, economic 

issues, population and demographic problems, are some of the areas in the 

present syllabus that are value laden and it is difficult to see how these and 

other areas can be presented to the pupils without an exploration of attitudes 

and values. The 1ST programme is a vehicle which can be used to develop 

attitudes and values without resorting to values inculcation, which is highly 

teacher-directed and could lead to indoctrination . 

3 .2 .5 Case studies 

A case study is a detailed study of a particular place or phenomenon which 

could include the application of theory to a 'real world' situation, the 

clarification of concepts and the collection, processing and analysis of data to 

solve problems. Long and Roberson (1966, p. 102) give an added values 

dimension to case studies as they view such studies as a "unit chosen to 

show human response to an environment." 

A case study is a useful strategy for the 1ST programme and much of the 

fie ldwork done by high schools can be seen as case studies. Thus, the study 

of a river section, a beach, a hill, a farm, a shopping complex, a suburb or 

factory complex, is in effect a case study. 

Long and Roberson (1966) perceive the case study as a strategy which can 

bring the field into the classroom, as by using photographs, maps, plans, 

diagrams, etc., the pupil is able to analyse an area using similar techniques as 

would be applied in the field. 

Case studies can be used as a part of the practical component in 1ST and as 

such are useful ways to introduce pupils to a wide range of techniques which 

they will be able to apply to the development of projects . The case study, 
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however, may be used as an approach in individualised projects using either a 

systematic scientific line of enquiry or a qualitative perspective from which to 

do the investigation of the place or phenomena the pupil has chosen to study. 

3.2.6 Fieldwork 

While fieldwork has a long tradition in school geography, this area of 

geographical education became an explicit part of the South African school 

syllabus with the introduction of the 1973 syllabus. 

The most notable shift in fieldwork since the 1960's has been from the 

'Cook's Tour' approach, which was highly structured and teacher-directed, to 

that of a learner-centred and enquiry based approach. The suggested 

fieldwork approaches of the 1960's and 1970's concentrated on the use of a 

scientific and systematic perspective . Models for fieldwork developed by 

Everson (1973), Thomas and Rouncefield (1977) and Marker (1980) all clearly 

demonstrate the emphasis on problem identification and hypothesis testing in 

relation to a qualitative approach. Implicit in these models is the need for 

pupils to be trained in the following areas: 

(i) Observation 

(ii) Recording 

(iii) Data collection and the use of measuring, mapping and field 

sketching and data processing 

(iv) Problem identification 

(v) The formulation of hypotheses 

(vi) The use of a variety of methods to enable the 'scientific' testing of 

the hypothesis 

(vii) The development of skills related to analysis, synthesis and 

evaluation 

The latter part of the 1980's saw various approaches added to this 'c lassic' 

model and these included 'framework fieldwork' (Figure 3 .3), integrated field 

studies, fieldwork done from a recreational stance (Bull and Daniel, 1981), and 
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FRAMEWORK FIELDWORK 
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questions and problems 
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and human responses 

Data collection 

Values 

/ ""-
Involved Political 

Examination of 
processes 

Joint evaluation of 
findings 

Decisions on : 

what still needs finding out 

groups 

Value 
positions 
including 

one's own 

the suitability of current management strategies 
who is involved and how and why they are involved 
where you (the student) stand as an individual 
how best to resolve the issue or cope with the problem 
appropriate action you could take as a private citizen 

eg., letter to the press, join a pressure group, 
develop a higher regard for coastal environments, etc. 

context 

(after Hart and Thomas, in Boardman, 1986, p. 211) 

FIGURE 3.3 
FRAMEWORK FIELDWORK 

.' 
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sensory fieldwork (Pocock, 1983) . These approaches view fieldwork from 

either a humanistic approach or from the ecological perspective which merges 

quantitative approaches with qualitative approaches and emphasises affective 

development through fieldwork in addition to cognitive skills . Thus, pupils are 

encouraged to develop an aesthetic appreciation for the environment and to 

explore their feelings and emotions in terms of reacting to an area of study as 

well as to examine an area analytically and critically. 

Fieldwork is probably the learner-centred strategy best suited for developing 

the skills, attitudes, values and perceptual awareness with which geography is 

concerned . Fieldwork approaches are an extremely valuable method of 

developing the pupils' capabilities within a progression framework. Younger 

pupils can be introduced to geographical techniques at a fairly elementary 

level, which becomes more complex as the pupils gain in experience and 

confidence. 

3.2.7 Computers 

A final aspect which is considered in terms of 1ST is the use of computers in 

the 1ST programme. While this discussion does not link computers to any 

learner-centred strategy as such, pupil expertise in the use of computers is 

such that many of them are able to use the computer as an aid to their work 

in 1ST. Pupils who are computer literate can be: 

(i) encouraged to develop and process data that has been collected in 

the field; 

(ii) assigned to the processing and printing of the written reports 

needed for group work or can process and print their own reports; 

(iii) engaged in developing graphics used for group presentations or for 

their own projects or assignments. 

While it may be argued that the use of computers in the abovementioned 

manner has little to do with the development of geographical skills, the 

utilization of the computer in the 1ST programme helps the pupil to see its 

potential as a tool for geography. 

Pupils who are able to develop programmes can be encouraged to develop 

games, simulations and revision programmes for their peers or for younger 

pupils or for slower learners. 
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The wealth of learner-centred strategies that have emerged in the past thirty 

years makes the development of an 1ST programme a dynamic and exciting 

proposition for pupils and teachers alike. The many strategies which are 

suited to 1ST moreover gives enormous scope to teachers and pupils to 

develop their own areas of interest and their own personal areas of expertise 

while at the same time developing essential geographical skills and techniques. 

The greater diversity of learner-centred strategies which can be employed in 

an 1ST programme presents a problem in relation to their assessment as the 

traditional numerical evaluations are frequently unsuitable in terms of what 

these activities aim to achieve. 

3.3 ASSESSMENT SYSTEMS WHICH ARE APPROPRIATE TO THE 1ST 

PROGRAMME 

The final developmental stage in the input phase of the developmental model 

for 1ST (Figure 3.2) is the choice of assessment strategies which are 

appropriate both to the various activities and to the general aims and 

objectives of geography which are concerned with more than the 

measurement of pupils' behaviour in terms of facts, concepts and cognitive 

skills. By implication, a curriculum focusing on learner-centred goals will, 

moreover, require more than a summative assessment of pupil development. 

Walford (1984) drew attention to the scarcity of published material regarding 

the assessment of pupils' work in geography, while Nicol (1978) highlighted 

the general lack of attention paid to this area of geographical education in 

South Africa. 

While many reasons have been given for the lack of open discussion on 

marking and assessment in geography, Proctor, in his reply to Walford's 

article of 1984, gave what is perhaps the best summary of the situation in the 

following statement: 

Teachers rarely discuss their own marking techniques and standards 

openly . If ever there was a secret garden of the curriculum then 

marking must be its central rose bed. 

(Proctor, 1985, p. 103) 
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South African geography teachers are likely to take their cue from the 

assessment techniques used in the senior certificate examinations in the 

marking of pupils' work. This, and the fact that promotion in the high school 

is largely summative, leads to an emphasis on numerical assessment. 

Guidance for South African geography teachers in assessment techniques has 

been given through the published papers of Nicol (1978) and Earle (1980). 

These, however, stressed the setting of tests and examinations and other 

than a brief reference to the essay-type question as part of the internal 

assessment system, there has been no detailed analysis of the assessment of 

pupils' work outside of the 'test' system in journals that are readily available 

to South African geography teachers. This, in spite of the fact that all 

geography pupils have been expected to do 'assignments' since the 

implementation of the 1973 syllabus. 

While the preamble to the 1985 Revised Syllabus indicated the areas of pupil 

development, no guidance was given as to the methods and systems that 

would be appropriate to measure the development of skills, values and 

attitudes. Halloway (1984) emphasised the need to link assessment systems to 

the course objectives. Therefore, the 1ST programme which is concerned with 

the development of such proficiencies needs to link the assessment system to 

these objectives. Assessment in 1ST should therefore be concerned with the 

measurement of pupils' development in relation to: 

(i) their understanding of concepts, principles and theories; 

(ii) skills; and 

(iii) values. 

Table 3.4 indicates the identification of skills and values which are related to 

the long-term objectives of a geography curriculum and which, therefore, by 

implication, need to be assessed. 

Lists such as these, which can be translated into "what to look for" checklists 

(Table 3.5) are valuable guides regarding what ought to be assessed, but they 

give little indication of how the assessment should take place. 

Ideally, an assessment system for a programme such as 1ST should serve a 

diagnostic, formative and summative role and should therefore be continuous 

and cumulative. Halloway (1984) emphasised that there will be an overlap 

between these areas which monitor the pupils' academic and personal 

progress and that they should also be an indication of the programme's worth. 
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TABLE 3.4 

EVALUATION OF PUPILS' WORK RELATED TO OBJECTIVES 

1 Skills objectives 

Three major types of skills are included in most courses: 

(a) Information gathering skills . Locating, gathering, listing, grouping, 

organising, transforming, utilising and communicating are 

commonly cited in course objectives . 

(b) Cognitive skills. Forming hypotheses, critical analysis, thinking at 

abstract levels, inferring are among the objectives of this type. 

Bloom's (1956) taxonomy is utilised in many statements of 

cognitive objectives. Taken as a group such objectives promote 

rational empirical and objective inquiry. 

(c) Social skills. These objectives relate to social participation, 

interaction and group inquiry. 

2 Values objectives. This is a complex area in which feelings, attitudes 

and values overlap. There is often a hesitancy to define which values 

should be nurtured, and how values laden issues should be handled in 

the geography classroom. Chapter 3 contains advice on these matters. 

Fenton (1969) identifies three types of values objectives, namely: 

(a) Behavioural values, such as attentiveness and co-operation in 

class and attitudes to work. 

(b) Procedural values are shown in positive attitudes to the subject, 

valuing of objective and rational inquiry and a willingness to 

review one's own attitudes in the light of new evidence. 

(c) Substantive values encompass the more controversial values such 

as concern for the rights of others, conservation of the natural 

environments, preservation of cultural heritage, improvement in 

the quality of life and promotion of democratic processes . 

. ' 
(Halloway, 1984, p. 280) 
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TABLE 3.5 

ASSESSMENT 'CHECKLIST' 

Objective: Find information 
What to look for: 
Student 
* uses content pages and index 
* looks for more than one source 
* looks for different kinds of 

sources (e.g. maps, books, 
atlases, pictures, resource 
people) 

* compares sources 
* uses sources from school, home 

and community. 

2 Objective: Evaluate evidence 

What to look for: 
Student 

* can detect probable bias (.eg. 
'This Letter to the Editor says 
that there should be a total ban 
on wheat sales to the USSR . Per­
haps he is not looking at it 
from the farmers point of view') 

* can distinguish between fact and 
opinion 

* comments on limitations of evi­
dence (e.g. 'This only tells us 
about the actions of one settler'. 
'This is a description of Sydney, 
not a II of Austra I i a' . ) 

3 Objective: Organise information to 
form concepts and generalIsatIons 

What to look for: 
Student 

* tries to make groupings, leading to 
concepts and generalisations (e.g . 
'Those services are provided by 
government but these are provided by 
voluntary groups'). 

* asks questions about groupings (e.g. ­
'Is sawmilling a primary or secon­
dary industry?) 

* is prepared to change his conceptual 
framework. (e.g. 'This boy is not an 
immigrant, even though his parents 
come from Italy. He was born here'). 

* makes generalisations (e.g. 
'I think all of these valleys 
are densely populated'). 

* reviews his generalisations in 
the light of new evidence 
(e.g. 'The country has been 
prosperous most of the time; 
but then there was a severe 
drought and many people 
suffered heavy losses, so 
some people are not prosperous 
some time. ') 

4 Objective: Participate in small 
groups 

What to look for: 
Student 

* understands the need for rules 
in a group 

* participates in deciding rules 
* shares tasks and roles in a 

group 

* accepts role of leader 

* appreciates qualities in other 
members 

* can put aside personal goals 
for group cohesion 

5 Objective: Development of empathy 
What to look for: 
Student 

* recognises significant sImI­
larities and differences be­
tween situations (e.g. com­
munities, families, countries, 
places, periods). 

* is capable of understanding 
feelings and values other than 
her own or those of her 
society. 

* is able to tolerate other 
values. 

* can infer the feelings and 
actions of others from know­
ledge of their situation. 

(Halloway, 19~a, p. 282) 
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An analysis of systems of assessment reveal that the teacher has the 

following options: 

(i) impression marking, which assesses a piece of work by means of 

a single mark or symbol and evaluates the work 'holistically'; 

(ii) a numerical assessment, which allocates a set number of 'marks' 

and which is most commonly associated with objective-type 

questioning. 

(iii) criterion marking, which is based on a 'checklist' system which 

either allocates a set number of marks for each criterion or which 

allocates marks according to a ranked scale. 

(iv) informal marking, which does not attempt to provide any 

numerical assessment, but is based on constructive comments or 

on less formal general comments. 

The methods described above are related to the assessment of a particular 

piece of work which the pupil has produced. Each method has advantages 

and problems. Thus, while impression marking may be an effective as well as 

fairly rapid method of assessment, Marsden (1976) identified a number of 

problems associated with this system when used for assessment of essays, 

reports or projects. These include: 

(i) problems of standardisation which in terms of the 1ST programme 

will occur where different teachers mark the same piece of work 

across the standard group; 

(ii) the difficulty of disassociating the individual pupil from his/her 

work, thus the inclination may be to mark the weaker pupils more 

leniently where they have given evidence of effort; 

(iii) giving undue weight to the 'cosmetic appearance' of the work; 

(iv) problems related to differing teacher expectations and differing 

quality of teaching; 

(v) the difficulty in certain types of assignments of knowing how 

much help the pupil has obtained either from peers or from parents. 
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These problems suggest that criterion marking would be more appropriate in 

the assessment of such tasks (Tol ley and Reynolds, 1977; Graves, 1980; 

Beaumont and Williams, 1983) . Halloway (1984) has, however, identified a 

number of shortcomings related to this latter system. These include the fact 

that criterion marking: 

(i) is too time consuming; 

(i i) may be too rigidly applied and therefore overload the total effect 

of the work; 

(iii) may inhibit the pupils' creativity and spontaneity . 

Notwithstanding these problems, criterion marking provides greater objectivity 

and gives the pupils a better insight into their own work as they are able to 

see at a glance those areas in which they have achieved their objectives and 

where remedial work is needed . Where the various criteria are accompanied 

by constructive comments the pupils are given further immediate and valuable 

feedback. A particularly valuable strategy to use in criterion marking is to 

explain to the pupils exactly what is meant by the criteria and what is 

expected from them, with the proviso that originality is both encouraged and 

given recognition. Halloway (1984) and Beaumont and Williams (1983) have 

suggested that projects at senior level should be assessed throughout the 

various stages of the project's planning and development. This w ill provide 

the teacher and the pupil w ith a clearer picture of the progress that has been 

made and while basing the summative assessment on a criterion framework 

(Table 3 .6) the final result will reflect a more objective and holistic approach . 



Presentation 

Research 

Content 

Conclusion 

Oral examination 
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TABLE 3.6 

PROJECT ASSESSMENT 

(neatness, clarity, appropriate 

illustrations 

(references, bibliography, 

personal investigation) 

(coherence, relevance, con­

tinuity and significance) 

(interpretation of evidence 

presented) 

10 

25 

25 

25 

15 

The diversity of activities in an 1ST programme provides opportunities to 

incorporate a number of different marking systems. Thus, short structured 

activities which are objective in nature can be marked by means of a 

numerical assessment; assignments, field reports and projects can use 

criterion marking; while group presentations, pupil seminars and peer group 

teaching can be assessed informally by means of criterion marking or even by 

impression assessment. 

Peer group assessment or evaluation is a method which is valuable in the 1ST 

programme and is particularly well suited to group and individual 

presentations. This technique gives the pupil insight into what teachers and 

examiners expect and allows the pupil to become an active critic rather than a 

passive observer (Stenhouse, 1981; Hall, 1984; Proctor, 1985). 

Pupil profiling (Proctor, 1985; Graves and Naish, 1986) is an attempt to reflect 

the diagnostic, formative and summative elements of assessment, by building 

a cumulative picture of the pupils' academic and personal progress over a 

period of time. The examples included in Figures 3.5 and 3.6 reveal that this 

system of pupil evaluation may incorporate a variety of assessment methods, 

which are largely determined by the type of activity on which the assessment 

is based and includes the teachers' informal assessment of the pupils' 

progress. 
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The development of a comprehensive 1ST programme in the school could 

make pupil profiling a viable method of evaluation in South African geography 

departments, where the primary emphasis has hitherto been on the 

summative evaluation of the pupils' progress . 

The assessment of pupils' work, while being one of the most important 

functions of teaching, is one of the most frustrating, primarily because of the 

difficulty of ensuring that the most accurate and fair assessment is made. The 

development of a variety of learner-centred activities which utilize a number of 

forms of assessment may help to present a more valid and more satisfying 

picture of the pupils ' progress . 

3.4 SUMMARY 

The analysis of the theoretical framework within which the present syllabus is 

situated reveals a wealth of opportunity for geography to be developed as an 

exciting and dynamic part of the school curriculum of the 1990·s. Modern 

school geography recognises that the value of a discipline presented at 

secondary school level is based on academic rigour which is tempered by an 

attempt to relate the material to the pupils' socio-economic experiences. 

The geographical paradigm which gives the syllabus its structure and direction 

provides the academic worth, while the aims and objectives which reflect the 

needs of the pupil and the educational expectations of the society give 

relevance to geography. The teacher therefore faces the challenge of 

presenting a geography programme which will meet the academic, social and 

personal needs of the pupils. To adhere strictly to the presentation of the 

facts and concepts catalogued in the detailed analysis of the content may well 

lead the pupils successfully through the senior certificate examination, but in 

doing so the 'spirit' of the syllabus is lost. 

The development of a programme of learner-centred activities designed to 

function as an integral part of the curriculum and as an approach to the 

teaching of geography, provides the necessary opportunities to meet the 

requirements of the syllabus. The location of 1ST in a process oriented model 

provides a framework which links the theoretical perspectives, the aims and 

objectives, the various learner-centred strategies and the methods of 

assessment by means of a system of procedures and criteria to the activities 

of the programme. 
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CHAPTER FOUR 

RESEARCH PROCEDURES 

For 1ST to be accepted as an integral part of the geography curriculum, 

geography teachers in South African schools will need to be convinced of its 

value and viability as a learner-centred approach that promotes propositional 

knowledge and develops skills, values and attitudes. The development and 

implementation of an effective 1ST programme in geography, however, implies 

a degree c f change in classroom practices . Where such changes are 

advocated, purely prescriptive measures have little chance of success 

(Ledger, 1977; Ballantyne, 1986). Any recommendations for change of this 

nature need to be based on an understanding of the prevailing factors that 

influence geography teaching practice and on a set of strategies which are not 

only shown to be beneficial, but which can be applied to the existing 

structures. Accordingly, this study aims to: 

(i) establish teachers' perceptions of 1ST with regard to their role in 

the geography curriculum; 

(ii) investigate a variety of classroom research designs and procedures 

that can be applied to the development of an 1ST programme; 

(iii) demonstrate the application of these procedures within the 

existing school structure in accordance with the learner-centred 

guidelines of the Revised Geography Syllabus of 1985 and the 

Draft Core Syllabus of 1993. 

In order to achieve these aims the research procedures involved the following: 

(i) the collection of data related to teachers' perceptions of 1ST and 

to the organisation and administration of 1ST in Cape Education 

Department schools; 

(ii) a pilot study, situated in a single school, to investigate the 

feasibility of developing an 1ST programme that emphasises skill 

development and propositional knowledge; 
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(iii) the development and implementation of a high school programme 

for 1ST in the same school, employing a variety of learner-centred 

strategies in both the practical and project components of 1ST, 

designed to develop skills, values and attitudes and to promote the 

acquisition of propositional knowledge. 

4.1 TEACHER PERCEPTIONS OF 1ST: RESEARCH DESIGN AND 

PROCEDURES 

To achieve the first aim, the initial stage of the research was concerned with 

the collection of data pertaining to: 

(i) teacher interpretations of the concept 1ST; 

(ii) teacher perceptions of the value of this approach as a teaching 

strategy; 

(iii) current practices in the application of this approach; and 

(iv) problems that teachers encounter in the application of 1ST in 

schools. 

The diversity of the information needed for this section of the study resulted 

in a three-phase survey which involved : 

I a series of interviews; 

2 a panel discussion; 

3 a questionnaire. 

The staged survey method was chosen primarily because of the difficulties 

related to the use of one method to assess definitions of 1ST alongside 

perceptions related to specific practices applied to 1ST and as a means of 

increasing the reliability and the validity of the results within the research 

locale. 

4.1.1 The administration of the interviews 

The initial objective of the survey was to obtain information relating to the 

interpretation of 1ST by teachers. Since this involves understanding how 

teachers think about the concept, interviews were considered to be preferable 
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to a questionnaire for the first phase of the survey . The interviewing strategy 

chosen , however, needed to be informal in order to give the teachers 

interviewed an opportunity to express themselves freely and spontaneously . 

The focused interview (Cohen and Manion, 1984) is an interviewing strategy 

that is informal and largely non-directive . The distinctive feature of these 

interviews is that while the respondent has the freedom to describe his 

experiences spontaneously and fully, the interviewer is able to focus the 

discussion on particular areas which have been identified as significant. This 

is made possible by the interviewer's prior analysis of the situation being 

investigated . Therefore, having analysed the concept of 1ST in terms of the 

discussion in chapter two, the researcher chose this strategy in preference to 

a structured or a completely informal interview as a means to establish the 

extent to which teachers' perceptions of 1ST related to current interpretations 

of the concept. 

Interviewing methods have been criticised as research tools for a number of 

reasons . The chief weaknesses which have been identified are the limited 

number of respondents that can be reached and problems related to bias 

(Open University, Social Sciences, 1979; Cohen and Manion, 1984) . 

The 25 teachers interviewed for this phase included geography teachers and 

senior history and biology teachers . These teachers, representing 5% of the 

total number of schools included in the survey, were drawn from the school at 

which the researcher taught and from the local high schools offering 

geography to Std 10. The relatively small size of the sample and its location 

was a cause for concern in terms of the validity of the responses in relation to 

the wider survey population . In an attempt to solve this problem, open-ended 

questions were included in the questionnaire, which allowed for comparison 

between the data obtained in the interviews and the questionnaire. By 

providing such comparisons a system of convergent valid ity (Cohen and 

Manion, 1984) increases the validity of the survey methods employed . 

The second problem, that of bias, is problematic in informal-type interviews, 

particularly where a specific theory is investigated as there is a tendency for 

the interviewer to probe for answers which substantiate the theory . 

Therefore, the guidance given by the interviewer ought to be minimal and the 

respondents' definitions of the situation must be allowed full and free 

expression. In th is series of interviews the researcher restricted the discussion 

to how teachers conceptual ise 1ST and how they perceive its application to 

geography. 
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The interviews were completed before the questionnaire was finalised in order 

to provide a basic framework for the structuring of the questionnaire and to 

ensure that the latter survey method could be used for convergent validity . 

4.1.2 The administration of the panel discussion 

The strategy employed in the panel discussion was determined by the criteria 

of the focused interview rather than by formal and structured prepared 

answers . The focus for this discussion was on teachers' perceptions of 1ST 

with regard to its conceptualisation, its organisation and administration in the 

school and on the various strategies which teachers employed for 1ST. 

The panel discussion made use of purposive sampling in that the six panelists 

were all geography subject heads. The aim of this phase of the survey was to 

ascertain how the teachers responsible for the development of 1ST in schools 

regarded 1ST as a strategy within the geography curriculum. The researcher 

invited two geography subject heads from primary schools to participate in 

this discussion as a way of comparing the perceptions of 1ST in primary and 

secondary schools. 

In leading the panel discussion, the researcher was able to maintain the 

necessarily subordinate role which gave the panelists the freedom to carry the 

discussion when once the focus had been provided . 

This phase of the survey was also completed before finalising the 

questionnaire. 

4.1.3 The construction and administration of the questionnaire 

The primary aims of the questionnaire used in the third phase of the staged 

survey were to ascertain (i) how 1ST is administered and organised in schools; 

(ii) teachers ' perceptions of 1ST as a teaching strategy; and (iii) the problems 

that are encountered in the application of 1ST. 

Use was made of closed and open response questions in the questionnaire 

construction. Open response questions were included in each of the 

sub-sections relating to teachers' perceptions of 1ST. While a closed response 

format facilitates a rapid and accurate summary of results, the open format 

has certain advantages, in spite of the time taken to analyse these sections of 

a questionnaire. These advantages are described as follows : 
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(i) They permit a ventilation of feelings . People can express their 

exact opinion in an open-ended response, whereas if asked simply 

to check items they may feel they have been forced into 

responses that do not exactly match their attitudes . 

(ii) Open-ended questions may produce responses wh ich draw the 

evaluator's attention to a situation or aspect that was 

unanticipated when constructing the questionnaire. 

(iii) Open-ended questions do not limit the range of possible answers 

as do closed response questions. 

(Henerson, 1978, p. 61) 

In this survey, open response questions were considered to be particularly 

relevant and valuable in ascertaining teachers' responses to the perceived 

benefits of 1ST as a teaching strategy and as a means to identify the 

perceived constraints associated with the application of 1ST in geography. 

In the construction of the questionnaire items, care was taken to ensure that 

questions in both official languages were clear and unambiguous. Attempts 

were also made to keep the instructions as clear as possible and to limit the 

length of the statements to avoid unnecessary reading time, as short, pithy, 

easily read and understood questions and statements create a more 

favourable effect and increase the likelihood of a better response to the 

survey . Length was also a consideration and the design was such that the 

questionnaire could be completed within a maximum time of 30 minutes . 

The content of the questionnaire was grouped as follows: 

(i) Section A was concerned with the collection of personal data that 

would reflect teacher experience and the school milieu . The design 

of this section was such that the survey population could be 

grouped into a variety of subsets which would reflect differences 

between schools located in metropolitan areas and in smaller 

centres ; between boys', girls' and co-educational schools, and 

between English, Afrikaans and dual medium schools . The 

responses of these subsets could then be compared with the 

general group responses. 
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(ii) Section B was designed to obtain data about teachers' perceptions 

of the value of 1ST as a teaching strategy. 

(iii) Sections C and D were related to specific teaching practice in the 

organisation, management and assessment of 1ST. 

(iv) Section E was concerned with the problems teachers encounter in 

the application of 1ST. 

Having completed the first two phases of the survey by the end of the first 

term of 1986. the questionnaire was developed and tested by means of a pilot 

survey, representing 5% of the total schools surveyed . The pilot survey was 

restricted to the local high schools to facilitate its administration. 

In order to provide a numerically realistic sample (20%). the pilot survey was 

completed by all the geography teachers at the schools . After discussion with 

the teachers involved in the pilot survey some minor adjustments were made 

before finalising the questionnaire, which was then scrutinised by a selection 

of teachers, academics and the regional Chief Superintendent of Education, in 

an attempt to eliminate ambiguous questions. 

The final questionnaire (Appendix 4A) was sent to the 140 schools, who, in 

1985, had submitted geography candidates for the Cape Education Department 

Senior Certificate examination . This included schools in South West 

Africa/Namibia and Transkei. The names and addresses of these schools were 

obtained from the Chief Superintendent of Education for East London. Each of 

the schools was asked to submit one return . This not only reduced 

administration problems for the schools and the researcher, but the results of 

the fi rst two phases of the survey and the pilot survey revealed that the 

administration and design of 1ST programmes in schools is uniform within 

each school. Therefore it was not considered necessary to attempt to obtain a 

return from every geography teacher in the employ of the Cape Education 

Department. 

A major problem relating to questionnaires is ensuring their completion and 

return, especially with regard to postal surveys . To ensure as high a return as 

possible, letters to the head teachers as well as letters to the geography 

subject heads accompanied the questionnaires (Appendix 4B). It was hoped 

that these letters wou ld serve to elicit the co-operation of the head teachers 

as well as stimulate the interest of the teachers concerned . 
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The questionnaires were posted to schools in May 1986 and were sent with a 

stamped, self-addressed envelope for the return of the questionnaires. 

4.1.4 Problems associated with the survey method 

The survey undertaken for this study was largely concerned with teachers' 

attitudes to 1ST, attempting as it did to ascertain how teachers conceptualise 

1ST, the value they place upon it as a teaching approach and how 1ST is 

implemented in the schools. While it is accepted that the term 'attitude' is 

somewhat elusive, Ballantyne (1986) suggests that in educationally orientated 

surveys of this nature, where the teacher's attitude to an aspect of his 

environment is the chief concern, a general definition of the term is 

appropriate. Thus, where a survey is not concerned with the establishment or 

evaluation of psychological attitude scales, the researcher's concern is less 

directly focused on exact measurements of the differences between the 

respondent's beliefs, feelings, intentions and behaviour (ibid, p. 89). 

Therefore, for the purpose of this survey, Second and Backman's definition of 

the term 'attitude' (in Ballantyne, 1986, p. 90) is accepted, viz: "certain 

regularities of an individual's feelings, thoughts and predispositions to act 

towards some aspect of his environment." In ascertaining attitudes towards 

1ST this survey, therefore, attempts to find out what teachers know about 

1ST; whether they react positively or negatively to the notion; whether the 

former factors influence the implementation of 1ST, and to what extent; or 

whether the implementation of 1ST in schools is influenced by factors other 

than the individual's attitudes towards it. 

Notwithstanding the more general nature of this survey in terms of attitude 

assessment, the primary problems with which the researcher had to contend 

were those of validity and reliability. Validity in research is defined as "the 

extent to which the results can be accurately interpreted and the extent to 

which the results can be generalised to population and conditions" (Wiersma, 

1986, p. 4). Reliability in research "refers to the consistency of the research 

and the extent to which studies can be replicated." (ibid, p. 6). 

The fact that this survey was confined to white teachers in the employ of the 

Cape Education Department mitigated against the general validity of the wider 

survey, equally, the relatively small sample of the interview population and the 

panel discussion influenced the validity of the survey. The informal interview, 

as mentioned, is prone to problems of reliability. The following attempts were 
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made in the course of the survey to reduce these weaknesses as far as 

possible: 

(i) The staged nature of this survey allowed for comparisons to be 

made between the different sample groups, in this way providing a 

system of cross-checking of data, so reducing the problem of 

validity . Reliability was also increased by the repetition of specific 

aspects which were included in all three stages of the survey. 

(ii) The researcher attempted to keep the interviews as non-directive 

as possible, while providing the focus, thus attempting to increase 

their validity (Cohen and Manion, 1984) . 

(iii) The statements selected for the items related to teachers' 

perceptions of 1ST as a teaching approach reflected the theory 

contained in the preamble to the revised geography syllabus of 

1985. Although these statements were placed within categories 

reflecting different aspects of 1ST, they were randomly set within 

each section to avoid clustering or patterns that could invalidate 

the results. 

(iv) Questionnaire items which were directly related to attitude were 

scaled, allowing for the assessment of respondents' reactions 

along a scale, from favourable to neutral to unfavourable. The use 

of scales such as these in attitudinal surveys reduces the rigidity 

of the questions and therefore increases the validity. 

Working within the constraints of the location and sample population, the 

survey attempted to reduce as far as was possible the problems of validity 

and reliability, while accepting that "it is practically impossible to attain 

perfect validity in a study" (Wiersma, 1986, p. 6) . 

4.1. 5 Data analysis for the survey 

The interviews and the panel discussion were tape-recorded and transcribed. 

These results were qualitatively analysed and measured against the results of 

the questionnaire. 

The questionnaire results were computerised and the raw scores of the group 

responses as well as those of the subsets were indicated as percentages and 
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ranked. The group responses were compared with the various subsets and 

statistically significant differences were indicated by applying the chi-square 

test to the results. 

4 .1.6 Research location for the survey 

Questionnaires were sent to all Cape Education Department schools offering 

geography from Std 6 to Std 10. The interviews were conducted among 

teachers residing within reach of the East London Teachers' Centre, while the 

panelists for the discussion group were teachers at East London primary and 

high schools. 

Permission to distribute the questionnaires was obtained from the Cape 

Education Department, while permission for the interviews was obtained from 

the Chief Superintendent of Education for East London. The local geography 

study group associated with the East London Teachers' Centre co-operated 

with the arrangements for the panel <,Jiscussion which was held in the Centre. 

The Cape Education Department's permission to conduct the survey was 

granted with the proviso that the departmental regulations (Appendix 4C) 

accompany the questionnaire. An essential condition of such research is that 

absolute confidentiality be maintained in the analysis and presentation of the 

results. 

4 .2 CLASSROOM RESEARCH: DESIGN AND PROCEDURES 

The second priority of this study was to develop methods and procedures that 

could be applied to the design of an 1ST programme for high school geography 

and to analyse the processes with which the development of the programme 

is associated. The nature of 1ST is such that it is primarily concerned with the 

development of skills, values and attitudes and the acquisition of propositional 

knowledge through learner-centred activities. The design, development and 

implementation of a programme such as this within a school needed to take 

the following into consideration: 

(i) the experiences, needs, interests and aptitudes of the pupils for 

whom the programme was to be designed; 

(ii) the interests, expertise and teaching experience of the teachers 

who were responsible for the administration of the programme; 
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(iii) the geographical location of the school and the composition and 

expectations of the community which is served by the school; 

(iv) the school structure . 

Specific considerations in terms of the location of the 1ST programme within 

the geography curriculum included : 

(i) the constraints of the senior certificate examination; 

(ii) the demands of the geography syllabus; 

(iii) the skills, attitudes, values and theories that are appropriate for 

each standard in the high school; 

(iv) the resource-base needed for the development of learner-centred 

activities in geography. 

The latter set of factors are relatively general and therefore applicable to all 

schools offering geography to Std 10. However, the former aspects which 

influence a learner-centred programme vary from school to school. The 

situation of this study in one school necessitated a research approach which 

was appropriate both to the geography curriculum and to the school milieu . 

The constraints and particular circumstances governing this study led to the 

decision to locate the research within the sphere of classroom enquiry or 

classroom research. 

4.2 .1 Defining classroom research 

Hopkins (1985) identifies research which is initiated by a teacher and which is 

located in a particular school as classroom enquiry or classroom research, 

rather than as action research . 

Classroom research is seen to differ from action research in two areas: 

(i) with respect to the agent who initiates the research and with 

regard to the purpose of the research; 
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(ii) with respect fo the process which governs the research . 

(ibid) 

In classroom research the teacher initiates the research in order to improve 

the classroom or school environment either through innovation or through a 

reassessment and re-structuring of the existing situation in the school within 

which the teacher is operating. Action research is generally initiated by an 

agent outside of the particular school environment and is undertaken in order 

to test a general theory or to provide a general theory which is widely 

applicable . While this study seeks to develop guidelines for a learner-centred 

approach in geography through 1ST, the limitations of the research locale 

precludes the development of a general theory. 

The methodology and evaluation processes associated with action research 

are prescriptive and rigid, as they are contained within a particular framework 

or model. While classroom research identifies and follows a methodology and 

is subjected to rigorous evaluation, the choice of the methodology and the 

evaluation system is governed by the school milieu and the teachers' area of 

expertise rather than by a prescribed model. The perception of 1ST as part of 

a process rather than a product created the need for a research structure 

which was sufficiently flexible to meet the various needs of the study, yet 

which would provide a framework within which to work. 

The following five principles are advocated by Hopkins (1985) as a means to 

ensure that classroom research has value and is suited to the situation in 

which it takes place . The first principle is that the research ought not to 

interfere with the teacher's normal classroom duties, nor ought it to adversely 

affect the pupils in any way. Secondly, the method of data collection must be 

neither too demanding of the teacher 's time, nor must the method be one 

which the teacher is unable to understand easily or to apply. Thirdly, the 

research must be associated with a definite methodology and a system of 

evaluation, which, while not overly prescriptive, must be rigorously applied . 

The fourth principle is related to the teacher's commitment to the 

investigation, while the final principle is concerned with the general ethics 

which ought to govern classroom enquiry of this nature, such as observing 

the school protocol, obtaining the necessary authorisation and working 

through the correct channels (Appendix 4D) . 
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The principles which govern classroom research and the degree of flexibility 

they permit within a particular school situation made this an appropriate 

approach to apply to this study, for the following reasons: 

(i) The researcher needed the co-operation of her colleagues in the 

geography department as each geography teacher had to take the 

responsibility of administering an aspect of the programme. 

Therefore, because each of the individual teachers had different 

areas of expertise, interests and commitments, it was necessary to 

develop a method of enquiry which would suit each teacher as 

well as the demands of the study. 

(ii) The researcher's colleagues in the three year period in which the 

study was conducted differed considerably in terms of their 

teaching experience and the method of investigation and 

evaluation had to be such that all the teachers could relate to it. 

(iii) The composition of the geography staff changed each year as 

time-table changes and general staff mobility either introduced 

new teachers to the programme or removed others. The research 

approach therefore needed to be able to cater for these variations. 

(iv) The 1ST programme had to be developed within the constraints of 

the geography syllabus and in relation to the school milieu. The 

study could therefore not disrupt nor intrude upon the general 

running of the school or on the general teaching. 

(v) The pupils for whom the programme was designed varied 

considerably in age, ability and aptitude and the approach to the 

development of the programme needed the sort of flexibility which 

could cater for these differences. 

(vi) The project component of 1ST will vary according to the pupils' 

individual interests. Since each group of girls in the senior 

secondary phase differed in this respect, the research approach 

had to take this factor into consideration. 

(vii) If 1ST is to be effective the programme needs to be dynamic and 

based on a framework which provides for progression of skills, 
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values, etc. The 1ST programme must therefore be such that it 

caters for the development of the pupils within the space of a 

single year and during the five years of their high school. A 

research approach which is to meet these requirements must not 

only be flexible but must allow for a degree of autonomy between 

the various standards, the different groups in these standards and 

even between one set of activities and the next. 

4 .2.2 Research location 

The classroom research component of th is study was conducted at a high 

school for girls in the East London metropolitan region. The study was 

conducted for a period of three years. The pilot programme undertaken in the 

first year involved the Std 7 and Std 9 pupils, providing a sample size of 184 

pupils . All the geography pupils at the school were involved in the subsequent 

study. The average sample size in each of these years was 365 pupils. 

Each standard is divided into a number of classes according to the pupils' 

subject choice. In the period in which the study was conducted, the Std 6 and 

Std 7 groups consisted of five individual classes in each standard, while the 

senior secondary geography groups included two classes per standard. The 

average class size at the school was 30 pupils. 

While the researcher initiated the study, the deSign, development and 

implementation of the programme was a co-operative effort involving all the 

teachers at the school. The composition and size of this group varied from 

year to year, being dependent on time-tabling arrangements and general staff 

mobility. The teachers engaged in geography instruction varied from three to 

four. The researcher was the only teacher who taught geography exclusively. 

Apart from the researcher, one other teacher was involved in the entire three 

year period of the study. 

Aspects of the 1ST programme within the project component and extra mural 

programme (chapter eight) involved pupils and staff members from other local 

East London schools . 

One advantage of this type of research is that official permission from the 

Department of Education is not necessary. The researcher was, however, 
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fortunate in obtaining the support of the school principal, the Superintendent 

of Education and other school principals whose pupils and staff were involved 

in sections of the programme. 

4.2.3 Research procedures 

The classroom research was conducted in two stages. The first phase 

involved the development and administration of a pilot programme for 1ST. 

The second phase of the study was concerned with the implementation of the 

results obtained from the initial study and the ongoing development of the 1ST 

programme throughout the school. 

The purpose of the pilot study was to investigate the feasibility of developing 

a series of learner-centred activities, designed specifically to promote skills, 

values, attitudes arid propositional knowledge. This stage of the research 

involved the Std 7 and Std 9 pupils, the researcher and three other teachers. 

These two groups were chosen primarily in order to compare the levels of skill 

development and skill progression in the course of a year between the pupils 

in the junior and senior secondary phases of the high school. The programme 

was designed and monitored by the researcher while on study leave. 

The second stage of the study, developed over a period of two years, was 

designed to include all the geography pupils from Std 6 to Std 10. The 

researcher and the full complement of geography teachers were involved in 

the administration of the 1ST programme during this period. During this stage 

of the study the practical and project components of 1ST were fully developed 

and incorporated a wide variety of learner-centred strategies . The project 

component was extended to include an enrichment programme, which, while 

primarily involving the pupils at the school, included pupils and teachers from 

other schools on a number of occasions . 

A detailed analysis of the development, administration and evaluation of the 

pilot programme is given in chapter seven, while the subsequent development 

of the study is described in chapter eight. 

The study was based on the following framework: 

(il a general structure which could be applied to the entire school 

programme for 1ST; and 
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(ii) the development of programmes for each standard which were 

designed to meet the needs of each group each year. 

The general structure within which the 1ST programme for the school was 

designed included the following: 

(i) the identification and setting up of long-term aims and objectives 

for the school's 1ST programme; 

(ii) the identification of skills, values and propositional knowledge 

within the geography syllabus; 

(iii) the development of a framework for skills progression from Std 6 

to Std 10; 

(iv) the identification and development of a resource base for 1ST, 

which could be utilized by all the geography pupils in the school; 

(v) the identification and testing of a variety of learner-centred 

strategies which could be applied to the practical and project 

components of 1ST in the various standards; 

(vi) the development of a general assessment strategy for practical 

tasks and projects which could be used for general pupil profiles in 

geography; 

(vii) an analysis of the obstacles which affect pupil performance in 1ST. 

Development in these areas did not follow any predetermined stages, but 

evolved as needs were identified. This aspect is a characteristic of the 

process model approach which was applied to the development of the 1ST 

programme (Stenhouse, 1981). 

The design and development of an 1ST programme for each standard involved 

the following stages: 

(i) the identif ication of the specific needs of the particular standard in 

terms of the proficiencies to be developed and in relation to the 

demands of the syllabus; 
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(ii) the setting of specific objectives based on the above; 

(iii) the design of the programme with regard to the practical tasks, 

project work and the enrichment programme; 

(iv) the design and develoment of the individual tasks; 

(v) teacher evaluation of the practical components before their 

implementation; 

(vi) the evaluation of the project proposal by the fac ilitator and the 

individual pupil before the testing of the hypothesis; 

(vii) the administration of the particular activites; 

(viii) the assessment of each activity; 

(ix) the evaluation of the activity by the teachers and the pupils; 

(x) the final evaluation of the years' programme and its reassessment 

and general planning for the following years' 1ST programme for 

that group. 

While the 1ST programme for each standard was developed as a unit, the 

programme design was developed within the general structure of the 

long-term aims and objectives, the skill framework and the selected 

learner-centred strategies. 

The development of the general structure for the programme and of the 

individual standard units was achieved through the co-operation of the 

researcher with the other geography teachers. Thus, while teachers were 

responsible for the administration of the programme of the particular classes 

they taught, all of the teachers were present at the planning of the year ' s 

programme for the school. This was done in order to develop a continuity in 

the programme from standard to standard and to ensure that the general aims 

and objectives were kept in sight. 

Workshops were conducted with the geography teachers during the period in 

which the study was undertaken . The purpose of these workshops was to 
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ensure that all the teachers understood the basic theory on which the 1ST 

programme was based and to develop their expertise in terms of the 

strategies that were employed in the 1ST programme. The researcher was very 

aware of the sensitive nature of these workshops and care was taken in the 

selection of material for each session, as too much at anyone time was 

daunting. The researcher encouraged the teachers concerned to participate 

fully and as the individual teachers became more confident, their input 

increased considerably and the researcher was able to play a less directive 

role in the workshop situation. This was important as it was necessary for the 

teachers concerned with the programme to take the initiative in the 

development and design of the various aspects of the programme. 

4.2.4 Data collection and analysis 

The collection and analysis of the data in this study was closely linked to the 

evaluation measures chosen for the programme, since the data needed for the 

study was related to an analysis of: 

(i) whether the needs and interests of the pupils were being met; 

(ii) whether the demands of the syllabus were catered for; 

(iii) the development of the pupils in terms of the specific objectives of 

the programme; 

(iv) the design of the individual activities; 

(v) the various strategies that were employed; 

(vi) the teachers' reactions to the programme; and 

(vii) the pupils' reactions to the programme. 

Information relating to the above was primarily gathered through the ongoing 

evaluation of the programme and the individual activities by the teachers, the 

pupils and the researcher. Information collected through the process of 

evaluation was minuted and collected into annual reports which formed the 

basis for the discussion and evaluation of the 1ST programme at the end of 

each year. These reports played an important part in the planning and 

development of the following year's programme for 1ST. 
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A second method of data collection was through the assessment of the 

pupils' work. The assessment system was based on criterion marking and 

written comments . This provided the teachers with an insight into the pupils' 

progress in terms of specific skill areas and with regard to their personal 

development. These results were analysed for each pupil and were used to 

analyse the progress of the group, both quantitatively and qualitatively. 

4.2.5 Evaluation 

The nature of this study was such that evaluation was necessary: 

(i) at each stage of the development of the individual programmes for 

the various standards; 

(ii) for each of the activities included in the programme; 

(iii) at the conclusion of the programme for each standard at the end 

of the year; 

(iv) for the entire school programme; 

(v) for the development of the aspects relating to the general 

structure of the programme as they were completed and at the 

culmination of the research; 

(vi) for the research programme. 

Programme evaluation of this nature is most frequently associated with either 

a formative or a summative evaluation. Formative evaluation is the ongoing 

evaluation of a programme while it is being developed and aims at the 

provision of information regarding the improvement of the programme, the 

suitability of the material included in the · programme and to the pupils' 

progress in specific areas of the programme. Summative evaluation is done at 

the completion of a programme and attempts to determine the success or 

failure of the programme (Stake, 1973; McElroy, 1984). 

Evaluation approaches which may be used are preordinate approaches or 

responsive approaches (Stake, 1973). Preordinate evaluation is concerned with 

"emphasising statements of goals, the use of objective tests, 
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standards held by programme personnel and research-type reports" (Stake, 

1973, (in Madaus, 1983, p. 292). Preordinate evaluation is seen as valuable 

where it is necessary to ascertain whether specific goals have been reached 

or where specific outcomes need to be measured. Preordinate evaluation is 

seen as particularly appropriate to a summative evaluation done at the 

completion of a programme. 

Responsive evaluation has been suggested as an alternative approach which 

is particularly relevant in a naturalistic enquiry such as action or classroom 

research (Stake, 1973). This type of evaluation is primarily concerned with 

observation and feedback and provides the programme designers, developers, 

evaluator~ and participants with opportunities to analyse and discuss those 

aspects with which the programme is concerned. Evaluation, therefore, 

becomes multifaceted with inputs from a variety of sources other than the 

evaluators per se. Responsive evaluation is therefore an approach which 

allows for a considerable degree of flexibility in decision making as it is 

essentially related to an ongoing evaluation. As such, this particular approach 

is seen as particularly appropriate to formative evaluation, but is possible for a 

summative evaluation as the data gathered can illuminate a programme's 

strengths and weaknesses (Walker, 1971; Stake, 1973). 

Both approaches have limitations. Preordinate evaluation models tend to be 

rigid and may obscure valuable events within a programme. These approaches 

may also result in self-fulfilling prophesies which underplay weaknesses or 

problems since this type of evaluation occurs within a specific structure or 

framework which measures pre-identified criteria or outcomes. Responsive 

evaluation approaches, however, are criticised for their subjective nature, for 

the time involved in the gathering of data, for the difficulty in developing 

evaluation instruments before 

their reliability, since such 

development (Williams, 1986). 

the evaluation of the programme, or proving 

instruments are part of the programme 

The problems associated with preordinate evaluation models have led to the 

increased use of responsive approaches in studies such as action research 

and classroom enquiry. Triangulation methods attempt to reduce the conflicts 

identified between responsive evaluation and that of preordinate valuation by 

including evaluation by non-participant observers as well as participants in the 

programme; by evaluating a variety of events within the programme' by using 

a variety of evaluation instruments or by employing a combination of all of 

these aspects (Cohen and Manion, 1984; McElroy, 1984; Hopkins, 1985). 
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The method of evaluation which is employed is largely determined by the 

nature of the particular programme, the needs of the participants, whether 

these are the designers and developers of the programme or the 'clients' for 

whom the programme is developed, the time available and the costs involved. 

As a classroom research project, this study lent itself to responsive evaluation 

as indicated by the identification of the research procedures and the needs 

assessment for evaluation . The evaluation was largely dependent on 

discussion and analysis of the specific activities designed and developed for 

the programme. The evaluations in these instances involved the researcher as 

the participant observer. Members of the geography staff at the school, other 

staff members at the school and teachers at other schools who were involved 

in any way with the programme acted as non-participant observers. The 

pupils played a particularly important role in the evaluation process by means 

of their evaluation of the activities which was done through evaluation 

questionnaires or through less formal discussions in feedback sessions with 

the teachers and the researcher. The ongoing assessment of the pupils' work 

provided one of the key evaluation instruments during the three year period of 

the study. While Superintendents of Education provided informal evaluations 

of the pupils' work, which was monitored each year, as discussed in chapter 

nine, greater use could have been made of these 'outside' evaluators. 

Responsive evaluatuion was therefore used for each stage of the programme 

development and also played an important role in the summative evaluation 

(chapter nine). 

Specific questions raised by teachers about the programme's outcomes, and 

attempts to assess whether specific objectives regarding pupil development in 

skill areas had been achieved, resulted in the use of preordinate evaluation 

during the pilot programme (chapter seven) and as a part of the summative 

evaluation (chapter nine). This evaluation approach was primarily based on 

the results of the pupils' assessed work in 1ST. 

The reliability and validity of an evaluation system depends, to a large extent, 

on the objectivity of the methods used, the variety of measurements and 

assessments and on the expertise of the evaluators and their commitment to 

the evaluation. This study attempted, as far as was possible, to eradicate 

problems related to validity and reliability by evaluating a wide variety of 

activities; by team evaluation, and by including the pupils as well as including 

a variety of criteria . The consistent and ongoing evaluation of each stage of 
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the development of the study attempted to reduce the general problems 

related to evaluation while working within the constraints of the study. 

There were, however, a number of factors which, of necessity, influenced the 

evaluation. These included: 

(i) the initial lack of expertise in terms of evaluation. None of the 

teachers involved in the programme had previously been involved 

in an evaluation of this nature; 

(ii) changes in the allocation of classes to individual teachers from one 

year to the next and the changes that occurred in the staffing 

arrangements, created problems related to the maintenance of 

evaluating and assessment standards; 

(iii) the nature of the programme; the variety of tasks set and the 

progressive developmental character of the tasks, with their 

differing objectives, complicated the work of the evaluators . 

4.3 SUMMARY 

This study was primarily based on a staged survey and a classroom research. 

The survey, which was undertaken to ascertain teachers' perceptions of 1ST 

and to establish how 1ST is implemented in schools, provided a valuable 

backdrop against which to develop the methods and procedures which were 

designed to establish 1ST as an essential and integral part of the geography 

curriculum. 

The design of the staged survey was such that data obtained from the various 

respondents could be cross-referenced and checked against the results of the 

classroom research. The research approach used in the classroom enquiry and 

for the evaluation of the programme provided the flexibility and freedom 

necessary for the development of a programme such as the 1ST programme. 

The less prescriptive nature of the classroom research approach also enabled 

the researcher to deviate from the set pattern to develop or test aspects that 

arose from the survey . 
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CHAPTER FIVE 

ESTABLISHING GEOGRAPHY TEACHERS' PERCEPTIONS 

OF 1ST: RESEARCH RESULTS 

The specific objectives of each stage of the three-phase survey influenced the 

structure of the various phases and determined the size and composition of 

the sample groups. The focused interviews, conducted during the first four 

months of 1986, aimed at obtaining a broad spectrum of interpretations of the 

term 'independent study topics' (1ST) . Therefore, the subjects were selected 

from a cross-section of teachers . The panel discussion, also held during the 

first school term of 1986, was confined to geography subject heads, as these 

are the teachers who determine the development of 1ST in the geography 

curriculum. The final phase of the survey, the questionnaire, attempted to 

obtain responses from all Cape Education Department schools offering 

geography from Std 6 to Std 10. 

The organisation of chapter f ive is such that the results of each of the three 

stages of the survey are presented in the order in which they were 

conducted. The concluding commentary analyses the results in terms of their 

implication for 1ST in Cape Education Department schools . 

5.1 INTERVIEW RESULTS 

The first teachers to be interviewed were history and biology subject heads, 

who had been involved in the development of pupil based tasks for a number 

of years . The inclusion of non-geography specialists in this phase of the 

survey was done in order to compare their perceptions with those of 

geography teachers, since, in theory, the interpretation of the term ought to 

be similar in all school subjects where 1ST forms a part of the curriculum. The 

geography specialists selected for these interviews included a representation 

from the metropolitan areas, as well as teachers from the smaller centres. 

This sample group included beginner teachers as well as experienced 

teachers, since their perceptions would give some indication of how 1ST is 

presented to students during teacher training . (Table 5.1) . 
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TABLE 5.1 

SIZE AND COMPOSITION OF INTERVIEW SAMPLE 
(expressed as percentages) 

('Yo Respondents according to category (N = 25) 

Male 

Percentage (Totals) 48 

History and Biology 
subject heads 8 

Geography teachers 44 

East London geography 
teachers 32 

Geography teachers from 
smaller centres 12 

Beginner teachers 12 

Female 

52 

28 

20 

4 

16 

4 

Since words reflect our thinking, this first phase of the survey attempted to 

ascertain what teachers think about 1ST. The interview method chosen for 

this phase meant that the teachers had to verbalise spontaneously and could 

not, when hesitant about the definition, turn to the preamble or a dictionary. 

Each teacher was therefore asked to define what they understood by the term 

1ST. With the exception of three teachers, the following views were expressed: 

(i) 1ST was seen as work done by the pupils, with the teacher's 

guidance. 

(ii) It should be related to some sort of research. 

(iii) The end product would be a written report. 

This written report was variously referred to as a 'theme', an 'assignment', a 

'project', a 'task' or as 'practical work'. Thus, the initial reaction among 

teachers is that 1ST involves some sort of product which has to be completed 

by the pupils working on their own but under the supervision of the teacher. 

Teachers using the various terms, 'themes', 'assignments', 'projects', 'tasks', 

etc., interchangeably, saw the differences between the terms as being related 
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to differences in length and detail. So, for example, 'practical work' and 

'tasks' would be identified as a shorter or less detailed piece of work than an 

'assignment' or a 'project'. 

None of the teachers interviewed attempted to link the terms they used to 

describe 1ST either to a specific set of aims or to particular skills. Nor was 

there any attempt to relate a specific term to a particular line of enquiry. 

There was also no consensus regarding the length or detail of the end product 

when used in conjunction with the various terms . Practical work was 

perceived as tasks involving 'worksheets' . For the geography teacher practical 

work was synonymous with the interpretation and reading of topographic and 

orthophoto maps or aerial photographs. This interpretation among geography 

teachers may possibly be ascribed to the connotation given to practical work 

by the 1973 syllabus, which related the term specifically to Paper II (since 1989 

called Paper I) of the examination in Stds 8, 9 and 10, which deals exclusively 

with the interpretation and reading of such maps and photographs. 

In these initial interviews teachers made no reference to the possible role of 

the teacher other than providing 'guidance'. No attempt was made to 

differentiate between the teacher as an 'instructor' or as a 'facilitator' . Nor 

were the pupils' roles defined in terms of their input as to the choice of the 

topic, the development of the work or the end product. 

The 1985 Revised Geography Syllabus is not unique in its encouragement of a 

non-directive pupil-centred teaching approach, as this has become a general 

aim across the school curriculum. The recommendation that 1ST be done by 

pupils throughout the year is, however, an attempt to suggest a practical 

method which can be used by geography teachers to develop this approach. 

The responses from teachers interviewed during this phase of the survey 

showed that non-geography specialists as well as geography teachers have a 

limited view of 1ST. Their perceptions reveal a general lack of understanding 

of the concept, and serve to highlight the discrepancies that exist between 

education theory and practice with regard to the application of learner-centred 

approaches such as this. 
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5.2 PANEL DISCUSSION RESULTS 

The six primary and high school geography subject heads for the panel 

discussion were selected so that single-sex as well as co-educational schools 

were represented. Ballantyne (1986, p. 100) describes the 'typical' geography 

teacher as 'male', and this would appear to apply to subject heads as well, as 

the only female representation on the panel was from a girls' school. (Table 

5.2) . 

Sex 

Institution 

TABLE 5.2 

SIZE AND COMPOSITION OF PANEL 
(expressed as percentages) 

% Respondents according to category (N = 6) 

Male 

83 

Primary 

36 

Single sex 

Institution description 36 

Female 

17 

High 

64 

Co-ed 

64 

Each member of the panel was initially asked to comment on the following: 

(i) their understanding of the term 1ST; 

(ii) how they interpreted the recommendations of the 1985 Revised 

Syllabus in terms of the scope, format and organisation of this 

aspect of the syllabus. 

This was followed by a general discussion of the topic. 

The initial responses largely reflected the views expressed during the first 

phase of the survey, although only one of the panelists had been a member of 

the previous survey group. Once again the term 1ST was interpreted as a task 

set by the teacher for completion by the pup ils with the teacher's guidance. 
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The terms used to describe 1ST, such as 'assignment', 'project' , 'task', etc ., 

were also used interchangeably by this group of teachers. Topic choices 

were again seen as the prerogative of the teacher, with the end product being 

some form of written report. Pupils were not seen to have any role to play in 

the decision making process related to the final format. With one exception, 

the panelists reaffirmed what had been revealed in the interviews with 

individual teachers . 

A different view was presented by a subject head at a primary school, who 

described his experiences with what he called a 'very bright group of standard 

fours' . The speed at which this class worked made the teacher realise that if 

their attention was to be maintained he would have to vary his teaching 

activities. He also explained that because this class was 'competitive' and 

'mark-orientated ' , any work he set would have to be perceived by the pupils 

as being 'meaningful'. The initial experiments were related to the setting of 

extra worksheets and 'assignments' within the syllabus. This, he said, was 

soon seen to be 'more of the same' and led to pupil resistance. In 

'desperation' he changed roles and asked the pupils what they wanted to do. 

This accordingly led to the pupils choosing topics which were developed with 

his help. The boys then presented their work to the class in the form of short 

seminars, which, in turn, led to an increased number of activities outside the 

classroom. 

The teacher described a particular weekend excursion to a local beach resort 

in order to illustrate one of the techniques he had used with the class. The 

boys had been given no a priori instruction before the excursion. They were 

not given worksheets and were not asked to produce any follow-up reports. 

The teacher invited the local nature conservator, the museum ornithologist, 

who is also a keen environmentalist, and the museum conchologist, to 

accompany the group . These three 'experts ' were to act as mentors during 

the course of the weekend. The class was divided into groups and rotated 

among the mentors who had developed a series of self-discovery activities in 

their own fields for the boys to do . To test the results of this experiential 

learning he invited the mentors back to the class a week later. Each of them 

spent time with the class questioning them on the areas they had covered in 

the field. According to the teacher concerned, the results were extremely 

favourable and the boys subsequently asked for more such excursions. 

As a result of the experiences described by this teacher, the discussion that 
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followed was able to focus on strategies which, at that time, were completely 

new to the group of subject heads present. Questions were raised with 

regard to the aims of 1ST, the type of skills that could and ought to be 

incorporated, the role of the teacher, as well as issues directly related to the 

organisation and management of the 1ST programme. The general consensus 

at the end of the session was that 1ST could in fact move beyond the confines 

that existed in 1986 with regard to the topics set, the formats used, as well as 

the general aims and objectives. 

Both the interviews and the panel discussion highlighted the fact that few 

teachers in the secondary schools had read , much less analysed, the 

implicatic ns of the preamble to the Revised 1985 Syllabus in relation to 1ST. 

Furthermore, few teachers actually understood how to implement 

learner-centred approaches such as 1ST, or fully understood the role that such 

approaches can play in the development of skills, attitudes and values. The 

results of the forum discussion have emphasised the need for in-service 

courses to expose teachers to the use of learner-centred approaches. So, too, 

the value of teachers meeting in an informal way to share ideas and to 

develop strategies to improve teaching practice was evident. 

5 .3 QUESTIONNAIRE RESULTS 

The 103 returns obtained from the questionnaire represented a response from 

73,6% of the Cape Education Department schools that, in 1985, had entered 

geography candidates for the Cape Senior Certificate examination . An analysis 

of these returns (Table 5.3) showed a numerically even spread from 

respondents teaching at: 

(i) schools in metropolitan areas and from the smaller centres; 

(ii) English medium and Afrikaans medium schools; and 

(iii) day schools and boarding schools. 

The fact that three-quarters of the respondents were geography subject heads 

is particularly valuable for this research as the 1ST programme in schools is 

likely to be controlled and monitored by these teachers. 



101 

TABLE 5.3 

GEOGRAPHY TEACHERS' PERSONAL DATA SUMMARY 
(Expressed as percentages) 

PERSONAL ITEM % RESPONDENTS ACCORDING TO CATEGORY 
(N = 103) 

HOD Other post level 

School post 76 4 

1-5 years 6-10 years More than 10 years 

Teaching 
experience 23 42 35 

-

Std 6-8 Std 9-10 

Highest geography 
standard taught 9 91 

English Afrikaans Dual medium 

Medium of 
instruction 37 36 27 

Boys only Girls only Co-ed 

Description of 
school 
(a) according 

to sex II 10 79 

Day school Boarding school 

Description of 
school 
(b) according to 

accommodation 41 59 

City school Other 

Description of 
school 
(c) according to locale 49 51 
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The broad cross-section of responses to the questionnaire indicates a wide 

range of experiences . Comparisons can therefore be made between single sex 

and co-educational schools; English and Afrikaans medium schools; and day 

schools can be compared with boarding schools . An analysis of the various 

subsets can reflect differences in teacher attitudes and practice regarding 1ST 

that might otherwise be hidden by the general experiences of the group as a 

whole. 

These responses, when linked to the perceptions revealed during the 

interviews and forum discussion, give a broad view of: 

(i) teacher perceptions related to the meaning and scope of 1ST; 

(ii) the way teachers perceive the benefits of 1ST; and 

(iii) teacher practice in the organisation and management of 1ST. 

The final phase of the survey was completed in June 1986. The questionnaire 

(Appendix 4A) was structured to provide the following information: 

The accessibility of audio-visual equipment and the suitability of 

library and media-centre facilities for the development of 1ST. 

2 Teacher attitudes related to the value of 1ST. , 

3 The implementation of 1ST in the geography curriculum with regard 

to the way 1ST is organised and administered. 

4 The assessment techniques used in 1ST. 

5 The problems geography teachers encounter in the organisation of 

1ST. 

The results of this phase of the survey are presented according to the five 

sections as indicated above. The responses of the entire sample population for 

the questionnaire are analysed in each of the sections, then compared with 

the analysis of the various subsets into which the sample population has been 

grouped. Statistically significant variations in each subset were indicated in 
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the processing of the raw scores using the chi-square test. Where such 

variations occur they are referred to in the analysis of each section of the 

results. 

5 .3 .1 THE ACCESSIBILITY OF AUOIO-VISUAL EQUIPMENT AND THE 

SUITABILITY OF LIBRARY AND MEDIA-CENTRE FACILITIES FOR THE 

DEVELOPMENT OF 1ST IN CAPE EDUCATION DEPARTMENT SCHOOLS 

This aspect was included in the questionnaire as the revised 1985 syllabus in 

relation to 1ST states: 

3.2.7{b) Pupils should learn to rely on personal observation in the field 

and to make use of secondary sources such as reference 

books, maps, photographs and diagrams, films, tapes and 

slides, computers as well as television, the radio and the 

press . 

Questions 4.1 and 4.2 were designed to obtain information relating to the 

availability of audio-visual equipment both in terms of hardware and software 

and the perceived suitability of library facilities at schools (Table 5.4). The 

items enumerated in 4.1 included equipment that is listed in the departmental 

catalogue and therefore available to all schools as either monetary or 

non-monetary items. The only equipment listed in the questionnaire not in the 

approved catalogue of 1986 were 35mm cameras, television sets and video 

recorders . The latter items were included, as the pilot survey indicated that 

this equipment was generally available in East London schools. 

An analysis of the accessibility of this equipment will give an indication of the 

ease with which teachers can implement the recommendations of the revised 

syllabus as well as the possible use that pupils can make of audio-visual 

materials in the 1ST programme. The availability of media-centres and 

media-assistants employed by the schools will give some idea of how 

convenient it is for teachers and pupils to develop material for use in 1ST, both 

in terms of space and time . This section of the survey ought also to give an 

indication of the equipment and teaching aids that are widely used by 

geography teachers and with which they are most familiar, as this will 

influence its potential use in the 1ST programme. 

Printed matter in the form of books, pamphlets, magazines, journals, etc ., are 
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TABLE 5.4 

AVAILABILITY OF AUDIO VISUAL EQUIPMENT 
(Questions 4 .1 and 4 .2) 

4·1 Please t ick the items below which are freely available to YOU as a 
geography teacher: 

ITEM 

(a) Blank video cassettes 40 

(b) Prepared video cassettes 41 

(c) A television set 42 

(d) A video recorder 43 

(e) A video camera 44 

( f) Blank tape recorder cassettes 45 

(g) Tape recorders 46 

(h) Photographic film 47 

(i) A 35mm camera 48 

(j) Prepared photographic slides 49 

(k) A sound-tape projector 50 

(I) Prepared overhead transparencies 51 

(m) An overhead projector 52 

(n) A media or resources centre 53 

(0) A technical assistant in the resources 
centre 54 

4 .2 Does your school library contain : 

(a) A more than adequate collection of 
printed material for independent study? 55 

(b) An adequate collection of printed 
material? 56 

(c) A less than adequate collection of 
printed material? 57 
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a valuable resource for learner-centred activities. Question 4.2 therefore gives 

an indication of how teachers perceive their school libraries as a resource 

centre . 

The results (Table 5.5) showed that over 90% of the respondents have 

access to OHP's and tape recorders, with television equipment and slide tape 

recorders readily available to more than 70% of the respondents. The 35mm 

camera was the least accessible of the 'hardware' items (these cameras have 

recently been placed on the departmental catalogue and are available to high 

schools on request.) 'Software' in the form of blank cassettes, video tapes 

and photographic film tended to be less easily accessible. The data also 

revealed that 74% of the respondents were at schools that are equipped with 

media-centres. However, less than one-third of these schools employed 

media-centre assistants. 

Table 5.6 reveals that half of the respondents considered that their school 

libraries had adequate facilities for 1ST, while 4% felt the facilities to which 

they had access was less than adequate. Only 6% of the respondents 

considered their library facilities to be more than adequate. 

The analysis of the subsets (Table 5.7) revealed the following: 

(i) Schools in smaller centres are as well equipped with hardware as 

the metropolitan schools. It was also noteworthy that the smaller 

centres are also well equipped with media-centres. The only 

statistically significant difference was that the metropolitan 

schools are somewhat better supplied with media-centre assistants. 

(ii) English medium schools are better equipped with items such as 

television sets, video-recorders and have easier accessibility to 

software items than their colleagues at Afrikaans medium schools. 

(iii) There are no significant differences in access to equipment 

between boys' schools and girls' schools, or the single sex 

schools and co-educational schools. 

(iv) The schools most affected by the lack of suitable printed material 

are the schools in the smaller centres, as well as boarding schools, 

many of which occur outside of the metropolitan centres. Schools 



Rank 

2 

3 

4 

5 

5 

7 

8 

9 

9 

II 

12 

13 

14 

15 

(a) 

(b) 

(c) 
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TABLE 5.5 

RANKING OF AUDIO VISUAL EQUIPMENT AVAILABLE FOR 1ST 

% 

98 

92 

91 

75 

74 

74 

71 

66 

55 

55 

54 

53 

46 

44 

21 

Item A-V Equipment available for 1ST 

52 

51 

46 

42 

50 

53 

43 

45 

40 

41 

47 

49 

44 

48 

54 

An overhead projector 

Prepared overhead transparencies 

Tape recorders 

A television set 

A sound-tape projector 

A media or resource centre 

A video recorder 

Blank tape-recorder cassettes 

Blank video cassettes 

Prepared video cassettes 

Photographic film 

Prepared photographic slides 

A video camera 

A 35mm camera 

A technical assistant in the resource centre 

TABLE 5.6 

SUITABILITY OF LIBRARY FACILITIES 
(Expressed as percentages) 

% of respondents according to category 

A more than adequate collection of printed 
material 

An adequate collection of printed material 

A less than adequate collection of printed 
material 

6 

52 

43 
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TABLE 5.7 

AVAILABILITY OF AUDIO-VISUAL RESOURCES AND PRINTED MATERIAL 
FOR 1ST. COMPARISONS BETWEEN GROUP RESULTS AND SUBJECTS 

(Expressed as percentages) 

VI 

VI VI VI 

~ VI - VI 

~ ~ ~ .§ ~ 
5 5 5 VI 

~ 
.-

~ 
VI 

U 

~ 
.-

VI Vl VI 

~ 2' VI Vl - <- VI 1il 'E '" £ g Vl s: ...: VI 

~ S' 
, go -.- 0 4- <0 8 ~ u '" u UJ « a A-V EQUIPMENT 

Rank Item N = 103 50 53 II 10 82 38 37 28 42 61 - -
OHP 98 98 98 100 100 98 100 95 100 95 100 

2 Prepared 
transparencies 92 90 94 91 80 94 89 100 86 95 90 

3 Tape recorders 91 92 91 100 80 92 92 92 89 91 92 

4 Television set 75 80 70 91 90 71 95 58 71 79 72 

5 Sound-tape projector 74 74 74 64 70 76 79 66 75 74 75 

5 Media centre 74 74 74 73 70 74 76 66 79 71 75 

7 Video recorder 71 74 68 81 80 68 89 51 71 71 69 

8 Blank tape cassettes 66 70 62 91 60 63 76 59 61 67 66 

9 Blank video 
cassettes 55 64 47 73 60 54 76 39 50 64 46 

9 Prepared video 
cassettes 55 66 45 73 50 54 74 46 43 60 54 

II Photographic film 54 54 55 64 50 54 63 49 50 57 53 

12 Prepared photo 
s I ides 53 62 53 64 50 49 63 49 46 60 49 

13 Video camera 46 48 43 64 30 45 53 35 50 41 49 
14 35mm camera 44 54 24 46 50 43 55 38 36 55 33 

15 Technical assistant 
in media centre 21 34 9 36 30 18 11 30 25 31 18 

Library facilities 

a) More than adequate 6 6 6 0 20 5 II 3 3 10 3 

b) Adequate 52 66 38 64 40 51 59 54 39 62 44 

c) Less than adequate 42 28 56 36 40 44 30 43 58. 28 53 

(A-V equipment listed according to ranking) 

.' 
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away from the large centres are further disadvantaged as they 

have a smaller choice of public libraries to supplement the school 

facilities. 

The following aspects were highlighted by this section of the survey: 

(i) While schools are generally well equipped with audio-visual 

equipment and media-centres, geography teachers will still have to 

be responsible for putting together resource packages needed for 

the 1ST programme, as relatively few schools have media-centre 

assistants . Where teachers want pupils to develop material for 1ST 

using media equipment, they will have to train pupils to prepare 

the material. This additional demand made on the teachers' time 

could act as a deterrent in following the recommendations of the 

revised syllabus. 

(ij) The OHP is the most accessible piece of equipment in geography 

classes and transparencies are likely to be the teaching aid with 

which the geography teachers are most familiar. The survey also 

shows that television equipment, slides and tapes are generally 

accessible. Therefore, the availability of the equipment and teacher 

expertise should not deter teachers from incorporating videos, 

transparencies, slides and tapes into the 1ST programme. The 

degree to which audio-visual equipment does become a part of the 

programme will, however, depend on the value the teacher places 

both on the audio-visual material and 1ST. 

The survey in 1986 failed to consider the increasingly important role that 

computers are playing in schools. The value placed on computer literacy 

means that the purchase of computers has a high priority in school budgets . 

As pupils become more computer literate these items could become a valuable 

asset in the 1ST programme, as pupils develop skills which will enable them to 

process data, to use word processors for reports and to develop software 

which can be used in geographical games and simulations. 

5.3.2 TEACHER ATTITUDES TO THE VALUE OF 1ST 

Section B of the questionnaires required teachers to respond to the following 
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four aspects concerning the value of 1ST as a learner-centred approach: 

(j) The role of 1ST in the curriculum 

(ii) As a means to aid the pupils' academic and personal development. 

(iii) As an aid to the teaching of geography 

(iv) As a means to develop positive attitudes to geo.graphy 

5 .3.2.1 Teacher responses to the role of 1ST in the geography curriculum 

To claim that the first criterion needed for change in teaching practice is the 

teachers' conviction regarding the worth of the strategy to be employed 

would appear to be reasonable . Thus, if teachers are not convinced of the 

intrinsic value of 1ST as an integral part of the curriculum, there would seem 

to be little likelihood of the development of 1ST as a meaningful 

learner-centred approach. 

The response, therefore, to question 5 (Table 5.8), which revealed that 42% 

of teachers considered 1ST to be an 'essential and integral' part of the 

curriculum, with 55% of the respondents believing it to be 'reasonably 

important', could lead to the conclusion that a considerable number of the 

survey population were in fact bringing about the necessary changes as 

recommended by the revised syllabus with regard to 1ST. In the light of the 

evidence of the first two phases of the survey, which revealed a narrow and 

limited view of pupil-based work, it is the opinion of the researcher that no 

such assumption can be made on the basis of this item alone. At best, all that 

can be assumed is that a reasonable number of teachers believe that pupils 

should be engaged in tasks which they complete on their own. 

The analysis of the subsets (Table 5.8) revealed no significant differences. It 

was, however, interesting to note that boys' schools rated 1ST as more 

important than their colleagues at girls' or co-educational schools . 

To obtain a more accurate assessment of teacher attitudes to 1ST, the 

analysis of questions 6.1 and 6.3 must be compared with the reaction to 

question 5. If, indeed, teachers are interpreting 1ST according to the 

recommendations of the revised syllabus and accept these recommendations, 

then there should be a strong correlation between the responses to question 5 

and the later items. All the statements contained in questions 6.1 to 6 .3 reflect 

the claims that have been made by learner-centred theory with regard to the 
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TABLE 5.S 

TEACHERS' RESPONSES TO THE ROLE OF 1ST IN THE 
GEOGRAPHY CURRICULUM 
(Expressed as percentages) 

B THE VALUE OF INDEPENDENt STUDY TOPICS 

5 Please indicate your personal attitude to 
independent study in high school geography 

(a) It is an essential and integral part of the 
geography curriculum 

(b) It is a reasonably important part of the 
geography curriculum 

(c) It is of little value in the geogr=phy 
curriculum 

(d) It is actually a waste of time 

(Please tick the appropriate block) 

In 
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a) An essential and 
integral part of 
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b) Reasonably impor-
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c) Of little value 2 0 5' 0 0 3 

d) A waste of time I 0 2 0 0 2 

~ .-
~ 
.§' 
38 

45 

53 

2 

0 

~ ~ .-.- ~ ~ 
~ 

~ 

'" 8 a 
37 28 42 

37 39 36 

55 43 58 

5 16 4 

3 2 2 

I 

2 

3 

4 

3' 
'§ 
S 
61 

45 

53 

2 

0 



111 

way in which 1ST can be used to develop the pupils' potential, its benefits as 

a teaching strategy and as a means to enhance and develop the subject . 

Furthermore, the claims are all either implicitly or explicitly contained within 

the preamble to the 1985 revised syllabus. Therefore, those teachers who 

perceived 1ST as being an essential and integral part of the syllabus ought, 

also, to support the claims that have been made with regard to the value of 

1ST in relation to the issues contained in questions 6.1 and 6.3. 

5.3.2.2 The perceived value of 1ST with regard to pupil development 

The sixteen statements contained in question 6.1 of the questionnaire (Table 

5.9) reflect the claims made by learner-centred theory and the revised 

syllabus related to specific ways in which the pupil will benefit from the 

application of this approach . This section, therefore, focused on the role of 

1ST with regard to the development of: 

(i) specific skills, such as problem solving' hypothesis testing; the 

interpretation of statistical data; as well as communication skills, 

the use of resource material and observational skills; 

(ii) attitudes and values concerned with the pupils' awareness and 

perception of the community and the environment; 

(iii) personal attributes such as the pupils' interests, talents, creativity 

and self-image. 

The analysis of this section (Table 5.10) revealed that there was no consensus 

of opinion among the survey population as to the value of 1ST with regard to 

the way this approach can benefit the pupil in any of the abovementioned 

areas. 

The responses do not fall within any particular pattern and therefore it cannot 

be said that teachers generally see 1ST as being best suited to the 

development of skills, or to values and attitudes, or to the general 

development of specific personality traits . Of the five claims that were 

regarded as having the greatest value in terms of 1ST, the first two are skills, 

the third and fifth are related to the pupils' personal development, while the 
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TABLE 5.9 

VALUE OF 1ST WITH REGARD TO PUPIL DEVELOPMENT 

Q. 6.1 The following claims have been made with regard to the benefits of 
independent study. Please rate each of the claims from 1-3 as follows: 

I indicates that you attach little importance to the claim 
2 indicates that you attach some importance to the claim 
3 indicates that you attach great importance to the claim 

INDEPENDENT STUDY TOPICS ITEM 

(a) develops creativity in the pupil 5 

(b) develops a pupil's sense of responsibility 6 

(c) trains a pupil to be self-sufficient 7 

(d) develops a positive self-image in the pupil 8 

(e) develops a pupil's interests and talents 9 

(f) develops a pupil's awareness of his environ-
ment 10 

(g) develops a pupil's interest in the community II 

(h) develops a pupil's ability to work with 
other people 12 

(i) develops a pupil's powers of observation 13 

(j) develops a pupil's skill in using primary 
and secondary resource material 14 

(k) develops a pupil's skill in using statistical 
data 15 

(I) develops a pupil's skill in using audio 
visual equipment 16 

(m) develops a pupil's understanding of 
language 17 

(n) develops a pupil's ability to use 
geographical terms 18 

(0) increases a pupil's ability to solve 
problems 19 

(p) develops a pupil's ability to formulate 
and test hypotheses 20 

(Please check that the above all have a 1-3 rating) 
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TABLE 5.10 

RANKING OF VALUE OF 1ST WITH REGARD TO PUPIL DEVElOPMENT 

(According to mean) 

Rank Mean % (Rated Item Value of 1ST for pupil development 

3) with regard to: 

2,527 54 14 skill in using primary and secondary 

resources 

2 2,524 59 13 powers of observation 

3 2,461 53 5 creativity 

4 2,408 53 10 awareness of environment 

5 2,398 51 7 self-sufficiency 

5 2,398 45 18 ability to use geographical terms 

7 2,369 48 6 sense of responsibility 

7 2,369 49 9 interests and talents 

9 2,272 40 19 ability to solve problems 

10 2,175 30 15 skills in using statistical data 

II 2,078 29 20 ability to formulate and test hypotheses 

12 2,068 26 8 a positive self-image 

13 1,971 25 II interest in the community 

14 1,961 23 12 ability to work with other people 

15 1,786 16 17 understanding of language 

16 1,667 14 16 skill in use of audio-visual material 
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fourth is a value claim. The five claims that received the least support are just 

as varied . 

An analysis of the skills that were included in this section shows that teachers 

generally believed that the only skills that 1ST were likely to develop were 

related to observation and use of resources, while the high order skills such 

as problem solving, hypothesis testing and the interpretation of statistical data 

were given relatively little support. In view of the belief held by teachers that 

the end product of 1ST is a written report, it was noteworthy that only 15,5% 

of teachars rated 1ST highly as a means to develop language skills. 

Anomalies were also apparent in relation to the assessment of values and 

attitudes. While teachers believed that 1ST could develop a pupil's awareness 

and perception of the environment, they did not support the claim that 1ST 

could develop an awareness of the community. 

It was also interesting to note that 1ST were seen to have greater value in the 

development of certain personal attributes such as creativity or 

self-sufficiency than in the development of most of the skills listed. 

The analysis of the responses in the subsets (Table 5.11) revealed that the 

perception of teachers in the various groups did not differ significantly from 

the general responses, with the exception of the following: 

(i) Teachers at girls' schools rated 1ST more highly than their 

colleagues at boys' schools or co-educational schools with regard 

to its value in developing self-sufficiency in the pupil. 

(ii) 1ST was regarded more highly as a means to develop language 

skills by teachers at co-educational schools than teachers in single 

sex schools, while Afrikaans speaking teachers also regarded this 

aspect more highly than English speaking teachers. 

While not statistically significant, the following trends are noteworthy: 

(i) Teachers at boys' schools appear to perceive 1ST as having less 

value than do their colleagues at either girls' schools or at 

co-educational schools in terms of developing either high order 

skills or with respect to the personal development of the pupils. 
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TABLE 5.11 

VALUE OF 1ST WITH REGARD TO PUPIL DEVELOPMENT 

GROUP RESULTS AND SUBSETS (Expressed as 
percentages according to 3 ranking) 
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Rank Item N = 103 50 53 11 10 82 38 37 28 42 61 

1 Observation 59 58 60 55 60 56 53 70 54 57 61 

2 Skills in use 
of resources 54 52 57 46 60 55 58 54 50 57 54 

3 Creativity 53 52 55 36 60 55 53 59 46 52 54 

4 Awareness of 
environment 53 62 45 64 90 48 53 62 43 50 56 

5 Self-sufficiency 51 52 49 27 80 50 50 51 50 55 48 

5 Ability to use 
geog. terms 45 32 58 18 50 57 26 59 54 43 46 

7 Sense of 
responsibility 48 46 47 18 60 50 37 57 50 45 49 

7 Interests & tal-
ents developed 49 46 51 27 40 52 37 59 50 50 48 

9 Ability to solve 
problems 40 34 45 27 4Q 42 37 43 39 38 41 

10 Skills in use of 
statistical data 30 26 34 18 50 29 26 35 29 19 38 

11 Formulating & 
testing hypoth. 29 30 28 9 40 31 26 30 32 26 32 

12 Positive self-
image developed 26 20 32 18 20 28 16 40 21 21 29 

13 Interest in the 
community 25 22 28 27 30 24 18 34 21 '19 30 

14 Ability to work 
with other 
people 23 18 28 9 10 27 II 30 32 17 29 

15 Understand i ng of 
1 anguag e 16 12 19 0 10 18 8 19 21 12 18 

16 Skill in use of 
A-V equipment 14 8 19 18 10 13 16 16 5 10 16 

(Listed according to mean ranking) 
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(ii) Teachers at Afrikaans medium schools have a generally more 

positive attitude to 1ST with respect to those areas concerning the 

pupils' personal development than do their colleagues at English 

speaking schools. 

(iii) The value given to 1ST as a means to develop pupils' ability to 

'use geographicl terms' is illuminating when compared to the value 

placed on language development. 

5.3.2.3 The perceived value of 1ST to the teaching of geography 

This second section of the examination of teachers' perceptions of 1ST as a 

teaching strategy focused on the way in which the teacher can benefit 

through the application of 1ST (Table 5 .12). The statements contained in 

question 6.2 were therefore directed towards: 

(i) the role of 1ST as an aid to acquire a better insight into pupil 

progress, aptitude and understanding of the subject; 

(ii) the use of 1ST as a means to develop better pupil-teacher 

relationships; 

(iii) the particular value of 1ST when applied to mixed ability groups, 

perceived problematic areas of the syllabus and as a means to 

develop integrated studies. 

The analysis of this question (Table 5.13) reveals that teachers have an even 

lower regard for 1ST as a strategy which will benefit their teaching practice, 

than as a strategy which will be of benefit to the pupil. In this set of thirteen 

cla ims, only two were given a 3 rating by more than 50% of the respondents, 

while eight of the claims were given a 3 rating by fewer than 40% of the 

survey population. 

The use of 1ST to link theoretical aspects of the subject to 'real-world' 

situations was the claim that received the greatest teacher support (70,9%). 

The support that was given to the claim that 1ST is a way to assess the 

pupils' potential for tertiary education (54,4%) revealed the attitude of those 
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TABLE 5.12 

THE VALUE OF 1ST TO THE TEACHING OF GEOGRPAHY 

6.2.1 Please rate from I to 3 the importance of the following statements as 
they apply to the teaching of geography 

I is of little importance 
2 is of average importance 
3 is very important 

ITEM 

(a) To assess the pupil's understanding of 
the subject 21 

(b) To measure the pupil's progress in the 
subject 22 

(c) To assess the pupil's aptitude for the 
subject 23 

(d) To assess the pupil's potential for 
tertiary education 24 

(e) To gain a better insight into the pupil's 
personality 25 

(f) To establish a better rapport with the pupils 26 

(g) To motivate the pupils towards a better 
attitude to the subject 27 

( h) To spend more time with individual pupils 28 

(i) To link the theoretical aspects of the 
subject to the 'real world' situation 29 

(j) To deal more effectively with problematic 
areas in the syllabus 30 

(k) To deal more effectively with mixed ability 
groups 31 

(I) To prepare the pupil more effectively for 
examinations 32 

(m) To enhance the co-operation between the 
different subjects in the school 33 

(Please check that the above all have a 1-3 rating) 
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TABLE 5.13 

RANKING OF VALUE OF 1ST TO THE TEACHING OF 

GEOGRAPHY 

(According to mean) 

Rank Mean % (Rating Item 1ST is of value to the teacher as it 

3) enables the teacher to: 

2,650 71 29 link theory to real world situations 

2 2,388 54 24 assess pupils' potential for tertiary 

education 

3 2,359 51 21 assess pupils' understanding of the 

subject 

4 2,340 46 27 motivate the pupils in geography 

5 2,301 41 23 assess pupils' aptitude for the subject 

6 2,126 40 28 spend more time with individual pupils 

7 2,087 34 31 deal more effectively with mixed 

ability groups 

8 2,039 32 30 deal more effectively with problematic 

areas of the syllabus 

9 1,913 23 33 enhance co-operation between different 

subjects in school 

10 1,893 19 26 establish better rapport with pupils 

II 1,864 21 22 measure pupils' progress in the subject 

12 1,854 15 25 gain a better insight into pupils' 

personality 

13 1,592 17 32 prepare the pupil more effectively for 

examinations 
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teachers who believe that 1ST is best suited to the more academically able 

pupil. This attitude also reveals much about the way 1ST is applied in schools, 

especially when linked to the extremely low support for the claim that 1ST is 

suitable for preparing the pupil for examinations (16,5%). 

The five claims that received the least support revealed that 1ST is viewed 

neither as a means to develop an interdisciplinary approach to the teaching of 

geography nor as a means to measure pupils' development in terms of their 

social or personal growth. 

The responses in the various subsets (Table 5.14), when analysed, revealed 

few significant differences with regard to the way teachers in the various 

subsets perceived the value of 1ST as a teaching strategy. The only significant 

variations in subsets were as follows: 

(i) Teachers at girls' schools and boarding schools perceived 1ST as 

having more value as a means to measure progress than their 

colleagues at boys' schools and day schools. 

(ii) Teachers at Afrikaans schools viewed 1ST more highly than their 

colleagues at English medium schools as a means to assess pupils' 

potential for tertiary education. In the analysis of the open-ended 

section, which follows, a number of Afrikaans teachers 

commented that 1ST is better suited to the academically able pupil, 

which highlights the general attitude reflected in this section. 

While not statistically significant, single sex schools differed most from the 

general responses in terms of their perceptions of 1ST as a strategy which will 

enable the teacher to develop an interest in the subject and to get to know 

the pupils. There is also a difference in the general perception between girls' 

schools and boys' schools in areas such as the value of 1ST as a means to: 

(i) prepare pupils for examinations; 

(ii) enhance co-operation between disciplines; 

(iii) deal effectively with problematic areas of the syllabus; 
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TABLE 5.14 

VALUE OF 1ST TO THE TEACHING OF GEOGRAPHY 

GROUP AND SUBSETS (Expressed as 
percentages according to 3 rating) 
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to: N = 103 50 53 II 10 82 38 37 28 42 61 

I link theory to real 
world 71 72 70 64 40 69 74 65 75 67 24 

2 assess potential for 
tertiary education 54 54 55 49 50 54 45 62 57 50 53 

3 assess pupils' under-
standing of subject 51 57 44 36 60 41 45 41 61 48 51 

4 motivates in geog. 46 42 49 36 30 49 34 49 57 35 52 
5 assess aptitude for 

geog. 41 40 42 30 50 40 37 38 50 38 43 
6 spend more time with 

individual pupils 40 32 54 27 20 43 26 51 43 31 48 
7 deal effectively with 

mixed ability groups 34 32 36 27 20 30 45 32 21 33 37 
8 deal effectively with 

problematic areas of 
syllabus 32 26 38 46 20 31 26 30 43 26 36 

9 enhance co-op. between 
disciplines 23 20 · 16 9 30 23 30 19 18 21 23 

10 establish better 
rapport with pupils 19 22 17 0 0 27 13 13 24 21 18 

II measure pupil pro-
gress in subject 21 16 26 9 60 18 13 24 28 7 31 

12 gain insight into 
pupils' personality 15 33 21 9 8 21 13 24 18 12 23 

13 prepare pupils' for 
examinations 17 8 26 9 20 17 8 19 25 7 23 

(Listed according to mean ranking) 

.. 
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(iv) to assess the pupils' attitude for geography and with regard to the 

ability of 1ST to be of use to link geographical theory to the real 

world. 

5.3.2.4 1ST perceived as a means to enhance geography 

The final question in the section of the questionnaire devoted to teacher 

attitudes regarding 1ST as a teaching strategy, examined teacher perceptions 

of this approach as a means to enhance the subject (Table 5.15). The eight 

claims centred in question 6.3.1 therefore focused on: 

(i) the use of 1ST as a means to develop the pupils' interest in the 

subject, to improve their attitude to geography and to increase the 

popularity of the subject; 

(ii) the value of this approach as a means to focus on central issues in 

the geography curriculum and to develop better teaching and 

learning techniques; 

(iii) the value of 1ST as a means to enhance the status of the subject 

and to create a wider awareness of geography as a discipline. 

The responses to this question (Table 5.16) indicate that teachers have a poor 

perception of 1ST as a means to enhance the subject. Only one claim in this 

section, i.e. that 1ST develops a wider interest in geography, received the 

support of more than 50% of the respondents, with the remaining seven 

claims receiving an average of 23% support from teachers. The particularly 

low response to question 6.3.1 highlights the actual value of 1ST in relation to 

its formal value with regard to teaching practice. Any teaching strategy, if it is 

to be considered as an 'essential and integral' part of the subject, ought to 

result in an increased perception of the intrinsic value of the subject. 

The discrepancy between the theory and practice of 1ST is further highlighted 

by the apparent contradiction in the 52,4% response to the claim that 1ST is 

able to create a wider interest in the subject and the 13,6% support for 1ST as 

a means to increase the popularity of the subject . 
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TABLE 5.15 

1ST AS A MEANS TO ENHANCE GEOGRAPHY 

Q. 6.3.1 Please rate from I to 3 the importance of the following statements 
as they apply to geography 

is of little importance 

2 is of average importance 

3 is very important 

ITEM 

(a) increases the 'popularity' of the subject 34 

(b) develops a wider interest in the subject 35 

(c) creates a greater awareness of the central 
issues within a subject 36 

(d) improves the pupil's attitude to the 
subject 37 

(e) develops better learning techniques within 
the subject 38 

(f) improves the teaching of the subject 39 

(g) enhances the status of the subject 40 

(h) gives the community an opportunity to 
develop an awareness of the subject 41 
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TABLE 5.16 

RANKING OF THE VALUE OF 1ST AS A MEANS TO ENHANCE 

GEOGRAPHY 

(According to mean) 

Rank Mean % (Rated Item 1ST enhances geography as it: 

3) 

1 2,500 52 35 develops a wider interest in the subject 

2 2,118 32 36 creates a greater awareness of central 

issues 

3 2,088 25 37 improves pupils' attitudes to the subject 

4 2,078 29 39 improves teaching of the subject 

5 1,951 27 38 develops better learning techniques 

6 1,921 23 41 gives the community an opportunity to 
• develop an awareness of geography 

7 1,853 20 40 enhances the status of the subject 

8 1,686 14 34 increases the popularity of the subject 

The analysis of the responses in the various subsets once again revealed no 

significant differences in perceptions, with the exception that teachers at 

Afrikaans medium schools supported the claim that 1ST could increase the 

popularity of the subject somewhat more than their colleagues in English 

medium schools (Table 5 .17). 

The following analysis of the open-ended section to questions 6.1 to 6.3 gives 

further insight into the way teachers perceive the value of 1ST as a teaching 

strategy and the sort of practice that is likely to result from such views. 
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TABLE 5.17 

1ST AS A MEANS TO ENHANCE GEOGRAPHY 

GROUP AND SUBSETS (Expressed as percentages) 
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Rank 1ST is a way to: N = 103 50 53 11 10 82 38 37 28 42 61 

1 develop a wider 
interest in geography 52 50 55 48 80 47 50 51 57 50 54 

2 create a greater 
awareness of central 
issues 32 38 26 36 50 30 36 35 21 29 34 

3 improve pupils' atti-
tudes to geography 25 26 25 9 10 30 23 30 29 29 21 

4 improve teaching of 
geography 29 26 32 18 10 33 18 41 29 24 33 

5 develop better learning 
techniques 27 20 34 18 29 29 13 35 36 21 31 

6 develop community aware-
ness of geography 23 16 30 9 40 23 18 L6 39 14 30 

7 enhance status of 
geography 20 16 25 18 20 21 11 27 25 17 33 

8 increase popularity of 
geography 14 14 14 0 0 17 3 27 11 12 15 

(Listed according to ranking) 

.. 
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Teacher attitudes to 1ST: analysis of the open-ended questions in 

items 6.1 to 6.3 concerning attitudes to 1ST as a teaching strategy 

Each of the subsections to the above questions were answered by an average 

of 25 respondents (24% of the survey group). Despite the fairly low response 

to these questions, the comments give an interesting insight into how 

individual teachers perceive and apply 1ST. The comments can broadly be 

divided between those teachers who, while in favour of 1ST, view it in relation 

to the requirements of earlier syllabuses rather than in the light of present 

theory, and those teachers who, although in the minority, do alleviate the 

picture of 1ST that is presented in the previous set of results for questions 6.1 

to 6.3. 

Of the teachers answering these sections, 28% emphasised the use of 1ST as 

a means to cover the 'easier' aspects of the syllabus, particularly in the higher 

standards . One teacher expressed it thus: "1ST helps you to cover the 

syllabus, i.e. the easier parts of the syllabus can be given to the pupils as 

independent study topics. This relieves some of the pressure from the teacher 

and gives him/her more time to deal with the more important issues." This 

sentiment was echoed by teachers who wrote, "gee mens kans om die 

makliker gedeeltes, van veral die Std 10 syllabus af te handel," and, "Dit help 

deurdat ek meer ontspanne is en meer tyd het om deeglik op die moeilike 

werk te kan konsentreer." 

This section of the questionnaire revealed that 30% of the respondents 

viewed 1ST as best suited to the pupil who is either academically able or who 

will proceed to tertiary education. Teachers also linked 1ST to techniques that 

they believed to be beyond the scope of either the syllabus or their own area 

of expertise. This was highlighted by the following comment from a teacher: 

"In senior standarde (9 en 10) kan dit slegs vir diegene wat beoog om na 

universiteit te gaan, voorberei om tot 'n mate te kan aanpas by die 

aanbreidings metodes daar. Bostaande vaardighede kan slegs by leerlinge 

gekweek word d.m.v. navorsingsmetodes kursus, andersins sal hulle dit nie 

aileen kan aankweek nie en ons as leerkragte het nie tyd daarvoor nie ". Other 

teachers also saw 1ST as only worthwhile if the pupil is highly motivated . 
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Comments such as these were echoed by a number of teachers who did not 

see the techniques related to 1ST as being a part of geography or the 

imparting of these techniques as a part of their role as geography teachers. 

Views such as this, however, were contrasted by teachers who perceived 1ST 

as an ideal approach to use with mixed ability groups. One teacher clearly 

expressed it thus: "If properly organised, it caters for all ability levels - that 

vital enjoyment which is often stretched beyond the reach of the less gifted ". 

Other teachers supported 1ST as an area where the weaker pupil could 

achieve through " ... an assignment mark not based on learning but rather on 

presentation and effort for the weaker pl'pil, who has a desire to achieve but 

cannot achieve in an exam," and by giving the weaker pupils "who are better 

able to express themselves in the making of, say, a 3D model, a chance to 

gain satisfaction". 

Of the respondents in this section, 35% identified fieldwork as part of 1ST and 

emphasised it as being an ideal way to relate the theory to real world 

situations, thereby bringing "pupils closer to geographical reality" and "giving 

them a clearer understanding of what they (geomorphological forms) look like 

and what they are." While many of these comments stressed observation and 

recording, there were teachers who saw 1ST as having a wider application, 

that could benefit the teacher, the pupil and ultimately the subject. For one 

teacher 1ST was a "means to develop the scientific method of investigation ". 

While another teacher interpreted 1ST even more widely: "Self-studie bring 

groter helderheid, bevorder insien van verbande, konsolideering van materiaal, 

ontwerp van nuwe didaktiese tegnieke en klassifiseerings wat bevorderlik vir 

onderwys kan wees ".The breadth of this perception of 1ST and that of the 

following, reveals that while generally negative perceptions to 1ST tend to be 

highlighted by the analysis of the majority of responses, there are a number of 

teachers who view 1ST as valuable and as an essential part of a geography 

curriculum, which is interpreted in terms of the preamble as well as the 

content. Thus, 1ST for this teacher would "develop general interest in the 

subject, so that pupils have a broader vision, by understanding what 

geography aims to achieve the pupils will make my task easier " . 
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It was also noteworthy that 20% of the respondents in this section envisaged 

1ST as being more than a written report, but looked at the development of 

models and peer-group teaching, which was described in the following way: 

"Oeur kort opdraggies watleerlinge dwing om werk voor te berei voordat dit 

in die klas behandel word . Hulle kan by geleentheid self die klas aanspreek. 

Die opdraggie moet egter 'n verskeidenheid dek en nie net een lang vraag 

wees nie." For other teachers 1ST could "provide teachers with models, audio 

visuals and data for teaching," by involving pupils in activities which included 

the presentation of such resources. 

It was noteworthy too that 15% of the respondents in this section stressed the 

value of 1ST in developing cross-curricular or integrated studies. Three 

teachers also saw this as leading to greater environmental awareness. One 

teacher also saw the value of mentors in this respect, saying, "Through 1ST it 

is possible to make contact with relevant authorities enabling a better 

understanding of political issues facing environmental awareness and 

conservation." Such studies lead also to greater awareness and by using 

experts in a wide variety of fields, teachers and pupils are exposed to a wide 

skill-base as well as a broader interpretation of the facts." One teacher 

described this as a way in which teachers and pupils could explore areas of 

common interest creating a far more exciting teaching milieu . This approach 

and its ultimate value was well expressed by the teacher who said that 1ST is 

"an extremely useful tool to foster integration and the setting of more lively 

and challenging examination papers . If properly organised it helps to give life 

to the subject and opens awareness for more effective teaching ." 

Teachers also stressed the value of 1ST in forging better group interaction and 

better teacher-pupil relationships, giving teachers the opportunity to devote 

more time to individual pupils, which could mean that "the teacher can 

disseminate some of his enthusiasm for the subject with the pupils gaining 

some insight into the teacher's personality and interests " . 

1ST, therefore, would seem to have value in not only providing the teachers 

w ith a better understanding of the pupil, but as a means for the pupil to come 

to know the teacher better . This, according to one respondent, would lead to 

" mutual respect," so fostering better teaching and learning techn iques . 

The positive perceptions revealed in the open-ended sections of questions 6 .1 
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to 6.3, although reflecting the opinions of a small minority within the survey 

population, are an indication that 1ST is being interpreted and applied as a 

learner-centred approach in some schools . Where this approach has been 

applied it has led to the positive benefits described by teachers in this section. 

The final sections of the questionnaire were related to specific teaching 

practice in the application of 1ST and the problems that teachers encountered 

in the organisation and administration of the 1ST programme. 

5.3.3 THE ORGANISATION AND MANAGEMENT OF 1ST 

This part of the questionnaire concentrated on five aspects related to specific 

teacher practice regarding the organisation and management of 1ST in 

schools. Question 7.1 examined the frequency with which such topics are set. 

Question 7.2 was concerned with teachers' perceptions related to the role of 

pupils and teachers regarding the choice and number of topics set in the 1ST 

programme, while question 7.3 related to the length of such topics. Question 

7.4 examined teachers' responses to the value of 1ST within particular 

standards of the high school phase, with question 7.5 being concerned with 

the time allocated to 1ST in the school programme. 

Since the revised syllabus recommends that: 

Pupils should undertake short independent study topics throughout the 

year on work related to the requirements of the syllabus, 

the researcher wished to assess how actual teacher practice related to the 

formal recommendations. 

5.3.3.1 The frequency with which 1ST should be set 

Table 5.18 reveals that except for a small percentage of schools, 1ST is not 

perceived as being part of an organised programme of learner-centred 

activities. 

The analysis of the subsets (Table 5.18) shows no significant differences from 

the general responses. Girls' schools, however, tended to respond more 

strongly to the doing of 1ST whenever "the subject matter lends itself", than 

their colleagues at boys' schools or at co-educational schools, who opted for 

the "once or twice" a year format. 
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TABLE 5.18 

FREQUENCY WITH WHICH 1ST SHOULD BE SET 

GROUP AND SUBSET 

7.1 How often do your pupils do independent study topics 

EITHER 

OR 

(a) once or twice a year? 

(b) as often as the subject matter lends 
itself to independent study topics? 

OR (c) within each unit of the syllabus as it 
is taught? 

(Please tick one block only) 

RESULTS (expressed as percentages) 

V) 

V1 V) - V> 
V) - - 0 -- 0 0 0 0 E E E 
0 0 0 .c 0 ::J ::J ::J 
0 .c .c u .c .~ .~ 

.c u u V) u u u u 
u V) V> V) OJ OJ OJ 
V) E E E 

l- V) U 

'" >, OJ V1 - OJ --I-' -I-' .c >, l- I en I- '" 0 -I-' 0 .~ 0 C ~ ::J 
>- U 0 CD C!J U w «: Cl 

N = 103 50 53 II 10 82 38 37 28 

(a) once or twice a year 51 44 57 55 lJ 52 44 49 57 

(b) whenever the subject 
matter lends itself 43 48 38 36 70 42 53 43 36 

(c) within each unit 6 8 5 9 0 6 3 8 7 
taught 

.' 

V) -0 
0 
.c 
u 
V) 

>, 

'" Cl 

42 

52 

41 

7 

V) -0 
0 
.c 
u 
V) 

en 
c: 

U 
I-

'" 0 
CD 

61 

49 

46 

5 
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A later analysis of teachers' perceptions of the areas of the syllabus most 

suited to the sett ing of 1ST shows. however. that there are In fact four areas 

only which are supported by the majority of teachers in girls' schools. with 

three or fewer areas supported by more than 75% of the rest of the 

respondents. Therefore. the figures related to those teachers who supoorted 

the claim. "whenever the subject matter lends itself to 1ST." could perhaps 

give a distorted picture of the frequency with which 1ST topics are set in 

schools . 

5.3.3.2 Organisation of choice of topics in 1ST 

Question 7.2 was intended to give some indication of the degree of freedom 

pupils have regarding topic choice in the 1ST programme, as well as the extent 

to which pupils are able to decide on the number of topics they are to do. 

This section will also give an indication of whether teachers see their role as 

primarily that of an instructor or whether they see their role as being that of a 

facilitator . 

The results (Table 5. 19) reveal the following: 

(i) that 45% of the respondents believed that all pupils ought to be 

required to do the same number of topics within the same 

framework, but that the range- of topics in this framework should 

allow for individual interests and abilities; with 

(ii) 28% of teachers believing that all pupils must do a set number of 

topics a year, but that the topic choice should be left to the pupils, 

guided by the teacher; 

(iii) another 15% of teachers believed that the number and choice of 

topics ought to depend on the individual pupil, taking into account 

each pupil's interests and abilities; while 

(iv) 11 % of the respondents felt that all pupils must do a set number of 

topics each year with all pupils doing the same topic. 

Once again, there were no significant differences between the perceptions of 

the various subsets and the general responses. 
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TABLE 5.19 

ORGANISATION OF TOPICS IN 1ST 
(CHOICE OF TOPICS) 

Q. 7.2 Do you believe that: 

EITHER (a) all pupils must do a set number of independent 
study topics each year where each pup i l does 
the same topic 

OR (b) al l pupils must do a set number of independent 
study topics each year BUT that the topic choice 
be left to the pupil, guided by the teacher 

OR (c) all pupils must do a set number of independent 
study topics each year within the same framework 
or area, BUT that the range of topics within this 
framework allow for individual interests and 
abilities 

OR (d) the number and choice of independent study topics 
must depend on the individual pupil , taking into 
account each pupil's interests and abilities 

(Please tick one block only) 

RESULTS (expressed as percentages) 
VI VI 

VI VI 

~ ] VI 

~ ~ 5 ~ 

~ U 

~ VI VI 
VI VI 

VI 
~ 

~ 
VI "@ 

<0 .i) VI ~ 

~ £ i- S g U "G 

N = 103 50 53 11 10 82 38 

(a) set number and same 
topic II 9 12 9 10 11 8 

(b) set number but free choice 28 38 19 18 20 32 24 

(c) set number, choice within 
64 60 40 50 area of study 45 44 46 

(d) free choice, no set 
number 16 9 22 9 10 17 18 

.' 

~ 

~ 5 5 ~ VI 
.~ 

~ ~ g> ~ '§ VI 

t.: ~ 

<0 8 ~ ~ a 
37 28 42 61 

8 18 10 12 

38 22 31 26 

40 44 35 51 

14 15 24 II 
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These results, therefore, indicate that while teachers tend to believe that all 

pupils should do the same number of topics each year, few teachers control 

topic choice rigidly. Pupil freedom in this regard is, however, more likely to be 

contained within a range of topics in a general framework. This also indicates 

that. with the exception of a few teachers, the teacher'S role is perceived as 

that of an instructor rather than as a facilitator. 

5.3.3.3 Length of topics set for 1ST 

Question 7.3 assessed the degree of flexibility that is likely with regard to the 

length of the topics set and pupils' roles in the decision making related to this 

aspect of 1ST. 

The results of this section (Table 5.20) revealed that: 

(i) 68% of teachers supported the idea that some topics should be a 

set length, with greater flexibility given to others; 

(ii) 24% of the respondents felt that no limits should be set on the 

length of the completed work, with each pupil being free to 

choose how much time he/she wished to spend on the topic. 

(iii) 8% of the teachers believed that the completed work should be 

the same length for every pupil in the standard. 

An analysis of the subsets, while revealing no significant differences in 

response from the whole survey population, did show that teachers at girls' 

schools favoured a set length of topic somewhat more than the other groups. 

The number of topics and topic choice remains fairly tightly controlled. 

However, these results show that teachers accept a reasonable degree of 

flexibility with regard to the length of the completed work. 

5.3.3.4 Standards in which 1ST should be undertaken 

The Revised Syllabus recommends that 1ST be done throughout the secondary 

school standards. Question 7 .4 looks at the way teachers respond to these 

recommendations. 
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TABLE 5.20 

LENGTH OF TOPICS SET FOR 1ST 

7.3 Do you believe that: 

EITHER (a) the completed piece of individual work 
should be the same length for each child 
in the standard 

OR (b) no limites should be set on the length of 
the completed work, each pupil being free 
to choose how much time he/she wishes to 
spend on the topic 

OR (c) topics should be so designed that some are 
a set length, whilst others are more 
flexible in this respect 

(Please tick one block only) 

RESULTS (expressed as percentages) 

VI VI 
VI VI - '8 VI ] ] .§ 

~ -5 l;l u u VI 
u VI VI 
VI "@ -;0 <- VI 

~ ~ VI -
~ g '- 8 .~ . 15 <3 u 

N = 103 50 53 11 10 82 

(a) same length for each 
8 10 6 0 20 8 pupil 

(b) no limits to length 24 25 23 18 10 25 

(c) some set length, others 
71 82 70 67 flexible 68 65 

ITEM 

49 

50 

51 

VI 

'8 
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.~ 

~ .§ ~ 
"0 8' ~ U .~ 

VI 1: s..: -g '" 8' S %: a 
38 37 28 42 61 

11 5 8 7 8 

26 27 17 38 15 

63 68 75 55 77 



134 

The results of this section (Table 5.21) indicated the following : 

(i) 51% of teachers believed that 1ST has most value if applied from 

Std 6 to Std 9, thereby omitting 1ST from the final year of the high 

school phase. 

(ii) 31% of teachers supported the view of 1ST being applied 

throughout the high school. 

(iii) 12% of teachers saw 1ST as most valuable in the senior secondary 

phase. 

(iv) 6% of teachers believed 1ST should only occur in the junior 

secondary phase. 

5.3.3.5 Time allocated to 1ST 

Question 7.5, the final question in this section of the questionnaire, assessed 

how teachers saw 1ST with regard to the time that is allocated during the 

school day for this aspect of the curriculum (Table 5 .22). 

The results showed that 93% of teachers accepted that 1ST should be done in 

school time as well as being a part of the pupils' 'homework'. The remaining 

7% of teachers saw 1ST as falling completely in the realm of 'homework'. 

In this section, too, the analysis of the subsets revealed no significant 

differences when compared to the general responses . 

The general analysis of teachers' perceptions related to the organisation and 

management of 1ST reveals that few teachers follow the recommendations of 

the revised syllabus. Teacher practice in this respect is generally related to the 

following : 

(i) At most schools pupils are set 1ST topics once or twice a year. 

(ii) Few schools give pupils absolute freedom in the choice of the 

topics, their length or the number of 'assignments' they have to 

complete in a year . 
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TABLE 5.21 

STANDARDS IN WHICH 1ST SHOULD BE UNDERTAKEN 

7.4 Do you believe that independent study topics are most 
valuable when done: 

E lTHER (a) at junior secondary I eve I • i.e. Std 6 and 7 

OR (b) at senior secondary I eve I • i.e. Std 8 to 10 
-
OR (c) throughout the high school 

OR (d) throughout the high school BUT excluding Std 10 

(Please tick one block only) 

RESULTS (expressed as percentages) 
V> 

V> Vl :§ Vl V> 

~ ~ V> - ~ ~ 
8 5 5 5 Vl u 

~ 
V> 

'5 u u 

~ 
.-

~ u Vl Vl 

~ ~ Vl Vl 
Vl u '2 - <- - V1 "@ Vl 

~ :;- ~ 
V> <:: .: -2 <'3 g '" ~ S ,2 u .- ~ a <!J 

N = 103 50 53 II 10 82 38 37 28 42 61 -
(a) junior secondary level 6 2 9 0 0 7 7 8 7 5 7 

(b) senior secondary level 12 14 9 9 10 14 8 10 17 14 10 

(c) throughout the high 
school 31 28 34 37 30 31 40 22 30 33 30 

(d) throughout high school 
except Std 10 51 34 48 54 60 48 45 60 46 48 53 

.' 
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TABLE 5.22 

TIME ALLOCATED TO 1ST 

7.5 Do you believe "that independent study topics should 
be done: 

EITHER (a) in class time 

OR (b) only as 'homework' 

OR (c) partly in class and partly as 'homework' 

(Please tick one block only) 

RESULTS (expressed as percentages) 

N = 103 50 53 II 10 

(a) class time 0 0 0 0 0 

(b) only as 'homework' 7 4 9 0 0 

(c) partly in class time, 
partly as homework 93 96 91 100 100 

.' 

82 

0 

8 

92 

38 37 28 42 61 

0 0 0 0 0 

5 7 7 7 7 

95 93 93 93 93 
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(iii) Teachers generally perceive their role in the development of 1ST as 

being that of an instructor rather than as a facilitator . 

(iv) Only one-third of the survey population supported the idea of 1ST 

throughout the school phase, therefore the majority of schools will 

insist on 1ST probably only up to Std 9. 

5 .3 .4 ASSESSMENT OF 1ST 

In this section of the questionnaire, question 8.1.1 concentrated on the actual 

method of assessment, while question 8 .1.2 ascertained how teachers used 

the assessment of 1ST in the rest of the mark structure of the subject . 

Question 8.2 tested teachers' responses to the idea of the inclusion of an 1ST 

assessment into the final senior certificate results. 

The results of question 8 .1.1 (Table 5.23) show that 73% of teachers favour 

the assessment of 1ST by means of a numerica l assessment as well as a 

written comment . Of the remaining respondents, 22% felt that all that was 

needed was some sort of numerical assessment, with 1% of the teachers 

suggesting that only a written comment should be used . The other alternative 

that was suggested was assessment through peer-group evaluation and th is 

was considered as applicable by 4% of the respondents . 

These two sections revealed no statistically significant differences within the 

subsets. Therefore the majority of teachers assess 1ST by means of a 

numerical assesment, with a reasonably high percentage of teachers also 

including a written comment. The 1ST mark is also incorporated into some or 

other structure of the general assessment of the pupils, whether it is 

examination, term mark or as a part of the year mark. The most popular 

method was to use this assessment as a part of the pupils' fina l year mark. 

The incorporation of the 1ST marks with the year mark is noteworthy in view 

of the response to question 8.2 , which tested teachers ' reactions to the 

concept of including the Std 10 1ST assessment into the senior certificate 

results. Despite the support for the use of the 1ST assessment in the final year 

mark in other standards, 70% of the respondents rejected its inclusion in the 

Std 10 results (Table 5 .24) . 
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TABLE 5.23 

METHOD AND CONTROL OF ASSESSMENT 

GROUP AND SUBSETS (Expressed as percentages) 

V1 V1 
V1 V1 

~ "8 V1 

~ ~ ~ § U 
V1 V1 i u V1 V1 

V1 

"' l- v> ""@ ..., b g V1 s: g a & I .- <3 a 
I- u u 

Method N = 103 50 53 11 10 82 38 - -
numerical mark only 8 6 9 0 0 10 9 
symbol only 14 6 21 0 20 14 12 
written comment only I 0 2 0 0 1 0 
numerical/symbol & comment 73 84 64 100 80 70 76 
peer-group evaluation 4 4 4 a 0 5 3 

Control 
term marks only 4 3 6 0 0 5 8 
for examination only " "- 4 0 0 0 2 0 
year mark only 56 62 55 54 60 56 58 
year and term marks 29 28 28 46 30 28 34 
none of the above 9 3 II 0 10 9 0 
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37 28 42 61 -
14 0 10 7 

16 13 14 14 

0 4 2 0 
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5 0 2 2 
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14 7 6 8 



139 

TABLE 5.24 

INCORPORATION OF STD 10 1ST MARK 
INTO FINAL EXAMINATION RESULTS 

8.2 Do you believe that independent study topics in Std 10 
shoUTO be marked internally by the teacher concerned, 
but moderated by an external examiner for inclusion into 
the Senior Certificate Examination? 
(Please tick the appropriate block) 

RESULTS (expressed as percentages) 
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5.3.5 PROBLEMS ENCOUNTERED IN APPLYING 1ST 

The problems that teachers encounter in the application of 1ST will influence 

the organisation and management of this approach in schools. The variety of 

problems and their perceived importance will directly affect the success of the 

1ST programme in schools. This section of the questionnaire, therefore, 

attempted to isolate these problems and to assess the extent of their 

importance. 

The diversity of the 1ST programme also depends on how teachers perceive 

the various areas of the syllabus with regard to their suitability for 1ST. 

Therefore, this section of the questionnaire attempted to formulate a picture 

of how teachers view the various sections of the syllabus in this respect. 

Question 9.1 required teachers to rate the areas of the syllabus with regard to 

their perceived suitability for 1ST. Question 10.1 isolated problems that teachers 

are likely to encounter in schools, while question 10.1.2 gave respondents an 

opportunity to elaborate on problems that they personally encountered in 

applying 1ST. 

5.3.5.1 Syllabus components considered to be suitable for 1ST 

The results (Table 5.25) are an indication not only of the diversity of topics 

that are likely to occur in the 1ST programme, but also the most commonly 

utilized areas for 1ST. It is also likely that these results reflect individual 

interests and areas of teacher expertise, a fact that was demonstrated in the 

analysis of the subsets (Table 5.26). 

The following variations between the group total and the subsets were 

noteworthy when considering these results : 

(i) In the comparison between girls' schools, boys' schools and 

co-educational schools, teachers at girls' schools indicated more 

support for a greater variety of areas than their colleagues at boys' 

schools and at co-educational schools. Teachers at co-educational 

schools supported climatology and rural geography more than their 

colleagues at single sex schools, while teachers at girls' schools 

saw South African topics, economic geography, developed and 

developing countries, African and population geography being 
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TABLE 5.25 

RANKING OF SYLLABUS UNITS PERCEIVED AS MOST SUITABLE 

FOR 1ST 

Rank Mean % (Rated Item Suitability of units in syllabus for 1ST 

3) 

2,725 77 15 Geomorphology 

2 2,667 71 19 Urban Settlement Geography 

3 2,588 62 14 Climate and Meteorology 

4 2,545 59 17 Economic Geography 

5 2,538 60 22 South Africa 

6 2,416 56 18 Developed and Developing Countries and 

7 2,382 49 20 Rural Settlement Geography 

8 2,284 42 21 Population Geography 

9 2,228 46 23 Regional Geography of Africa 

10 2,216 46 16 Natural Regions 

II 2,137 38 13 Map Reading and Interpretation 

12 2,071 35 24 Geography Regions outside Africa 

.' 
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TABLE 5.26 

SUITABILITY OF AREAS OF SYLLABUS FOR 1ST 
GROUP AND SUBSET ANALYSIS (Expressed as percentages) 

V1 V1 
V1 V1 - -V1 - ~ ~ ~ ~ 8 .~ .~ ~ 
-5 u V1 V1 

~ ~ ~ u V1 V1 
V1 - <- V1 '@ '" ~ g V1 s::: s.: -b g , 

.§' '" l- e c:;; 8 ~ a 
Topic N = 103 50 53 II 10 82 38 37 28 -
Geomorphology 77 72 81 73 90 75 76 76 79 
Urban settlement 71 70 72 64 80 70 79 54 82 
Climate & Meteorology 62 64 60 36 40 65 55 62 71 

Economic 59 54 64 36 80 59 63 59 54 
South African 60 60 60 36 60 63 53 62 68 
Developed & developing 
countries 56 64 49 46 80 54 63 54 80 
Rural settlement 49 38 58 36 40 57 45 46 57 
Population 42 44 40 27 60 41 45 35 46 
Regional in Africa 46 40 51. 18 60 49 47 43 57 
Natural regions 46 36 55 46 50 45 47 32 61 
Mapwork 38 24 51 18 40 25 29 41 46 
Regional outside Africa 35 30 46 18 30 37 32 30 31 

Listed according to ranked order (3 rating) 
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V1 
~ 
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~ E' 
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42 61 -
71 80 
71 71 
57 66 

60 59 
64 57 

67 49 

41 54 
48 38 
41 49 
36 52 
21 49 
36 34 
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suitable for 1ST in contrast to their predominantly male colleagues . 

Teachers at boys' schools revealed the most limited view of the 

syllabus with regard to the suitability of 1ST topics. While it would 

therefore appear that boys are primarily set topics in 1ST related to 

geomorphology and urban geography, this could reflect a greater 

emphasis on fieldwork in boys' schools, with this aspect being 

stressed in the 1ST programme. 

(ii) There were fewer differences in the comparison between 

metropolitan schools and the smaller centres. However, teachers 

at schools in the smaller centres gave more support to mapwork 

and economic geography as having potential for 1ST, than their 

colleagues in the metropolitan schools. 

(iii) In the subset related to the different language groups, only two 

differences emerged. Afrikaans teachers supported mapwork more 

strongly than their English colleagues, while the teachers at 

English medium schools supported natural regions more strongly 

than their Afrikaans colleagues. 

5.3.5.2 Problems encountered in the application of 1ST 

The analysis of question 10.1 (Table 5.27) revealed that more than 55% of the 

respondents considered time, both that of the pupils and the teacher, to be 

the most pressing problem related to the application of 1ST, with the length of 

the syllabus also seen to be a problem by 52% of the teachers. Lack of 

resources were identified as a major problem by 46% of the respondents. It 

was noteworthy that 43% of white teachers found the class sizes problem in 

applying 1ST, as in relation to pupil-teacher ratio in the other population 

groups, white teachers are considerably better off than their colleagues in 

black schools in particular. Examination constraints were identified as a major 

problem by one-third of the respondents. Few teachers viewed lack of 

teaching experience as a problem in the development of 1ST. 

In the analysis of the subsets the lack of pupil motivation was seen as more 

of a problem by teachers in the metropolitan areas than their colleagues in the 

smaller centres. Teachers at girls' schools indicated that they perceived lack 

of resources as less of a problem than did their colleagues at other schools. 
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TABLE 5.27 

PROBLEMS ENCOUNTERED IN THE APPLICATION OF 1ST 
(Expressed as percentages) 

V1 

V1 V1 .§ V1 V1 

~ 8 V1 ] ] '8 5 .2 5 V1 u 
.c: ~ V1 
U 

~ .§ .c: u u V1 V> 

~ 
'0 E' u V1 V1 ~ V1 - U .-

~ I- - V1 "@ V1 1: '" P g V1 ~ s..: ~ 

is g I- , 
.§' '" ~ .£ r U <3 8 :t: a C) 

N = 103 50 53 II 10 82 38 37 28 42 61 - -
Limited pupils' time 61 56 66 36 70 63 55 62 68 57 64 

2 Limited teachers' time 55 56 55 36 70 55 60 51 54 62 51 

3 Length of syllabus in each 
standard 52 54 51 55 30 54 55 51 50 64 44 

4 Lack of resources 45 44 45 27 60 46 52 46 32 48 43 

5 Size of classes 43 50 36 18 30 44 50 38 39 19 16 

6 Pupils' lack of motivation 31 42 21 18 10 35 47 32 7 52 36 

7 Constraints of examination 
system 34 38 30 46 50 35 47 24 29 48 52 

8 Lack of previous teacher 
experience 28 32 25 9 30 30 34 27 21 38 21 

9 Diverse abilities of pupils 23 32 15 9 20 25 . 34 22 II 26 23 

Listed according to ranking of most problematic areas 

.' 
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Pupil motivation was seen to be more of a problem by English medium schools 

than by Afrikaans medium schools . 

The final part of this section (question 10.2) gave teachers the opportunity to 

enlarge on problem areas they had encountered in the application of 1ST. The 

following emerged from this section: 

(i) The area that received the greatest degree of comment was that 

of parental help given to pupils in the completion of their 

assignments . Another problem was seen to be that of pupils 

copying directly from the printed material. 

(ii) Noteworthy too were comments relating to fieldwork as a problem 

both in view of the time and costs involved and because of rigid 

timetables which make the planning of fieldwork excursions 

frustrating. 

(iii) The need to find and develop topics which are 'suitable' was 

identified as a further problem by teachers. 

(iv) 78% of the respondents in this section expressed their frustration 

at lack of pupil-motivation and the effort that is needed to ensure 

that not only are deadlines met, but to obtain 'neat' work from the 

pupils. 

(v) Teachers complained that the senior certificate geography 

examination does not take this aspect of the syllabus into account, 

thereby reducing the value of 1ST in the perceptions of pupils as it 

has no bearing on the examination. 

5.4 SURVEY RESULTS: THE IMPLICATIONS FOR 1ST 

The results of the three-phase survey, conducted one year after the 

implementation of the 1985 Revised Geography Syllabus in Cape Education 

Department schools are a reflection of how teachers interpreted and reacted 

to a newly introduced approach to learner-centred tasks. The conceptual 

analysis of 1ST (chapter two) and the analysis of the theoretical framework 

upon which the syllabus is based (chapter three) revealed that the term 
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"Independent Study Topics" cannot be equated with the previously used 

'assignments' which appeared in the 1973 syllabus, nor can the approach to 

1ST be the same as that suggested for the two compulsory assignments which 

pupils had to complete each year in terms of the 1973 syllabus . 

There was little evidence that teachers interpreted 1ST, as Mr Diepeveen, 

when interviewed, indicated it was intended to be perceived, that is as a 

'blanket term' which covers any activities in which the pupils are actively 

engaged. Teachers in 1986 generally viewed 1ST whether as an 'assignment', 

a 'report' or a 'theme', giving no indication that 1ST should be part of an 

ongoing learner-centred programme within the geography curriculum . • 

The analysis of the interviews, panel discussion and questionnaires would 

seem to indicate that this survey was essentially a reflection of teachers' 

attitudes to assignments and themes rather than to 1ST. That this 

interpretation of 1ST bears little resemblance to the learner-centred approach 

identified in chapters two and three is evident from the results. These results 

were, moreover, a reflection not only of the misconceptions held in terms of 

1ST, but of assignments and themes as learner-centred approaches . 

Thus : 

(i) While there was a general belief that learner-centred activities 

have an important or even essential role to play in a geography 

programme, there was a considerable discrepancy between this 

view and the perceived value of these activities . The questionnaire 

analysis revealed that 1ST was neither regarded as being of great 

importance in the development of high order skills nor were these 

activities seen as able to contribute significantly to the pupils' 

social and personal development. The general impression left by 

the analysis of teachers' perceptions of the value of 1ST in terms 

of the benefits to the pupils was that there was very little 

consensus of opinion about the purpose of such activities . This 

was further highlighted by the poor perception of 1ST as a 

teaching strategy which could either improve teaching practice or 

develop pupils' enjoyment of the subject. 
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The analysis of the various subsets in the questionnaire revealed 

very few significant variations within the different groups. This 

would seem to reinforce the fact that 1ST are not only largely 

teacher-directed, but that this aspect of geographical education is 

not perceived as a means to cater for the needs of the school 

community, the socio-economic background of the pupils or the 

expectations of the wider community. Although not statistically 

significant, the only noticeable variation in terms of the value of 

1ST was within single sex schools. Teachers at boys' schools, 

while generally rating these activities as essential, revealed the 

lowest regard for their value . Teachers at girls' schools, however, 

tended to rate 1ST somewhat higher than their colleagues at boys' 

schools or at co-educational schools. 

The many anomalies which the questionnaire results revealed was 

an indication of the general lack of uniformity of perception of the 

role played by learner-centred activity in the development of skills, 

values and attitudes and perceptual awareness. There was also no 

consensus as to the way in which these activities could be used to 

measure pupils' social, formal or academic development. A more 

serious aspect which emerged from the discrepancies in the 

questionnaire, as well as from the interviews and panel discussion, 

was the general lack of understanding about skills in general. 

There appeared to be confusion as to what skills ought to be 

developed, the nature of these skills and how to develop them. 

The analysis of the open-ended section of the questionnaire 

relating to the value of 1ST, although a reflection of only 24% of 

the sample population, was particularly revealing . The views 

expressed by teachers ranged from antipathy towards 1ST to a 

view which closely coincided with the perception of 1ST which 

emerged in the analysis of chapters two and three. 

The results of the analysis of teachers' perceptions of the value of 

1ST as a learner-centred activity was an indication not so much of 

teachers' rejection of learner-centred approaches, but rather of a 

lack of understanding about such approaches. There appeared to 

be little understanding of the theoretical framework within which 

such activities are situated; nor was there evidence of a general 
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understanding of the strategies related to the design and 

development of these activities . 

(ii) An analysis of the organisation and management of 1ST in schools 

further underlined the misconceptions held in terms of the purpose 

of 1ST and emphasised the general perception of 1ST as 

'assignments' or 'themes'. These tasks are, moreover, structured 

and controlled by the teacher, with pupils having little freedom in 

terms of their choice of the study area, the design or development 

of the tasks . 

The method of assessment and the control of the 'marks' for 

these tasks revealed that they continue to be managed in terms of 

the 1973 syllabus. The compulsory nature of the assignments and 

themes in this syllabus and the inclusion of the results in the 

pupils' year mark led to their moderation by the then circuit 

inspectors. (This practice is still in operation on the Border.) 

Teachers revealed that this system places an added burden on the 

teacher as it becomes a struggle to ensure that the pupils' work is 

'neat' and 'presentable' for the inspector's scrutiny. Thus, the 

educational value of the work becomes of less importance than 

the 'cosmetic effect' (Marsden, 1976). This may partly explain the 

somewhat ambivalent attitude teachers have towards tasks of this 

nature. Teachers interviewed stressed that because of the practice 

in some circuits of not returning the tasks to the pupils until they 

had been moderated, or of not returning the tasks to the pupils at 

all, for fear of their being circulated the following year, pupils' 

perceptions of these tasks were largely negative. Practices such as 

the above were revealed by teachers to increase their workload as 

much of their energy was spent in coercing the pupils . This 

emerged in the questionnaire as well as in the panel discussion. 

More serious, however, is that the control and management of 1ST 

in this way prevents adequate feedback and the educational value 

of these activities is reduced. Without the necessary feedback, the 

pupils are not likely to make any significant progress and nor are 

teachers able to identify progress which has been made within a 

year. 
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(i ii) Teachers' frustration with the administration of tasks within the 

system in operation in 1986 was highlighted in the open-ended 

questions to the sections on the value of 1ST and the problems 

encountered in applying 1ST. The administration of these tasks 

was perceived to be unnecessarily time consuming in view of the 

fact that they were perceived to have little value by either the 

teachers or the pupils. 

The survey results therefore revealed the following trends regarding the 

nature of 1ST, their organisation and their implementation: 

(i) These activities are largely structured and controlled by the 

teacher, who determines when they will be completed, the area of 

study with in which they are developed, the length of the tasks and 

the final form in which they are presented. 

(ii) Assignments and themes are likely to be related to tasks set in the 

geomorphology, urban settlement, climatology, economic 

geography and South African components of the syllabus. 

(ii i) While 1ST may be related to fieldwork, these tasks will largely be 

associated with the gathering of information rather than with the 

analysis, synthesis or evaluation of the data. 

(iv) Information gathering also characterises the tasks related to 

' library research', pupils' use of printed material is likely to be 

primarily note-taking rather than related to a critical evaluation of 

the material they use. 

(v) A number of 1ST are related to self-study areas w ithin the syllabus, 

which teachers identify as 'easy enough ' for the pupils to do on 

their own, leaving the teacher free to concentrate on the more 

'difficult' parts of the syllabus. 

(vi) 1ST are related directly to the syllabus and there will be little 

attempt to adopt an integrated approach to the design and 

development of these tasks . 
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(vii) The teacher's role is that of an instructor rather than a facilitator, 

therefore there are few opportunities to observe the pupils ' 

personal and social development. 

(vii i) The end product is generally a written report which is easy to 

administer and to control and provides tangible evidence of the 

completed work for the 'inspector's' scrutiny . 

(ix) The use and development of audio-visual material is rare in such 

activities and illustrations are likely to be confined to copied maps, 

sketches and presentation of data collected in the field or obtained 

from the printed material. 

The perceptions of 1ST held in 1986 and the consequent organisation and 

administration of these activities help to explain why teachers did not view 

1ST as a valuable learner-centred approach and why it was not regarded as an 

essential part of the geography programme. The views expressed in this 

survey reveal that it would not be incorrect to assume that at the time of the 

survey the teachers had neither analysed nor understood the implications of 

the preamble to the Revised syllabus of 1985. The poor perceptions that 

teachers revealed of 1ST in this survey reduced the possibility of there having 

been much development in 1ST over the past four years, unless individual 

centres have conducted in-service courses through local teachers' centres to 

develop skills in this and other learner-centred approaches. The 1993 Draft 

Core Syllabus is structured in much the same way as the 1985 syllabus and 

appears to be even more prescriptive in relation to the content detail than the 

1985 syllabus. Therefore, unless teachers analyse and apply the principles 

contained in the preamble of the new syllabus it is unlikely that 1ST will 

develop beyond the 'assignment' or 'theme'. 

The generally poor perception of 1ST and the way in which it is consequently 

administered may be ascribed to the following factors : 

(i) A lack of understanding of the basic skills, values and attitudes 

which ought to be developed through geography. 

(i i) A poorly developed conceptualisation of learner-centred activities 

w ith regard to their specif ic functions and t he techniques 

necessary for their application. 
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(iii) The perceived syllabus and examination constraints . 

(iv) The problem of time, as many teachers are required to expend a 

great deal of their energy on extra-mural programmes. 

(v) The system of control which still exists in a number of circuits, 

which results in the function of 1ST being perceived as a means to 

satisfy the external moderator . 

(vi) The poor status of these activities in terms · of the final senior 

certificate examination. 

(vii) The dichotomy (chapter three) which exists between the preamble 

of both syllabuses and the detailed content as well as the lack of 

concrete guidance given to teachers in terms of the design, 

development and implementation of these and other 

learner-centred activities. 
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CHAPTER SIX 

A FOUNDATION FOR CHANGE: BACKGROUND TO 

THE DEVELOPMENT OF THE 1ST PROGRAMME 

Classroom research into the development of an 1ST programme was 

conducted in a formal sense from 1986 to the end of 1989. This study must, 

however, be seen against the backdrop of the existing structure of 

pupil-centred activities in the school at which the researcher was geography 

subject head from 1973 to 1989. 

Research into the changes that have taken place in South African school 

geography over the past decade and a half has revealed that changes in 

syllabus content have been relatively successfully effected. The same 

research has, however, underlined the fact that changes in syllabus content 

do not necessarily bring about changes in teaching approaches (Ledger, 1977; 

van der Merwe, 1982; Levy, 1984; Ballantyne, 1986). The dynamics of change 

in a school situation are such that the only certainty about change is that it 

rarely occurs in quantum leaps or in a vacuum, but is more likely to be the 

result of a slow and often complex process. 

This chapter examines the fabric of change which provided the framework for 

the development of an 1ST programme in geography at a particular school. 

Accord ingly, consideration is given to the following: 

1 the school milieu which provided the environment in which the 

change took place; 

2 the tradition of pupil-centred activities which formed the centre of 

interest in which the change was located; 

3 the factors which precipitated the change; 

4 the processes of change which led towards the development of 

the 1ST programme. 
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6.1 THE SCHOOL ENVIRONMENT 

The direction and degree of change, even if confined to one department or 

subject, is determined by the school community, the school's structure and 

the ethos of the school. The following factors within the school framework 

were pertinent to the evolution of learner-centred activities leading to the 

development of an 1ST programme for this school. 

(i) Located in East London, the school is not affected by zoning 

regulations and as an all girls' school, the pupils are drawn from a 

wide cross-section of the population based on the parents' 

preference for single-sex schools. As the school has boarding 

facilities, the pupils are drawn from a hinterland which includes 

the surrounding farming communities, Transkei and Ciskei. The 

pupils therefore come from a wide variety of socio-economic 

backgrounds which increases the diversity of experiences upon 

which to base a learning programme. 

(ii) Subject departments, led by a subject head, are an important 

feature of the school structure. The subject head is responsible for 

the development of her particular subject area and as such is both 

directly answerable to the headmistress and has direct access to 

her. Teachers within the various departments seldom teach one 

subject exclusively and the composition of the various 

departments varies according to the subjects offered by the staff 

and the time-table requirements. 

(iii) The school is traditionally feminine rather than feminist. Academic 

achievement is, however, emphasised and the school has a 

reputation for excellent academic results. While sport is considered 

to be important, it is seen as only one part of the extra-mural 

programme. Therefore, sufficient time and funds are available for a 

varied cultural and enrichment programme. 

The factors mentioned above had a number of positive implications for the 

development of learner-centred activities at the school. 

(i) The diversity of interests and experiences among the pupils 

emphasised the need for a varied and individualised programme of 

activities. The differing socio-economic backgrounds of the pupils 
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provided a wealth of human resources which could be utilized in 

the development of a learner-centred programme, while the 

extensive hinterland from which the pupils were drawn extended 

the environment in which activities could be developed; all of 

which provided "an expanded framework of relevance in terms of 

the structuring of activities. 

(ii) The relative autonomy within the subject departments created the 

possibility for subject development, which was largely dependent 

on the subject head and the teachers with whom she worked . The 

direct link between the subject head and the headmistress created 

con uncluttered channel of communication which considerably 

reduced the sorts of frustrations which frequently stifle 

development and initiative. 

(iii) The academic emphasis and the balance which exists between the 

sport and cultural programmes provided staff with a modicum of 

freedom to develop their own spheres of interest and encouraged 

the development of projects which were viewed as academically 

and educationally worthwhile. 

It must, however, be emphasised that the framework identified above was 

neither immediately apparent, nor did it function as a coherent unit. It took 

time to identify the various strands and to weave them together. 

Getting to know the school community both in terms of the interests of the 

pupils and with respect to identifying the available resources among the 

parent body, occurred over a period of years. Recognising the human 

resources and learning how to utilize them developed gradually as the 

learner-centred activities evolved. 

No school is likely to give a teacher carte blanche to institute wide ranging 

changes without that teacher first having established his or her credentials . 

Therefore, before the researcher was given the necessary freedom to develop 

a programme as extensive as that described in chapter eight, the value of 

learner-centred activities had to be proven; particularly with respect to 

fieldwork. The range of activities that were ultimately developed for 1ST could 

also not have happened without a fa irly extensive resource-base of printed 

material, audio-visual software and the necessary hardware, such as cameras, 
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slide-tape projectors and television equipment. A resource-base such as this 

had been gradually built up as the geography department at the school had 

expanded and developed. Therefore, problems which the survey revealed with 

regard to accessibility of audio-visual equipment did not exist at the school. 

Although equipment was not initially collected with a view to using it in a 

learner-centred programme, when its potential was recognised, the material 

was there. 

The particular sphere of interest of the researcher played an important role in 

determining the changing approach to learner-centred activities and was made 

possible by the cultural programme of the school. Thus, as a keen hiker and 

'excursionist', the researcher frequently accompanied pupils on hikes or on 

school 'tours', which initially, although labelled 'educational', were either 

largely recreational or a way to get the pupils to see something of their own 

country. These early excursions were not field excursions as such and were 

not intended to be. As the researcher's interest and expertise in fieldwork 

developed, the potential of such excursions was recognised and their 

character changed. These extra-mural activities had a strong influence on the 

way in which learner-centred activities in geography evolved. An additional 

factor which changed the nature of these "Cook's Tour"-type excursions was 

the rapidly increasing cost of transport, which made extensive tours to places 

such as the Eastern Transvaal, Northern Cape, etc., far too expensive. 

Therefore, shorter excursions to areas which could be reached easily were 

undertaken. These weekend or long weekend trips of necessity became more 

focused in terms of their purpose and the activities which were designed for 

the pupils . 

Therefore, while the necessary structure for change in terms of a 

learner-centred approach to geography existed, it took time to identify and to 

utilize the potential to bring about the necessary changes. The changes that 

occurred were resultantly not imposed either by the school hierarchy or by 

departmental regulations but were generated by a variety of circumstances 

within the geography department. 

6.2 ACTIVITIES RELATED TO THE 1973 GEOGRAPHY SYLLABUS 

Learner-centred activities in geography prior to this study centred around 

'assignments', fieldwork and practical work . 
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6.2.1 Assignments 

Assignments were initially executed 

regulations, with every geography pupil 

according to the 1973 

in the schoo! producing the 

syllabus 

required 

number of assignments based on the suggested topics contained in the 1973 

syllabus. The assignment 'product' was a written report, laboriously illustrated 

with traced maps or diagrams which had been meticulously coloured in, 

labelled and framed. Year after year the pupils were highly commended for 

their 'beautiful' work by the inspectors who moderated the pupils' work. 

These assignments, while 'cosmetically' exquisite and a great delight to the 

eye, had essentially no educational value as the text was, by and large, 

simply copied from a variety of books kept for that purpose in the school 

library. To maintain this 'high' standard, the teachers concerned with ensuring 

that the tasks were 'neat' and 'presentable', adopted a teaching approach 

more suited to the sportsfield than to the classroom, which appealed to the 

esprit de corps of the girls as their work was open to scrutiny by the 

inspectors. Year after year the pupils humoured their teachers in much the 

same way as the survey results revealed pupils to be doing in a number of the 

Cape Education Department schools. 

6.2.2 Fieldwork 

The increasing exposure of teachers to fieldwork techniques through the East 

London Teachers' Centre was largely instrumental in the development of field 

reports which gradually replaced one of the assignments which pupils were 

required to do. Unlike the earlier "Cook's Tour" excursions and weekend field 

excursions, fieldwork was built into the school programme as one school day 

each year was set aside for each standard from Std 6 to Std 10 for fieldwork 

at local sites . 

Initially, fieldwork excursions were restricted to the smaller groups in the 

senior secondary classes, but as teachers became more confident and the 

potential of fieldwork was recognised, the Std 6 and Std 7 pupils were 

included. The inclusion of the younger pupils, however, meant that groups of 

between 130-140 pupils, supervised by their teachers, had to be catered for at 

one site . 

Although the fieldwork sites for each standard differed, the actual purpose of 

the fieldwork was initially the same, whether being undertaken by Std 6 or 
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Std 10 pupils and was largely based on observation, recording and gathering 

of data, which formed the basis of the pupils' field reports. There was initially 

little emphasis on problem solving or hypothesis testing in the field. Fieldwork 

tended to be centred on physical geography in terms of geomorphology or on 

urban field studies. This appeared to be a fairly general trend in Cape 

Education Department schools in terms of the analysis of the 1986 survey. 

6.2.3 Practical work 

Practical work in the years following the introduction of the 1973 syllabus 

centred on the development of skills related to the interpretation of 1:50 000 

topographical maps, aerial photographs and synoptic maps, and on the 

development of skills related to the construction and reading of a variety of 

graphs. 

These skills were developed on an ad hoc basis and were directly related to 

the requirements of the senior certificate examinations, as relatively little 

guidance was given in the 1973 syllabus. Thus, as the various external 

examiners introduced different approaches relating to graphicacy, the 

techniques were added to the pupils' skill repertoire and were filtered down 

through the school. 

6.3 FACTORS WHICH PRECIPITATED CHANGES IN THE APPROACHES TO 

LEARNER-CENTRED TASKS 

The first changes to take place in the approaches to learner-centred activities 

in geography were related to the system of assignments for the following 

reasons: 

(i) As topics set for the assignments tended to remain the same each 

year, there was a brisk trade in assignments as pupils either 

obtained previously completed tasks from their peers in higher 

standards or from friends or siblings attending other schools in the 

town . 

(ii) The attempt to solve this fairly general problem by not returning 

the pupils' assignments until after they had been moderated by the 

inspectors reduced the already eroded motivation on the part of 

the pupils even further . 



158 

(iii) By the time the pupils received their marks for the moderated 

assignments, they were ready to begin their final examinations for 

the year and had little interest in the completed work, except as a 

means to boost their final result . 

(iv) Feedback was therefore minimal and resultantly very few, if any, 

educational benefits occurred from these tasks . 

(v) Educationally, a poor system deteriorated even further, with 

assignments no longer being returned to the pupils. For not only 

was there little worthwhile feedback, but as the assessment of the 

work was based on a single impression 'mark', this assessment 

was largely a reflection of the 'cosmetic effect' of the work 

(Marsden, 1986). 

(vi) A number of other reprehensible practices were encouraged by the 

assignment system, which included extensive parental help 

(mentioned in the survey results by a number of teachers). and the 

vandalising of library books as a number of teachers allowed 

'pictures' to be used as illustrative material. 

These problems notwithstanding, it was the total disillusionment of the 

teachers rather than of the pupils at the school, which brought about the first 

changes . For not only were these assignments of little educational value, the 

researcher and her colleagues were in agreement that the ·worst aspect of the 

assignments was that they were so tedious to administer and to assess. 

The disillusionment and dissatisfaction with the assignment system was partly 

the reason for the increased emphasis on fieldwork at the school. Added to 

which, was the developing expertise among teachers in the use of fieldwork 

techniques. The more enthusiastic the teachers became about the one day 

field trips, the more highly motivated the pupils were. The field reports 

resultingly improved, revealing a greater focus and insight into the area 

studied. The success of the senior secondary fieldwork led to the 

development of field excursions for the younger pupils . The introduction of 

day field trips for the Std 6 and Std 7 pupils, however, imposed a number of 

problems related to the system of fieldwork hitherto used. 
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(j) As it was impossible to do 'in the field' teaching with these large 

groups, they therefore needed far better instructions and guidance 

than had previously been given to the older, smaller groups of girls. 

(ii) These large groups had to learn exactly what was needed in the 

field and how to apply the necessary techniques before they 

embarked on the excursion as 'on site' demonstrations were 

impossible. 

(iii) The sites chosen for these large groups had to be such that they 

could accommodate the girls both from the point of view of the 

girls' personal safety and with regard to the pressure on the 

environment. 

(iv) The sites chosen for the fieldwork had to be varied as the field 

reports, unlike the assignments, were discussed with the girls and 

were returned to them. 

6.4 CHANGES IN PROCEDURES WHICH INITIATED A PROCESS OF 

CHANGE 

These problems led to the following changes in the approaches to 

assignments, fieldwork and practical work. 

(i) In an attempt to improve the value of the assignments and to 

make them less tedious for both the teachers and the pupils, the 

assignments were structured in the following manner : 

* 

* 

the pupils in Std 8 and Std 9 were allowed to choose any 

country which interested them and were not restricted to the 

suggested regions in the syllabus ; 

for whichever country they chose, they had to analyse the 

factors which either had led to the country's development or 

which had retarded the country's development and had then 

to evaluate the implications of these factors in terms of the 

country's economy and population . 
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The Std 8 and Std 9 themes were extended to include whatever 

areas of study interested the pupils or the teachers and could be 

structured as a report, a model or as a poster or chart. This was 

left to the discretion of the teacher concerned with the teaching of 

a particular class. 

The above factors increased the 'interest' value of the tasks and 

encouraged a certain amount of originality. The senior 

assignments, in particular, became far more challenging and 

stimulating. However, it soon became apparent that to do two 

such assignments in a year was too time-consuming and 

somewhat pointless. Therefore, with the development of the 

fieldwork reports, permission was obtained from the inspectors to 

include the pupils' field reports in the year mark and to do only 

one assignment based on a country. The assignments in Std 10 

were discontinued altogether and these pupils concentrated on 

urban fieldwork instead. 

(ii) The problems encountered with the introduction of fieldwork to 

the younger pupils led to the following changes to the approach to 

fieldwork: 

* 

* 

the development of a 'school trail' (Appendix GA) designed to 

train the Std G and Std 7 pupils in the use of various field 

techniques they would need to apply in the field . As the 

school trail could be completed during normal teaching time, 

teachers could instruct the smaller groups in mapwork 

techniques; in the use of various types of simple apparatus, 

such as chronometers; in quadrant analyses, transects, 

gradient calculation and the correct way to observe and 

record data. Pupils were therefore able to work on their own 

in their small groups in the field. 

The field excursions had to be planned and developed so that 

the pupils knew precisely what to do and when to do it. This 

led to greater structuring of the worksheets used in the field, 

which, while having certain disadvantages in terms of 'free 

discovery', did improve the range of activities pupils were 

expected to do in order to ensure that they were kept fully 

occupied in the time allocated. 
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Attempts were also made to vary the level of difficulty and 

.degree of complexity of the field excursions between the 

different standards and to find new sites for the older pupils . 

A further strategy designed to improve the quality of work 

done in the field was to design field excursions that were 

directly related to an aspect of the syllabus in Std 6 and Std 

7 and to teach this section of the syllabus in depth before 

undertaking the excursion. 

The various attempts to improve the quality of assignments and fieldwork had 

the following repercussions. 

(i) The more problem oriented approach to the assignments meant 

that pupils needed to use more than the text from the source 

material they consulted . Thus, pupils were increasingly introduced 

to the interpretation and evaluation of statistical data. This led to 

an increase in the use of data in class time as pupils needed 

instruction in the necessary techniques and skills. Increased use of 

statistical data and data response also resulted from the attempts 

to vary the degree of difficulty of the fieldwork. Pupils in the 

higher standards were therefore expected to do more than gather 

and present the collated data, they had to attempt to interpret it in 

order to find explanations for the observed occurrences in the 

field. Better use of a variety of graphic material was therefore 

incorporated into all these areas of pupil-centred activities added 

toa greater interest in these techniques . 

(ij) The greater variety of activities in the field and the improved use 

of the data collected, led to a more problem oriented approach to 

fieldwork and pupils from Std 7 were expected to write follow-up 

reports which included a degree of analysis and evaluation 

(Appendix 6B). 

(iii) The increasing complexity and sophistication of field excursions 

and reports, however, meant that more time was needed to 

prepare the pupils for their field excursion and to do follow-up 

work, which would train pupils to: 
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process the field data using graphs and tables; 

analyse and evaluate the data in order to find relationships, 

make comparisons and to relate the area studied to the 

theoretical background; 

present the material correctly; and to 

relate the illustrative material to the text. 

All of which meant that an increasing amount of class time was needed 

for fieldwork and for the presentation of assignments. While this had 

relatively little effect on the senior classes, each of which had six 

geography periods a week, it did create problems in the Std 6 and Std 

7 classes with only three geography periods a week. It therefore 

became increasingly difficult to complete the departmental syllabus in 

the lower standards. The quality of the field reports and the pupils' 

reactions to fieldwork were so positive that the time taken for this 

aspect of geography was considered to be worthwhile. The result was 

that the syllabus for Std 6 and Std 7 was restructured to give sufficient 

time for fieldwork. Effectively, this meant that skill development with 

the younger pupils became an essential part of their geography 

curriculum and greater emphasis was placed on skills in the senior 

secondary classes as well. 

6.5 AN EVALUATION OF LEARNER-CENTRED APPROACHES PRIOR TO THE 

INTRODUCTION OF THE 1985 REVISED SYLLABUS 

The developments in fieldwork and assignments in the decade prior to the 

introduction of the 1985 revised syllabus created the foundation upon which 

to develop a systematic programme of learner-centred activities in geography. 

These changes resulted in the following benefits to the teaching of geography 

and to the pupils. 

(il Improved teaching skills included: 

* better design and administration of assignments and 

fieldwork in terms of their structure, assessment and 

dissemination as with the discontinuation of the practice of 

keeping pupils' work, more detailed feedback was possible; 
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an increased perception of the skills needed by pupils to 

research their assignments, to extract the information and to 

present the material, which led to instruction in these areas 

and to experimentation with different methods which could 

be used by pupils to present the final product; 

better utilization of graphics and the development of skills 

which pupils needed for the analysis of maps, tables, graphs, 

etc ., thereby leading to a greater amount of time being spent 

on practical work; 

an increased perception of pupils' capabilities and interests; 

improved group work techniques; 

a better understanding of the dynamics involved in the 

development and organisation of fieldwork and of the skills 

and techniques needed for fieldwork; 

the identification and development of a resource base 

through the increased emphasis on weekend excursions, 

which would be valuable for the project content of 1ST. 

(ii) The pupils benefited in terms of developing skills which enabled 

them to : 

* 

* 

* 

* 

* 

* 

use printed source material more effectively than just copying; 

use a variety of maps, graphs, tables and other data for the 

purpose of analysis and evaluation; 

present their work in a more structured and formal manner; 

use illustrative material more effectively; 

develop communication skills in the presentation of their 

work; 

develop slide-tape presentations, use OHP's, develop 

transparencies and had begun to experiment w ith videos ; 
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utilize a variety of field techniques, which included aspects of 

measuring, recording, data processing and data analysis; 

use 1:50000 topographic maps in the field; 

work iri groups without teacher supervision. 

The development of fieldwork, in particular, led to a more dynamic and 

stimulating approach to geography, which increased the pupils' motivation 

and revived teachers' interest in the subject development; creating a situation 

where teachers were prepared to assess the value of the recommended 

syllabus and to develop their own programmes. 

Valuable as these developments were in instituting a process of change, the 

approaches to the learner-centred activities in existence had a number of 

limitations. 

(i) The assignments, themes, field excursions and the follow-up 

reports were teacher-directed and highly structured. This meant 

that pupils had very little input into the design and decisions made 

regarding their tasks. Other than having freedom of choice as to 

which country the senior pupils researched for their assignment, or 

which area to study in the junior secondary phase, the activities 

were essentially the same for each pupil in the standard. The lack 

of differentiation placed a heavy burden on the weaker pupils. 

(ii) The structure and design of the activities gave pupils few 

opportunities to develop their own interests and talents. Fieldwork, 

in particular, took little cognisance of the individual pupil, as each 

girl had to complete the same exercises and do the same field 

report. This tended to reduce the effectiveness of the fieldwork for 

some of the pupils. An analysis of the field report revealed that 

areas in the field which had appealed to particular pupils were 

given meticulous attention, with pupils frequently expanding on 

these sections beyond the set requirements of the assignment. 

(iii) Very little emphasis was placed on problem identification and there 

was no set line of enquiry used in the development of the 

assignments or the field reports. 
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(iv) The fieldwork in particular neglected values, attitudes and 'human' 

issues and was essentially related to the physical aspects of the 

area studied. Little consideration was given to the effect of man 

on the environment or of his role and function in the environment. 

It is therefore questionable whether the fieldwork in fact had much 

relevance to the pupils, other than to develop field techniques and 

to increase their understanding of the physical processes and 

patterns of the area studied. Thus, while the researcher and the 

teachers concerned with the fieldwork in the school took pride in 

the fact that the fieldwork which was developed was 

inter-disciplinary in that it included biological aspects of the 

environment as well as the geography, or in the case of urban 

studies, involved history and architecture, the studies remained 

clinical, 'antiseptic' and 'dispassionate', The field studies were, 

therefore, reflections of the 1973 syllabus in terms of Earle's 

criticism of that syllabus (in van der Merwe, 1982). The field 

excursions, although located in the pupils' own environment, did 

not necessarily generate an appreciation of the environment in 

terms of the pupils relating to it as 'theirs'. The studies could have 

been done along any beach, any river or on any farm or in any 

country. 

(v) In spite of the efforts to vary the degrees of difficulty and 

complexity of the fieldwork in the different standards, an analysis 

of the fieldwork done from Std 6 to Std 10 revealed that there was 

essentially little progress in terms of skill development. Therefore, 

although the fieldwork sites changed each year and the number of 

activities increased, there was little growth or development from 

year to year. Therefore, while progress had been made in terms of 

skill development, there was still little understanding of what skills 

were necessary, when they could be developed or how they could 

be developed, or even how the skills were related to different 

aspects of the syllabus. 

(vi) An unintended outcome of the attempt to make fieldwork and 

assignments more relevant and meaningful was the increased 

amount of time pupils were spending on their field reports and 

assignments and themes. As the complexity and sophistication of 

these tasks increased over the years, by 1985 pupils from Std 7 
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and Std 9 were expected to complete two major pieces of work in 

addition to their normal practical and test programmes in 

geography. In addition to these assignments in geography, pupils 

were expected to do similar tasks in history, art and biology. An 

analysis of two examples of fieldwork in geography for a Std 7 

and a Std 10 pupil (Appendix 68) reveals the following: 

* 

* 

* 

The amount of time needed for such work is considerable, 

particularly in view of the development of the illustrative 

material and the length of the report. 

The skills represented in the work CQuid have been as 

effectively utilized in a shorter piece of work as there is an 

unnecessary repetition of techniques in each of the areas 

covered in the report . 

There is little real difference in terms of the depth and length 

expected from the Std 7 pupils' and that of the Std 10 pupil. 

These tasks were therefore placing a heavy burden on the younger pupils and 

the weaker pupils . Thus, while the emphasis had shifted somewhat from the 

'cosmetic effect' of the pupils' work, the new emphasis to the pupil appeared 

to be on length . As teachers previously felt that pupils should be credited for 

the tremendous effort which went into these tasks, pupils' assumptions that 

"the larger the assignment, the better the mark" , was proved to be correct. 

6 .6 SUMMARY 

The developments in assignments, fieldwork and practical work were directly 

related to a combination of circumstances which existed within a particular 

school environment. Yet the key factors which precipitated the changes were 

teacher dissatisfaction with a specific area of the geography programme and 

the interests of the teachers, rather than the perceived needs of the pupils, 

the syllabus requirements or a school milieu which was conducive to change. 

The dissatisfaction with the assignment system and the emerging interest in 

f ieldwork, having triggered the initial changes, caused a process which, when 

once set in motion, extended beyond the design of the various learner-centred 



167 

tasks. A closer analysis of the developments in these areas reveals that the 

changes were not only related to changes in procedures, but changes in 

teachers' attitudes. Having questioned one aspect of the syllabus, teachers 

were led to examine other areas of the geography programme more closely. 

Therefore, when the need arose to restructure the recommended coursework 

to meet the requirements of the assignment and fieldwork programmes, the 

perceived value of this aspect of geography gave teachers the confidence to 

develop a programme which met their needs and the needs of the pupils . This 

initiated the shift in attitude which was more essential for the development of 

the 1ST programme than the existing changes which had thus far been 

effected . The geography teachers at the school were beginning to be less 

concerned with what they taught than with why it was being taught. 
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CHAPTER SEVEN 

THE PILOT PROGRAMME FOR 1ST 

The decision to reassess and to restructure the existing learner-centred 

activities was initially the result of teacher and pupil concern about the time 

involved in the development and completion of the two major tasks set each 

year from Std 7 to Std 9 and the implications for tasks of this nature in terms 

of the newly introduced Revised Syllabus of 1985. 

This chapter examines: 

1 the process which led to the development and implementation of 

the pilot programme for 1ST; 

2 the purpose, design and structure of the tasks set for the pilot 

programme; 

3 the administration and results of the activities of the pilot 

programme; 

4 the evaluation of the pilot programme and the implications for the 

development of an 1ST programme for the school. 

7.1 THE PROCESSES LEADING TO THE IMPLEMENTATION OF A PILOT 

PROGRAMME FOR 1ST 

In view of the lengthy period over which the previous developments described 

in chapter six occurred, it is pertinent to analyse the decisions leading to the 

development of what was to be the pilot programme for 1ST in terms of: 

(i) the time-frame in which the developments occurred; 

(ii) the identification of the basis upon which an 1ST programme 

should be developed and the indentification of the problems and 

issues w ith which such a programme was associated; 
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(iii) the resulting decisions relating to the pilot programme in terms of 

the target group, the objectives for the programme, the skills 

which should be developed and the nature of the assessment . 

This section concludes with an analysis of the processes involved in the 

development of the pilot programme. 

7.1.1 THE PERIOD OF DECISION-MAKING LEADING TO THE DEVELOPMENT 

OF THE PILOT PROGRAMME 

The question relating to the time pupils needed for assignments and field 

reports was raised at a geography staff meeting in June 1985, when the 

progress made in the first of the assignments for the year was reviewed. The 

decision was taken to review the tasks set for geography at the end of the 

year in the light of an analysis which teachers agreed to do of the 

assignments in the third term and in relation to an analysis of the 

requirements of the newly introduced syllabus (1985 Revised Syllabus). The 

decisions which resulted in the development of the pilot programme were 

therefore effectively taken in two geography meetings held in the fourth term 

of 1985 and at the first meeting of the geography staff in 1986. 

7.1.2 PHASE ONE OF THE PILOT PROGRAMME DEVELOPMENT: 

IDENTIFICATION OF THE LIMITATIONS OF THE EXISTING SYSTEM 

AND OF THE BASIC REQUIREMENTS FOR A PROGRAMME OF 

LEARNER-CENTRED ACTIVITIES 

The limitations of the existing system of learner-centred activities described in 

chapter six were identified and discussed, as were the requirements for these 

activities in relation to the 1985 Revised Syllabus. The syllabus analysis 

revealed the learner-centred goals and the need to develop skills, attitudes 

and values through greater pupil involvement and participation. Note was also 

taken of the suggestion to develop short but frequent pupil-centred activities. 

On the basis of this discussion, the following decisions were taken with 

regard to the nature and purpose of 1ST. 

(i) 1ST should form part of a programme of activities which reflected 

the pupils' development in skills, values and attitudes from Std 6 

to Std 9, by which time skills necessary for the final senior 

certificate examination should have been acquired by the pupils . 
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(i i) The activities planned and developed for 1ST should aim at the 

development of personal and social skills as well as cognitive skills . 

(iii) The 1ST programme should attempt to create a balance between 

activities developed to teach skills and those which allowed the 

pupils to pursue their own interests, although continuing to 

incorporate the desired skills . 

(iv) The activities should give teachers an insight into the pupils' 

progress in and potential for geography, as well as their interests 

in the subject, therefore their work would have to be monitored 

regularly and the assessment would need more than numerical 

evaluation. 

The identification of these broad goals led to the realisation that: 

(i) although teachers were talking about skills, values and attitudes, 

there was little real understanding about what these skills and 

values were or how they could be identified or applied, therefore it 

would be necessary to investigate this area of geographical 

education more closely than had been done before; 

(ii) activities within the programme would have to be related to the 

achievement of specific aims and that no exercise could be 

developed simply because it was convenient or expedient. 

Therefore far more consideration would have to be given to 

procedures and aims and objectives than had previously been the 

case in the design and development of activities; 

(iii) The assessment of pupils' work would have to be restructured if 

skills, values, attitudes and personal growth were to be measured; 

(iv) the activities designed for 1ST would need to be evaluated in terms 

of whether the aims had been achieved, their suitability for pupils ' 

level of development and in terms of the pupils' previous 

experience . 

(v) there would have to be constant and constructive feedback after 

each act iv ity if pupils were to progress in the desired skill areas. 
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(vi) the development of a programme of learner-centred activities 

based on growth and progression would need to be developed by 

the geography teachers as a team to ensure that there was a 

logical development from one year to the next; 

(vii) while the activities would be shorter and more varied, there would 

be more to monitor and control, which would place an increased 

burden on teachers unless there was a way to incorporate at least 

some of the activities into the normal test programme. 

7.1.3 PHASE TWO OF THE PILOT PROGRAMME DEVELOPMENT: 

IDENTIFICATION OF THE TARGET GROUPS AND THE IDENTIFICATION 

OF SKILLS FOR THE PILOT STUDY 

In terms of the consideration staff had given to the problems and issues 

previously raised, the decisions made during the second phase of the planning 

for a restructuring of the learner-centred activities included the following: 

(i) No attempt should be made to develop a full programme of 

learner-centred activities for all the standards in the following year, 

but that a select programme of activities should be designed, 

developed and monitored, using the Std 7 and Std 9 pupils; 

(ii) The rest of the school would continue with their usual programme 

of activities; 

(iii) The programme of activities decided upon would be developed by 

the researcher in consultation with the staff concerned with the 

teaching of the target groups; 

(iv) The researcher and the teachers would administer the tasks, but 

that the researcher would assess them; 

(v) The tasks would be evaluated by all of the geography teachers 

and that additional evaluation would be requested from the senior 

biology staff; 

(vi) The pupils would evaluate each task as it was completed . 

These decisions were taken for the reasons given below. 
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(i) The staff felt that to introduce a full programme of activities based 

on skill development and the development of values and attitudes 

was too ambitious in view of the problems related to skill 

identification, their application and the assessment of tasks which 

were skill related . 

(ii) The choice of the Std 7 and Std 9 pupils as the target groups was 

made as teachers felt there needed to be some sort of comparison 

made between the levels of development that could be expected 

from pupils in the junior secondary and senior secondary phases . 

The rate at which pupils were able to develop in the course of one 

year was also felt to be important . The choice of the Std 7 group 

in preference to the Std 6 pupils and of the Std 9's rather than the 

Std 8 or Std 10 pupils was based on the following: 

* 

* 

* 

the Std 7 pupils had had one year of high school and as such the 

programme could start immediately, while the Std 6 pupils needed 

time to settle and a programme such as this would interfere with 

their orientation programme in geography; 

the Std 9 pupils had the foundation of one year of senior 

secondary geography and this, it was felt, would be valuable in 

the development of the envisaged advanced 1ST programme; their 

syllabus is also more flexible than that of the Std 10 pupils; 

the age of both groups was a further consideration as, according 

to Piagetian theory, they were at the stage of formal ope racy and 

therefore should be capable of the skills which the syllabus 

identified ; 

(iii) The role played by the researcher in the design, development and 

assessment of the tasks was decided upon as she would be on 

long leave and would have the necessary time, while the role of 

the rest of the staff as non-participant observers would help to 

create a better system of evaluation. 

(iv) It was felt that pupil evaluation would provide an added dimension 

to the development of subsequent tasks and that it was necessary 

to consider the pupils' reactions and responses to the activities . 



173 

The second set of decisions taken during this phase concerned the objectives 

of the pilot programme. The staff felt that the pilot programme should: 

(i) attempt to ascertain the pupils' level of development in the skill 

areas which were identified as important to a learner-centred 

programme and to monitor the pupils' progress in these areas in 

the course of the year, while attempting to find ways to help 

pupils to develop those skills in their practical work; 

(ii) examine alternative systems of assessment which would measure 

pupils' progress more effectively; 

(iii) find alternatives to the field reports in order to reduce their length, 

while still retaining the skills and techniques considered to be 

important; 

(iv) explore alternatives to the thematic studies of the junior secondary 

phase which would reduce their length while still developing the 

technique related to the use of printed source material. 

Teachers agreed that three tasks set for each of the two standards involved in 

the pilot programme would be the minimum necessary to achieve the 

objectives . Four, it was felt, would be unrealistic as their design, 

development, assessment and evaluation was likely to take longer than usual 

for such activities. The decision was taken that these classes would continue 

with their normal practical work. 

The second phase of the planning was concluded with the identification of the 

skills below, which staff felt to be important for a learner-centred programme. 

(i) Language proficiency: Language proficiency was perceived to be 

a seriously neglected aspect of learner-centred activities in 

geography. It was felt that since language permeates every aspect 

of geography teaching and the pupils' development in geography, 

this area needed serious consideration in any future 1ST 

programme. The pilot programme would therefore attempt to 

ascertain : 

* the degree of clarity with which pupils can be expected to 

express themselves through the written and the spoken word ; 
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the degree of sophistication the pupils have reached at Std 7 

and Std 9 level with regard to use of vocabulary, grammar 

and spelling; 

the extent to which pupils are able to use geographical terms 

correctly; 

the extent to which they are able to express themselves in a 

formal mode in their written and oral work; 

the extent to which the pupils are able to formulate a written 

report or essay based on a systematic analysis of a situation 

or problem. 

(ii) Comprehension: The concern in this skill area was primarily 

related to ascertaining the pupils' "cue consciousness" in 

interpreting questions and instructions. The aim was to obtain 

more information: 

* 

* 

in terms of the design and structuring of activities for the 

pupils; and 

whether the pupils' "cue consciousness" was related to the 

development of higher order skills, such as their ability to 

make generalisations. 

(iii) Perception: The teachers were interested to ascertain the levels at 

which pupils are able to perceive patterns and relationships, to 

organise data and to solve problems. 

(iv) Graphicacy and numeracy: Skill development in these areas has 

become increasingly important and it was felt that there was a 

need to know about how pupils responded and reacted to graphic 

data . It was hoped that learner-centred activities could aid 

teachers in developing these skills and help in understanding the 

sorts of problems pupils have in these areas. 

(v) Problem solving: It was necessary to ascertain how the pupils 

perceived problems and to understand their levels of competence 
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in the solution of problems. Concern was expressed as to whether 

the pupils could reasonably be expected to: 

* 

* 

* 

* 

identify problems; 

formulate hypotheses; 

use various techniques to test hypotheses; 

present a well reasoned and logical assessment of a situation 

they had studied and link theory to reality in their search for 

solutions. 

(vi) Attitudes: The staff felt it was important to understand at what 

level pupils were able to verbalise their attitudes concerning 

specific situations. It was also necessary to understand the depth 

of their insight into aspects relating to environmental and other 

topical issues facing their own and other communities. 

(vii) Values: In the same context, it was considered to be important to 

understand more about pupils' values and how they develop these 

values. More information was needed as to how teachers could aid 

pupils in value development without resorting to indoctrinatory 

methods. 

(viii) Creativity and originality: The teachers present believed that 1ST 

was a means to encourage and develop these attributes, but that 

more information was needed about the levels of originality which 

could be expected and how to develop the pupils' natural abilities 

in these areas. 

7.1.4 THE THIRD PHASE OF THE PLANNING: THE STRUCTURING OF THE 

PILOT PROGRAMME 

The discussions during this phase resulted in decisions relating to the 

assessment of the activities and the nature of the activities which should be 

set for the pilot programme. 

With respect to the assessment of the tasks set for the pilot programme, 

teachers felt very strongly that where activities were not differentiated in 
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terms of the content, their structure should be such that while challenging the 

academically able pupil, the weaker pupil ought not to be seriously 

disadvantaged. Staff felt that the assessment of the activities should reflect 

the pupils' strengths as well as their limitations and that pupils should be 

given credit for performing to the best of their abilities . 

In an attempt to achieve the various objectives which had been identified, it 

was decided that the structure of the pilot programme would be as follows: 

(i) The first activity should be some form of diagnostic tool which 

could create a basis from which to analyse pupils' levels of 

development and should also give consideration to a variety of 

assessment methods which could highlight these skills . 

(ii) The second task should include an analysis of the skills identified 

in the first tasks, as well as create additional opportunities for the 

identification of skills in areas that could not be identified by the 

first of the tasks . Teachers also felt that the second activity should 

consider pupils' individual interests. 

(iii) The pilot programme would also include a fieldwork assignment as 

it was felt that this was an opportunity to solve some of the 

problems identified in relation to fieldwork. 

7.1.5 AN ANALYSIS OF THE DECISION MAKING PROCESS WHICH 

INFLUENCED AND AFFECTED THE DEVELOPMENT OF THE PILOT 

PROGRAMME 

Before considering the design, structure and development of the activities for 

the pilot programme it is necessary to reflect, albeit with hindsight, on a 

number of factors relating to this period of development. 

The programme of 1986 was based entirely on the teachers' experience in the 

classroom and on the initial analysis of the syllabus preamble. Literature 

relating to learner-centred activities and skill development was neither easily 

available nor was there the time to research this area of geographical 

development adequately within the time-frame described . The theoretical 

framework which was to influence the subsequent development of the 1ST 

programme evolved during the three years of the study as the researcher and 
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the teachers concerned were exposed to the relevant literature as a result of 

this research . 

The limitations in terms of the necessary theoretical background relating to 

learner-centred approaches and the lack of real understanding about teaching 

skills and skills teaching were undoubtedly the cause of many of the errors 

that were made and the blind alleys that were followed. 

Thus, there was little consideration given to: 

(i) An examination of a wide variety of learner-centred strategies in 

terms of the skills they were designed to develop and how they 

could be best applied to develop those skills. Although the 

teachers present in the planning stages had used a number of 

learner-centred activities and techniques which included: 

* 
* 
* 
* 
* 

group work 

role play; 

data processing and data response; 

worksheets; 

pupil seminars; 

these activities had not been analysed in relation to their purpose, 

their outcomes, how they should be structured in terms of the 

pupils' level of development, or the possible barriers to learning or 

performance they might contain. 

(ii) An analysis of the syllabus in order to develop a progression 

framework for skills . 

(iii) An analysis and understanding of the sorts of procedures that 

were necessary to develop learner-centred activities both in terms 

of the teacher's design and development of the activities and in 

relation to the information pupils needed prior to doing these 

activities . 

Activ it ies tended to be viewed essentially as a product rather than a process. 
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The limitations which resulted from the lack of theoretical knowledge need to 

be examined in relation to the factors that triggered the changes and with 

respect to the processes which created the momentum for the changes to 

continue. The processes described in chapter six and in this chapter were not 

initiated because of a belief in a theory or in a recommended approach, but 

because of an identified need, which was relevant to the teacher, the pupils 

and the school situation. In attempting to meet this need, experimentation and 

innovation led to a search for a theory and new approaches. While this may 

be placing the cart before the horse, it may help to explain the nature of 

change in a classroom situation which is initiated by teachers. 

7 .2 THE PURPOSE, DESIGN AND STRUCTURE OF THE ACTIVITIES 

DEVELOPED FOR THE PILOT PROGRAMME 

While the Std 7 programme progressed as planned, the Std 9 group were able 

to complete two out of the three activities originally decided upon; the second 

activity of the programme being abandoned at the request of the teacher 

substituting for the researcher while she was on leave. The programme of 

activities was therefore as follows: 

Task I: 

Task 2: 

Task 3: 

A structured teacher-directed activity designed to illuminate the 

skills identified by the researcher and the staff concerned with the 

programme development. 

A written report based on a choice of topics with a set theme. 

(Completed by the Std 7 group only .) 

A fieldwork activity. 

This section of the chapter examines each of the activities with regard to the 

way in which the design and structure of each task attempted to reflect the 

purpose for which the activity was designed . 

7 .2 .1 THE FIRST ACTIVITY FOR STD 7 AND STD 9 

The initial task set for these two classes attempted to identify the pupils' 

levels of development in the skill areas which had been determined . A 

worksheet format was chosen for this activity as it allows for a variety of 

short activities to be developed within a particular framework, which can be 
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based on a theme or on a specific area of study. As each separate section of 

a worksheet can be developed to meet a particular need, this format was 

considered to be the most appropriate means to meet the required objectives. 

Each of the worksheets concentrated on the development of tasks which 

would: 

(i) analyse language proficiency, comprehension, 

graphicacy and problem solving skills; 

perception, 

(ii) assess the degree of insight and innovation which pupils applied to 

specific problems; 

(iii) analyse the pupils' 'reactions' to specific methods of assessment. 

While each of the worksheets aimed at achieving the same purpose, they 

were designed within the context of the geography course-work scheduled for 

the first term, as the researcher attempted to avoid disrupting the normal 

geography teaching programme. The Std 7 activity, which was called 

'Ecocide', was designed to fit into the environmental and ecological 

component used by the school to introduce the pupils to the geomorphology 

and settlement component of the syllabus and as a foundation for fieldwork 

later in the year. The Std 9 exercise: "Rain: the exception rather than the rule 

in Southern Africa" was related to the Std 9 climatology component. 

(Appendices 7 A and 7B). 

Both the Std 7 and Std 9 worksheets were primarily based on data response 

activities. The younger pupils were given pictorial stimulus material, having 

had no previous experience with numerical data in geography; while the Std 9 

activities were related to two synoptic maps and rainfall data for three South 

African towns. Data response questions were chosen as the activities can 

vary from simple transference of information to analysis and evaluation . 

Whatever the degree of complexity, however, all data response requires 

comprehension and perception. 

Attempts were made in the design of the worksheets to avoid distractions 

such as verbalism and ambiguity. While instructions were kept short, a 

number of 'cue' words were included. All written information on the 

worksheets had a definite purpose, either to guide the pupils or to provide 
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indicators necessary for the answering of the questions. This was done to 

ascertain pupils' understanding of the instruction words and how 'cue 

conscious' they were . Staff were also interested to ascertain how pupils' 

interpretation of questions affected performance. Pupils were also requested 

to underline words with which they were unfamiliar. 

Most of the sections of the worksheets were allocated a numerical value. A 

section of the Std 9 worksheets was, however, based entirely on a set of 

criteria using a rated scale, which the pupils were given. Three short sections 

of the Std 7 worksheet were assessed according to a criterion assessment 

based on clarity of expression, the aptness of the answers to the question 

and the logIcal development of the answers . 

In addition to the criterion assessment of these sections, the Std 7 worksheet 

used criterion marking for the measurement of language proficiency, the use 

of illustrative material and general presentation. 

The criteria used for the Std 9 worksheet included an analysis of the answers 

in terms of their content, language and the use of illustrative material. The 

main criteria were subdivided as set out in Table 7.1, for both Std 7 and Std 9. 

TABLE 7.1 

CRITERIA USED IN THE ANALYSIS OF THE WORKSHEETS 

Content: 

Language: 

Clarity, aptness to question, logical development. 

Style (competence in terms of expression, use of formal 

mode, use of geographical terms), grammar, spelling . 

Illustrative Presentation, techniques used (correct use of conventions, 

Techniques: aptness (suitability of the illustration to the question) . 

Presentation 

(Std 7) : 

Neatness and general care, suitability to the type of 

activity, orig inality and insight 

Each of the individual criteria was assessed accord ing to a rated scale of 1-5. 

The pupils were told that : 
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one on the scale meant that they had performed poorly and would 

be given remedial help in those particular areas; 

three indicated that while their performance was satisfactory, they 

would need to take note of the comments which would give them 

guidance in terms of developing further in the areas indicated; 

* five indicated an excellent answer. 

The criteria related to clarity, aptness and logical development were given a 

numerical evaluation in the assessment of the content of the open-ended 

questions of the worksheets as it was necessary to compare skill development 

in these questions with the questions which had been given a numerical 

assessment. Therefore : 

* 

* 

* 

a one was the equivalent to a symbol of less than an E or below 

40%; 

a three was the equivalent of a D or C symbol, therefore between 

50% and 69%; 

a five was given the equivalent of an A symbol, or 80%. 

7.2 .2 THE SECOND ACTIVITY - STD 7 

The development of the second activity for the Std 7 group was influenced by 

the results of the worksheet. The original intention had been to develop this 

activity as a means to stimulate pupils' interest in geography and to allow 

them to use their ind ividual talents, by providing both freedom of choice 

regarding the area of study and with respect to the way in which the final 

product was presented. On the basis of the worksheet results of the first 

activity, however, the teachers concerned with the group, in consultation with 

the researcher, felt that it would be of greater benefit to the pupils to develop 

a more structured activity. The staff felt that an activity which emphasised 

the same skill areas as the worksheets would give a better indication of the 

effectiveness of the feedback and consolidation done as a result of the 

worksheet . 
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The second task was therefore based on a written report. Pupils were given a 

choice of topic within the general theme of 'comets'. as Halley's comet was 

topical at the time of the development of this activity (Appendix 7C). While 

this was a fairly typical assignment in terms of the survey results. an attempt 

was made to provide a wide range of topics and to vary the emphasis of the 

topics. An analysis of the topic choices reveals that they included a number of 

prosaic 'read and report' type suggestions to more imaginative choices. 

Teachers were interested to ascertain which type of topics in an assignment 

appealed to the pupils and which factors affected the pupils' choices. To 

reduce the amount of time spent on the activity, the length was stipulated 

and the topics were structured in order to facilitate a shorter report. 

This assignment was also developed as an opportunity for the teachers to 

develop pupils' techniques in searching for information and extracting relevant 

material from a variety of prescribed sources. One of the key features of this 

task was an attempt to prevent pupils copying directly from the text and 

teaching them how to acknowledge their sources and to select material rather 

than to rely on one source. The teacher-librarian at the school gave assistance 

to the geography teachers in the development of essential library skills needed 

for activities of this nature . 

Assessment of this shorter assignment was based on the criterion marking 

shown in Table 7.2. This schema was given to the pupils as a 'checklist' in an 

attempt to explain to them what was expected. The system was used as a 

means to ascertain how successfully the pupils' progress could be measured 

in areas such as language development, their use of illustrative material and 

with regard to skills such as interpretation of printed material, its analysis and 

evaluation. 
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TABLE 7.2 

ASSESSMENT SCHEMA FOR THE SECOND ACTIVITY 

Std 7 mark allocation for comet assignment 

N.B. use the table below as a 'checklist' as you write your report. 

Introduction 

Conclusion: 

Body of the 
report: 

References: 

Presentation 
and illus­
trative 
material: 

Language: 

(5) "Is your introduction relevant to the topic you have 
chosen? Does it 'catch' the reader's attention? 

(5) "Is your conclusion a conclusion or have you added 
some new information? Have you drawn the key points 
together? 

(20) "Have you attempted to make this as interesting as 
possible for the reader? 

(5) 

"Have you emphasised the key aspects which the 
topic requires? 

"Have you avoided unnecessary 'wordiness'? 

"Have you kept to 'the point'? 

N.B. Remember, do not copy directly from texts. If 
you have to use a quotation acknowledge it . 

"Check to make sure your referencing is correctly done. 

"Have you acknowledged all your sources? 

(10) "Remember NO PICTURES 

"Check to make sure that any tables, diagrams or 
sketches which you have used are relevant to the 
text and that you have referred to these in your 
report. 

"NO UNNECESSARY DECORATION. 

(10) "Check your spelling and grammar. 

"Check that you have used geographical or other 
terms correctly. 

"Make sure that you use paragraphs correctly. 

"Remember what you have been told about style in 
this type of report. 

7.2 .3 THE FIELD ACTIVITIY 

The fieldwork developed for the Std 7 and Std 9 groups was designed, 

developed, administered and controlled by the teachers of those standards. 

The staff concerned had elected to control this activity and had requested 
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that the researcher act as a non-participant observer. Both field activities were 

based on a beach study using a worksheet format which outlined the various 

activities the teachers had designed. The Std 7 and Std 9 pupils, while having 

to do the general activities, were allowed to choose one area of the beach 

which interested them for their field report. This was done in an attempt to 

reduce the length of time the Std 7 pupils spent on their reports and to 

increase the depth of the Std 9 pupils' presentations. 

The researcher negotiated with the Std 9 teachers to have a group of 

volunteers from this standard who would do a field research project based on 

the area studied . Thus, while these pupils would do the general field 

excursion, they would work with the researcher during the period allocated 

for the development of their reports. The researcher wished to investigate the 

possibility of using a problem-orientated approach which would incorporate 

the use of a systematic scientific line of enquiry in future fieldwork activities 

for this age group . 

An analysis of these field excursions (Appendix 7D and 7E) reveals that the 

activities were largely the same for each of the standards. The purpose of 

both field excursions was to develop a better understanding of the 

geomorphology and ecology of a beach area and were related to the study of 

coastal geomorphology in the Std 7 and Std 9 syllabus. The worksheets, 

therefore, concentrated on the collection of information relating to the theory 

of coastal processes and encouraged pupils to look for evidence which would 

explain the observed features and processes. The activities which were 

designed for the field were related to the collection of data which could be 

used to interpret the relationships and patterns which exist in this 

environment and to analyse the various processes which occur in a coastal 

area . 

In addition to the worksheets, the pupils were provided with a variety of 

additional material which could help them in the analysis of the beach area. 

This included 1:50 000 maps of the area, topocadastral maps, air photos and 

orthophoto maps, as well as field guides relating to the animal and plant life of 

the rock pools, sandy shore and dune areas. 

The assessment schemas for the Std 7 and Std 9 field reports were developed 

by the teachers concerned with these groups and the researcher (Table 7.3). 

The assessment for the research projects was negotiated between the pupils 

who had volunteered for the project and the researcher (Table 7.4) . 
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The Std 7 excursion was analysed and evaluated as a group. However, the 

Std 9 general excursion was not analysed, as the researcher concentrated on 

the research project which was developed with the group of Std 9 volunteers. 

TABLE 7.3 

STANDARD 7 AND STANDARD 9 MARK ALLOCATION FOR 

FIELD TRIP REPORT BACK 

Name: ________________ _ TOTAL 

CATEGORY AND CRITERIA 

LANGUAGE (spelling, grammar and 
geographical competence) 

2 PRESENTATION 

(a) Aptness regarding the topic 
(b) Overall neatness and care 
)c) Use of assignment conventions 

4 ILLUSTRATIVE MATERIAL 

(a) Neatness 
(b) Techniques used 
(c) Relevance of illustrations 

4 CONTENT 

5 

(a) Relevance to topic 
(b) Logical development 
(c) Insight 

ORIGINALITY OF APPROACH 

MARKS 
ALLOCATED 

10 

5 
5 
5 

5 
10 
10 

10 
10 
20 

10 

GENERAL COMMENT BY GEOGRAPHY TEACHER /100/ 

YOUR 
MARK 



2 

3 

4 
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TABLE 7.4 

FIELD RESEARCH ASSESSMENT SYSTEM 

TOTAL 
MARKS 
ALLOCATED 

LANGUAGE (spelling, grammar and 
geographical competence) 10 

PRESENTATION 

(a) Aptness regarding the topic 5 
(b) Overall neatness and care 5 
(c) Use of enquiry conventions 5 

ILLUSTRATIVE MATERIAL 

(a) Techniques used 5 
(b) Relevance of illustrations 5 
(c) Processing and analysis of 

data 10 

CONTENT 

(a) Identification of the problem 5 
(b) Identification of possible 

solutions 5 
(c) Formulation of hypotheses 5 
(d) Relevance of evidence used 

in testing the hypotheses 10 
(e) Logical development 20 
(f) Insight 5 
(g) Conclusion 5 

GENERAL COMMENT BY GEOGRAPHY TEACHER 

YOUR 
MARK 

7.3 THE ADMINISTRATION. RESULTS AND EVALUATION OF THE 

INDIVIDUAL ACTIVITIES OF THE PILOT PROGRAMME. 

This section of the chapter analyses each of the activities for the pilot 

programme in relation to their administration and the results of each activity. 

The first of the activities, the diagnostic worksheets, proved to be important 

in terms of the development and structure of the later assignments set for the 

pupils. This activity is therefore analysed in the greatest detail, both as a 

means to highlight the results relating to skill development and with respect to 

the method of analysis used in the assessment of these activities . 
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7.3 .1 THE ANALYSIS OF THE DIAGNOSTIC WORKSHEETS 

The Std 7 task was completed by the middle of the first term, while the Std 9 

activity could only be completed in the second term as a result of problems 

experienced regarding the completion of the necessary syllabus content. This 

first activity was designed by the researcher after consultation with the 

teachers concerned with the groups. The completed worksheets were given 

to the teachers before the pupils were to do the activity, for comment and 

revision. The teachers administered each of the tasks in the allocated time 

negotiated by the researcher and the staff. The completed tasks were 

assessed by the researcher and moderated by the geography staff. Pupils 

evaluated the worksheets as they completed them. Additional comment 

relating to the design of the worksheets and their assessment was obtained 

from the senior biology staff at the school. 

7.3 .1.1 The assessment and results of the Std 7 worksheet: 'Ecocide' 

The Std 7 task was allocated two class periods, which were used to complete 

the experiment related to soil erosion (Table 7.7), while the rest of the 

worksheet was completed as homework. The pupils were given one week to 

complete the worksheet and no additional geography homework was set 

during this time. One hundred and thirty two pupils completed this activity . 

The worksheet was analysed according to the following criteria: 

(i) skill analysis in terms of the identified cognitive skills; 

(ii) language proficiency; 

(iii) use of illustrative material; 

(v) general presentation of the completed activity. 

A global assessment of the worksheet was done to compare these results 

w ith previous results of assignments and the examinations in order to 

eva luate the assessment system used . 

(i) Skill analysis 

Based on the diagrams provided w ith the worksheet (Figures 7.1 and 7 .2) the 



. 1. 

2. 

An area suffering heavily from soil erosion 

Soli conservation measures 

(Grenyer, 1978, p. 56 and 57) 

FIGURE 7.1 
DIAGRAMS 'ECOCIDE' WORKSHEET : STD 7 

DIAGRAMS 1 & 2 

Key 
A Crop rotation 
B Controlled grllzin{ 
C Reforestation 
D Small earth dams 
E Reinforced river b 
F Contour ploughin. 
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-

(after Rankin, in Craall, 1986, pp. 16 .and 18) 

FIGURE 7.2 

DIAGRAMS 'ECOCIDE' WORKSHEET: STD 7 
DIAGRAMS 3 & 4 
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various questions set were designed to illuminate specific areas of skill 

development. Thus, the questions in Table 7.5 attempted to ascertain the 

pupils' ability to comprehend the question and the visual stimulus material and 

their ability to transfer the pictorial information into a verbalised answer. The 

set of questions in Table 7.6 required pupils to analyse and evaluate the 

information presented by the visual material, to select what was relevant and 

to apply it to the given question. The question contained in Table 7.7 added a 

further problem-solving dimension, either with regard to finding alternatives, 

or having to make value judgements, or having to test an hypothesis. 

The analysis of the worksheet revealed the following: 

(i) This particular group of pupils experienced no difficulties in 

answering questions which required the transference of pictorial 

information into a verbal answer. The questions reflected in Table 

7.5 were therefore answered correctly by all the pupils . 

(ii) The questions which required analysis and evaluation (Table 7.6), 

however, presented the pupils with a variety of problems with only 

10,7% of the group able to score full marks in all four of these 

questions, while 60,6% of the pupils were unable to score full 

marks in any of the four questions (Table 7.8). An analysis of 

these questions revealed that pupils were generally unable to 

perceive relationships or to select and synthesise the given 

information in order to draw the desired conclusion . Common 

mistakes therefore included: 

* 

* 

* 

pupils repeating the information given on the diagrams and 

not answering the questions; 

answering the question B.O 3 (Table 7.6) by attempting to 

create a food chain rather than to identify the biotic and 

abiotic components of the ecosystem; 

repeating the answers given to the questions which required 

a simple transference of information. 

When questioned about their responses, the most frequent reason for not 

answering the questions as required was that the questions had not been 
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TABLE 7 .5 

QUESTIONS REQUIRING SIMPLE TRANSFERENCE OF INFORMATION 

* Section A. Q. 2. 

By comparing the two diagrams (Figure 7 .1 I. show how 

these malpractices have been corrected on the second diagram. 

* Section B. Q. 5a. 

Name three ways in which the area is being polluted. {Figure 7.2bl. 

TABLE 7.6 

QUESTIONS REQUIRING ANALYSIS AND EVALUATION 

* Section A. Q. I 

Identify the farming malpractices that are shown on the diagram (Figure 

7.la) 

* 

* 

* 

Section B. Q. 3. 

Identify the six elements which make up the biosphere (Figure 

7 .2a). 

Section B. Q. 4. 

Explain how these six elements could be linked together to form 

an ecosystem (Figure 7.2a) 

Section B. Q. 5c. 

Explain how each of these forms of pollution can upset the 

ecological balance of the ecosystem by destroying certain 

elements of the biosphere. 
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TABLE 7.7 

QUESTIONS RELATING TO PROBLEM SOLVING (VALUE JUDGEMENTS) 

* Section 5c 

Describe how you feel this destruction is affecting the quality of 

life of the human inhabitants of the area shown. 

5(d) 

Choose any ONE of the causes of pollution and explain how you 

would eradicate it. 

Section C. Q. 6. 

Give a detailed description of the experiment you have done to 

test the following hypothesis and assumptions: 

Hypothesis: 

Assumptions: 

"Soils which have been compacted are more 

prone to soil erosion than soils in well grassed 

or cultivated areas" . 

(i) Compacted soils retard the free passage 

of water in the soil , causing rapid 

saturation. 

(ii) Compacted soils have a higher surface 

run-off than soils in well grassed or 

cultivated areas . 

Show your aims, indicate what apparatus was used, the method, 

observations made and the conclusions reached. Also include the 

graph you made and illustrate the results. 

Q.7. 

Using the above experiment, explain to a farmer why it is wrong 

to allow his cattle to return to the kraal each night after grazing in 

the veld . Suggest alternative solutions. 
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understood. This highlighted the difficulties which pupils have with the 

instruction or 'cue' words used in questions of this nature. This was 

reinforced by the fact that in their evaluation, 58% of the pupils identified 

these particular questions as being 'easy'. Closer probing of the responses 

revealed that the pupils who had scored lowest experienced difficulties in the 

identification of patterns and were unable to make associations of the type 

required by the question. 

The analysis of these particular questions emphasised the need to: 

* 

* 

give consideration to the explanation of the various 

instructions or 'cue' words and to provide pupils with 

opportunities to familiarise themselves with the different 

approaches to problem solving of this nature by varying 

questioning techniques and tasks; 

to pay more attention to spatial perception in terms of 

patterns and relationships by giving pupils opportunities to 

observe these in 'real world' situations through fieldwork, the 

use of maps, photographs, schematic diagrams and models . 

(iii) The analysis of the final set of questions (Table 7.7) based on a 

rated scale according to the clarity of the answer, its aptness in 

terms of the question and the logical development of the answer, 

revealed that: 

* 

* 

the question relating to the experiment (C.O 6) was answered 

best, primarily because the teachers of the various classes 

had worked with the pupils in completing this task; 

the other questions in this section were generally answered 

on an unsophisticated level with pupils giving very little 

indication of having given much thought to the problems. 

Answers were generally stereotyped and simplistic. While this 

may have reflected the pupils' reactions to questions without 

a specific numerical assessment, it also reflected the general 

concern of the pupils who had no previous experience of 

questions which allowed them to express their own opinions 

or which expected answers which could not be found in 

some or other text and then copied. Table 7 .9 reflects the 

results for this section of the worksheet . 
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TABLE 7.8 

COMPARISON OF RESULTS RELATING TO SPECIFIC SKILL 
ANALYSIS (Expressed in percentages) 

(N = 132) 

A . Pupils B. Pupils C. Pupils 
scoring scoring scoring 

4+ 3 below 3 

Transferring in-
formation from 
pictorial data 
to verbal answers 100 0 0 

Analysis and 
evaluation of 
data for se-
lection in order 
to apply to the 
concepts 10,7 28,7 60,6 

Problem solving 
in relation to 
value judgements 10,6 33,51 55,9 

TABLE 7.9 

RESULTS OF OPEN-ENDED QUESTIONS (Expressed as percentages) 
(N = 132) 

A . Pupils B. Pupils C. Pupils 
scoring scoring scoring 

4+ 3 below 3 

Clarity 11,5 45,9 42,6 

Aptness 9,8 34,6 55,6 

Logical 
development 9,8 32,2 58,0 

Language proficiencey 

The pupils ' use of language was assessed in relation to their ability to express 

themselves coherently; with respect to the sophistication of the language 

used; in relation to the number of spelling mistakes they made and the 

number of grammatical errors. This assessment used a five point scale for 

each of the three criteria . Thus : 



'Style': 

Grammar: 

Spelling: 
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one mark was given if the pupil's work was either 

exceptionally unsophisticated or incomprehensible; while a 3 

was considered to be satisfactory or adequate, and a 5, 

excellent. 

if pupils consistently made grammatical errors they were 

given a I, fewer than 5 errors was given a 3 and no errors 

meant the pupil scored 5. 

if pupils made more than 10 spelling mistakes, they were 

given a I, five errors meant a 3, while pupils who made no 

spelling errors were awarded a 5. 

Table 7.10 is a summary of the results of this aspect of the analysis of the 

worksheet for the Std 7 group. 

2 

3 

TABLE 7.10 

LANGUAGE PROFICIENCEY (Expressed as percentages) 
(N = 132) 

A. Pupils B. Pupils 
scoring scoring 

4+ 3 

Style 18,2 50,8 

Grammar 49,9 37,2 

Spelling 40,9 45,5 

C. Pupils 
scoring 
below 3 

31 

12,9 

13,6 

The relative lack of sophistication in language referred to earlier is highlighted 

by the following two examples: 

* 

* 

four pupils referred to a rabbit as a bunny; 

a pupil identified the word "chirrup" on the diagram as an animal 

and thus wrote: "the chirrup eats the rabbits ." 

The above results emphasise the link, particularly in the younger classes, 

between language proficiency and the pupils' performance in activities of this 

nature. Where pupils were unable either to express themselves or had a poor 

command of English, they were unable to perform competently in those areas 
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that required a high degree of verbal fluency. Their command of English also 

affected their 'cue consciousness', thereby affecting their ability to interpret 

questions or tasks. 

(iii) Use of illustrative techniques 

The pupils' use of illustrations was assessed on the basis of their ability to 

apply graphic techniques correctly, the relevance of the illustrative material to 

the answers and whether they made reference to the illustrations used in their 

text. The assessment was based on the same system of a five point scale 

used in the previous three areas. Thus, the illustrations were analysed 

according to the following criteria: 

* 
* 
* 

the care taken with the illustrative material ; 

the techniques used; 

the aptness of the illustrations to the answers. 

The results for this aspect of the pupils' work is shown in Table 7 .11 

2 

3 

TABLE 7 .11 

USE OF ILLUSTRATIVE TECHNIQUES (Expressed as percentages) 
(N = 132) 

A. Pupils B. Pupils C. Pupils 
scoring scoring scoring 

4+ 3 below 3 

Care 49.7 33,6 16.7 

Techniques 15,2 57,5 27,3 

Aptness 19.7 62,1 18,2 

A particularly significant feature of the Std 7's use of illustrative material was 

its tendency to decorativeness rather than aptness. Thus, while beautifully 

presented, as indicated by the above results, the illustrations were 'pictures' 

and had little re levance to the answers .. Pupils in this standard also spent an 

inordinate amount of time on creating decorative friezes, borders and frames. 

Pupils' responses to this aspect of the activity was a reflection of the weight 

wh ich 'cosmetic' devices carried in the assessment of assignments. 

Pupils in this group also had problems in relating their data to graphs or to 

schematic diagrams and those who presented the apparatus used in the 
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experiment generally labelled and developed the diagrams poorly, albeit 

decoratively. 

(iv) General presentation of work 

Pupils spent a great deal of t ime and effort in ensuring that their work was 

neat and attractive. The general impression of these worksheets in terms of 

both the 'illustrative' attempts and the presentation was that pupils were 

confused by the format of th is activity as an 'assignment' . Their attempts to 

decorate their work and to make it attractive, bordered on the ridiculous as 

many of the pupils' answers took on the appearance of illuminated 

manuscripts and revealed a great deal about pupils' perceptions of what 

teachers expected for assignments . The results (Table 7 .12) reveal that while 

pupils scored highly in terms of the care taken with the presentation, few of 

the presentations were in actual fact appropriate to this particular activity . 

'Originality' was interpreted not with regard to the approach taken to the 

answers or related to content, but to the appearance of the work. 

2 

TABLE 7 .12 

PRESENTATION (Expressed as percentages) 
(N = 132) 

Pupils Pupils Pupils 
scoring scoring scoring 

4+ 3 below 3 

Care 48 42 10 

Aptness and 
presentation 20 31 49 

(v) Global results 

The global assessment of the worksheets was calculated by adding the 

numerical assessment of the questions to the rated assessment given to the 

var ious criteria . Teachers hoped that this assessment system would provide a 

more realistic picture of the pupils' capabilities in geography than it was 

belived previous assessment systems had given . Teachers felt that in relation 

to the pupils' examination results, assessment of assignments in previous 

years had given an 'inflated' impression of the pupils' actual abilities . This 
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total was therefore compared to both the assessment for assignment work of 

previous years (between 1980 and 1985)' and to previous June examination 

results in the Std 7 group . The table below indicates the results of this 

analysis . 

(a) 

I 

2 

3 

(b) 

I 

2 

3 

TABLE 7.13 

GLOBAL ASSESSMENT (Expressed as percentages) 

(N = 132) (1986) 

According to group averages (1980-1985 represents the average over 

that period.) 

'Ecocide' results - 1986 60% 

Previous assignments - 1980-1985 66% 

June examination results for Std 7 -

(1980-1985) 64% 

According to symbol distribution 

A 80%+ 8 70-79% C 60-69% D 50-59% E 40-49% Less than 
39% 

--
Eccxlide 5 23 38 24 10 

PreviOJs 
assigments 
1'Bl-I985 

23 14 7 2 27 27 

PreviOJs 
June re-
sults 

23 12 3 1'Bl-I985 10 22 30 

The initial staff reaction to this analysis was that the assessment system used 

for the first activity appeared to provide a truer reflection of the pupils' 

performances in terms of their June examination results and that there was 

less 'inflation' in the symbol distribution in the 'A' and 'B' symbol categories. 

.' 
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7 .3.1.2 The assessment and results of the Std 9 worksheet: "Rain, the 

exception rather than the rule in South Africa" 

The Std 9 pupils were allocated a double period (one hour and ten minutes) 

for the worksheet, after which it had to be completed as homework. This 

group was also given a week in which to complete the task. The sections of 

the worksheet relating to the interpretation of the two synoptic maps [Figure 

7.3(a) and (b)) were differentiated, with certain questions set for higher grade 

pupils only. While these sections were directly linked to the climatology 

coursework, the emphasis of the questions was on the interpretation of the 

maps and the application of the theory rather than on the reading of the maps 

or regurgitation of the theory . 

The section relating to the rainfall data [Figure 7.4(a). (b) and (c)) was 

undifferentiated and less directly related to specific sections of the 

coursework. Pupils could not make use of notes or textbooks as their notes 

would be of little help in the interpretation of the data. A total of 51 pupils 

completed this activity. The group was composed of 9 standard grade pupils 

and 42 higher grade pupils. 

The Std 9 worksheet was analysed in the same manner as that developed for 

the Std 7 group. Consideration was given to the following aspects: 

(i) the pupils' proficiency in specific skill areas; 

(ii) their language proficiency; 

(i ii) their use of illustrative techniques; 

(iv) the general presentation techniques used . 

A global analysis of those pupils' work was also done for the same reason as 

the Std 7 global assessment. 

(i) Skill analysis 

The set of questions in Table 7 .14 required pupils to transfer information from 

the synoptic maps and the rainfall data into verbal answers. As was the case 

with the Std 7 group, the Std 9 pupils experienced no difficulties w ith 
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RAINFALL IN MM. : EAST LONDON 

MEAN 73, I 87 , I 106,4 82,5 53,7 37,4 38, I 49,3 85,2 99, I 94,3 73,7 879,5 
JAN FEB MAR APR MAY JUN JUL AUG SEP OCT NOV DEC TOTALS 

1940 57 ,2 167,4 88,6 25,9 61,5 0,3 36, I 33,3 59,9 33,3 80,5 87, I 731,1 
1941 39,4 84, I 47,0 239,5 9,9 51,8 1,5 22,4 21,6 216,2 85,9 103,6 922,9 
1942 109,5 75,7 32,0 24,6 94,5 4,6 13,5 64,0 30,5 76,5 Ill,7 55,4 752,5 
1943 75,7 28,5 20,3 158,0 13,0 135,6 0,8 100,6 21, I 47,5 187,2 88, I 876,4 
1944 86,6 44,7 155,7 48,8 63,8 381, 21, I 20, I 166,9 79,5 18,3 73,2 816,8 
1945 58,7 41,7 45,2 17,5 17,0 19,3 9,9 14,7 51,6 189,5 19,1 16,3 500,5 
1946 76,0 44,2 243,3 13,7 32,0 22,9 6,6 22,6 56,6 89,9 118,4 52, I 778,3 
1947 86,6 36,3 219,5 57,2 49,5 115,3 70,4 28 ,5 53,6 75,4 133,4 94,2 1019,9 
1948 54,4 45,0 Ill, ° 241,6 10,9 1,5 18,5 3,8 73,2 210,6 66,0 63,2 899,7 

S; 1949 64,0 88,4 49,0 42,7 9, I 0,8 0,0 33 ,8 83,6 104,4 226,8 67,3 769,9 
..... 1950 32,5 54,9 43,2 33,5 131, 6 10,2 3,6 70,4 16,0 88,6 49,5 224,3 758,3 :z 
." 1951 159,1 36 ,9 164,5 9,0 9,5 27,2 64,8 31,6 291,7 47,6 0,6 75,6 918, I :» .... 1952 128,0 65,9 31, I 57,6 46,8 5,0 4,0 66, I 281, I 35,5 75,0 119,0 915, I .... 
'" 

1953 177 ,5 1031, 37,9 37,2 6,5 85,9 3,9 74, I 119,2 465,0 182, I 56,2 1348,6 
:» 1954 34,3 100,3 196 ,9 27,7 60,6 68,6 34,6 76,9 97,2 117,4 85,4 29,5 929 ,4 -< ." :» ..... 1955 65,6 145,8 92,6 21,2 13,3 70,6 0,4 18,8 87,8 56,1 75,3 57,6 705, I 

'" .. c:: 1956 20, I 182,7 117 ,7 38,0 48,8 1,3 39,8 38,6 146,5 65,8 191,5 41,4 932,2 ;0 
C/l rn 1957 17 ,0 89,9 163,7 82,7 28,8 66,4 4,4 40,6 157,3 62,8 20,0 41, ° 774,6 -< 
'" -.J 1958 99,0 108,5 74,2 84,4 21,7 4,3 60,9 56,7 III ,2 52,6 90,8 189,0 953,3 . ..,. 1959 66,3 46,9 55,0 112.7 152 ,3 5,5 199,4 33, I 56,9 80,2 30,7 84,6 923,6 lD ~ 

'" 1960 83,0 37,8 93,7 70,7 119, I 2,0 11,8 20,4 61,2 136,6 II ,9 54,9 763, I ~ 

:0:: 1961 57,3 31,5 153, I 202,5 69,8 18, I 150,9 17,9 27,7 41,7 82,7 51, 4 904,6 0 N 
;0 1962 76,8 91,4 229,4 113,8 33,6 2,9 9,0 29, I 36,6 145,6 60,7 38,2 867, I a 

"" N 
C/l 1963 145 , I 90,3 585,4 86,8 45, I 9,5 91,6 II ,5 27,9 63,9 121,6 52,6 1331 ,3 :r: 
rn 1964 93,5 160, I 77,5 110,9 25,9 192,7 1,4 54,4 91,3 57,1 32,3 40,1 937,2 rn 
-< 1965 47,0 30,9 22,0 22,0 125,4 45,3 24,9 18, I 153,9 155,2 128,8 31 , I 804,6 

1966 136,3 32,6 31,7 33,8 120,9 25,8 13,7 43,9 42,7 13 ,7 170,0 43,4 ll3,5 
1967 79,3 85 ,0 109,3 325,0 159,3 29,7 68,9 16,9 38, I 35,4 59,8 22,9 1029,6 
1968 21,8 17,3 63,3 72,0 8,0 88,6 8,7 38,0 155,8 74 , I 45,9 67,6 661, I 
1969 24,2 112, I 119,6 39,7 45,7 32,7 47,2 39,0 61 , I 79,4 105,4 30,3 736,4 
1970 29,3 44,0 47,2 33, I II , ° 77 ,4 4,3 858,6 87,0 199,5 49,1 167,5 1608,0 
19l1 54,9 116,3 61,4 147,3 84,3 9,2 98,7 100,7 22,0 115,3 87,8 84, I 982,0 
1972 73,2 228,7 47,7 15 ,1 6,5 33,4 24,7 36,8 46,7 30,6 120,7 37,4 701,5 
1973 38,8 113,4 112,4 130,3 14,1 6,5 11,4 88,2 15,8 102,2 221,2 92,6 946,9 
1974 130,4 127,2 187, I 63, 5 137,7 46,2 1,7 lOll , 95, I 36,1 123,0 37,4 1092,5 
1975 41,4 63,7 41, I 41,8 5,9 29,0 22,5 120,9 257,8 5,0 53,0 110,9 793,0 
1976 51, I 221, I 214 ,6 35,9 37,4 10 ,4 110,5 21,7 75,7 210,0 93,7 66,7 1148,8 
1977 441, 146,4 12,2 143,7 128,4 36,8 9,9 81, I 112,5 34,8 196, I 177 ,6 1123,6 
1978 73,0 60,3 54,6 233,1 55,0 55,9 24,0 13,5 35, I 193 ,0 114,7 193,2 1105,4 
1979 57, I 61,7 62,2 19,3 77,8 15 ,3 218, I 224,4 71,7 56,8 21,8 33,4 919,6 
1980 22,9 35,6 32,1 30,7 8,9 20,5 13,7 25 ,6 87,5 117,7 116,4 51,5 563, I 



-
RAINFALL IN MM. STATION 644, PORT NOLLOTH 

MEAN 

YEAR JAN FEB MAR APR MAY JUN JUL AUG SEP OCT NOV DEC TOTALS 

1960 0000 003,1 011,9 02,5 003,5 004,4 000,2 000,2 002,2 001,0 000,6 0000 
1961 00 1,0 0000 002,0 032,7 OIO,B 017,9 010,9 009,3 006,5 003,5 000,4 003,1 
1962 000,5 0000 0000 003,2 002,5 015,3 010,4 026,5 004,5 001,0 011, B 001 ,7 
1963 003,3 000,2 0000 036,B 003,3 031,1 OOI,B 027,7 OOI,B 000,7 000,5 0000 

;0 
1964 0000 000,3 001,5 00 I ,I 020,4 OB2,B 006,2 00B,5 006,B 001,1 010,6 0000 

:> 1965 0000 001,1 000,1 003,3 000,1 000,4 004,6 006,2 010,9 011,9 000,7 00B,7 
...... 
:z 1966 000,7 003,5 002,5 003,3 0000 001,2 004,0 00 I , I 004,0 000,6 0000 000,3 
." 
:> 1967 00 I ,I 000,3 00B,2 025,2 00B,2 0lB,3 002,4 000,3 000,7 006,4 001,3 000,1 
r 
r 196B 0000 000,2 003,0 000,2 004,2 007,B 005,5 010,7 0000 006,6 0000 000,4 

." 1969 0000 019,2 002,4 002,2 0000 013,0 001,2 002,0 002,1 001,9 00 a 000,5 o ...... 
:> Gl 1970 000,2 003,5 000, I 000,2 007,3 002,7 007,7 015,7 0000 0000 0000 006,0 
--i c::: 
:> ;0 1971 000,5 000,4 0000 0000 000,5 00 1,1 010,7 010,2 0000 0000 000,7 0000 rn 

" 1972 003,1 001,7 004,3 001,7 001,4 005,9 005,9 013,5 002,9 003,0 0000 001,0 
()'\ 0 1973 0000 001 , 1 OOO,B 001,7 001,0 0000 014,9 002,1 00 1 , 1 003,0 0000 009,6 
--i .,. 
0 1974 0000 009,6 0000 0000 001,5 005,1 003,2 031,1 005,3 001,5 003,5 0000 0, 

CT "" ~ 1975 OOB,O 0000 002,3 000,7 024,9 0000 007,2 0000 001,9 OOI,B 005,2 0000 
:c 1976 0000 005,3 000,9 010,2 001,0 004,5 016,2 002,0 002,4 023,6 005,2 002,2 
0 
;0 1977 000,4 00B,9 0000 005,6 009,0 DID,S 033,3 006,7 004,0 005,3 001,7 002,0 
7< N 
()'\ 197B 0000 000,7 007,4 001,2 0000 001,0 000,2 006,3 0000 001,1 001,7 000,7 0 
:I: W 
rn 1979 000,6 0000 000,4 0000 010,0 001,7 002,7 004,9 020,1 001,4 0000 OOB,O 
rn 
--i 19BO 0000 009,B 0000 004,0 003,2 015,6 0000 029,9 090,0 0000 004,5 0000 

19B1 0000 0000 002,5 000,1 OOO,B 003,9 010,B 014,9 004,7 032,5 0000 0000 
19B2 0000 0000 01B,5 026,3 006,7 023,3 01B,B 00B,3 DOl,S 013 ,5 000,4 000,2 
19B3 0000 002,9 0004,9 000,0 045,2 001,5 002,7 004,9 020,1 001,4 00 I, 5 000,5 
19B4 001,5 002,5 014,0 002,3 016,0 0000 000,1 002,5 000,7 014,9 000,4 010,9 



RAINFALL IN MM. STATION NO. 17, CAPE TOWN 

MEAN 

YEAR JAN FEB MAR APR MAY JUN JUL AUG SEP OCT NOV DEC TOTALS 

1963 0071 0040 0039 0062 0873 0873 0236 0110 0372 0129 
1964 0022 0488 0843 0836 0336 0376 0207 0064 
1965 0164 0255 0366 0140 0699 0195 
1966 
1967 0183 0002 0056 0669 0402 0618 0422 0294 0505 0354 
1968 0166 0109 0006 0436 1053 1162 1136 0377 0222 0800 0019 0191 
1969 0310 0107 0192 0515 1785 0478 0624 0428 0624 0029 0037 
1970 0062 0134 0027 0860 0843 1091 1109 0818 0470 0487 0175 0340 

~ 1971 0091 0009 0102 0180 0474 0579 0603 0858 0294 0234 0034 0155 ..... 1972 0252 0076 0174 0461 0767 0685 0385 0555 0349 0184 0001 0352 :z ..,., 
1973 5018 0136 0172 0084 2390 0331 0817 0504 0907 0107 0057 0224 » 

r- 1974 0089 0046 0072 0046 1264 1300 0828 2148 0383 0401 0192 0057 r-

'" 1975 0202 0009 0105 0459 1437 0511 1555 0614 0093 0329 0310 0018 
» 1976 0200 0049 0180 0404 0487 1846 0617 0742 0473 0054 0567 0532 -< » ..,., 1977 0144 0532 0127 0783 1306 1664 1089 1254 0280 0110 0144 0069 ..... . . en 1978 0129 0772 0370 0597 0408 0823 0182 0823 0630 0231 0069 0184 c:: 
V1 ;.:> 1979 0179 0760 0566 0092 0631 0764 0459 0403 0214 0808 0021 0024 -< rT1 

'" 1980 0127 0159 0006 0523 1134 0759 0296 0396 0239 0212 0627 0293 .... . 1981 0584 · 0203 0713 0525 0138 0525 1096 0008 0878 0097 0149 0125 "":e. 1 982 0213 0060 0122 0447 0484 0656 0583 0812 0137 0290 0299 0278 :c (') 
a 1983 0107 0486 0386 0078 0959 1659 0594 0141 0430 0105 0035 0075 ;.:> 

"" 1984 0140 0055 0319 0224 1333 0455 0483 0307 0859 2800 2022 0705 N 
V1 C> 
:I: 1985 0254 0143 0725 0496 0446 1103 1323 .", 

rT1 
rT1 
-< 
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questions of this nature. The set of questions in Table 7.15, which were 

related to the synoptic maps, and those in Table 7.16, which were concenred 

with the rainfall data, required pupils to analyse and evaluate the information, 

select relevant information and to apply it to the problems posed by the 

questions . Questions pertaining to the rainfall data also required pupils to 

analyse and to process the information imaginatively to substantiate their 

arguments. 

The results of the questions set in Table 7.16 revealed that pupils both on the 

higher grade and standard grade experienced a number of problems in dealing 

with questions related to the synoptic maps. 

TABLE 7.14 

QUESTIONS RELATING TO TRANSFERENCE OF INFORMATION 

Figure 7.3a (Section C) 
C. Q.I.(a) i Identify the phenomena marked from 1-3 on the 

two synoptic maps. 

ii 

iii 

Figure 7.3(a) 

With which weather system is I associated? 

Name the high pressure system which 
dominates the interior of Southern Africa on 
both maps. 

D. Carefully study the feature No I on synoptic map I. Then answer 
the questions which follow. 

By means of a cross-sectional diagram, indicate how this 
feature will affect the weather of the area over which it 
passes . 

Section D. Figure 7(a) 
2 These questions pertain to the figures for East London . 

What is generally the wettest month in East London? 

2 What is generally the driest month in East London? 

3 In which month and year was the HIGHEST rainfall 
recorded in East London? 

4 In which month and year was the LOWEST rainfall 
recorded? 
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TABLE 7.15 

SYNOPTIC MAP QUESTIONS - INTERPRETATION OF MAPS 

Section C. Q. I. 

(b) What evidence is there on EACH of the synoptic maps to 
substantiate that I is depicting winter conditions, while 2 is 
depicting conditions common to summer? 

(c) With the aid of clear diagrams, indicate the situation of the upper 
air inversion layer as it would appear on each of the maps, then: 

Section D. 

explain how this inversion layer is affecting the circulation of 
air in each case. 

ii explain how this circulation of air will influence the rainfall 
over the Republic. 

iii HG only. Consider your previous answers and then explain 
the apparent anomaly of cloud cover along the Mozambique 
coast and in the Mozambique channel. 

2 Explain the effect this system is having on the P.G. and the wind 
speed of the Republic south of the Transvaal. 

3 HG only . Account for the absence of a warm front in system No I. 

4 HG only. Explain why such a system (No I) does not bring 
GENERAL rain to all parts of the country but confines it to the SW 
Cape and the adjacent coastline. 

(A study of the rainfall figures of Port Nolloth and Cape Town will 
help to confirm this factor.) 

5 On map I, Port Elizabeth is experiencing a berg wind . From the 
map, quote evidence to substantiate this statement. 

6 Describe the link between berg winds and feature No I. 

Section E 

The following section refers particularly to Map 2 (Figure 7.3b) 

Thunderstorms are recorded at Bulawayo and are likely to develop 
east of the line nmarked 3, and in the areas of Lesotho. For each 
of these three areas, explain the TYPE of thunderstorm which will 
develop. 

2 Expla in the EXTENSIVE cloud cover over the Republic as shown 
on the map. 

3 HG only. Cloud cover in the SW Cape is an anomalous situation at 
this time of year. Explain the presence of cloud cover here. 

----------------- ---------~ 
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4 HG only. Consider the following 3 areas: Bulawayo, Lesotho, 
Kimberley, by studying the conditions depicted on the map. 

(a) Which of these three places would have the greatest intensity 
of thunderstorm should they develop on this day? 

(b) Motivate your answer in I by applying your theoretical 
knowledge of thunderstorms to the actual conditions depicted. 

TABLE 7.16 

ANALYSIS OF SECTION D-F - THE INTERPRETATION AND ANALYSIS 
OF RAINFALL DATA (Figure 7.4a, b and c) 

SECTION D : RAINFALL - PATTERNS AND VAGARIES 

This section applies to the three sets of rainfall figures you have been given 
and to the two synoptic maps. 

(a) "East London has a summer rainfall maximum, Cape Town has a 
winter rainfall maximum." 

Study the figures and quote evidence to either prove or disprove 
this hypothesis . 

2 What other factor or factors can be used to test this statement? 

(b) If you wish to visit Cape Town for sea, sun and fun, which month of 
the year would you choose? Explain by quoting evidence from the 
figures provided why you would visit at this time . 

(c) "Good rain in the South West Cape means dry conditions for the 
eastern half of the country." 

Do the figures you have substantiate this hypothesis? Explain. 

(d) "Rainfall in South Africa has a cyclic pattern. " 

Study the figures you have and explain your findings in this respect. 

(e) Compare the figures you have for Port Nolloth with those of East 
London. 

In spite of the uniformly low rainfall of Port Nolloth, can it be said 
that the town has a "rainy season"? Motivate your answer. 

2 The differences in the amount of rainfall between these two towns 
is dramatic. Explain the factors that are responsible for this. 

3 Using these figures from 1970-1986, plot a graph to compare the 
rainfall of October with that of March and July. 
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An examination of these results (Table 7.17) indicates that only 12,2% of the 

higher grade pupils were able to score above 70% for this section, with none 

of the standard grade girls scoring 70% or higher. 

TABLE 7.17 

INTERPRETATION, ANALYSIS AND EVALUATION OF SYNOPTIC 

MAPS (Expressed as percentages) 

A 1m B 7O-M C ~ 0 !1)..!m E 4Q...49I F Less ttm :m 

H.G.{N=42) 2,4 

S.G. (N=9) 0 

9,5 

o 

16,0 

11,0 

26,0 

44,4 

35,7 

33,3 

10,4 

II ,3 

An analysis of the pupils' responses to these questions indicated that pupils 

were unable to manipulate the data on the maps in order to solve the 

problems posed by the questions. As had been the case of the Std 7 pupils, 

the Std 9 pupils appeared to have difficulty in either perceiving or analysing 

patterns and were unable to make the necessary conceptual links between the 

information given on the maps and the questions. These pupils, when 

questioned about their responses to this section of the worksheet, revealed 

that not only did they have a poor grasp of what the questions required of 

them, but that their understanding of this section of climatology was 

extremely poor. It was therefore difficult to determine to what extent these 

questions reflected their actual level of skill development. 

The results of the section relating to the analysis of the rainfall data (Table 

7.18) reveal that pupils generally performed better in this section , which was 

less directly related to an understanding of their coursework in climatology . 
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TABLE 7.18 

INTERPRETATION AND ANALYSIS OF RAINFALL DATAl 

(Expressed as percentages) 

H.G . (N = 42) 

S. G. (N = 9) 

A 80'l'. 

2,5 

o 

B 70-79'l'. 

19 

11 ,2 

C 60-69'l'. 

26,1 

22,2 

o 50-59'l'. 

47,6 

56,6 

E 40-49'l'. 

4,8 

10,0 

An analysis of the pupils' responses to this section of the worksheet revealed 

that pupils were generally able to answer the questions aptly and logically . 

However, only the top 2,5% of the pupils were able to use the data given in 

an innovative manner to substantiate their answers. Those pupils were also 

the only ones who attempted to use graphs to highlight or to illustrate their 

answers. 

The generally poor performance by the pupils in Std 9, however, was largely 

ascribed by the pupils to the fact that they had considerable difficulties with 

this section of the coursework and this was reflected in the June examination 

results for this section of ',the syllabus. The researcher, therefore, felt that 

while the worksheets ' value lay in identifying specific problems related to the 

concepts, principles, propositional knowledge and skills contained w ithin this 

area of climatology, it was difficult to determine the degree to which the Std 

9 pupils could apply high order skills of analysis, synthesis and evaluation in 

general geographical terms. 

The Std 9 tasks did, however, highlight the following. 

(i) These pupils had not had a sufficiently broad exposure to the variety of 

instruction approaches used in questions of this nature . As preparation 

for future 1ST and for the senior certificate examination, more 

emphasis would have to be placed on question analysis techniques . 

(ii) The mastery of aspects of the syllabus is closely linked to the Rylian 

notion which emphasises that the presentation of facts, concepts and 

principles is not enough, but that pupils need to be engaged in 
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activities which require reflection and understanding and the application 

of skills (Griffiths, 1987). The pupils, in their evaluation of this activity, 

emphasised the need to do frequent, but shorter exercises of this 

nature as each section of the syllabus is presented. This emphasised 

the need to perceive 1ST as an integral rather than a separate 

component of the geography curriculum. 

(iii) The pupils in Std 9 needed the same sorts of opportunities identified for 

the Std 7 girls in order to develop perception of patterns and 

relationships . A key question raised by these results was whether it 

was possible to develop perceptual understanding within a progression 

framework from Std 6 to Std 10. This, therefore, became a primary 

objective of the subsequent development of the 1ST programme. 

(iv) The need to identify specific problems early in the presentation of 

aspects of the syllabus so that these could be attended to promptly . 

Problem oriented activities such as were contained in the worksheet 

were perceived as a means through which this could be done. 

(v) The need for specific instruction in and practice of techniques related to 

the interpretation of graphs and tables. 

(vi) The differences that exist between pupils in the same group with regard 

to their ability to apply high order skills and with regard to their 

development in this aspect. This, implies that greater emphasis needs 

to be placed on skill identification and skill teaching, in order to ensure 

that all the pupils have a basic grasp of the skills and the propositional 

knowledge associated with their application. 

(i i) Language proficiency 

Pupils in Std 9 were assessed on the same basis as the Std 7 group in terms 

of language proficiency. The results are indicated in Table 7 .19 . No distinction 

was made in terms of higher grade or standard grade pupils . 
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TABLE 7.19 

LANGUAGE PROFICIENCY (Expressed as percentages) 

(N = 51) 

A Pupils B Pupils C. Pupils 

scoring scoring scoring 

4+ 3 below 3 

Style 66,6 29,5 3,9 

Grammar 68,6 15,7 15,7 

Spelling 94,1 3,9 2,0 

These pupils made relatively few spelling mistakes and the errors in grammar 

were primarily related to the wrong use of tenses and incorrect use of the 

apostrophe. Further analysis revealed that the pupils who performed 

exceptionally poorly in terms of language were the same pupils who had 

performed particularly poorly in answering the questions related to the 

synoptic maps. Further investigation revealed that while these pupils were not 

strong English candidates, they had passed the subject on the higher grade in 

Std 8 . When questioned, these pupils ind icated that they had great difficulty 

in understanding this section of the curriculum and had not understood the 

questions. 

(iii) Illustrative techniques and presentation 

The Std 9 worksheet did not assess presentation as a separate criterion, but 

concentrated on the illustrative techniques used and their presentation. A 

rated scale was used for the three criteria: presentation techniques used and 

originality of interpretation. The results are shown in Table 7.20. No 

differentiation was made between higher grade and standard grade. 
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TABLE 7.20 

ILLUSTRATIVE TECHNIQUES (Expressed as percentages) 

(N = 51) 

A. Pupils B. Pupils C. Pupils 
scoring scoring scoring 

4+ 3 below 3 

Presentation 68,6 17,7 13,7 

Techniques 66,7 3,9 29,4 

Originality 27,5 64,7 7,8 

Where instructions specified the construction of a graph, the pupils generally 

proved to be competent in the extraction and processing of the data . These 

graphs were correctly constructed and presented with care . Very little real 

innovation, however, was demonstrated in the use of the data provided . Only 

eight of the 51 pupils made an attempt to develop graphs either as a means to 

illustrate their answers or to provide evidence for their argument, unless so 

specified . Therefore, while this group was able to construct graphs using 

data, they did not show an understanding of the role of graphicacy in 

geography . They were not able to conceptualise where graphs or sketch maps 

would have created an effective means to substantiate their arguments or 

would highlight their answers. These pupils were unable to perceive the need 

for graphicacy in the 'cues' provided in the questions unless specified. 

(iv) Global analysis of Std 9 results 

The global assessment of the Std 9 activity was obtained by adding the 

numerical evaluation of the synoptic map section to the rated assessment of 

the rainfall data and the scores obtained by the pupils for language and 

illustrative techniques. These results were compared with the previous 

assessment of assignment work in Std 9 between 1980 and 1985, and with 

these pupils' June results. 
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TABLE 7.21 

GLOBAL RESULTS (Expressed as percentages) 

HG (N = 42); SG (N = 2) 

A. Group averages HG SG 

First activity 1986 58 49 
2 Previous assess~ent of Std 9 assignments 

1980-1985 63 60 
3 June examinati on - 1986 : Std 9 gorup 50 46 

8. Symbol distributions 

First activity HG 
s; 

2 Prev ious as-
signrents HG 

SG 

3 J1Jle excm-
ination HG 

S; 

(A)OO% (8)70-79% (C)60-69% (0)50-59% (E)40-49% (F)Less than 
39% 

2 12 32 

a a 12 

12 33 20 

7 20 26 

13,7 23 ,5 

24,0 

32 

44 

25 

27 

41,1 

37,6 

17 

33 

10 

13 

17,f:j 

35,4 

5 

11 

7 

3,9 

3,0 

Once again, staff felt that this assessment provided the teacher and the pupil 

w ith a more realistic analysis of pupils' potential in geography, particularly in 

relation to the symbol distribution of the group. 

7.3 .1.3 General evaluation of the first 1ST exercise 

Evaluation 

The pupils' evaluation of their respective exercises (Appendix 7F) revealed the 

following pertinent facts: 

(i) Both groups exceeded the time allocation for this exercise. 

Reasons for the undue amount of time spent on the exercises 

included: 
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(a) time spent on unnecessary decoration and irrelevant 

illustrations; 

(b) a poor grasp of the theory upon which the questions were 

based; 

(c) poor time budgeting and poor organisation. 

(ii) Pupils were asked to indicate those questions which they found to 

be difficult and those questions which they found interesting. The 

Std 9 pupils were also asked to indicate the questions they found 

difficult to understand. The questions were 

(a) deductive questions which, while 

sufficient structure within which the pupils 

grouped according to 

challenging, provide 

are able to work; (b) 

inductive questions, which related simply to a repetition of factual 

information' and (c) innovative questions. The latter questions 

depended on the pupils expressing their own opinions, solving 

problems or analysing a situation. These questions were also 

open-ended and gave the pupils freedom of interpretation . 

An analysis of the results reveals the following : 

Std 7 

Std 9 

TABLE 7 .22 

PUPIL EVALUATION OF QUESTIONS 

A. DEDUCTIVE B. I NDUCTI VE 

Difficult Interesting Difficult In t eresting 

27,1% 

45,2% 

51,9% 

34,8% 

0% 21% 

C. INNOVATIVE 

Difficult Interesting 

72,9% 

54,8% 

28% 

65,2% 

Both groups generally found the innovative type questions to be most 

difficult. The Std 7 group indicated that these questions were also less 

interesting than the deductive type questions, but more interesting than the 

inductive questions. The Std 9 group tended to find the innovative questions 

most interesting to do. When these resu lts were assessed by the staff 

concerned, it was felt that the Std 7 pupils were threatened by questions 
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which did not have a structure within which to work, as they had no prior 

experience of this type of activity . In Std 9, however, the pupils had sufficient 

understanding of this system of questioning through previous assignments. 

It must be noted, however, that the innovative questions were also those 

sections not directly related to the Std 9 coursework. These sections were, 

therefore, not affected by the problems which a number of the girls were 

experiencing with the climatology syllabus material. 

(iii) Assignments are frequently perceived by pupils as having little 

relevance and as a waste of time. In an attempt to assess to what 

degree pupils were able to identify the purpose of an activity, pupils 

were asked to interpret the value they perceived the exercise to have. 

The results indicate that the Std 7 pupils felt that the exercise had 

achieved various stated aims, and 58,2% were able to identify the 

primary thrust of the exercise. The Std 9 evaluation revealed that 81,3% 

of the pupils found the exercise to have value. 

In the general comments made by the Std 9 group, the pupils indicated 

that this exercise had illuminated the way in which this section of the 

syllabus should be approached in relation to their preparation for the 

examinations. 

(iv) In earlier discussions between the researcher and the four geography 

teachers at the school, the suggestion was made that 1ST make 

increasing use of group projects. This, the teachers felt, would be 

beneficial, both in terms of being able to reduce the time spent on 1ST 

by the individual pupils and in terms of developing social skills such as 

teamwork, tolerance, leadership and organisational skills. The pupils, in 

their evaluation of this suggestion, revealed that at Std 7 level they 

preferred to work on their own as "in groups there are some people 

who do all the work and others who do nothing. It is therefore not 

fair." At Std 9 level the pupils indicated that they envisaged working as 

a team to collect data and to develop the assignment or project, but 

that they preferred to present the final product as a piece of 

independent and individual work, giving the same reason as the Std 7 

pupils for this preference. 
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Staff evaluation 

The exercise was evaluated at its conclusion by the four geography teachers 

at the school and by the two senior biology teachers, who were asked to 

comment as 'non participant observers'. The following emerged from this 

evaluation . 

(i) All the teachers concerned with the evaluation felt that the Std 9 

exercise was too time consuming. The teachers felt that this exercise 

should have been set as three separate exercices . 

(ii) The biology teachers as well as the geography teachers felt that this 

type of activity had more value than a worksheet which relied on the 

repetition of material from textbooks. The senior biology teacher 

considered the Std 9 task to be relevant in terms of the standards set 

by the senior certificate examination and to be "challenging yet not 

beyond the scope of the weakest pupils." 

(iii) The staff also saw great merit in the type of stimulus material which 

was included . 

(iv) Concern had been voiced by the staff who moderated the assessment 

in relation to the length of time needed for the assessment of each 

criterion for each of the open-ended questions. The biology teachers 

were also of the opinion that a general assessment for each of these 

criteria would achieve the same results. These teachers noted the 

bunching effect of the marks caused by the rated scale and while 

seeing merit in the ensuing profile, felt that it would be better to 

allocate specific marks to each criterion. The use of constructive 

comments in each criterion was perceived to have particular merit . 

The researcher, however, identified the following limitations: 

(i) It had not been possible to make any real comparison between the Std 

7 and Std 9 pupils in terms of their development and application of high 

order skills, as the Std 9 pupils ' performances were affected by the 

problems they experienced in understanding the coursework upon 

which the worksheet was based . 
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(ii) While the worksheets had been designed to give an indication or a 

guide to various proficiencies, the analysis of aspects related to 

language, presentation, illustrative techniques and general originality of 

approach was more easily done than the analysis related to cognitive 

and affective skills. All that could be effectively determined was that 

pupils either did nor did not have difficulty in identifying patterns. Thus, 

the only generalisations that could be made were that pupils needed 

more instruction in specific skill techniques and more practice in their 

application. The danger in such an assessment lies in teachers using 

this type of exercise or activity as an absolute measure of specific 

skills, which, of course, it is not meant to be. 

(iii) The diagnostic function of these worksheets was also limited to these 

pupils in this particular year and no broad generalisations could be 

made in relation to Std 7 or Std 9 pupils per se . Therefore, the 

researcher felt that it was important to repeat this type of activity each 

year at the start of the 1ST programme. 

(iv) The numerical value given to the criterion assessment tended to be not 

only clumsy but somewhat contrived in terms of the rated scale. 

7 .3.1.4 Implications of the first activity for subsequent 1ST development 

Notwithstanding the identified limitations, the worksheets for the Std 7 and 

Std 9 pupils provided a useful starting point from which to proceed in 

developing subsequent activities for the 1ST programme. The following 

aspects were considered to be particularly significant . 

(I) The worksheets emphasised the relationship between pupils' levels of 

understanding of the coursework and their ability to apply specific skills 

in order to solve problems, make associations or to generalise. This 

underlined the need to provide pupils with sufficient opportunities to 

expand their understanding of the coursework through regular exposure 

to activities which emphasised reflection, analysis and evaluation. 

Essentially, this meant that 1ST would need to be perceived as an 

integral part of the day-to-day geography teaching if pupils were to 

develop the sorts of skills which the preamble to the 1985 Revised 

Syllabus identified as important to geographical education. 
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(ii) The data response questions in both worksheets revealed that a wide 

range of perceptual understanding exists among pupils of the same age 

group. Thus, while all of the pupils were able to select isolated 

information from the pictorial data, maps or tables, their ability to make 

associations, to perceive patterns or to manipulate data in other ways 

varied considerably. ' Using data such as these added a further 

dimension, which, when associated with the pupils' levels of 

understanding of the relevant coursework, created a complex skill-web 

which many of the pupils found overwhelming . At the time of the 

development of the worksheets, the complexity of the skills and their 

interaction was not fully understood either by the researcher or by the 

other teachers concerned. The pupils' responses to these activities 

and their evaluation of the worksheets, emphasised the need for wider 

analysis of the skills involved in such activities and for teachers to be 

aware of the graphic data used in questions of this nature as a possible 

'distractor' affecting pupils' performances. A further implication of the 

pupils' responses to these sections of the worksheets was that 

teachers would need to be more alert to what they intended to test 

when providing stimulus material. 

(iii) The links between pupils' 'cue consciousness ' , their understanding of 

language and the ability to apply skills was another aspect which was 

highlighted. The correct interpretation of questions required more than a 

knowledge of the vocabulary used . The pupils needed, in a number of 

the questions, to be able to pick up more subtle nuances and shading in 

the language, which is of itself related to skill development in terms of 

analysis . Future tasks of this nature would, therefore, need to take th is 

aspect into account, as the younger pupils in particular revealed that 

they had as yet not reached this level of competence with respect to 

language usage. 

It was interesting to note the way in which a number of the pupils' 

language deteriorated to the point of incomprehensibil ity when they 

were confused by a particular question, in that grammar, spelling and 

syntax became non-existent . A further point of interest with respect to 

language was the problem a number of pupils experienced with logical 

sequencing of ideas. Thus, while many of the answers conta ined the 

necessary information, the various sections were not drawn together to 

form a coherent whole . This aspect emphasised the need to expose 

pupils to a variety of different techniques in the practical component of 
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1ST which would provide them with both spoken and written 

opportunities to develop their language skills in geography and for 

geography. 

(iv) While pupils generally executed graphs and diagrams with care, too 

many of the pupils at Std 7 level interpreted illustrative material in 

geography in terms of 'decoration'. Far too much energy was expended 

on this type of presentation and teachers and pupils would have to be 

weaned from the view which emphasises the 'cosmetic' effect of work 

of this nature (Marsden, 1976). 

The Std 9 pupils, although less prone to creating time wasting visual 

'effects', were often not aware of the role of graphs and diagrams in 

geographical analysis . Future activities designed for 1ST would need to 

emphasise this skill far more . Pupils needed not only to construct 

graphs from given data, but also had to understand where graphs 

would be appropriate tools for analysing data or for solving problems . 

Few of the Std 9 pupils attempted any innovative development of 

graphs and this emphasised the need to introduce pupils to a greater 

variety of techniques. Graphic 'literacy' in terms of the use of graphs, 

diagrams and tables or maps would therefore need to be incorporated 

into the practical component of 1ST. 

The design and response to the worksheets generally emphasised the 

role of the practical component in 1ST as a means to develop skills and 

to introduce pupils to techniques which they would need, both in terms 

of the 1985 Revised Syllabus requirements and for more sophisticated 

individualised or group projects . 

7 .3.2 RESULTS AND EVALUATION OF THE SECOND ACTIVITY FOR THE 

STD 7 GROUP - REPORT ON THE THEME 'COMETS' 

The second task designed for the Std 7 pupils, based on the general theme 

'comets', (Appendix 7C) was presented to the pupils towards the end of the 

first term while comet fever was still high. Prior to the presentation of this 

task, the Std 7 pupils had, by way of feedback after the worksheet, been 

given instructions on the use of illustrative material in assignments of this 

nature and had been given various homework assignments involving the use 

of graphs and schematic diagrams. 
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The pupils were given guidance relating to the use of resource material and 

the conventions which were relevant to a report of this nature. The Std 7 

teachers concentrated on the use of the introduction and the conclusion in 

assignments as well as on the correct use of referencing. The teacher-librarian 

used two of the Std 7's normal book-education periods to assist them in the 

correct use of note-making and note-taking, as a prime objective in the 

development of this task was to aid pupils in developing skills necessary for 

the extraction of material from printed sources. 

The results of this activity are shown in Table 7.23. These results are 

compared to the results of the worksheets, shown in brackets. 

A. 

TABLE 7.23 

ANALYSIS OF 'COMET' REPORTS 

(N = 126) 

GLOBAL RESULTS: EXPRESSED AS PERCENTATES 
(Figures in brackets indicate worksheet results) 

A. SO%+ B_ 70-79% C. 60-69% D. 50-59% E. 40-49% F. below 40% 

7,5 26,S 42 ,S 20,2 3,3 
( 5 ) (23) (3S) (24) (10) 

B. ANALYSIS AND EVALUATION OF RESOURCES USED AS REVEALED BY THE 
REPORTS : EXPRESSED AS PERCENTAGES 
(Figures in brackets indicate worksheet results for 'analysis' 
and evaluation) 

Total scores: 

14,S 
(S,7) 

2 

14,0 
(35,3) 

3 

2S 
(45) 

4 

39 
(9 ) 

5 

4,2 
(I, 9) 

C. LANGUAGE AND ILLUSTRATIVE TECHNIQUES : EXPRESSED AS PERCENTAGES 
(Figures in brackets indicate worksheet results) 

Pupils scoring Pupils scoring Pupils sco ring 
4+ 3 below 3 

Language 43 ( IS,2) 51,5 (50,S) 5,5 ( 31 ) 

Illustrative 
material 36,2 ( IS ) 60,S (59,2) 3 (22,S) 

--
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The global results for this activity reflected the higher scores obtained by the 

pupils in those areas in which they had received specific guidance and 

instruction. Pupils, therefore, generally performed well in terms of language 

usage, use of illustrative material, general presentation of work and use of 

referencing. 

The general fluency of expression in this assignment was higher than for the 

first task and, while the level of sophistication of the language was not 

exceptional, it was, according to the Std 7 English teachers who were asked 

for comment, within the range of this groups' general English ability . Few of 

the pupils' work showed evidence of direct copying from the source material, 

although a number of them made extensive use of quotations . This latter 

aspect revealed the difficulties that pupils experience with using secondary 

sources. Pupils made very few spelling errors and while a number of them 

continued to have problems with tenses, there were generally few 

grammatical errors. 

The illustrative material used was generally relevant to the theme and pupils 

made good use of schematic diagrams and simple graphs. It was obvious, 

though, that pupils found it very hard not to attempt some 'decorative' effects 

and while there were no unnecessary borders, etc., a number of the pupils 

continued to use decorative headings and elaborate sketches. The history, 

biology and art teachers were asked to comment on the use of illustrative 

material of this nature and there was little consensus as to what guidelines to 

give the pupils, as a number of these teachers felt that this type of 

'illustration' allowed the pupils to express their creativity and if stifled, would 

reduce the pupils' motivation. This presented something of a problem as it 

was evident that staff who used the assignment system with the younger 

pupils would not be prepared to agree to a uniform policy regarding the use 

and weighting of purely 'cosmetic' effects in assignments. Therefore, while 

older pupils could understand the notion of what was appropriate to the 

particular subject, the younger pupils would have to be convinced that work 

could be presented neatly and with care, without spending time on cosmetic 

effects for geography and that there were other ways in which to be 

'creative' . 

An analysis of the pupils' reports revealed that the correct use of a conclusion 

presented the greatest difficulty, as 56% of the pupils had not fully grasped 

the principles related to conclusions for reports of this nature. The 
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enjoyed collecting the material, but not the actual writing up of 

their information in the prescribed manner. 

(ii) The essentially descriptive nature of the topics gave pupils little 

opportunity to develop propositional knowledge related to the 

theme or to manipulate the factual information in order to make 

associations or generalisations. The 

contained in the assignments to 

questionable. 

value of the information 

the pupils is therefore 

(iii) The pupils were introduced to too great a variety of skills in too 

short a time. While all of the Std 7 pupils were familiar with the 

library, very few of them had been exposed to the specific skills 

related to a comprehensive search for information, knew how to 

extract material in a systematic manner, or were able to make and 

take notes, which would avoid plagiarism. These skills, when 

related to the skills associated with the presentation of a formal 

essay or report, tended to overwhelm the weaker pupils in 

particular. 

(iv) It was not possible to guage the extent to which pupils had 

received help in the completion of the final product, in spite of the 

various attempts made to encourage the pupils to present their 

own work. 

In the light of the pupils' and teachers' evaluation of this task, and with 

respect to the limitations of such activities, the use of assignments of this 

nature in the 1ST programme would need to take the following factors into 

consideration : 

Ii) The introduction of the younger pupils to the specific skills 

associated with the presentation of essays and reports would 

possibly be more effective if directly related to subject content 

which has been deal with in class. By using this strategy, pupils 

would not be confronted by such a variety of skills . 

Iii) The development of library skills necessary for the search and 

extraction of material from printed sources could be developed 

more gradually and systematically, while continuing to collaborate 

.' with the teacher·librarian at the school. 
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introduction presented less of a problem as 79% of the pupils used the 

correct conventions in this area. The analysis also revealed that the pupils had 

correctly interpreted the topics they chose and that they had generally been 

able to understand the source material used for the assignment. 

The pupils' evaluation of this task indicated that while they had enjoyed the 

reading necessary for their chosen topic, the actual presentation of the 

essay-type report had not been particularly enjoyed. One of the pupil's 

evaluation of the entire exercise was that she "didn't see how this is going to 

help me in my after-life ." In spite of the somewhat bizarre way of expressing 

it, this pupil, as did others, revealed that they saw little relevance in an 

activity of this nature as they were unable to see the necessity for developing 

the various conventions that were emphasised . 

The evaluation of the geography teachers in the department indicated that: 

(i) Reports of this nature have merit in that the pupils are given 

practice in writing a formal, structured essay; they are exposed to 

the various conventions necessary for the writing of assignments 

and projects; the pupils are given the opportunity to develop 

essential 'library' skills and are given instruction in the use of 

secondary source material. 

(ii) By restricting the length of this essay, pupils had been deterred 

from copying directly from the printed sources; they were less 

likely to copy from each other and that the work was a truer 

reflection of their own abilities. 

(iii) The criterion marking used for this assignment was less clumsy 

and more effective than the ranked scale used in the worksheet. 

While it is accepted that pupils need to develop the skills which the geography 

teachers identified in (i) and that this structured assignment had provided the 

ideal vehicle for developing those skills, the following limitations were 

identified: 

(i) The 'mechanical' nature of the end product detracted from the 

interest and excitement of discovering new information. Thus, as 

the pupils had shown in their evaluation of the task, they had 
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(iii) When once the younger pupils had developed the skills necessary 

for an activity of this nature, the enquiry-learning would need to 

be structured in such a way that the pupils could be presented 

with more problem orientated topics or activites, which would 

have greater relevance and value in terms of the pupil acquiring a 

body of knowledge in geography. 

(iv) Pupils needed to be given the opportunity to present this type of 

information in a variety of ways, which would not detract from the 

excitement of discovery, but which would enhance it. 

Ideally, many of these basic skills ought to be developed in the primary school 

(Mills, 1986). However, teachers in the junior secondary phase cannot assume 

that the pupils have the necessary skills, as was revealed by this second task. 

7.3.3 RESULTS AND EVALUATION OF THE FIELD EXCURSIONS 

The following analysis and evaluation concentrated on the Std 7 group 

excursion to a local beach area frequented by the East London teeangers, and 

on the research projects completed by the group of Std 9 volunteers, which 

were based on a study of a beach 12 km from the city centre . 

7.3.3 .1 The Std 7 results and evaluation 

The Std 7 pupils, having completed the school trail (chapter six) earlier in the 

year, had been taught the techniques they needed to employ in the field. 

Preparation for the excursion could therefore be kept to a single class period, 

which was sufficient time to ensure that the pupils had their groups 

organised, that each group member knew her role and to go over the 

worksheets which would be used in the field. 

The pupils were allowed four class periods to do neces·sary follow-up work, 

this included: 

(a) the pooling of data among the group, as each member had set 

tasks with regard to data collection; this strategy was used both 

to save time and to ensure that all the girls were responsible for 

their share of input; 
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(b) general discussion and feedback relating to the activities 

undertaken in the field; 

(c) guidance on the analysis. interpretation and processing of the 

collected data; 

(d) opportunities for the pupils to use the school library for additional 

information. 

The results of the Std 7 field report are shown in table 7.24. The figures in 

brackets reflect the results of the 'comet' activity. 

TABLE 7.24 

STANDARD 7 FIELD REPORT RESULTS 

(N = 124) 

A. GLOBAL ASSESSMENT: EXPRESSED AS PERCENTAGES . . 
(Figures in brackets inciicate the second actl v 1 ty' s resu Its) 

A. 80%+ B. 70-79% C. 60-69% D. 50-59% E. 40-49% F 

" 

14,9 
(7,5) 

23,7 
(26,5) 

35,6 
(42,5) 

14,8 
(20,2) 

II 
(3,3) 

B. ANALYSIS AND EVALUATION (PROBLEM ORIENTED ASPECTS OF THE REPORTS): 
EXPRESSED AS PERCENTAGES 
(Figures in brackets indicate the second activity's results) 

Total scores: I 

1,5 
(14,8) 

2 

5,4 
(14,0) 

3 

51 , I 
(28) 

4 

27,0 
(39) 

5 

15,0 
(4,2) 

C. LANGUAGE AND ILLUSTRATIVE TECHNIQUES: EXPRESSED AS PERCENTAGES 
(Figures in brackets indicate the second activity's results) 

Pupils scoring Pupils scoring Pupils scoring 
4+ 3 below 3 

Language 74 (43) 15 (51,5) II (5,5) 

Illustrati ve 
techniques 66,3 (36,2) 14,9 (60,8) 18,8 .( 3) 
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In assessing the field reports, emphasis was placed on explanation rather than 

on description and on the way in which the pupils used the data collected in 

the field to meet the requirements of their chosen topic. The visual material 

included in the reports was analysed in relation to relevance to the task, 

accuracy of presentation, the variety of techniques used and their suitability 

to the theme. The surtlmative results of this activity revealed that progress 

had been made by the group with regard to their use of problem-solving 

techniques, language and illustrative techniques . 

A detailed analysis of the reports revealed that: 

(i) The majority of the pupils had expressed themselves fluently in 

both descriptive areas and in areas requiring explanation. The 

pupils appeared to be more comfortable with the report format 

than previously indicated . The development in the use of language 

in this activity is ascribed to the emphasis that had been placed on 

the role of correct language in tasks of this nature and to the 

pupils' increased maturity six months into the Std 7 year. 

(ii) The illustrative material used by the pupils (Appendix 7G) included 

the use of a variety of graphs, schematic diagrams, field sketches 

and photographs. Pupils used v isual techniques correctly and their 

illustrations were both relevant and suited to the theme. In most 

cases pupils made reference to the visual material in their text . 

While pupils continued to take care with their presentation, the 

lack of the purely 'decorative' in this assignment was noticeable 

when compared to the earlier work. 

(iii) Pupils generally showed competence in the analysis of the data 

and its interpretation and were able to make comparisons, identify 

patterns and make associations. The pupils further revealed that 

they were sensitive to the role played by people in this beach 

environment and effectively identified problems associated with 

the area regarding over-utilisation of the resources during the 

holiday season. 

(iv) Originality was primarily reflected in the pupils' organisation and 

presentation of the material. Originality in terms of find ing creative 

and innovative solutions to the identified problems remained w ithin 
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the domain of those pupils who had demonstrated creative and 

lateral thinking abilities throughout the pilot programme. 

The pupils' evaluation of the field excursion and field report revealed that they 

found this activity to be the most interesting of the three tasks. Reasons most 

frequently given for their enjoyment of this activity included the following: 

* 

* 

* 

"Because it was fun." 

The fact that they had learned about an area which, although 

frequently visited, had been observed from a different approach, 

as one pupil explained it: "it showed how much more there is in a 

place you go to often and don't notice." 

It was "better than learning out of a textbook." 

Activities which the pupils rated highly were those that involved counting, 

measuring, collecting samples and, according to one pupil, "spending time 

scratching around ." The pupils also indicated that they had enjoyed being able 

to choose a particular area of study for the reports as it meant that they could 

"concentrate on the things that interested us." 

Naturally, not all of the pupils were as generous in their praise for the activity 

and, according to one pupil. the entire affair was "childish." 

The staff evaluation of the field excursion and the field report was once again 

done by the geography teachers and the two senior biology teachers. 

The biology teachers were asked to comment on: 

(i) the relevance of the study to this particular age group; 

(ii) the quality and quantity of field activities; 

(iii) the approach used for the pupils' reports; and 

(iv) the final reports handed in by the pupils. 

The chief concern of these two teachers was the amount of class time used 

for the follow-up in terms of the time needed to complete the syllabus. They 

were. however. impressed by the final reports. particularly with regard to the 

use of graphic material. field sketches and diagrams. as well as the depth of 
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insight shown by the girls in relation to the study areas. Both of these 

teachers commented favourably on the general organisation of the material 

and the maturity of many of the pupils' work. The fact that pupils had been 

allowed to choose one aspect of the beach for the study also impressed these 

teachers as they felt that this had reduced the "superficiality" which they 

identified as a general weakness in field reports of this nature. 

The geography staff felt that this field excursion and the subsequent report 

highlighted the need for fieldwork to be more challenging and more varied in 

Std 8 and Std 9, as otherwise pupils in these classes were simply repeating 

the same techniques and skills each year. The staff also felt that allowing 

pupils to concentrate on one section had worked well as the pupils had 

obviously found the activity to be satisfying. Although this strategy did not 

noticeably reduce the workload as expected, it did serve to focus the reports . 

The Std 7 teachers judged the "school trail" as particularly valuable in 

preparing pupils for this excursion as they were able to apply the techniques 

learnt in the school grounds to the beach study without any problems. 

Finally, the geography teachers emphasised that the class time used for the 

follow-up work after the excursion had added a further dimension to the 

excursion, making the field trip more relevant in terms of the work done by 

the pupils in the course of their geography in the first six months . This time 

had also enabled pupils to discuss their data and to organise it for more 

effective use in the reports . The class t ime used also afforded the teachers a 

further opportunity to emphasise and to develop the pupils' graphic skills . The 

only regret which these teachers expressed was that there had in fact not 

been enough time allocated, as the pupils had shown that they would have 

enjoyed more lessons devoted to the discussion and analysis of that which 

had been observed. 

7.3.3.2 Results and evaluation of the Std 9 field research project 

The twenty-seven pupils who initially volunteered for the f ield research project 

met with the researcher prior to their group field excursion. This meeting was 

necessary for the following reasons. 

(i) The pupils needed guidance in the approach to be used, as they 

had no previous experience in problem identification, hypothesis 

formulation or hypothesis testing . The explanation was based on 

the model given in Figure 7 .5 . 
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Evoke pupils' basic experience 
of place, e.g. in which parts 
of towns is one most conscious 
of change? Which areas are 

~ 
Stimulate pupils to suggest 

the best or worst for finding what ideas, models, etc .• 
a job? may resolve the problem. 

e.g. implicit models of 

~ least effort and cost. 
physical constraints 

Trigger pupils' perception \ of problem, e.g . of con-
necting a familiar pattern Encourage pupils to gather 
to a hidden process. Is supporting evidence and 
there a pattern? Is it clues, to test correlations. etc 
changing? 

'\ / \ 
\ Prompt pupils: a) to evaluate findings 

and reinterpret initial perceptions and 

/-
implicit models; b) to crystallise the 

~ 
strategies of thought used 

Stimulate pupils' awareness of 
Help pupils to search out related problems, e.g. at dif-
and assess new evidence ferent scales or in contrasting 
and meanings 

regions 

~ Encourage pupils to consider relevance / 
of concepts,· .models, etc. used before, 
and role of neVi ideas in changed 
context 

(after Tolley and Reynolds, 1977, p. 91) 

FIGURE 7.5 
MODEL USED FOR HYPOTHESIS·TESTING 

o· 
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(ii) The researcher needed to explain her role as a facilitator as well as 

the pupils' roles as independent investigators. 

(iii) Agreement had to be reached with regard to the practical aspects 

of the exercise . The pupils, in conjunction with the researcher, 

made the following decisions: 

(a) The pupils volunteering for the project would attend the 

general field excursion planned for the Std 9 group and would 

complete the worksheets and field exercises set for the 

group, as this would provide them with additional background 

for the project and would help them to identify problems in 

the study areas. 

(b) The pupils would present their research topic in the form of a 

written proposal which identified the problems, gave the 

hypothesis they would like to test and, where possible, any 

other information which would be relevant to the facilitator. 

The proposals, it was agreed, would be handed to the 

researcher two days after the excursion . These would be 

assessed and then discussed with the pupils. 

(c) A second visit would be made to the area during a Saturday, 

to give the pupils a further opportunity to gather data needed 

for their projects. 

(d) The completed project would be handed to the researcher at 

the same time that the rest of the group had to hand their 

general report to the teachers concerned. 

(e) The pupils would be free to consult the researcher, as the 

facilitator, by appointment at any time during this period. 

A most important aspect of this meeting was the decision to allow any pupil 

who felt the need to withdraw from the experiment not to do so until after the 

proposal discussion or until after the second visit to the study area. Pupils 

who withdrew would complete the general report done by the rest of the Std 

9 group. 
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The initial proposals presented by the pupils revealed that eighteen of them 

had identified suitable problem areas which could be analysed in the time 

available. Two of the pupils' initial proposals were too ambitious to be done in 

the allocated time and seven of them were unable to identify suitable 

problems. 

After discussion with the researcher, these seven girls elected to withdraw 

from the project and to do the general report. One of the ambitious proposals 

was revised to form a more manageable project. The remaining twenty pupils 

were required to do further work on their proposals according to the 

suggestions made by the researcher. The pupils were given the week before 

the second visit to the study area to work on their proposals to ensure that 

they were absolutely clear about what was required. 

After the second visit to the study area, the girls met with the researcher as a 

group to discuss the planning and development of the projects, and the 

processing of their data. At the end of this round of discussions, a further six 

pupils chose to withdraw from the project. Fourteen pupils therefore 

completed the field project. 

A summary of the problems and the hypotheses tested by the group is 

included in Appendix 7H . An analysis of their proposals indicated that the 

problems were kept simple and within the geographical experience of the 

pupils. Each of the individual study areas could be completed within the time 

allocated, as the pupils had two weeks to final ise their projects. 

During the allotted time the pupils met regularly . The group meetings with the 

researcher were used to clarify technical aspects related to the particular line 

of enquiry used by the girls for the project. The researcher encouraged the 

girls to meet without her to discuss their progress and to check whether their 

data could be added to in terms of the work being done by the other pupils. 

The meetings between the researcher, as the facilitator, and the individual 

pupils, were used to help them with problems they were experiencing and to 

assess their progress . The final assessment of the project was a cumulative 

result as marks allocated for the problem identification, the search for possible 

solutions and the formulation of the hypothesis, were awarded before the final 

project was handed in . 
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An analysis of the results in Table 7.25 reveals the following: 

(i) The volunteers who completed the project were a mixed ability 

group and, as indicated by their June results, were not exclusively 

the top geography candidates in the Std 9 group . 

(ii) Having mastered the technical aspects related to the project, the 

pupils were able to complete their projects adequately, with two of 

the pupils achieving particularly pleasing results. Only one of the 

girls experienced real difficulties in analysing her study area, but 

was nonetheless able to achieve an overall passing grade. 

(iii) Pupils initially experienced difficulties in identifying a broad variety 

of alternative solutions to their problems. This was primarily 

related to their lack of in-depth knowledge of the theoretical 

aspects of their study area. All of the pupils had difficulty in 

presenting a conclusion, which was caused by a lack of 

experience rather than a lack of ability, as with help, the pupils 

were able to solve this particular problem. 

(iv) The final presentation of the projects revealed that pupils generally 

made good use of their data in terms of being able to process and 

analyse it. A few of them had difficulty in applying the data 

adequately to the problem, which was reflected in marks allocated 

for the logical development of the project. 

(v) The pupils' use of language, illustrative material and general 

presentation was assessed in terms of its suitability to the project 

format and to the study area. Illustrative material was used well as 

pupils had been given some guidance in the role and use of graphs 

and tables in tasks of this nature. Pupils who lost marks in this 

area were marked down either because they had not made the 

best use of their data in terms of presenting it graphically, or 

because they needed greater illustrative back-up for the text. 

An analysis and evaluation of this project would, however, be incomplete 

without assessing the 48% of the pupils who withdrew. The following 

aspects were highlighted when these pupils were consulted: 
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(i) Pupils found it difficult to identify a 'problem' in a study area such 

as this . Few of the pupils who withdrew fully understood what 

was meant by a problem in this context. 

(ii) Having once identified the problem, few of the pupils experienced 

difficulty in formulating an hypothesis, but they did have problems 

in visualising ways to test the hypothesis. This factor appeared to 

be closely related to the pupils' grasp of the theoretical aspects of 

coastal geomorphology and the processes associated with beach 

areas. 

(iii) The pupils also indicated that they found it difficult to relate the 

line of enquiry to the processes they needed in the field . 

(iv) Others simply gave up because they felt the general report done 

by the rest of the group would be easier and, therefore, they 

would score higher marks. 

Working with this group underlined the following in respect of the 

development of projects of this nature. 

(i) Pupils needed to have prior instruction and practice in applying a 

systematic scientific approach such as this if they are to be able to 

apply the methodology in the field. 

(ii) A scientific approach such as was used for this project does not 

appeal to all pupils and when doing projects they need to be 

introduced to a number of alternative approaches. 

(iii) A great deal of time was spent in the identification of problems 

and unless pupils are trained to do this they tend to confuse cause 

and effect. 

(iv) The study of a beach area such as this is clearly related to a 

specific body of knowledge and without a clear understanding of 

the essential features and processes affecting such an area, the 

pupils are either hampered in their investigations or the 

investigation becomes rather superficial. 
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(v) While the weaker pupils need a greater amount of help from the 

facilitator, their feeling of satisfaction and accomplishment in being 

able to complete such a task, albeit within limitations, is well 

worth the effort and time spent with these pupils. It was notable 

that the weaker pupils appreciated what they had achieved to a 

far greater extent than the two particularly able students in the 

group. Project work, therefore, ought not only to be offered to the 

academically able students, but should be experienced by all of 

the pupils in the group, providing the students are given guidance 

in choosing a study arera which is within their range of ability and 

experience. 

(vi) When the teacher adopts the role of facilitator it increases the 

work load, as the facilitator needs to spend time with individual 

pupils. Individual projects with large groups of pupils may 

therefore be problematic and teachers may have to either 

encourage group projects or use other facilitators. 

The pupils' evaluation of this activity showed that while they all considered it 

to be difficult. they felt that it was more interesting, challenging and 

worthwhile than the more usual field reports which they, at this stage, found 

to be 'boring'. Eight of the fourteen pupils indicated that they would have 

enjoyed applying this approach to a study area of their own choice rather than 

to the designated field excursion. The same girls also felt that having to 

identify the problems in this area and then to relate it to a manageable project 

in terms of size and time created a degree of artificiality. They would have 

liked to have more time to do an investigation which had broader relevance. 

The geography staff found this activity difficult to evaluate having had no 

experience in conducting this type of project . One of the teachers, however, 

echoed the comments of the girls relating to the narrowness of the identified 

problems. The biology teachers who conducted small-scale group projects 

with the Std 10 classes, however, felt that the problems identified by this 

group were suitable in that this was the pupils' first introduction to this type 

of activity. These teachers, in their evaluation of the activity, strongly 

supported the idea of group projects as being suited to larger groups. The 

biology staff expressed their approval of: 

* the assessment method used, and particularly favoured the idea of 

a cumulative assessment. 
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* the time allocated to the work; 

* the methodology which the pupils used. 

The pupils' work was also favourably commented upon, but these teachers 

felt that the time spent with the individual girls was too much to expect from 

a single facilitator. This latter comment emphasised the need for pupils to be 

given instruction and practice in this approach prior to its application in the 

field, as much of the time was spent in explaining technicalities to the pupils . 

7.4 EVALUATION OF THE PILOT PROGRAMME 

In evaluating what had been achieved by the pilot programme at the end of 

1986, the researcher and the geography staff: 

(i) evaluated the pupils' development and progress in the skill areas 

identified at the start of the programme; and 

(ii) analysed the programme with respect to the general aims 

identified for 1ST in 1985 and with regard to the objectives set in 

1986 for the pilot programme. 

7.4.1 ANALYSIS OF THE PUPILS' PROGRESS AND DEVElOPMENT IN THE 

SKILL IDEAS IDENTIFIED 

The field reports completed by the Std 7 group were judged as being 

particularly illuminating regarding these pupils' development in the application 

of higher order skills related to problem solving and were compared, in 

particular, to the initial activity. The progress made by these pupils within the 

first seven months of the year was ascribed to the following: 

(i) The pupils' understanding of the techniques necessary for tasks of 

this nature, which had been made possible by both the feedback 

sessions after each of the tasks and the additional opportunities 

pupils were given to practice these skills in class and homework 

exercises designed specifically for this purpose. 

(ii) The increasing maturity and general development of the pupils. 

(iii ) The enthusiasm and motivation of the teachers concerned . 
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(iv) The pupils' self-motivation and interest in the field excursion. 

The analysis of the Std 9 pupils' progress in these areas was hampered by the 

problems the pupils experienced in understanding the coursework for the first 

activity, the fact that they completed only two assignments, and the small 

sample size of the field research project. It was, therefore, felt that few 

generalisations could be made with regard to these pupils' development in 

problem-solving techniques and the associated skills. While the group who 

volunteered for the field project were introduced to a variety of skills and 

given the opportunity to apply them, there was no way to judge to what 

extent these pupils had acquired a lasting proficiency in their use and 

application. 

An analysis of the Std 7 pupils' use of language and ability to express 

themselves was made by comparing their work in the three tasks. This 

analysis revealed that pupils in Std 7 had improved considerably in this area. 

The most interesting aspect was the development made by these pupils in 

terms of the increased sophistication of the language used. 

The Std 9 group revealed that their fluency of expression appeared to be 

closely related to their confidence in terms of the content they were 

presenting . Where pupils were comfortable with the content, they made fewer 

errors and expressed themselves fluently and coherently. In those sections 

where pupils had difficulties, the incidence of errors rose appreciably. 

An analysis of the use of illustrative material and the skills related to 

graphicacy revealed a considerable improvement in the Std 7 pupils . 

'Decorative' visuals decreased dramatically in the field reports. These pupils 

had also developed considerable skills related to the function of visual material 

in tasks of this nature and were able to make use of histograms, line graphs, 

pie-charts, as well as schematic diagrams, field sketches and photographs. 

The Std 9 development in this area was difficult to measure or to evaluate as 

these pupils had not been taught or given the opportunity to develop 

additional graphic or statistical techniques, other than those suggested by the 

researcher for the field project . 

As a means to assess skill development through 1ST the Std 7 programme 

proved to be more illuminating than the Std 9 activities . It was also realised, 

with hindsight, that it was not practical to attempt comparisons between the 

Std 7 and Std 9 pupils as there were far too many variables. 
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7.4.2 AN EVALUATION OF THE PILOT PROGRAMME WITH REGARD TO THE 

AIMS AND OBJECTIVES 

An evaluation of the extent to which the pilot programme achieved the 

general aims and specific objectives, revealed the following: 

(i) The structured nature of the tasks set in the Std 7 programme in 

particular, meant that the pilot programme had failed to provide 

the teachers and pupils with opportunities to develop and exercise 

their own interests, talents or abilities. While the research done 

with the small group of Std 9 pupils attempted to achieve this 

goal, the choice of topics was reduced by the application of this 

project to a single study area and by the considerable input from 

the researcher because of the pupils' lack of experience. 

(ii) The Std 7 group were exposed to a reasonable variety of 

resources in that they were able to make use of the library in a far 

more constructive way than previously, having been introduced to 

the correct ways of extracting and processing material from 

sources which included books, periodicals, newspapers and other 

printed material. They were exposed to a primary resource base 

through their fieldwork, but had few opportunities to make use of 

other resources in their local environment or community. The Std 

9 pupils, in the course of their field research projects, were able to 

consult the local nature conservator, who gave invaluable insight 

into their study area. Pupils in this group also consulted the 

conchologist, the marine biologist and the ornithologist of the local 

museum, who were also most helpful and generous with their time . 

(iii) Skill development in the pilot programme, by concentrating on 

cognitive skills, largely neglected the development of affective or 

social skills. The activities designed by the programme also 

neglected the type of decision making skills associated with values 

and attitudes. 

(iv) The circumstances under which the pilot programme was 

organised prevented the development of a realistic framework for 

skill progression from the junior secondary to the senior secondary 

phase in geography. 
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(v) The assessment system used for the various tasks was 

problematic in the following respects: 

* 

* 

* 

despite the criterion marking, the assessment was essentially 

product oriented and made profiling in specific skill areas 

difficult; 

the use of the scaled rating system created a clustering effect 

in the middle range of marks; 

pupils did not always understand the criteria fully. 

These limitations, as well as those identified for the individual activities, 

needed further consideration in the subsequent development of an 1ST 

programme. 

Notwithstanding the limitations, the pilot programme provided a better insight 

into skill development in geography. Thus, at the completion of the 

programme, the researcher and her colleagues had a better understanding of: 

(i) the role of skill development in geographical education; 

(ii) the sorts of skills that 1ST could develop; 

(iii) how skills are acquired; 

(iv) the links between the practical and project component of 1ST with 

regard to skill development; 

(v) the role of the teacher in the practical assignments and as a 

facilitator for individual projects. 

On a practical level, the pilot programme made the researcher more aware of: 

(i) what pupils think about tasks such as these; 

(ii) what pupils find rewarding and satisfying; 

(iii ) the sorts of difficulties which pupils experience in understanding 

learner-centred tasks of th is nature; 
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(iv) the fact that with guidance and patience the academically weaker 

pupils can develop problem-solving techniques and skills. as 

evinced by the research project completed with the Std 9 pupils. 

Despite the limitations of the assessment system appl ied to the activities of 

the pilot programme. a more deliberate and conscious application of criterion 

marking resulted in : 

(i) a better understanding of the individual pupils' progress in 

geography and of their strengths and weaknesses, which 

benefited the pupils as well as the teacher, particularly with regard 

to specifics such as use of language, illustrative techniques, 

insight and original ity; 

(ii) a fairer and more realistic analysis of pupil performance, which 

was acceptable to the pupils and the teachers; 

(iii) a re-assessment of the sorts of comments made by the teachers 

when marking 1ST, comments which, when linked directly to 

specific criteria concerning use of explanation, analysis, 

justification, etc., are more constructive and helpful to the pupil 

and to the teacher. 

Below is a set of proposals adopted by the researcher and the geography 

staff, which was applied to the future development of 1ST in the school : 

(i) to re-assess and to evaluate the aims and objectives of 1ST both in 

terms of the general aims of geography and with regard to the 

specific learner-centred needs of the pupils; 

(ii) to continue to investigate how pupils acquire skills and to ensure 

that pupils have the necessary opportunities to develop skills 

through the 1ST programme; 

(ii i) to develop a programme which would include opportunities for 

pupils and teachers to develop their own interests and ta lents 

through geography; 

(iv) to increase the resource-base available for 1ST; 
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(v) to continue to investigate the assessment of 1ST in order to 

provide a means of recording and analysing pupils' performance in 

geography. 

7.5 SUMMARY 

The approach to 1ST, as initiated by the pilot programme, was essentially a 

shift towards a more learner-centred view of geography. The particular 

strategies related to the design, structure and analysis of each of the activities 

provided the researcher and her colleagues with the opportunity to look 'into 

the pupils' minds' in terms of what they needed and enjoyed. The limitations 

of the programme were as beneficial to the researcher as were the positive 

effects with regard to identifying a point of departure for the future 

development of 1ST as an integral part of the geography curriculum. 
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CHAPTER EIGHT 

THE IMPLEMENTATION OF RESEARCH RELATED TO 1ST IN 

THE DEVELOPMENT AND ADMINISTRATION OF A SCHOOL 

PROGRAMME FOR 1ST IN GEOGRAPHY 

The 1ST programme adopted by the school's geography department in 1989 

was the cumulative result of the following: 

(i) The implementation of the results of the pilot programme of 1986 

(chapter seven) . 

(ii) An evaluation of teacher responses to 1ST with regard to their 

implications for the organisation and administration of an 1ST 

programme (chapter five). 

(iii) The application of those learner-centred strategies, identified in 

chapter four, which are designed to meet the learner-centred aims 

and objectives of the geography syllabus. 

This chapter examines the ways in which the above factors influenced the 

practical and project components of 1ST from 1987 to 1989 with regard to their 

effect on the development of: 

The aims and objectives of the 1ST programme. 

2 The organisation and administration of 1ST. 

3 The assessment of the tasks within the programme. 

4 The evaluation of the individual tasks. 

8.1 THE AIMS AND OBJECTIVES OF THE 1ST PROGRAMME 

Geographical education, when viewed within the framework of the Rylian 

notion of knowledge (Griffiths, 1987) is concerned with the pupils' mastery of: 

(i) those facts, prinCiples and concepts which have been selected as 

being 'worthwhile' in terms of the pupils' needs and interests and 

in relation to the 'essential concepts' of geography (Hall, 1982); 
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(ii) the propositional knowledge which underpins the theoretical base 

of geography and which requires understanding and reflection; 

(iii) the affective and cognitive skills which aid pupils in their 

understanding of environment and community. 

The above framework requires that the 1ST programme be perceived as a 

process which focuses on the pupils' conceptual and perceptual development. 

As a result, the primary goal of 1ST was seen to be the means which would 

aid pupils in their development of the skills, propositional knowledge, values 

and attitudes that would enable them to relate to their own environment and 

community, while developing an empathy for the wider environment and other 

communities in order to survive in a rapidly changing society. 

The emphasis on the 1ST programme as a process and the development of the 

model for 1ST (chapter three) led to the decision to use Rath's (1971) "criteria 

for identifying activities that seem to have some intrinsic worth" (Table 8.1) 

(quoted in Stenhouse, 1981, p. 86) as the "principles of procedure" upon 

which to base the design of the activities for 1ST. 

These criteria replaced the formulation of specific behavioural objectives. 

Thus, while individual activities might include behavioural objectives 

considered to be relevant to the particular task, the programme as a unit was 

guided by Rath's criteria. 

In order to realise the primary aim of 1ST and to follow the principles of 

procedure it was necessary to: 

(i) establish a framework of progression in skills, values and attitudes; 

(ii) identify and produce a resource-base which would enhance the 

development and design of a wide variety of learner-centred 

activities both in the practical and project components of 1ST; 

(iii) develop a structure within which the various activities could be 

designed, assessed and evaluated. 

The above process took two years to develop. During this period the 

geography staff working with the reserarcher were free to choose the extent 

of their involvement in the various developments. Thus, while a basic 
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TABLE 8.1 

PRINCIPLES OF PROCEDURE FOR THE 

DEVELOPMENT OF 1ST ACTIVITIES 

"All things being equal, one activity is more worthwhile than another if: 

(i) it permits children to make informal choices in carrying out the 
activity and to reflect on the consequences of their choices; 

(ii) it assigns to students active roles in the learning situation rather 
than passive ones; 

(iii) it asks students to engage in inquiry into ideas, applications of 
intellectual processes, or current problems, either personal or 
social; 

(iv) it involves children with realia (i.e. objects, materials and artefacts); 

(v) completion of the activity may be accomplished successfully by 
children at several different levels of ability; 

(vi) it asks students to examine in a new setting an idea, an 
application of an intellectual process, or a current problem which 
has been previously studied; 

(vii) it requires students to examine topics or issues that citizens in our 
society do not normally examine - and that are typically ignored by 
the major communication media in the nation; 

(viii) it involves students and faculty members in 'risk' taking - not a 
risk of life or limb. but a risk of success or failure; 

(ix) it requires students to rewrite, rehearse and polish their initial 
efforts; 

(x) it involves students in the application and mastery of meaningful 
rules, standards or disciplines; 

(xi) it gives students a chance to share the planning. the carrying out 
of a plan. or the results of an activity with others; 

(xii) it is relevant to the expressed purposes of the students." 

(Rath, 1971, in Stenhouse, 1981, p. 86) 
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programme of activities was planned for each year for each standard, 

teachers could elect to follow any additional activities which were planned by 

the researcher. The geography staff, however, agreed to act as evaluators 

during the two year period. 

8.1.1 THE ESTABLISHMENT OF A FRAMEWORK FOR PROGRESSION IN 

SKILLS AND VALUES AND ITS IMPLICATIONS FOR THE DESIGN AND 

DEVELOPMENT OF ACTIVITIES 

The pilot programme had highlighted the value of activities which focus on 

skills, understanding and reflection, rather than on the recall or presentation of 

facts, hoth as a means to enhance the mastery of subject material and for the 

development of specific geography related proficiencies . The degree to which 

practical tasks complement project work was further emphasised during the 

course of the pilot programme. 

The results of the 1986 programme when related to the somewhat negative 

responses of the survey population w ith regard to the perceived value of 1ST 

as a means to develop propositional knowledge and cognitive and affective 

skills (chapter five) necessitated a more systematic analysis of the high school 

geography syllabus than had been undertaken for the pilot programme. The 

subsequent syllabus analysis was undertaken both in order to identify the 

skills, values and attitudes which underpin the subject content and to relate 

the proficiencies to specific activities which had been identified as suitable for 

inclusion into the 1ST programme. The investigation into learner-centred 

strategies applicable to geographical education (chapter three) revealed that 

each activity has a role to play in the development of particular skills, 

attitudes and values. 

The resultant analysis (Table 8.2) of the 1985 Revised Geography Syllabus in 

terms of the main components of the geography curriculum from Std 6 to Std 

10 was accomplished by relating graphic skills, numeracy and language skills 

associated with the development of oracy and literacy to the syllabus content. 

The importance of values in geographical education necessitated the 

application of this aspect to the syllabus content and is reflected in part 4 of 

the analysis. 

The analysis provided a guide from which to select and develop activities in 

both the practical and project components of 1ST and revealed the 

considerable potential each section of the curriculum has for skill development 
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* GeostrophiC flow 
,.. P.G. 

.. Comparisons of 
weather data for 
regions on macro 

or micro scale 

.. Weather phenomena 
related to atmos­
pheric models 

.. Weather patterns 
* Effects of micro-

cl imate 
(line graphs, 
polygraphs. histo­
grams, pie-charts, 
c I imograms) 

GEOMORPHOLOGY. OCEAN­
OGRAPHY AND ECOLOGY 

Graphic analysiS of: 

* Seismographs 
* Population dynamics 
* Tidal ranges 
* Ocean depths 
* Fishing data 

Construction and/or 
anal{SIS of graphS 
rela ed to: 
* Slope analYSis 
• Gradient 
* Soil profiles 
• 5011 particle size 
• Soil composition 
• Cross~sections 
* Stream profiles 
* Stream flow pattern 
* Volume of streams 
• Channel analysis 
* Landscape evolution 
* Structural landscapes 
* Flow characterisation 
(line graphs, polygraphs. 
histograms, hydrographs , 
pie-charts. pyramids) 

POPULATION GEO­
GRAPHY 

GrarhiC analYSiS 
and or cons truc~ 
bon of graphs 
for: 

* Population 
growth 

.. Population 
character­
istics 

• Demographic 
factors 

* Population 
movements 

(line graphs, flow 
charts, histograms, 
population pyra­
mids. pie-charts, 
polygraphs) 

ECONOMIC GEO­
GRAPHY 

GraPhic analysis 
for: 

* Economic growth 
* Comparisons of 

primary, sec­
ondary & ter­
tiary activi­
ties in sel­
ected areas 

* Comparisons of 
production of 
selected com­
modities 

* Comparisons of 
supply & demand 
of selected 
commodit ies & 
serv I Cf':S 

Construction of 
graphs for case 
or aenera I 
stu les related 
t o: 
* Factors affec 

ting factory lo­
cation 

* Transport costs 
& development 

* Labour costs & 
supply 

* land values 
(line graphs, 
po Iygrdph s , 
histograms. pie­
charts, fl ow 
charts, scatter 
diagrams) 

SETTLEMENT GEO­
GRAPHY 

Graphic analysis 
for: 

* Urbanisation 
.. Population 

movements 
.. Population 

denSity 
.. Urban growth, 

Rural depop­
ulation 
Urban hi er­
afchies 

.. Urban problems 
Grayh ic analysis 
and or graphiCS 
construction for 
case stud Ies, 
fteldwork or 
field research: 
* Traffic counts/ 

analysis 
* Pedestrian counts 

REGIONAL 
STUDIES 

Graphic ana­
lYSIS of: 

* Climat ic 
factors. 

.. Natura I 
vegetation 

* PhySiography 
• Dams 

.. River flow & 
vol ume 

• ErOSion 
factors 

.. Natura I re­
SOurces 

.. Econom ic 
factors 

.. Popula tion 

.. Transport 

.. Export, 
import 

.. G.D.P. 
* Threshold & range .. G.N.P. 
* land values 
.. land use 

Urban proft les 
* P. V. L 

* Environmental 
appraisals 

• Topographic ana­
lys i s or urban 
& rura I set tI e­
ments 

(line graphs. 
polygraphs, histo­
grams, pie-charts, 
scatter diagrams) 

(f ine graphs. 
pie-charts , 
polygraphs, 
histograms) 
Constructi on o f 
graphS for: 
* Case studies 
• Peer group 

teaching 

• Reports 
• Self-study. 

etc. for 
above aspects 
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1. GRAPHICACY 
Continued 

b) Schematic 
diagrams. 
models . 
photographs, 
charts, 
posters, 
video. OHP, 
s I ides. 

.. 

MAPWORK AND GENERAL 
GEOGRAPHIC TECH­
NIQUES 

CLIMATOLOGY AND 
NATURAL REGIONS 

GEOMORPHOLOGY, OCEAN­
OGRAPHY AND ECOLOGY 

POPULATION GED­
GRAPHY 

ECONOM I C GEO­
GRAPHY 

SETTLEMENT GEO­
GRAPHY 

* Use of schematic diagrams. photographs. slides. OHP transparancies. 3-D models. video presentations to support assignments, 
field reports. field researCh. case studies, projects. peer-group teaching, seminars. role play and simulation. 

* Use of schematic diagrams. photographs. slides, OHP transparancies, VIdeo presentations, 3-D models, maps, charts. posters 
as support in presenting and teaching of processes, spatial phenomena. morphology. etc. 

* Use of schematic diagrams, photographs. slides. OHP transparancies. maps and video material for data response activities, 
data analysis in practical component of 1ST. 

• Use of sandtray 
fo r processes, 
contours, etc. 

* Use of theo­
retical models 
with support 
of diagrams, 
photos, etc. 
to explain 
weather 
patterns, 
weather phen­
omena, weather 
processes 

* Use of theoretical 
models with suppor­
ting visuals rela­
ting to landscape 
evaluation. tectonic 
processes 

* Use of sandt ray for 
processes relating 
to river capture. 
backwashing. ab­
straction, etc, 

* Use of 
theoretical 
models for 
developmental 
theory 

* Use of 
theoretical 
models for 
factory lo­
cation, 
transport 
costs, 
harbour de ­
velopment 

* Use of 
theoret i ca I 
models for 
developmental 
theory, de­
termination of 
spheres of 
influence. 
C.P .• urban 
hierarchies. 
urban struc­
ture 

REGIONAL 
STUDIES 

• Use of 
theoretical 
models for 
develop­
mental 
themes. 

N 
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I. GRAPHICACY 
Continued 
c) Mapping 

'. 

MAPWORK ANO GEN ERAL 
GEOGRAPHIC TECH­
NIQUES 

Use of Atlas to: 
.... determine 'where', 

'what I I I how much 1 I 

'how many', 'how 
big'. 'how small', 
'how high'. 'how 
low' 

.... Direction 

.... Bearing 

.... Lati t ude & Longitude 
.... Shape 

.... Projections 

1;50000 with 
various photographs 
aerial; Oblique. 
vertical & ortno­
pneto maps 
.... Symbol analysis 
.... Descriptions 

.... Interpreting. iden­
tifying, analysing: 
landforms, slopes, 
landscapes. vegeta­
tion, soil/geology, 
cl imate, settlements, 
hydrology. internal & 
external forces, 
structural landscapes 
& land scape evolution 

General 
Use of: Municipal maps 
.... Erts maps 
* Satellite maps 
.... Photographs 

.... Topa Cadartral maps 
.... Geological maps 

.... Economic maps 

.... Field sketching 
* Field mapping 

CLIMATOLOGY ANO 
NATURAL REGIONS 

Use of Atlas for: 
* Weather maps 
* CI i_ate maDS 
Use of dYM~~t r 
* Reading, lden­

tlfying, inter­
pretIng and 
analysing: 
weather phen­
omena, weather 
patterns 

* Forecasting 
Weather & Climate 
maps 
* Interpretation 
• Graphic analysis 
• Weather data 
• Weather patterns 
* Regional studies 
Vegetation & 
phYSIcal maps re­
lated to and com­
pared with weather 
data for regional 
studies 
Municipal maps for 
mlCrO-Cilmate; city 
cl imiltes 
1:50 000 maps & 
orthophoto maps 
micro-cl imate 

<. 

GEOMORPHOLOGY. OCEAN­
OGRAPHY AND ECOLOGY 

Use of Atlas fgr: 
* Components & struc-

ture of earth 
* Components of crust 
* Plate tectonics 
• Internal & external 

forces 
* PhysIcal features 
• Topography 

• Ecology (Gaia, 
etc. ) 

1:50000/Topo 
& photographS for: 
* Hydrology & stream 

analysis, river basin 
analysis 

* Slope types 
* Gradient 
* Structural landscape 

analysis 
* Landscape evolution 
* Coastal analysis 
* Internal & external 

forces 
• Geology & soil analysis 
* Vegetation analysis 
* Orienteering 
* Fieldwork & field 

research 
* Field sketching 
• Mapping of local or 

field sites 

POPULATION GEO­
GRAPHY 

Use of Atlas for: 
* Population dis­

tribution & 
density 

• Popu lation 
characteri s tics 

* Demographic 
factors 

* Levels of de­
velopment 

* Popu lation growth 
• Population move­

ments 
• Popul ation prob-

lems 
Use of 1:50 000 
maps & photos for 
localised studies 
of: 
* Population dist­

r ibution & 
density 

• Urbanization 
* Urban growth 
• Urban problems 
Municipal maps 
• Migration & 

growth 
• Squatter problems 
• Envi ronmental 

problems 

ECONOMIC GEO­
GRAPHY 

Use of At I as for: 

• Product i on of 
primary . sec­
ondary & ter­
tiary corrmo­
di ties & ser­
vices 

• Location of 
Industry 

• Transport net­
works .4 routes 

• Economic devel­
opment & data 
e.g. G.D _P. 
G.N.P., etc 

* Cl ima te, soil, 
geology, vege­
tation & popu­
lation dens ity 
& distributi on 
maps to anal yse 
factors i nf I u­
encing economy 
of specific re­
gions or centres 

Use of 1 ;50 000 
maps & photos for 
local studies re­
lating to : 
• Filctory location 
• Indus trial de­

velopoment 
* Transport 
• Services & re­

sources analy sis 
Use of Municipal 
maps for: 

• Factory location 

SETTLEMENT GEO­
GRAPHY 

Use of Atlas for : 
• Urbanization 
* Urban growth 
• Population 

distribution & 
density 

* Populati on 
movements 

• Rural urban 
rati o 

• Oeveloped/ 
underdeveloped 
area s 

• General mdps to 
ana lyse factors 
influencing pcp­
ulation & 
settlement 
structure 

:50 000 maps & 
photos 

• Settlement pattern 
• Distribution, 

densi ty 
* Hierarchy 
• Spheres of In-

fluence 
• Noda I i ty & 
• Centra I I ty 
• Rurill-urban 

problems 
• Rural/urban 

fringe 
• Settlement type , 

site, s ituat ion 
• Topographic ana­

lysis of urban 
area 

Municipal maps: • siting of roads, 
bridges, resorts,· State. size 
new settlement, growth 
labour situati on· Ground plan dIliIlysis 
& supply • urban profiles 

* C.B. D. 
Use of Cada stral 

i!" ... . 
• Land values 
* Land use 

REGIONAL 
STUOIES 

Use of Atlas 
for: 
* Systematic 

study of 
area 

• Thematic 
study of 
country 

• Physical 
datil 

* Economic 
data 

* Populati on 
data 

Use of 
nu\fOO 
milps g 
photos & 
topc-cildastral 
maps fo r 
local stuules 

maps, .... . 
aevelopmental 
projects 
Influence of 
technology 

* Functional structure 
• Traffic flow 
• Pedestrian flow 
• Transects 
* Environmental problems 

N ... 
00 



2. NUMERACY 

" 

MAPWORK AND GENERAL 
GEOGRAPHIC TECH· 
NIQUES 

CLIMATOLOGY AND 
NATURAL REGIONS ~~~~~~H~~~G~CO~~~~N" POPULATION GEO· 

GRAPHY 
ECONOMIC GEO­
GRAPHY 

.. _---_._----------. 

SETTLEMENT GEO· 
GRAPHY 

REGIONAL 
STUDIES 

<: < GRAPHIC ANALYSIS ) 
<. < CONSTRUCTION OF GRAPHS) , 

< ( ANALYSIS OF TABLES,S-,--,--,-_____ -,-,--'-
Calculations for: Calculations for: Calculations related Calculations re-

.~ 
~alculations Calculations In Calculations 

W Scale .. Lapse fates to: Iated to: 

* Distance .. Climatic & 
/I: • weather differ-

Bear ing ences & ranges 
* Declination .. Sampling 

/I: Area * InterpolatIon 
/I: Interv is i b iii ty for weather 

/I: Vertical exag- maps. 
geration Measurement of: 

* Vertical inter- * Temperature 
va 1 5 & height * Pressure 

/I: Median * Rainfall 

* Mode * Humidity 

/I: Mean * Cloud cover 
* Sampling * Wind speeds 

/I: Time * Wind direction 
* Interpolation * P.G. 

Measurement of: Tabulation of: 

* Position Weather data and 
/I: Co-ordinates climatic infor-
/I: Latitude & mation 

longitude 

* Run-off 

* Infiltration 
• Stream orderIng 
* River comparisons 

as to volume. basin 
size. etc. 

* Flow characteri-
sations 

• Sampling 
... Interpolation 

• Population dynamics 

• Food pyramids 

• Nutritional density 
Measurements related 
to: 
• Environmental problems 

* Drainage density 

Calculations 
In the fIeld related to: 

• Channel characteristics 

• Flow patterns 

• Velocity 

• Volume 
* Stream depth 

* Vegetation character-
i sties 

* Slope analysis 

* Gradient 

* Height 
... Distanc~ 

* Soi I analysis 

• Pollution 
etc . 

... Density & dis~ 
tribution of 
population 

* Nutritional 
density 

* Interpolation 

* Popu lation 
composition 

* Population 
growth 

• Demographic 
characteristics 

* Urbanization 

• Population move-
ments 

Measurements re­
lated to: 
... Resource analysis 
... Developmental 

trends 

• Migration 
... Immigration 

~ case the fIeld of: g measurement 
studIes. field-.. . or: 
work g field Pedestrian 
research for: counts .. Cl imatic * Traffic counts 
• Costs rela- ... C.B.D. ddta 

ted to fac- • Transects • Population 
tory location • I.and villues data 

* labour costs ... Population * 
• Transport costs desnity Economic 
... Production ... Threshold & factors 

costs range * Physical 
... Cost projec- * Topographic data 

tions for height differ- T bit · f. 
production ences a U dian 0 . 

• Effects of • Environmental data related 
inflation evaluation to above 

.. Growth pro- .. Population 
j ecti ons components 

* Supply & demand * 
projections Demographic 

• Building costs factors ~ 
etc. Calculations & 1..0 

Measurement of: movements con-
cerning: 

*G.D.P. *Nt · t· I 
• G.N.P. u r: lana 
• Regional dif- .. dens,~y . 

ferences in pro- Urbanisat Ion 
duction of .. Population 
selected commo- movements 
ditles & services· Grow~h & ex-

• D·ff . panslon 
I erences In .. Determination of 

supply & demand . 
of selected com- spheres of In-
modities * fluence . . 

• Economic factors Urban hierarchies 
affecting selec- • Cent ral place 
ted centres or theory 
regions Tabu lat ion of data 

Tabulation of eco- reIa"fi"n-g-fo: 
'" • f ~ ...... ~. nomIC a,",~,", 'V' . 

* Countries 
* Regions 
• Commodities and 

services 

.. Environmental 
problems 

.. Rural & urban 
problems 

* Traf f ic 
• Population 

• Income. etc. 

-- -.. -_.. .. - ._----



3. LANGUAGE 
SKILLS 

a) Reading 

b) Writing 

'. 

MAPWORK AND GENERAL 
GEOGRAPHIC TECH­
NIQUES 

/. 

.. -- .... - -- --_._--_ .. _._ -_.- --- _ .. _ ._----

CLIMATOLOGY AND 
NATURAL REGIONS 

GEOMORPHOLOGY, OCEAN­
OGRAPHY AND ECOLOGY' 

POPULATION GEO­
GRAPHY 

TEXTBOOKS PRESCRIBED AND 
SUPPLEMENTARY 

ECONOMIC GEO· 
GRAPHY 

SETTLEMENT GEO­
GRAPHY 

REGIONAL 
STUDIES 

.------~ 
• TESTS, EXAMINATIONS, ASSIGNMENTS AND PROJECTS - FOR NEW VOCABULARY, TERMINOLOGY AND 'CUE' WORDS , 

* Background reading 
for map analysis 
related to case 
studies. field­
work, field re­
search & 'c lass­
room fieldwork' 

• Written answers to 
practical assignments. 
tests, examinations 

* Map analysis for 
field reports. field 
research 

'* Newspaper re­
ports for topi­
cal weather phe­
nomena & daily 
weather bulletin 

* Magazines, jour­
nals & bookS for 
topical weather 
phenomena, back­
ground & enrich­
ITSTt relating to 
weather patterns. 
S.A. weather 
systems 

'* Novels relating 
to natural dis­
asters, e.g. 
'Typhoon'. etc. 

• Environmental 
papers, magazines 
etc . 

* Weather summaries 
related to class 
weather charts 

'* News reports of 
natura 1 I di sasters' 

* Magazines, journals, 
books relating to geo­
morphic processes, 
new 'discoveries', 
mining news, and for 
enrichment & back­
ground to field re­
ports & field research 
or case studies 

* Written map ~nalysis 
for field research 

* Reports, essays, ,s I ide 
tape, video scripts, 
computors for as­
signments, projects 
relating to aspects 
of geomorphology 
syllabus, fieldwork 
& field research 

* News reports 
relating to popu­
lation data, ur­
banisation, re­
settlement, 
squatters. etc .. 
& births/deaths 
column for local 
stats 

* Magazines, jour­
nals, encyclo­
paedia, year books 
& general reports 
relating to popu­
lation statistics, 
growth, movements, 
problems 

* Written analysis 
of popu lation 
data & statistics 

* Reports for as­
signments or 
projects related 
to population 
data problems or 
growth 

* Computing data 
and reports 

* News reports 
for economic 
news, company 
news & stock 
markets; also 
f i nanc i a 1 papers 
& genera 1 ecO"O­
mic reports 

* Written ana­
lys i s of eco­
nomic data & 
statistics 

* Reports. es­
says, slide­
tape scripts, 
computor re­
ports for as­
signments re­
lating to eco­
nomic problems, 
resources. etc., 
fieldwork & 
field research 

* News reports re­
lating to de~ 
velopment, re­
settlement, 
squatters 

* Journals, occa­
sional papers 
pub I i shed by 
town & regional 
planners re lating 
to urban & rural 
development, en­
vironmental news 

* Written analysis 
of settlement 
aspects from 
maps 

* Reports, essays, 
sl ide-tape & 
video scripts, 
computing for 
assignments & 
fieldwork & 
field research 

'* News re~ 

ports rela­
ting to re­
gional news 
local & 
overseilS, 
economy, etc. 

* Trayelogues 
as back ­
ground to 
study areils 

* Magaz ines & 
journa t s 
perta i n i ng 

. to dspects 
of S.A. or 
country 
studies 

* Wri tten an­
alysis of 
data & sta­
tistics re­
lating to 
population. 
economy etc. 
of ilreas 

* Self-study 
reports 

* Use of 
co~utors 

for re­
ports, etc. 

N 
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3. LANGUAGE 

c) Talking 

MAPWORK AND GENERAL 
GEOGRAPHIC TECH­
NIQUES 

CLIMATOLOGY AND 
NATURAL REGIONS 

GEOMORPHOLOGY. OCEAN­
OGRAPHY AND ECOLOGY 

POPULATION GEO­
GRAPHY 

ECONOMIC GEO­
GRAPHY 

SETTLEMENT GEO-
GRAPHY 

REGIONAL 
STUDIES 

<------------ ANSWERING QUESTIONS; ASKING QUESTIONS----------------------? 
~-- GROUP INTERACTIONS DURING CLASSROOM DISCUSSION, FIELDWORK, FIELD RESEARCH, ASSIGNMENTS AND PROJECTS 

,... Peer group 
teaching 

* ROle play 
* Simulation games 

for r.atural re­
gions studied 

* Panel discus­
sions, & debates 
relating to en­
vironmental 
problems relating 
to climate, e.g. 
'Maize in mar­
ginal areas I, 
'Sugar in the 
Pongoia area'. 
' Bridges over 
estuaries'. 
' Roads in wet­
lands & forests' 

* Peer group teaching 
relating to aspects 
of volcanism . earth­
quakes. and 
agents of erosion 
other than rivers or 
sea in Std 9 & Std 7 

* Presentations of 
fieldwork, field re­

search projects. case 
stud ies, related to 
geomorphological area 
studied and to en­
vironmental problems 
and management 
strategies 

* Debates, panel dis­
cussions relating to 
effect of man on en­
vironment in sections 
of geomorphology, 
ecology and ocean­
ography 

* Presentation of * Presentation 
seminars & of reports & 
reports rel ated seminars re-
to population Iating to 
data for loca l peer group 
area problems teaching re-
of local areas lating to self 

* study areas, 
Debates and production of 
p~ne l discus- cORVnodtties & 
Slons o~ local services, scarce 
populatlon resources and 
problems, popu- ' 
latton 'solutions'.* Games & simu-
envi ronment and lations reiatillJ 
population. commu- to factory 
nity development siting, indus­

trial develop­
ment, effects 
of technology 

* Debates & panel 
discussions re­
lating to en­
vironmental 
problems created 
by development: 
mining, power 
stations, etc. 

~ 
• presentation of ,... Peer group 

reports rela- teaching of 
ting to field- aspects of 
work. field re- countries 
search 

* Debates & panel .. Presematioo 
discussions re- of reports 
lating to urban & seminars 
problems. rural of country 
problems studied or 

* Simulation games region ana-

relating to de- lysed 
velopmental .. Debates & 
theories in discussions 
rural & urban relating to 
areas country I 5 

'problems ' 
N 
en 



4. VALUING MAPWORK AND GENERAL CLIMATOLOGY AND GEOMORPHOLOGY . OCEAN-
GEOGRAPHIC TECH- NATURAL REGIONS OGRAPHY AND ECOLOGY 
NIQUES 

• Values related to * Values related * Values related to 
map analysis in to environmental environmental prob-
terms of: problems because lerns associated 
development of of incorrect with poor farming 

farming in methods, dccelera-dams. roads. marginal areas, ted erosIon, over-bridges. settle-
ments, new suburbs. poor farming grazing, poor mining 
power stations, methods in methods, quarrying 

climatically effects, over-uti-crops or grazing, favourable lization of ground location of farm- areas, utili- water sources, water houses, sewerage zation of conservation, farms, dumps, new mountain areas general conversation resorts, mar inas, for farming, problems , management forestry planta-
tions, power lines, forestry, strategies & 

irrigation of etc. dry areas, development of re-
cutting down of sorts, marinas, 
rain forests, coastal mining, 
ozone layer des- over-fiShing effects 
truction. of man on geomor-
greenhouse effect, phologically sen-
polar ice'l"cap sitive areas, e.g. 
melt. riverine areas, 

estuaries, forests, 
slopes, dunes. 

POPULATION GEO-
GRAPHY 

* Values relating 
to over-popu-
lation, popu-
iation 'control I, 
re-settlement I 

migrant labour, 
squatting, 
forced removals, 
slum clearance , 
population solu-
t ions e.g. green 
revo lution, use 
of insecticides, 
fertilizers, 
genetic experi-
mentation, AIDS 
& other sexually 
transmitted 
diseases, pros-
tituti on, over-
populated areas, 
etc., 'dumping' 
of food, food 
aid. 

ECONOMIC GEO-
GRAPHY 

It Values rela-
ting to ex-
ploitation of 
resources & 
labOur, de-
velopment 
problems, 
power stations, 
roads, 
bridges. etc; 
developmental 
theories, 
State subsidies 
on grain, 
bread for 
farmers, trans-
port, str ikes, 
labour action, 
inflation and 
tax. 

SETTLEMENT GEO-
GRAPHY 

* Values relating 
to developmental 
problems & 
sctlemes, re-
settlement, 
squatters, slum 
clearance. 
Group Areas Act, 
urban & rural 
prob lems & solu-
tions. devel op-
mental theories, 
siting of dumps. 
sewerage farms, 
quarries, brick-
works. 

REGIONAL 
STUDIES' 

N 
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in each of the four basic skill areas associated with geographical education. 

This implies that the 1ST programme operating in a school needs to be 

developed within a far broader framework than was identified by the survey 

(chapter five). 

A further implication is that the development of specific skills, attitudes and 

values ought to be perceived holistically and therefore need to be applied and 

refined throughout each successive year of the geography curriculum . This 

aspect was translated into the perceived need for a framework which would 

ensure progression in skills, values, etc. 

The re!'lultant framework for skills progression in 1ST (Table 8.3) was an 

attempt to translate skill development as identified in Table 8.2 into the 

processes associated with assignment and project work. The framework was 

developed in two parts . The first part related to the development of skills 

associated with geographical education, including spatial perception, to 

specific activities for 1ST. The second part of the framework was developed to 

provide the sorts of guidelines needed to ensure skills progression in designing 

and structuring assignments and projects in particular, as these activities 

presented the greatest difficulties to teachers. ' 

The identification of skills within the various components of the syllabus and 

the development of the framework for skills progression created a valuable 

structure within which to plan and develop the various activities of the 

schools' 1ST programme, discussed later in this chapter. The development, in 

both these areas, further served to highlight the key role played by skill 

development in current geographical education. 

The activities undertaken in the course of the pilot programme, however, 

revealed that pupils will not acquire skills, values or attitudes simply by being 

exposed to activities designed within a skill framework. The acquisition of 

these proficiencies is the result of their being taught and practiced. A further 

factor emphasised by the pilot programme was that without mastery of the 

propositional knowledge which underpins various skills, there can be no 

mastery of that skill. In order to teach the mechanics of constructing 

cross-sections from a topographical map or aerial photographs, therefore 

requires a knowledge of the pupils' understanding of contours, scale, 

distance, etc., the degree of spatial understanding the pupils have and, 

indirectly, their ability to comprehend, analyse and evaluate. Skill acquisition 

cannot therefore be viewed as a product associated with the pupils' 



TABLE 8.3 

PART I 

ANAlYSIS OF ACTIVITIES IN THE PRACTICAL AND PROJECT COMPONENTS OF 1ST IN RELATION TO GEOGRAPHYICALLY ORIENTATED SkiLLS 

COGNITIVE AND AFFECTIVE 
SKILLS APPLIED TO 

GRAPHICACY NUMERACY 

(; Data response 

LITERACY SPATIAL 
PERCEPTION 

VAlUES 

------------------------------~~ 

< Data analysis --------.. - .--- . -----.> 

~ Statistical analysis -----~~ 

" ------Problem identification and problem solving - general and fieldwork, field research. projects 

" Hypothesis formulation and testing 

(; Simulations involving decision making -------_. ----» 
(;; Games involving deCision making ) 

(.---

* model making 
.. development of 

posters & charts 
.. orienteering 
* mapping 

* field sketching 
* drawing analysis 

and construction 
of graphs, 
schematic diagrams 

* slide tape pres­
entations, video 
presentations 

* computing 

CASE STUDIES 

* calculations 
* computing 
.. sampl in9 

* reports, essays, 
script writing • 
questionnaire 
construction, 
interview con­
struction 

* debates, panel­
discussions, 
role play, peer­
group teaching, 
group inter­
actions, inter­
viewing, 
questioning, 
answering 

* reading, Ire_ 
searching' 

-------') 
* model making 

* model analysis 

* maps & map games 

* photo & map inter­
pretation 

* valuing 

* values explanation 

* values clarificatioo 
* values analysi·s 

* values probing 

* 'moral di lem-
mas ' 

N 
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GENERAL ASSIGNMENT 
AND PROJECT SKILLS 

a) 'Search and 
ex.tract' 

b) 'Problem solving' 
51( ill s 

STO 6 : AVE. AGE (JUNE) 
14.3 

• Use of Dewey system in 
library to find printed 
MATERIAL AND OTHER 
software 

• Use of encyclopaedias 
* Use of index and table 

of contents for 
general non-fiction 

* Use of general maga­
zines: 
National Geographic. 
Custos, etc. 

• Use of newspapers 
* Use of Atlas index 
• Simple extraction 

based on given questions 
without copying verba­
tim from the text 

* Moving from the known 
to the general 

* Moving from the con­
crete to the abstract 

• Identification of re­
lationships and simple 
patterns 

* Explanation of the above 
with regard to 'where', 
'when'. 'how', 'why' 

* Description with regard 
to 'what', 'hOW', 
'where', 'when' 

TABLE 8.3 

PART 11 
FRAMEWRJ( FOR SKiLLSPR06RESSIOII IN [ST 

STo 7 : AVE. AGE (JUNE) 
15.3 

As for Std 6 but to 
include 

• Use of year books 
* Use of more special­

ised magazines, S.A. 
Digest and publica­
tions of Department 
of Information. 
Department of Envi­
ronmental Affairs. 
etc. 

• Use of specialised 
texts 
Branc~ (1983) 
Day (1973). etc. 

.. Use of Atlases for more 
specialised purposes; 
prOjections, geomor­
phology. settlement. 
etc. 

• Extraction of 
IIBterlal based on the 
given problems without 
copying from the text 

.. Simple identification 
of problems 

.. AnalysiS of information 
and data and its eval­
uation in order to draw 
conclusions 

.. Explanation with regard 
to 'to what extent'. 
'in which Circumstances', 
'with respect to' 

* Comprehensive, yet clear 
and concise descrip­
tions 

STO 8 : AVE. AGE (JUNE) 
16.3 

As for Junior Second­
ary but to include 

.. Use of census data 

.. Use of specialised 
magazines and 
journalS; Archimedes. 
Sciential. etc. 

• Use of Almanacs 
• Use of more advanced 

texts; Strahler & 
Strahler (1982). 
O.E:'Mountaln (1968). 
etc. 

• Extraction of infor­
mation related to 
general problems 
without copying from 
the text 

• Making of assumptions 
which can be accepted 
in general argument 

• Finding general pro­
positions 

• Going beyond the 
finite and concrete 
in special concep­
tualisation 

• Use of systems analysiS 
and systems development 
or identification 

• Making judgments based 
on rational thinking 

• Dealing with complex 
relations 

STO 9 AVE. AGE (JUNE) 
17.3 

• Use of economic reports 
• Stock Market reports 
* Journals; S.A. Geo-

graphical, Financial 
Mai I, etc. 

• Use of occasional 
papers; town and 
regional planner's 
reports. etc. 

STD 10 AVE. AGE (JUNE) 
18.3 

The development and refining 
of the 'higher order' processes 

introduced in Std 8 

N 
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c) Presentation 
ski 11 s 

STD 6 AVE. AGE (JUNE) 
14 .3 

i} Written reports using: 
title page, table of 
contents. list of 
illustrations. refer­
encing of texts used, 
acknowledgement of 
sources. correct use 
of introduction and 
simple conclusi ons 
Correct use and 
presentation of illu­
strative material; 
simple lIne graphs . 
bar graphs . photo­
graphs, tables & 
schematic diagrams 

ii) Verbal presentation 
usi ng: 
log ical sequencing, 
formal language, 
OHP transparencies. 
slides, posters & 
charts 

iii) General graphicacy to 
include models as well 
as above . 

iv) Numeracy used for 
written and verbal 
presentations 
Calculation of scale. 
distance, position. 
co-ordinates (degrees 
and minutes), bearing 
(direct), time. general 
area of map extract, 
cl imattc data 

STD 7 : AVE. AGE (JUNE) 
15.3 

i) Written reports as for 
Std 6 but to include: 
use of appendices for 
data, correct use of 
quotations, cross­
referencing & il­
lustrative material. 
correct use of 
captions for illus­
trative material 

i i ) Verbal presentati ons 
as for Std 6 but to 
Include: 
use of slide-tape 
presentations. video, 
computors 

iii) Graphicacy in written 
and verbal presenta­
tions to include: 
polygraphs, bar dia­
grams, line graphS, 
pie-Charts, tables, 
photographs. field 
sketches, maps, 
schematiC diagrams 
and models, cross­
sections 

iv) Numeracy used for 
written and verbal 
presentations: 
calculations as for 
Std 6 but to in­
clude: 
co-ordinates, viz: 
minutes & seconds. 
magnetic declination, 
air photo scale, 
cross-sections and 
V.E. gradient, area 
using grid. media, 
mode and mean 

STD 8 AVE. AGE (JUNE) 
. 16.3 

As for Junior Sec­
dary but to include: 

1) Use of cross-refer­
encing in text; use 
of footnotes; appli­
cation of scientific 
or other methodo­
logical route for 
investigation and 
presentation 

ii) Multi-media A.V. 
presentation 

Iii) Graphlcacy in 
written and verbal 
presentations as 
for Std 7 but also 
cl imagraphs, 
pyramids, flow 
diagrams, flow maps, 
density and distri­
bution maps , gener­
al mapping using 
physical, political, 
specialised maps, 
and synoptic maps, 
2-D and 3-D schem­
atic diagrams, 
theoret ical models 

Iv) Numeracy used for 
written and verbal 
presentations 

calculations as for 
Std 6 & 7 but to in­
clude: 
sampling, table 
emlys i s rank i ng. 
interpolation, 
measurements re­
lated to population 
geography . inter­
visibility 

STD 9 : AVE. AGE (JUNE) 
17.3 

STD 10 : AVE. AGE (JUNE) 
18 .3 

These developed and refined in Std 9 

Refined & developed in Std 9 and Std 10, where 
appl !cable 

iii) Graphicacy in 
written and verbal 
presentations as 
for Junior Secondary 
phase, but also 
scatter graphs. 
hydrographs, field 
mapping. prediction 
curves 

Refined and developed 
in Std 10 where 
necessary and 
applicable to syllabus 

iv) Numeracy used for written and verbal presentat ion 
as for Junior Secondary phase but to include in 
Std 9 and/or Std 10: weather data as per syllabus, 
measurement related to geomorpho logy . economic 
geography as settlement ' geography as per syllabus . 

N 
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d) Language skills 

e) Valu ing skills 

f) Specific fieldwork 
and field resea rch 
sk ttl 5 

STO 6 AVE. AGE (JUNE) 
14.3 

.. Short written reports, 
essays & paragraphs 

.. Verbal presentations 
relating to : fieldwork, 
peer-group teaching, 
role play. debates and 
group interaction 

1Ir Moral 'dilerrmas' 

STO 7 AVE . AGE (JUNE) 
15 .3 

1Ir Written reports. essays 
and paragraphs 

.. Verbal presentat ions as 
for Std 6 but to include: 
panel-di scussi ons (and 
may include interviews 
and Interv iew results 
in both written and 
verbal presentation) 

.. As for 5td 6 but to 
include: 

values clarification 

STO 8 AVE. AGE (JUNE) 
ltd 

• Written reports. essays 
etc." as fOf Junior 
Secondary pha se but 
generally longer for 
the project 

* Verbal presentations 
as for Junior Secondary 
phase 

* Written and verbal 
presentations to in­
clude interviewing and 
interview results. 
analysis of surveys and 
simulations 

• As for Std 7 bu t to 
include: 
values ana lysi S 

STO 9 AVE. AGE (JUNE) 
17.3 

STO 10 : AVE. AGE (JUN E) 
18.3 

To be ref ined and developed where applicable and 
relevant 

Written and verbal presentations to include cr it ical 
analysis of reports and other written and verbal 
source material 

Values analySiS. values clarification to be used In 
Std 9 and Std 10 also to include values probing 

Fieldwork and field research ski lls to inc lude skills 
classes as identi fi ed above, but also to include: 

related to problem so lving. graphicacy, numeracy and 'search and extract' in all 

* Observe and record * As for Std 6, but 
using I inventory also: 
skil l s' --

* Measurements related 
to distance. depth, 
height and volume 
and for climatic data 

* Measurements related 
to stream flow, 
density and rela­
tionships, spatial 
pattern, and as 
per syllabus require­
ments for settlement 
and geomorphology 

• As for Junior Secon­
dary phase, but 
also: 

• Measurements related 
to population and 
geomorphology as 
per syllabus require­
ments 

• As for Junior Secondary phase, but also: 
* Measurements relating to economic, settlement. 

cli matology and geomorphology requirements as 
per syllabus 

* Data analySiS, da ta evaluation in field. more 
complex measurement s relati ng to field research 
topics In terms of density, depth. height. etc. 
and in relation to surveys, etc. 

N 
U1 
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chronological age or 'intelligence', but as a process which is aided by the 

pupils' stages of development and experiences (Stenhouse, 1981) . As such, the 

design of an 1ST programme needs to be viewed as an integral and essential 

part of the geography curriculum, rather than as a 'sometime' activity as 

would appear to be the case in many of the schools surveyed (chapter five). 

8.1.1.1 The implications of the framework for skills progression on the design 

and development of activities 

The process by which children develop skills, attitudes and values, therefore, 

had the following implications for the development of the 1ST programme: 

(i) Aspects of the syllabus which were directly or indirectly skill 

related needed to be approached by linking the skills with the 

propositional knowledge with which they were associated and 

translated into activities which would enable the pupil to practice 

the skill. The practical component of 1ST therefore came to 

incorporate a far greater variety of short tasks directly related to 

the subject content. There was less of an emphasis placed on 

homework and classwork tasks that were primarily related to 

note-taking, summarising and rote-learning. Data response and 

data analysis activities and the interpretation of schematic 

diagrams, maps or photographs were used whenever possible. 

Where this type of task was not relevant to a specific section of 

the work, pupils were set problem-type questions. Thus, the 

gathering of information through mechanical note-making was 

largely replaced by problem related activities. 

(ii) Since skills were taught and practised in the normal course of 

class teaching and through the short, teacher-directed but 

learner-centred activities, larger assignments and projects could 

demand a higher level of skill application in relation to problem 

identification and problem solving than had previously been the 

case. By 1988 pupils in Std 7, 8 and 9 were able to complete 

projects based on the structuring of the 0- and A-Level projects 

designed for British school geography. While not all of the pupils 

were able to achieve the same degree of expertise in the 

application of complex skills, they were all able to achieve a 

sufficient level of competence which allowed them to complete the 
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projects satisfactorily and to gain personal satisfaction from the 

task. Thus, the view held by respondents to the survey (chapter 

five). that problem-type research projects are beyond the scope of 

all but the most academically gifted, was negated both by the 

results of the pilot programme and the subsequent project 

development. 

The design of activities within the progression framework and the 

identification of 'performance barriers' in their structure 

A better understanding of how skills develop and their wider application to the 

day-to-day activities necessitated further analysis of the structure and design 

of the tasks set. The activities which were designed for the pilot programme 

gave consideration to the way in which language may inhibit the pupils' 

performance. However, further analysis revealed that the structure and design 

of 1ST may contain a number of such 'barriers' which affect pupils' 

performances. The identification of these problems led to the following 

considerations with regard to the design and structuring of activities. 

(i) Teachers had to be aware of the need to relate the tasks to the 

pupils' experience. For example, it was discovered that the 

younger pupils, who often have difficulty with the more abstract 

theoretical sections of the syllabus, frequently found it easier to 

deduce certain principles or theory from so-called "real world" 

situations, than having to relate the given theory to such 

situations. Prior to this, fieldwork activities and other practical 

activities set for Std 6 and Std 7 were designed in such a way 

that the pupils were required to relate the 'taught' theory to a 

given situation. A shift in emphasis, whenever possible, improved 

the pupils' performances. 

(ii) The .realisation that as valuable as visual material is for the 

development of perceptual awareness and conceptual 

understanding, many pupils have problems with two-dimensional 

visual material. Therefore, employing graphs, schematic diagrams, 

maps and photographs as a means to test the pupils' mastery of 

the subject matter depends on the skills they have acquired in the 

interpretation of such material as the type of visual used may be a 

barrier to the pupils' performance. 
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In an attempt to alleviate the difficulties pupils have with two-dimensional 

visual material, the 1ST programme: 

* 

* 

* 

* 

* 

* 

exposed pupils to as wide a variety of two-dimensional 

material as possible; 

introduced pupils to the analysis and interpretation of 

two-dimensional visual material as early as possible in the 

high school geography course; 

designed activities in the practical component of 1ST which 

employed such visual material as often as possible either as 

data response tasks or as interpretation tasks; 

ensured that pupils made use of such material in their 

assignments, field reports and projects; 

provided pupils with frequent opportunities to construct 

graphs, schematic diagrams, etc; 

supported the two-dimensional visual material with 

three-dimensional models and photographs whenever feasible 

when introducing new variations of two-dimensional visual 

material. 

(iii) Further analysis of the role which language plays in the pupils' 

performance meant that in designing the tasks the staff concerned 

had to be aware of the need to develop the pupils' understanding 

of instruction or 'cue' words and their ability to understand 

precisely what was expected of them. Poor performance was 

frequently revealed to be the result of pupils' lack of 

comprehension of what was needed, rather than their inability to 

carry out the task. The evaluation and analysis of these activities 

revealed that many pupils in the lower standards have surprisingly 

limited vocabularies in relation to their chronological age . 

Instruction in the language used became an important part of the 

development of the practical tasks. Pupils also needed to be given 

frequent opportunities to express themselves verbally and through 

the written word in order to develop their ability to express 

themselves coherently and to use a formal mode of language. 
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(iv) Teachers had to be aware of the problems which many of the 

pupils have with regard to numeracy in geography. The pilot 

programme and subsequent analysis of practical activities revealed 

that many of the pupils were unable to: 

* 

* 

* 

* 

* 

* 

* 

apply learned formulae to actual calculations on maps and 

photographs or in the field; 

manipulate the figures contained in tables; 

apply simple statistical concepts; 

conceptualise distance; for example, many of the younger 

pupils revealed that they had no perception of a kilometre 

and as a result distance on maps in relation to real distance 

was beyond these pupils ' frame of reference; 

comprehend large numbers such as are associated with map 

scales, therefore the conversion of scale or application of 

scale presented problems; 

complete simple arithmetical procedures involving the use of 

ratio, multiplication with decimals or long division; 

analyse graphs where numbers were involved. 

One obvious reason for these difficulties is that not all the 

geography pupils take mathematics as a subject in the senior 

secondary phase. A more serious problem, however, is that many 

of the pupils from Std 6 to Std 10 actually feared anything to do 

with figures. The problem was to break down this deep-seated 

antipathy and to disassociate the application of numbers in 

geography from the pupils' notion of "It's maths, therefore, I can't 

do it." It was also found that a number of pupils when using 

calculators were able to 'press the right buttons', but because the 

concepts and relationships which underpin the mathematical or 

arithmetical procedures were not understood, pupils such as these 

operated according to an approach which Skemp (1976, in Stoker, 

1983) identified as 'rules without reasons' . These pupils were 

therefore unable to solve problems for themselves. To combat 
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these difficulties, the researcher and the staff concerned adopted 

a similar approach to that used in the development of the pupils ' 

understanding of two-dimensional visual material. 

8.1.2 THE ESTABLISHMENT OF A RESOURCE-BASE TO CATER FOR THE 

DEVELOPMENT OF SKILLS, VALUES AND ATTITUDES, THROUGH THE 

ACTIVITIES OF 1ST 

Resources for 1ST may be categorised as follows : 

(i) Software, which includes all printed material and audio-visual 

material, such as slides, transparencies, maps, charts, videos, etc . 

(ii) Hardware, which includes cameras to take photographs or slides, 

a video camera, television and VC recorders, OHP's, slide 

projectors, tape-slide projectors, tape-recorders and computers. 

(iii) Human resources. 

(iv) Places which included the school grounds and for the purpose of 

this research included all places within a radius of four to five 

hours travelling from the school. 

Software, in the form of printed material, included geography textbooks, year 

books, newspapers, magazines, journals, economic reports issued by various 

commercial and industrial institutions in the Republic and Homelands and in 

neighbouring territories, specialised non-fiction and a variety of other 

publications. The printed material identified provided a source of data, 

diagrams, maps and statistics etc ., which are invaluable in the practical 

component and in providing pupils with evidence for their project work. 

Audio-visual software which is commercially prepared is not simply a teaching 

resource, but is stimulus material upon which a wide variety of activities can 

be based. As the 1ST programme developed, pupils were encouraged to 

develop their own photographic slides for slide-tape presentations; OHP 

transparencies to use in their oral presentations and video productions which 

were used by pupils as part of their presentations. Pupils who were computer 

literate were encouraged to use the computer to analyse data and to develop 

graphics, as well as to produce written reports . The 'hands-on' policy in terms 

of producing and using software proved to be invaluable . Pupils' oral 
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presentations improved, the use of such material motivated the pupils as they 

enjoyed producing and developing visual material using the available hardware. 

Thus, pupils from Std 6 upwards learnt to use the video camera, the 16mm 

camera, slide-tape machines and the ecktographic camera to make slides from 

printed material and tape recorders. They were taught to edit, to superimpose 

music on their tape productions and a variety of other skills related to the use 

of the school's hardware. Interested pupils were invited to attend workshops 

held after school. Each workshop concentrated on a different piece of 

equipment. this meant that very soon there was a large group of trained 

pupils who could develop and produce resources of a high quality. Not only, 

therefore, did this aspect of the 1ST programme motivate the pupils and 

improve their presentations, but it also meant that the researcher and other 

staff concerned could use these pupils to develop teaching resources and 

resources which were needed for the practical or project components. 

Resources which teachers normally do not have time to develop. 

However, the human resources are perhaps the most valuable for the 

development of an 1ST programme, particularly in relation to the project 

component. As the programme developed, a wide network of people was 

identified, contacted and used as an integral part of the programme. These 

contacts included members of both the public and private sectors from the 

town and the area which was used in the programme and included: 

(i) local town and regional planners, both within the various 

municipalities and in the private sector; 

(ii) the 'city' engineers of the various municipalities visited; 

(iii) publicity associations; 

(iv) museum staff; 

(v) library staff; 

(vi) members of the various forestry stations, nature conservators, and 

the staff from various nature reserves, game parks and game 

ranches in the area; 
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(vii) members of the Chamber of Commerce; 

(viii) public relations officers of various commercial f irms and industries; 

(ix) social workers and other community service staff; 

(x) farmers in the district; 

(xi) the local town councillors; 

(xii) the local meteorological officers; 

(xiii) university staff from Fort Hare and Rhodes University . 

The members of the private and public sectors were an invaluable source of 

publications, maps, photographs and statistical data, which are not generally 

accessible to the public or the schools . Far more valuable, however, was the 

vast reservoir of expertise and knowledge that became readily available to the 

researcher and to the pupils. Without exception, the people who were 

contacted were willing to give of their time and knowledge . In this way the 

school gained access to primary, secondary and tertiary activities within the 

economic sector. This access meant that pupils were able to investigate 

individual activities as case studies, since they were invited to visit the 

commercial institutions, factories, farms, forests, etc., and to interview a 

wide variety of people employed in the activity. Help and guidance also 

frequently took the form of advice in relation to a methodology which was 

needed to approach a study. This was essential to avoid 1ST lapsing into 

'Cooks Tour' type visits. Farmers, nature conservators, museum staff, library 

staff, town and regional planners and city engineers, were all able to instruct 

the researcher and the pupils in techniques for investigation and frequently 

supplied the scientific apparatus needed for studies, or provided access to 

equipment needed for the analysis of data or for the reproduction of maps or 

photographs, etc. The researcher and the pupils were therefore exposed to a 

wide variety of research techniques which led to an increase in skills. 

Guidance of this nature is essential for the development of an 1ST programme 

which is broad enough to capture the interest of all the pupils, particularly in 

respect to the development of the project components . No single teacher or 

group of teachers is expected to have the scientific or technical expertise 

which the pupils need for the development of their individual talents and 
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interests. The broad spectrum of biogeographical knowledge and skills can 

only be explored with the help of the resources within the local community. 

Nor can anyone teacher be expected to have the time at his or her disposal 

to spend on the sorts of investigation which involves not only a class or a 

grouP. but individual pupils. Thus. through a network such as this. the teacher 

is able to delegate much of the facilitating to members of the private and 

public sector who are more than willing to act as mentors to the pupils in the 

course of their project work or investigations. Other advantages of developing 

a wide network within the community are: 

(a) the same people are not necessarily involved in the 1ST programme 

each year; and 

(b) it provides the teacher and the pupils with a great deal of flexibility 

in the selection of teacher-directed structured assignments. or for 

individual projects. 

Initially. the researcher identified possible areas for investigation and these 

tended to be influenced by her particular spheres of interest. As the 

programme developed. the pupils' input became increasingly important. 

Areas and specific places identified for the field excursions, field research 

projects, case studies and individual pupils' research projects are indicated in 

Appendix SA. 

The researcher and the pupils discovered a wealth of resources both locally 

and within easy travelling distance for weekend excursions or for four to five 

day excursions over long weekends. More will be said about the actual 

organisation and administration of these excursions later in this chapter. 

An analysis, therefore. of the resources available for both the practical and 

project component of 1ST revealed that each community, whether large or 

small, has a vast and usually untapped reservoir of resources which can be 

used by the teachers and the pupils. As the programme developed, the 

researcher and the pupils' thinking about 1ST was freed from the conventional 

approaches to assignment and project work and the activities became not 

only more exciting but also more meaningful as pupils investigated and 

covered topical issues, controversial situations and included exploration into a 

broad spectrum of social, economic and physical aspects of biogeography. 
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8.1.3 THE DEVELOPMENT OF A STRUCTURE WITHIN WHICH THE 

INDIVIDUAL ACTIVITIES COULD BE DESIGNED, ASSESSED AND 

EVALUATED 

The organisation and administration of 1ST must of necessity operate in the 

geography curriculum · for each standard and within the general school 

curriculum. Thus, not unexpectedly, the schools surveyed (chapter five) 

identified the most serious constraints to 1ST as being the time available for 

teachers and pupils, the length of the syllabus and examination constraints. 

The development of 1ST prior to the pilot programme and during 1986 had 

been approached as a programme which occurs parallel to, but separate from, 

the general teaching of the subject. This approach does create problems and 

was the primary reason for the problems experienced in the Std 9 programme 

of the pilot study. Should 1ST be perceived as a separate entity in the 

geography curriculum it will mean that pupils in each standard can produce 

one assignment at the most of the sort done at the start of the pilot 

programme, per term, with either one field trip for the year or a research 

project . 

An alternative approach to 1ST, however, is to view it as an integral part of 

the geography curriculum and to shift the emphasis in classroom management 

accordingly. During 1987 and 1988 1ST was increasingly incorporated into the 

general development of the syllabus by the researcher by means of an 

increased number and variety of learner-centred tasks, which were divided 

into the following types of activities: 

A Short, structured activities 

Short, structured, yet learner-centred activities were designed for homework 

or as class exercises, which operated on a day-to-day basis as they were 

directly related to the subject matter. These activities included: 

* 

* 

* 

* 

data response 

data analysis 

interpretative activities based on maps, photographs, schematic 

diagrams or graph analysis 

problem-orientated questions 
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* the presentation of short seminars, debates and panel discussions 

* role play and other simulations; and 

* occasional peer group teaching of sections of the work 

Resources for these activities generally included prescribed textbooks, atlases 

and supplementary sets of textbooks housed in the senior geography room. 

Many of the tasks were taken from prepared activities in the more recent 

textbooks and used as presented or were adapted. The researcher found that 

maps, diagrams, photographs, etc., contained in the textbooks could be used 

as a single resource which could be used for a variety of standards. Thus, 

aspects of settlement geography in the Std 10 textbook could be used to 

design tasks for the Std 7 pupils, with the converse also being possible. 

Where pupils needed additional material for debates, role-play or peer group 

teaching, it was either provided in the form of photocopied material or pupils 

could use the school library. Slides, transparencies and prepared video 

programmes were a further source of material upon which to base these 

activities. Pupils were also encouraged to use audio visual material whenever 

relevant in their presentations. 

The design and development of these activities required a minimum of time, 

fuss and trouble. Key factors in administering activities of this nature were: 

(i) a well organised, labelled and catalogued resource base; 

(ii) advance preparation by the teacher; the researcher spent one 

afternoon a week in preparing the activities for each week; 

(iii) the training of pupils in the skills needed for the activities; the 

researcher found that if pupils are introduced gradually to 

learner-centred approaches in the junior secondary classes, by the 

senior secondary phase the pupils need relatively little supervision; 

(iv) the Std 6 orientation programme for geography, by including a 

section of library skills and on simple AV techniques, meant that 

these pupils had a basic set of skills which they could apply to the 

tasks set in 1ST. 
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B Structured worksheets 

Worksheets, such as those designed for the first of the activities in the pilot 

programme, formed a part of the practical component of 1ST. These longer 

activities, developed to reiriforce, to test or to enrich the work within the 

syllabus, were generally administered at the start or completion of a section of 

work, depending on the purpose for which they were designed . In the senior 

secondary phase all the pupils had a fixed fortnightly geography test period of 

one hour and ten minutes. One of these test periods each fortnight was used 

for the worksheets . These worksheets were designed to test skills related to 

map work and numeracy, or were problem oriented and were based on the 

skills and propositional knowledge related to the section of work covered. As 

such, they formed a part of the progression framework for skill development 

in these standards . The Std 6 and Std 7 pupils generally completed one such 

exercise during a term. In the case of the younger pupils, a single lesson was 

devoted to the worksheets and took the place of one of the class tests for the 

term. 

C. Structured assignments 

Structured assignments in Std 6 and Std 7 were designed to prepare pupils 

for project work in the senior secondary phase. An important aspect of tasks 

of this nature, which was highlighted by the pilot programme, was therefore 

to teach pupils the skills they need w ith regard to data collection and 

processing, presentation and time management, among others . 

The researcher had initially intended that two such activities would be 

completed during the Std 6 and Std 7 years, in addition to those pupils' field 

report . This was, however, found to be impractical. Therefore one of the 

assignments was related to the field study and one involved the use of library 

resources. The latter assignment was either based on an aspect of the 

syllabus or on a topic the pupils chose. 

The assignments could be presented either as a group task or as individual 

assignments and included : 

* 
* 

* 
* 

written reports 

oral presentations 

models; or 

poster presentations 
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Pupils in the lower classes were initially wary of group work as indicated by 

their evaluation of the pilot programme. The primary cause for their concern 

was that individual members would be passive, while others had to do all the 

work. A second area of concern was the assessment of group work. To solve 

these problems, the researcher gave each group the opportunity to divide the 

workload so that each member of the group was responsible for a particular 

aspect of the work and would be assessed on that aspect. The researcher 

found that pupils preferred to present an individual assignment for their field 

report, but were happy to present a group task for the other assignment. It 

was also found that although pupils were allowed to choose their method of 

presentation, they generally preferred to do the field report as a 'written' 

assignment, with the other assignment being used to vary the method of 

presentation. 

When possible, these assignments were planned for the terms in which no 

general examination took place. This, therefore, meant that the first 

assignment was completed in the first term, with the second completed in the 

third term. Since pupils needed to acquire additional skills during the course of 

the year for the field excursion, this activity was set as the second 

assignment. 

This type of activity was undertaken on two occasions with a Std 9 group. 

However, these pupils found it to be too time consuming in view of their other 

project work and this type of activity, if undertaken with senior pupils, would 

need to take the place of a project. The Std 10 urban trail, described in the 

fieldwork section below, was, however, administered as a structured 

assignment because of the pressure of work on this group. 

o Field activities 

Field based activities became increasingly important as pupils revealed a 

considerable interest in activities related to actual issues which were 

associated with the local area or in the area demarcated for field studies . 

Fieldwork evolved within the following framework: 

(i) The school trail as an introduction to field techniques was 

continued with the Std 6 and Std 7 pupils and completed during 

normal teaching time. 
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(ii) Structured field excursions were continued with the Std 6 and Std 

7 pupils, with one day a year set aside for this activity. The 

approach to the fieldwork described in the pilot programme was 

continued, as the selection of one aspect of the study area for an 

in-depth report had proved to be both popular and successful. 

(iii) Senior fieldwork evolved as follows : 

* 

* 

* 

The Std 8 pupils were taken on one group field excursion in 

the course of the year. The field report based on this 

excursion was related to problem 

attempt to find solutions to the 

identification and an 

problem. A second 

field-based activity for this group was designed as an 

individual project with pupils choosing their topics. 

The Std 9 group were required to undertake a field research 

project. While the research for this project was based in a 

single area, each pupil could choose an aspect of the study 

area for their research topic. Initially, all the pupils had to 

present this as a full length project, but at the request of the 

pupils, the field project could be done either as a major or a 

minor project. 

The Std 10 group's field excursion was related to an urban 

trail. The results were discussed and analysed in the course 

of normal class periods associated with the relevant syllabus 

sections covered on the trail. Each pupil was required to 

write a short report on one aspect of the trail, which was 

designed to develop conceptual understanding of the urban 

settlement compared to the Std 10 syllabus (Appendix 8B). 

This method was used because of the severe time constraints 

on these pupils . 

(iv) Fieldwork within the extra-mural programme developed in the 

following manner: 

* One afternoon each fortnight was set aside for an excursion. 

These excursions formed a part of the activities of a 

particular cultural society, the 'Life Sciences Society' . Many 

of the senior members of the society were pupils not taking 
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geography as a subject. Geography pupils could, if they 

wished, incorporate one of these afternoon visits into their 

structured assignments for the term or, in the case of the 

senior pupils, could use these as an exploratory vis it upon 

which to base their research projects . 

As the pupils became increasingly interested in investigating 

local places and issues, these afternoon visits were 

considered to be too short for any in-depth investigations and 

a group of pupils, both geography and non-geography 

students, decided to form a 'research' group. As a result of 

their enthusiasm, and the results of their investigations, this 

type of activity was incorporated into the schools' 

enrichment programme. 

Twelve weekend excursions were developed especially for 

the Std 7 group as a means to generate interest in geography 

and environmental studies. Each of the excursions was 

different and pupils could choose the field experience which 

appealed to their individual interests. The groups attending 

these excursions were limited to 25 pupils, this being the 

maximum which could be transported in the school vehicles. 

While each pupil was expected to attend one excursion, 

where there was space they were allowed to attend others. 

The excursions were designed in such a way that all the 

follow-up and analysis was completed in the course of the 

weekend. 

(v) Classroom fieldwork evolved from activities in the practical 

component of 1ST, designed to develop graphicacy, in particular 

map skills and graphic analysis, and numeracy, through the 

analysis and interpretation of 1:50 000 topographical maps and 

aerial photographs. The introduction of a thematic problem solving 

approach (Appendix SC) to these activities resulted in the pupils 

reacting more positively to this aspect of the syllabus than when 

using short, discrete exercises such as are used in the senior 

certificate examinations (Paper 2) . The response to these activities 

led to further development in the form of photographs of the 

mapped area or other information about the mapped area, hence 
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the idea of classroom fieldwork which came to be developed 

according to Hart and Thomas' (1986) model of topic oriented 

fieldwork (Figure 8.1). It was interesting to note that the pupils 

viewed these activities in the same way as a simulation game. As 

such classroom fieldwork activities were included in the practical 

component of 1ST and were administered in the same way as the 

structured worksheets. 

Fieldwork within the extra-mural programme was made possible by the 

network of resources previously discussed and the support of the geography 

staff, as well as other staff members and parents . In the second year of 

operating these excursions, they became far more integrated as the biology 

and art teachers evinced an interest in their structure and development. On a 

number of occasions the Std 7 pupils, as well as the other groups, were 

joined by two local schools, who had a shared interest in the extra-mural field 

excursion project. 

E The project component 

The development of the project component was the fifth area of activities 

designed within the 1ST programme framework. These individualised or small 

group tasks proved to be the most time consuming for the teacher, since as a 

facilitator, the teacher needs to spend time with each pupil or small group. 

These activities also required the application of a wide variety of skills and 

techniques. While the researcher found pupils at Std 7 level to be capable of 

project work, the realities of this type of investigation makes it impractical to 

undertake projects with the younger pupils as they need far more guidance 

than the older pupils and have as yet not acquired the many techniques 

necessary for projects of the nature described by Beaumont and Williams 

(1983) (in chapter two). The project component in the formal school 

programme of 1ST was therefore only made compulsory for Std 8 and Std 9. 

Project work, with its demands on time, was considered to be unrealistic for 

Std 10 pupils. 

The project component evolved in the following manner: 

* Each pupil in Std 8 was to complete one investigative project 

located either in the East London area or, if the pupil was a 

boarder, she was permitted to do a study in her local area, w ith 

the proviso that the data collection needed for the topic was 
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TOPIC-ORIENTATED FIELDWORK 

Technical problem : 
Origin of shingle deposits? 

I Hypothesis I 

Data collection and analysis 

Acceptance/rejection 
of hypothesis 

Explanation 
of processes 

Implications 
for 

management 

I 

L-__________________________________________________ . __ 

(Boardman, 1986, p_ 210) 

.- FIGURE 8 
TOPIC ORIENTED FIELDWORK 
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completed by the end of the July vacation. This, with their field 

report, formed their individualised programme. This method proved 

to be successful and popular with the pupils and the teachers 

concerned, and was maintained when the 1ST programme was 

drawn up for 1989. 

In the year after the completion of the pilot programme the Std 9 

pupils were required to do a field research project as well as an 

individualised study of their own choice, both being equally 

weighted in terms of their assessment. The researcher and the 

pupils found this to be impractical as two major projects in a year 

not only took too much time, but had limited benefits regarding 

the acquisition of additional skills. The decision was therefore 

taken for the Std 9 pupils to do one major project and a minor 

project. The written report for the minor project was restricted to 

1500 words, while the major study was restricted to approximately 

4000 words . (This was necessary as a number of the previous 

reports had exceeded 30 foolscap pages.) This system satisfied 

the researcher as well as the pupils, as they could still be exposed 

to the full range of project skills and techniques, while reducing 

the total time necessary for the tasks. 

The field research projects and the individualised study areas chosen by the 

Std 8 and Std 9 pupils included a broad range of topics which, of necessity, 

meant that the pupils were introduced to a variety of enquiry techniques and 

data collecting instruments. The three basic lines of enquiry followed are 

reflected in the systematic scientific model, the phenomenological model and 

that of framework fieldwork (Figures 2.1, 2.3 and 3.3 in chapters two and 

three). The planning and structuring of these investigations were closely 

related to the need to identify members of the community who were able to 

give guidance in this respect and thence to the network of human resources 

referred to earlier in this chapter. While it is impossible to detail all the project 

areas covered and the sorts of resources to which the pupils were exposed, 

Appendix 80 presents examples of group projects which were completed both 

in the formal and informal component of 1ST, while Appendix 8E presents 

examples of topics undertaken by individual pupils during 1987, 1988 and 1989 

in Std 8 and Std 9. 
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8.2 THE ORGANISATION AND ADMINISTRATION OF 1ST LEADING TO THE 

DEVELOPMENT OF THE SCHOOL PROGRAMME FOR 1ST 

The organisation of an 1ST programme for the entire school has, however, to 

take into consideration the following aspects: 

(i) The experiences of the teachers in the geography department. 

(ii) The teaching style with which each teacher is most comfortable. 

(iii) the interests of the individual teachers and their areas of expertise. 

(iv) The individual work load of each teacher. 

The researcher was able to apply the 1ST programme as described with her 

classes for the following reasons: 

* 

* 

* 

* 

* 

As an experienced geography teacher, she was completely 

familiar with the entire school geography curriculum. 

As the Std 10 geography teacher, she knew precisely what 

areas of expertise could not be neglected in terms of the 

demands made by the senior certificate examination. 

As subject head and head of department, she taught only 

geography and had a maximum of six classes for which she 

was responsible - generally the two Std 10 groups, one Std 9 

group, two Std 7 classes and one Std 6 class. 

She was not responsible for any sport, as her extra-mural 

portfolio was largely related to the "life Science Society" and 

the research group. 

Her family commitments were such that it was possible for 

her to commit herself to the numerous weekend excursions. 

It was therefore not possible to expect each teacher in the geography 

department to follow the same schedule of 1ST. The researcher, with the 

teachers concerned, therefore developed a school programme for 1ST based 

on the following: 
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(i) The use of short, structured activities for homework or for class 

exercises, as described, to be administered at the individual 

teachers' own discretion. The only injunction was that pupils had 

to have experience in the identified skills, propositional knowledge, 

attitudes and values. How teachers helped their pupils to develop 

in these areas depended on their own particular class management 

and teaching style. 

(ii) Longer worksheets or structured assignments could be planned 

and developed by the individual teachers when it suited them and 

their classes. However, in the junior classes, two such activities 

had to be completed each year for the purposes of the year mark 

and to preserve continuity of experiences for the pupils. The Std 8 

teacher was free to develop this system as she wished, but all the 

Std 9 pupils would do the same worksheets done by the 

researcher's group. 

(iii) Each class had to produce one completed task based on a field 

excursion, which meant that all the classes did the same field 

excursion planned during the school day for that particular 

standard. 

(iv) The Std 8 pupils had also to complete one individual project in the 

course of the year. 

(v) The Std 9 group's project work was set at one major project and 

one minor project for the year. All the Std 9 geography students 

attended the same field excursion, but they were free to decide 

whether this would be their major or their minor project. Each 

teacher responsible for a Std 9 group acted as facilitator to her 

students in the project component. 

Effectively, this meant that each pupil in Std 6 and Std 7 had to produce a 

minimum of three pieces of work assessed for the 1ST year mark and each 

pupil in Std 8 and Std 9 had to produce two projects for the year mark. Any 

additional work done in 1ST by the teachers was included in the term marks. 

The assignments and projects that were done throughout each standard were 

designed, developed, assessed and evaluated by the teachers concerned with 

these standards and were moderated and controlled by the researcher. 
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The researcher made all of the activities she developed for her classes 

available to the teachers concerned with the standard for whom they were 

designed and teachers could therefore use them if they so wished . Teachers 

were also encouraged to pass on any of their material they had developed. 

The researcher, however, did not at any time check to see which of the 

activities were used by other teachers as she considered this to be an 

invasion of their privacy and believed that it would upset the type of 

co-operation needed in the general administration of the 1ST programme. 

The extra-mural fieldwork and research projects were the responsibility of the 

researcher and, as mentioned, geography staff members were free to attend 

these or to join in the research projects if they wished to do so. In practice, 

geography staff members became heavily involved in this extra-mural 

programme. 

The 1ST programme design for each year was planned by the researcher with 

the rest of the geography teachers at the start of each year. This included: 

• 

• 

• 

• 

the selection of fieldwork sites for all the standards; 

setting dates for fieldwork for each standard; 

the selection of the general activities that would be included in the 

pupils' year marks and planning the time frame for these activities; 

setting weekend excursion dates (the actual areas to be visited 

were negotiated with the girls concerned at the start of the first 

term); 

general planning for the logistics involved in the management of 

the activities, e.g. who would be in charge of the design; the 

general organisation; attend the excursion; assess the 

assignments, etc . 

Other than the advance planning, each activity was designed and developed 

by the teachers concerned in the term in which the activity was to take place . 

The design and development of the activities were based on the guidelines 

provided by: 
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(i) the set of criteria which acted as the principles of procedure for 

the programme design; 

(ii) the identification of the skills related to the subject content; 

(iii) the framework for skills progression; 

(iv) the analysis related to the identified barriers to performance. 

Each staff member had copies of these guidelines and they were used to 

evaluate the actual design of the individual activities as well as its 

developmellt. 

8.3 THE DEVELOPMENT OF A SYSTEM OF ASSESSMENT FOR 1ST 

The development of an assessment system for the individual activities within 

the 1ST programme for each standard evolved parallel with the development of 

the structure within which to base the school programme. 

The 1ST programme needed a system of assessment which would: 

(i) provide the teacher with a more complete picture of the pupils' 

progress in and aptitude for geography than is possible with the 

product oriented system of testing and examinations; 

(ii) challenge the academically able pupils, without neglecting the 

needs and aspirations of the average and weak pupils; 

(iii) be practical and viable in terms of its administration. 

The pilot programme revealed that one of the most problematic aspects of 1ST 

is the assessment of tasks which focus on skills, values and attitudes 

particularly in respect to assignments, field reports, longer worksheets and 

projects based on written reports. The use of criterion marking based on a 

numerical evaluation and written comments was an attempt to provide a guide 

to the pupils' development in these areas. As indicated in the evaluation of 

this system, a major concern was the subjective nature of this assessment 

despite the application of criteria. As the programme developed, through 1987 

in particular, assessment related problems were exacerbated by the fact that 

more than one marker was responsible for marking across the standard. Key 

difficulties included ensuring that: 
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(i) the individual markers interpreted the criteria in the same manner; 

(ji) the criteria were applied to the pupils' work in the same way by 

the individual markers; 

(iii) the criteria were applied consistently to all the pupils. 

A related problem was ensuring that the pupils understood the criteria used in 

order to meet the requirements of the tasks and to provide them with the 

guidance they needed to develop in the areas identified by the criteria. 

Although less serious, a number of other problems required attention. These 

included: 

* 

* 

* 

the so-called 'cosmetic' effect identified by Marsden, 1976 (in 

chapter three); even with the use of criterion marking it was 

extremely difficult not to be unduly influenced by the presentation 

of the work, especially in the longer assignments; 

an over-generous allocation of marks to weaker pupils who had 

obviously worked to their utmost limits; this remained a 

particularly contentious problem, especially in the lower standards 

where geography is undifferentiated; 

the tendency of marks to become 'bunched' as a result of the use 

of criteria . 

A final problem related to assessment was the development of pupil profiles . 

Detailed comments along a broad spectrum of criteria proved to be too time 

consuming in view of the total number of pupils taught by each teacher. This 

problem was especially serious for teachers responsible for the junior classes 

as, having three geography periods a week per class meant that these 

teachers' time-tables were filled by giving them more classes than teachers 

responsible for higher standards. Yet it was in these standards that the 

profiles were considered to be especially valuable as a means of providing 

comprehensive guidance for subject choice in the senior secondary phase. 

As these problems emerged, the researcher met with the teachers concerned 

and attempts were made to resolve the difficulties. These included : 
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(i) A reassessment of the criteria which had been negotiated for the 

pilot programme; in this respect it was decided to: 

* 

* 

* 

provide a more detailed explanation of the revised criteria 

(Appendix 8F); 

structure the criteria used to meet the objectives of the 

particular task; 

expand the use of comments to provide specific and 

constructive criticism; 

(ii) The holding of pre-assessment meetings between the individual 

markers in the standard to ensure that the same standards were 

being applied. This was done by using a random sample of the 

pupils' work with each teacher marking the sample independently, 

then discussing the results. 

(iii) The decision to have an internal moderator of the tasks as the 

assessment was completed; the researcher as subject head, 

continued to moderate samples of all the assignments and projects 

which were assessed for the pupils' year mark. 

In an attempt to solve the problems related to the development of pupil 

profiles, the following decisions were taken : 

(i) The assessment of the short, structured tasks set for homework or 

as class exercises would be entered under the specific skill or set 

of skills for which the task was designed. Thus, the assessment of 

these tasks were entered under the following categories: 

graphicacy; numeracy; mapwork; language; spatial 

perception; attitudes; values and creativity (originality) . 

(ii) Teachers were left to decide whether or not to develop subsets in 

each of the categories . 

(iii) The assessment of the longer assignments and projects would 

continue to use a printed proforma which would enumerate the 

criteria and which would indicate the assessment by means of a 
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numerical evaluation and relevant comments. One copy of the 

proforma would be kept by the teacher and one would be retained 

by the pupil. 

The researcher invited staff to participate in the application of peer group 

assessment in group tasks and oral presentation. A workshop was held to 

consider techniques for peer-group assessment and to consider the 

advantages and disadvantages of this type of assessment. The geography 

staff felt that the most serious obstacle to the successful implementation of 

this system could be the pupils' reactions in terms of peer acceptance and 

peer pressure. The decision was taken to introduce this method gradually, if 

at all, and to follow the guidelines set out below: 

(i) Initial assessment should be in the form of a discussion between 

the group members concerned with the presentation and based on 

a specific proforma. 

(ii) As pupils became used to this method, the discussion should be 

opened to the whole class, once again using the set proforma. 

(iii) While no numerical assessment ought to be involved in the peer 

group evaluation, pupils would be invited to give a written or 

verbal report and on the basis of the criteria used to give an 

overall symbol. 

The proforma which was negotiated between the researcher and the staff is 

shown in Appendix aG. 

In putting peer-group assessment into practice, the researcher introduced the 

assessment informally for sections of the syllabus presented as peer-group 

teaching seminars in the various standards. The word 'assessment' was not 

used at all in the initial stages, pupils were simply asked to discuss the 

presentation according to the criteria in the proforma. At the completion of 

the seminars and the discussions, pupils were asked for their views on such a 

discussion. Pupils in all standards from Std 6 to Std 9 indicated that they had 

found it interesting and worthwhile, and requested that this be done again. 

When the suggestion was put to the groups as to whether they would care to 

use this method as a system of assessment by the group, the younger pupils 

insisted that the teacher also assess the work in addition to their peers. Older 

pupils were satisfied to accept the peer assessment as the assessment for the 
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presentation . This method therefore came to be accepted by the pupils for 

any oral presentation and as a supplementary assessment for written reports 

done as group assignments or projects . Individual assignments, reports and 

projects were assessed by the researcher or other staff as it was impractical 

to apply this type of assessment to this type of work. 

The researcher introduced a system of self-assessment among the Std 7 and 

Std 9 pupils in 1989 just before leaving the school. Little can be said about the 

results or effectiveness as this area was not implemented or analysed 

sufficiently. Pupils were asked to assess their own assignments and projects 

on the same basis as the peer group assessments and they approached this 

very hesitantly and warily as was to be expected for the first time. 

The assessment of activities in 1ST had, of necessity, to employ a variety of 

methods as the nature of the activities varied considerably. 

(i) Short, structured activities based on data analysis in the form of 

map or graph interpretation or the interpretation of tables, 

diagrams or photographs, could generally be assessed by using an 

objective numerical assessment. 

(ii) Activities requiring the processing of data could also be assessed 

by means of a single numerical value. 

(iii) Longer worksheets of the type used in the pilot programme 

needed to use a combination of assessment strategies, thus 

certain aspects would be assessed by means of a set of 

comments, others by means of criteria with comments, while yet 

other sections of the worksheet could be allocated a single 

numerical value . 

(iv) Assignments, field reports, field research reports and project 

reports primarily used criterion marking with written comments. 

(v) Oral presentations, such as seminars, role play, simulations or 

peer-group teaching either used peer-group evaluation or were 

given a numerical value or written assessment by the teacher with 

a single symbol evaluation or without any numerical evaluation at 

al l. 
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8.4 THE DEVELOPMENT OF AN EVALUATION SYSTEM FOR THE 

ACTIVITIES IN THE 1ST PROGRAMME 

The development and results of the activities were largely evaluated according 

to the guidelines contained with the principles of procedure. 

Although short, structured activities, worksheets and oral presentations were 

evaluated by the researcher, the pupils and members of staff, when new 

strategies were introduced, the greatest attention was given to the evaluation 

of those activities which contributed to the pupils ' year marks. 

These assignments, field reports, field research projects and individual and 

group projects were evaluated by the researcher and the teachers concerned 

with the administration of the task. A geography staff member, not involved 

in a particular task, would be asked to comment independently and where 

assignments or projects had an ecological or environmental, historical or 

architectural component, the members of staff in these subject areas would 

be asked for comments. 

Thus, evaluation of the structured assignments followed the procedure below. 

The analysis and evaluation was undertaken with regard to: 

(a) the design and structure of the assignment, which was anlaysed by 

considering: 

(i) the level of interest and 'pupil appeal'; 

(ii) the degree to which the assignment catered for the individual 

pupil's needs and interests; 

(iii) levels of complexity and degree of difficulty; 

(iv) possible barriers which would influence and inhibit pupil 

performance; 

(v) clarity of instructions and directions; 

(vi) the objectives as related to the actual task and the processes 

which would be involved in the carrying out of the task; 
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(vii) the assessment proforma as an accurate guide to the objectives of 

the assignment and as a means to achieve the purpose of 

assessment in 1ST; 

(viii) possible problems that could occur . 

This section of the evaluation was done before the assignment was 

finalised and presented to the pupils . 

(b) the period during which the assignment was being done; here 

consideration was given to: 

(i) the time being taken by the pupils; 

(ii) the ease or difficulty they were experiencing in carrying out the 

task; 

(iii) the pupils' involvement and levels of interest shown; 

(iv) the resources that were being used and the pupils' level of 

competence in utilising the resources . 

This aspect of the evaluation relied heavily on input from the pupils and 

the teacher who worked most closely with the pupils and was done 

fairly informally . 

(c) the final product; here consideration was given to : 

(i) the actual assessment done according to the marking proforma; 

(ii) the degree to which pupils exhibited development and progress in 

the area for which the assignment was designed; 

(iii) pupil evaluation . 

The evaluation of the projects followed the same route as that of the 

assignment, in that the design and structure of the project, the progress of 

the project and the final product, were evaluated . 
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By their nature, however, these tasks were far more closely monitored, as 

each stage of the project developed it had to be considered and pupils needed 

to consult with the facilitator on a regular basis. The greatest problem in the 

evaluation of these projects was a factor that is closely related to projects in 

general, viz . the amount of time which it demands of the facilitator. When 

pupils are able to work closely with outside facilitators this particular problem 

is alleviated. Working with outsiders, however, also may create problems, 

since the majority of these people are not teachers they at times either expect 

too little from the pupils or too much. It was therefore necessary for the 

facilitator to provide guidelines to be applied at the outside facilitator's 

discretion. An advantage of using outside facilitators as evaluators is that the 

pupils working within a particular area are exposed to the methodology 

associated with that area of study. This was particularly evident when pupils 

worked with nature conservators, museum staff, or with the town and 

regional planners. Another advantage was that the pupils not only found it 

extremely stimulating working with these people, but were highly motivated 

by their contact with these 'experts' in various fields . 

The final evaluation of the projects and the assignments was done by the 

Superintendent of Education responsible for the moderation of the year marks . 

Each pupils' work was scrutinised by the superintendent who gave a general 

evaluation . With hindsight, much more could have been made of this aspect 

of evaluation . 

Again, with hindsight, evaluation of the assignments and the projects would 

also have been enhanced with a broader evaluation by teachers not 

connected with the school. While certain activities in the extra-mural 

fieldwork and research programme were developed and evaluated with 

colleagues at other schools, there was no structured or planned outside 

evaluation other than that provided by outside facilitators. 

8.5 SUMMARY 

The implemetation of 1ST as discussed in this chapter reflects a process of 

development in which a variety of factors were incorporated to form the 

framework upon which the 1ST programme for the school could be based. 

At the centre of this framework was the acceptance that the acquisition of 

knowledge is a process in which the pupil must, of necessity, be an active 

participant and, furthermore, that the fabric of knowledge consists of facts, 
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concepts, theory and skills, all of which are woven together to form an 

interdependent system. 

The application of this tenet to the geography curriculum in the secondary 

school created the need for: 

* 

* 

the analysis of the existing syllabus to identify the various threads 

that make up geographical knowledge for the pupils; 

the development of a framework of progression in skills which 

would enable pupils to master the concepts and theory contained 

in the syllabus; 

* the identification of a structure within which these skills could be 

developed, assessed and evaluated. 

The achievement of these objectives was associated with an increasing 

awareness of how pupils learn and what they need to otpimise their 

performances in completing the tasks. This understanding aided the 

identification of both the performance barriers discussed and those factors 

which, in motivating pupils, increased their chances of success and personal 

satisfaction. 

To cater for the pupils' expanding interests and to develop the necessary skill 

areas, an increasingly comprehensive resource-base was developed, which 

created a ripple effect in that each new source of information created further 

opportunities to develop activities and thereby extended the skills, concepts, 

theories, values and attitudes to which the pupils were exposed. 

The momentum which carried 1ST to beyond the confines of the classroom 

was initiated by the fact that basic skill development occurred within the 

day-to-day teaching, allowing a greater diversity of skills to be utilized in the 

assignments and projects. The pupils' proficiency in the skills needed for 

enquiry enhanced the natural curiosity of a number of the pupils and led to 

the establishment of opportunities for this curiosity to be satisfied through the 

school's enrichment and extra-mural programmes. 

The projects undertaken in the extra-mural programme had the added 

advantage of reducing pupils' perceptions that a numerical assesment is the 

most important measure of achievement, as these activities were not 
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assessed in any way. The pupils involved in these projects and their peers 

who either attended the final presentation of who were peripherally involved, 

accepted that the processes associated with the study, along w ith its final 

presentation, provided its own 'rewards' . Thus, the process of evaluation was 

seen by these pupils to have greater value than a summative assessment . 

As the pupils ' projects, fieldwork and assignments developed in the various 

standards, a summative product assessment by means of a numerical 

evaluation, even with the use of criteria marking, was increasingly perceived 

to reveal little of the actual value of these activities . The assessment of this 

type of work remained the greatest problem of the 1ST programme and one 

which the researcher believes was not resolved. This system of assessment 

was, however, of greater value to the teachers and to the pupils in measuring 

the success or lack thereof of the particular activities, despite its limitations. 

The developments which occured in both the practical and project 

components of 1ST, from Std 6 to Std 10, resulted in the acceptance of 

learner-centred activities as an integral part of the geography curriculum. The 

1ST programme, by employing a variety of strategies, was perceived as a 

vehicle which would aid pupils in the processes needed for the development 

of the skills, values and attitudes presented by the 1985 Revised Syllabus as 

essential to geographical education. 
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CHAPTER NINE 

PROGRAMME EVALUATION 

Evaluating a programme of this nature presented a variety of problems 

(chapter four). These difficulties were partly resolved by adapting the model 

for responsive evaluation proposed by Stake (1973). Responsive-type 

evaluation proved to be particularly relevant to the formative evaluation 

applied to the individual activities and learner-centred strategies of the 1ST 

programme and to the evaluation applied at the end of each year. 

An attempt was, however, made to incorporate preordinate evaluation 

techniques to the summative evaluation of pupils' work as in the case of the 

evaluation of the pilot programme (chapter seven). These techniques were 

included in the summative evaluation of the programme at the conclusion of 

the research period. Preordinate evaluation was largely an attempt to answer 

specific questions raised by the geography and other staff concerned in the 

development of the 1ST programme and to reply to the inferred questions 

raised by the survey. These concerns were primarily related to an assessment 

of pupil performance over the period and to an evaluation of the aims and 

objectives in terms of the programme outcomes, the so-called 'payoffs' to 

which Scriven refers (in Madaus, 1983, p. 302). 

This chapter presents the summative evaluation of the 1ST programme at the 

conclusion of the research. The initial analysis is an evaluation of the 

programme in terms of its 'measured effectiveness'. The responsive 

evaluation which follows is concerned with the cumulative effects of the 1ST 

programme. The latter evaluation attempts to analyse the 1ST programme as a 

process rather than a product. 

9.1 THE PREORDINATE EVALUATION OF THE 1ST PROGRAMME 

The analysis which follows reveals the attempt made to measure the 

effectiveness of 1ST in terms of particular concerns expressed by teachers. 

(i) The researcher's colleagues and teachers responding to the survey, 

questioned 1ST as a means to develop a greater interest in the subject, 

thereby encouraging more pupils to choose geography as an elective 
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subject. This concern was particularly relevant at the time at which the 

research was initiated as accountancy was introduced at this school as 

a competing elective with geography and history. At the end of 1985 

this resulted in a sharp drop in the numbers of pupils in Std 7 choosing 

geography. The table below (Table 9.1l presents an analysis of the Std 

7 pupils choosing geography as an elective subject during the period 

1980 to 1989. 

TABLE 9.1 

PERCENTAGE OF PUPILS ELECTING TO CONTINUE WITH GEOGRAPHY 

1980 

1981 

1982 

1983 

1984 

A Prior to the intro- B After the intro-

duction of accountancy duction of accountancy 

43% 1985 42% 

45% 1986 34,7% 

48% 1987 36,7% 

58% 1988 40% 

50% 1989 46% 

Satisfactory as the increased numbers choosing geography as an 

elective after the introduction of the 1ST programme in 1986 may be, to 

ascribe the reversal entirely to the effects of 1ST would be naive. There 

are too many variables to accept the changes at face value, not least of 

which is the fact that the 'novelty' of a new subject, with its attendant 

" publicity is eventually reduced. 

(ii) A particular concern of the staff working with the researcher was 

whether 1ST would help to attract the more academically able pupils to 

geography. Traditionally, the top 2% of pupils in terms of their 

academic achievement elected to take Latin as this was viewed as a 

'high status' subject. The introduction of accounting as a higher grade 

subject reduced the number of academically able pupils in geography 

and history considerably, because of the perceived status of accounting 

and its tertiary education implications. Geography at this school is also 

offered as an alternative to mathematics and with the reduction in the 

number of traditional commercial subjects more pupils in the 

non-mathematics group elected to do geography primarily because they 

had no other choice beyond art, home economics and history. 
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Table 9.2 reveals the pattern of pupils who, in Std 7, having obtained 

an 'A' symbol for geography, chose to continue with the subject after 

1986. 

TABLE 9.2 

% OF PUPILS WITH 'A' SYMBOLS IN STD 7 CONTINUING WITH 

GEOGRAPHY 

1986-1987: 23% of 'A' candidates in geography continued with the subject 

1987-1988: 40% of 'A' candidates in geography continued with the subject 

1988-1989: 42% of 'A' candidates in geography continued with the subject 

That the 1ST programme challenged and stimulated the more able pupils 

was revealed by the quality of their work and in their evaluation of the 

individual activities. However, to credit 1ST as the sole reason for the 

changes depicted in Table 9.2 would once again be naive. 

(iii) A primary objective of 1ST was to develop a framework of skill 

progression not only operative in each standard but between the junior 

and secondary phases of high school. This was considered to be 

particularly important in terms of the process model approach adopted. 

A further consideration in this respect was, however, the poor 

perceptions which respondents revealed in the survey of 1ST as a 

means to develop geographical skills. The following analysis attempts 

to identify pupils' progress in problem solving activities (Table 9.3) and 

in relation to graphicacy (Table 9.4). A comparison is made between 

the aSSignment results of the 1986 Std 7 group and the project results 

of these girls in 1988 as Std 9 pupils. 

TABLE 9.3 

COMPARISON OF PUPILS' PERFORMANCES IN 1986 AND 1989 WITH 

REGARD TO PROBLEM SOLVING 

(EXPRESSED AS PERCENTAGES) 

4+ on rated 3(50-69%) Below 3 (Less 
scale (+70%) than 50%) 

1986 Std 7 (a) Total Group 39 50.1 10.8 

(b) Pupils con-
tinuing with 
geography 19 54.3 26.7 

1988 Std 9 43 39 18 
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These figures, based on the assignment marks relating to the field 

report done by this group of pupils in Std 7, reveal that of the 36% of 

the Std 7 group who elected to continue with geography, only 19% had 

scored particularly well in those areas of the field report which were 

problem oriented. This group was the first to be involved in the 

individualised project programme described in chapter eight. The Std 9 

results are therefore based on an assessment of the major and minor 

projects completed in the course of 1988. The field report of 1986 and 

the projects placed a high priority on the use, interpretation and 

incorporation of maps, diagrams and various types of photographs as 

well as on the uses and interpretation of graphs and tables. 

TABLE 9.4 

A COMPARISON OF PUPilS' PERFORMANCE IN 1986 AND 1988 WITH 

REGARD TO GRAPHICACY 

(EXPRESSED AS PERCENTAGES) 

4+ on rated 3(50- 69%) 
scale (70%+) 

Below 3 (Less 
than 50%) 

1986 Std 7 (a) Total Group · 

(b) Pupils con­
tinuing with 
geography 

66 

28 

25 19 

72 o 

1988 Std 9 35 47 18 

This analysis shows a general improvement in this group's 

performances in the geographical skill areas which were assessed. 

Whether these figures can be seen as an accurate reflection of the 

effectiveness of the learner-centred approaches in geography or 

whether they are simply an indication of the pupils' increased 

maturation, is difficult to determine with any certainty and remains 

typically 'elusive' (Scrivener, in Madaus, 1983) . 

(iv) The researcher and the geography staff working with her were intent 

on establishing the relationship between pupils' performances in the 

application of high order skills and their academic ability (as related to 

their achivements in examinations and to their 10 scores). This was -' 
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perceived to be particularly relevant as the survey revealed a tendency 

among teachers to associate 1ST related to problem identification, 

hypothesis formulation and testing as only being suited to the 

'academically able'. 

The analysis of theStd 7 group's results in terms of their application of 

high order skills in 1986 showed an apparent link between the pupils' 

progress in skill application and their academic ability. As was to be 

expected, the pupils identified as academically able progressed more 

rapidly and more markedly than those perceived to be less able (chapter 

four). Similar comparisons made in 1987 and 1988 confirmed the 1986 

analysis. 

One other aspect, however, remained constant. An analysis of the 'E' 

classes in Std 7, identified as the weakest academic group, revealed 

that despite their disadvantages in relation to the' A' classes, more than 

half of these girls showed an improvement in high order skill application 

during the course of the year. Table 9.5 indicates the comparison of 

pupils' results between the first assignment of the year and the field 

report. These results are based on those sections relating to high order 

skill application. It must be stressed again that the field report 

demanded a greater variety and sophistication in terms of high order 

skills than the initial assignment. 

TABLE 9.5 

'E' CLASS RESULTS IN STD 7 IN TERMS OF SKILL APPLICATION 

(EXPRESSED AS PERCENTAGES) 

% of pupils % of pupils whose % of pupils whose 
improving results remained results decreased 

static in the field report 

1986 'E' class 55.6 2.8 41.6 
1987 'E' class 80.6 6.5 12.9 
1988 'E' class 70 17.5 12.5 

The above results, furthermore, indicate that the intensified 1ST 

programme of 1987 and 1988, with its greater emphasis on the 

development of high order skills, appeared to benefit these pupils . A 
.. 
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key factor contributing to the development of these pupils' interest, 

however, must be related to the effects of the teachers' encouragement 

and motivation, which gave these pupils the confidence to attempt 

tasks which they would otherwise have perceived as being 'too 

difficult' . 

Iv) A final concern expressed was whether the development of skills, 

propositional knowledge, attitudes and values upon which these 

activities focused would result in improved examination results in 

geography. To many teachers, parents and even pupils this was the 

primary criterion used to assess the 1ST programme. This question was 

also the most difficult one to answer. Since it was not possible to use a 

control group in the school situation in which the programme 

developed, there is no way 

performed had they not 

approaches used in 1ST. 

of knowing how these pupils would have 

been exposed to the learner-centred 

An analysis of the senior certificate results prior to the implementation 

of 1ST and of these pupils in 1987, 1988 and 1989 who had been 

exposed to 1ST for either one or four years, reveals nothing conclusive. 

There was no statistically significant increase in the number of 'A' 

candidates in geography, nor, however, did any geography pupils fail 

during this period. 

The apparent effectiveness of 1ST in terms of the measurements applied 

above are as follows: 

(i) During the period in which the programme was implemented, the 

number of pupils electing to take geography increased. 

Iii) The number of 'A' candidates in geography in Std 7 who chose 

geography as an elective increased . 

(iii) Pupils' performances in relation to skill application increased both in the 

course of a year and in relation to the progression framework applied 

between the junior secondary phase and the senior secondary phase. 
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(iv) The development and application of the skills needed for problem 

identification and problem solving were not confined to the 

academically able pupils. 

An analysis of outcomes such as the above is not only problematic in terms of 

providing valid and reliable generalisations, it is unable to illuminate the 

processes with which a programme such as this is associated, or to identify 

the cumulative effects of the programme. A preordinate evaluation such as 

this above all fails to capture the spirit of the 1ST programme, since an 

important measure of the success of a learner-centred approach lies in what 

may be referred to as the 'Eureka experience'. 

9.2 PROGRAMME EVALUATION BASED ON PUPILS' RESPONSES 

In this section of the evaluation the researcher presents the perspective as a 

co-learner, of the extent to which the 1ST programme provided the intellectual 

exhilaration, which, while not comparable to that of Archimedes in its 

scientific input, for the pupil evinced a similar sense of satisfaction. A learning 

experience which results in a feeling of accomplishment of this nature 

provides the impetus for further learning. Where experiences such as these 

are part of a particular school subject, that subject is given relevance, not in 

the sense of that which is immediately or tangibly useful, but in the 

educational sense of 'worthwhile'. 

An evaluation of activities based on the pupils' reactions and responses is 

obviously problematic for the observer, as the sense of accomplishment and 

satisfaction varies considerably with a large group. The first part of this 

analysis is therefore based on those activities to which the greatest number of 

pupils responded positively in the 'Eureka' sense. The second part of the 

analysis concerns those activities to which the pupils responded negatively. 

(i) Fieldwork and Field Research 

This area of the 1ST programme was rated the most highly in terms of 

learning experiences which provided the learner with personal 

satisfaction. An analysis of field excursions in relation to pupils' 

responses revealed that: 
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(a) The pupils' initial response to a field site was closely related to the 

degree of enthusiasm with which they approached the 

investigation and that this influences the eventual depth and 

perceived worth of the learning experience. Those pupils coming 

from an urban environment responded best to field sites situated 

in areas of scenic beauty, areas which were ecologically 

threatened or which formed a part of their immediate environment. 

Therefore, beach, river, forest and farm sites had great appeal, as 

did urban studies in East London, which had greater appeal than 

urban studies in the areas mentioned in chapter eight, with the 

exception of those aspects of the study related to architectural 

styles and the history of the particular town. While pupils gained 

valuable learning experiences from sites to which they did not 

respond positively, the amount of energy the teacher needed to 

expend in motivating the pupils reduced the general effectiveness 

of the exercise. Nor did such studies evolve the 'spark' which was 

necessary for the pupils' sense of achievement and satisfaction. 

Thus, while pupils were able to accept the value and relevance of 

certain studies, such as relating to problems of treatment and 

disposal of sewage or refuse, they were less positive, than in an 

investigation where the site appealed to them. 

(b) The structuring and design of the actual activiti~s undertaken in 

the field needs to capture the interest of the pupils, if the results 

are to be effective. Younger pupils preferred to be engaged in a 

micro-view of a site, while older pupils tended to prefer to take a 

macro-view. Std 7 pupils by way of example were happy to spend 

hours studying a series of rock pools, a single stretch of a stream 

or river, the vegetation of a dune or marsh area or in a study of a 

shopping area or section of the CBO, while the Std 9 pupils 

preferred to cover an entire beach section, the river and its 

surrounds or to do a full urban trail. 

While younger pupils enjoyed activities which involved precise 

counts, measurements involving the use of apparatus such as 

nets, stop-watches, clinometers, magnifying glasses, 

thermometers, etc., the Std 9 girls found these sorts of activities 

too time-consuming and 'finicky', preferring a greater variety of 

activities which could be completed fairly quickly. 
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Despite this absorption with minutiae, the researcher found that 

for the younger pupils the real value of these micro-activities lay in 

the 'why' rather than in the apparently absorbing 'what' and 

'how'. The Std 7 pupils gained a great deal of satisfaction from 

being able to · find reasons associated with their observed 

discoveries and in being able to develop generalisations. Activities 

which rely solely on observation and recording in the field tended 

to detract from that which the pupils found most rewarding. 

Senior pupils achieved the greatest satisfaction from studies which 

allowed them to investigate problems which in their opinion were 

relevant and with which they could empathise. Studies which 

resulted in workable and practical solutions were rated far more 

highly than broad general studies. These pupils therefore 

responded most positively to investigations in the field which 

focused on management strategies. The older pupils also found 

activities which involved the analysis of peoples' reactions to the 

study areas or which included opportunities for them to interview 

and challenge experts about their views, particularly worthwhile. 

(ii) Individualised projects 

Pupils' responses to fieldwork and field research in the manner 

discussed above largely influenced the choice of study areas for the 

individualised projects as pupils preferred to base their study on a field 

related investigation of some sort or another. These projects were 

perceived by the majority of the pupils as the most challenging aspect 

of 1ST, yet at the same time as among the most satisfactory of their 

experiences in geography. Pupils' responses to projects, whether done 

individually as in the case of the senior pupils, or as small group 

projects, were analysed during each stage of the task's development 

revealed that: 

(a) The search for a study area to which the pupils felt they could 

relate with the degree of involvement necessary for a project, was 

for many of the girls an exercise in self-discovery . The topic 

choice was an indication of that which concerned the pupil and 

which a particular pupil found to be relevant and worthwhile . 

Thus, the more closely the pupil was able to relate to her chosen 
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topic, the greater the likelihood of commitment and a continued interest 

in the field with which the study was associated. 

(b) Problem identification within the study area frequently presented 

pupils with greater difficulties than the formulation and testing of 

the hypotheses. Pupils learnt that often so-called 'problems' were 

in fact symptoms rather than the actual problem. Precise problem 

identification required the sort of probing and reasoning that was 

often found to be frustrating, but always challenging and 

utlimately rewarding . 

(c) The testing of hypotheses involved pupils in collecting data along 

a broad spectrum, together with its analysis and evaluation . For 

many pupils this represented the stage of project development 

which required the greatest motivation and encouragement. Being 

inexperienced in this type of investigation, they were impatient to 

find solutions and to reach conclusions. 

The researcher was interested to note that it was often the most 

academically able pupils who experienced the greatest problem in 

this area of the study. The average or weak student appeared to 

find a type of security in the disciplined search for evidence, while 

the brighter pupils were impatient to move on to the next stage. 

Thus, on the one hand the facilitator had to ensure that the more 

able pupils were not attempting to take invalid short cuts, while on 

the other hand, the weaker pupils had to be prevented from 

becoming bogged down at this stage and had to be encouraged to 

take the leap for which the brighter pupils were over-eager. This 

stage was a reflection of the considerable variations of pupils' 

temperaments and the way they reacted to different learning 

experiences. 

(d) The techniques which the pupils had to employ for the testing of 

their hypotheses varied considerably from project to project. This 

stage of project development, therefore, became a particularly 

rewarding learning experience for both the pupil and for the 

facilitators, largely because of the varied nature of the collection 

and testing of the data . The specialised nature of a number of the 

projects meant that the girls had to consult experts at this stage of 
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the study, either in terms of the methodology needed or for the 

specific techniques related to the data collection. As these pupils 

became more Involved with the mentors (chapter eight) so the 

facilitators' role was reduced. Working with members of the 

private and pubiic sectors in this manner resulted in considerable 

personal growth and academic development. 

(e) Personal growth was reflected in the increased self-confidence and 

poise which the girls exhibited in the production and presentation 

of the completed projects. Being convinced of the 'worth' of their 

investigations enabled the pupils to expose their work to public 

scrutiny with conviction and pride, a factor which was frequently 

commented upon by parents and those members of the public who 

attended the presentation of the projects. 

(iii) Oral presentations 

The satisfaction which pupils experienced in presenting aspects of their 

investigations in a seminar situation was carried through to other areas 

of 1ST which gave pupils the opportunity to present work orally . These 

activities included peer-group teaching, role play and simulations as 

well as short seminars done by groups or as a panel discussion. An 

evaluation of these activities, which evoked the most positive response 

from the pupils and which were also perceived to have the greatest 

worth in terms of skill development reveals the following: 

(a) Where presentations were involved with the development and use 

of audio or visual aids pupils gained in confidence as the visuals 

appeared to attract the attention, thus directing it away from the 

presenter. The visual material also provided the pupils with the 

opportunity to develop in skill areas which they found satisfactory 

and at the same time increased the academic worth of the 

presentation. Younger pupils tended initially to 'clutter' their 

presentations with too many 'props', however, as they gained 

from the feedback given after the presentations they learnt how 

best to make use of visuals and other 'teaching' aids. 
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(b) Group and individual presentations worked best when based on 

the analysis of data. While textbooks could be used as the basis 

for many activities, pupils reacted positively to having to find 

additional material or having additional source material given to 

them for analysis. Older pupils in particular found it valuable to sift 

through more than one source as this gave them the opportunity 

to analyse and evaluate the material before selecting what they 

needed for the presentation. 

(c) The researcher found that group work leading to oral presentations 

were most satisfactory where the pupils were given guidance as 

to the focus of the presentation. This was particularly important 

for the younger pupils as without sufficient material or the 

necessary guidance, group discussions deteriorated after some 15 

minutes into 'chat sessions' . 

(d) The pupils' greatest satisfaction arose from the actual presentation 

which was seen as the highlight of the process through which 

they had moved in reaching this stage. 

(iv) 'Classroom fieldwork' 

'Classroom fieldwork' (in chapter eight) proved to be one of the most 

satisfying and effective activities in the practical component of 1ST. 

Apart from the enjoyment which pupils obtained from their activities 

and their obvious benefits in terms of skill development in graphicacy 

and numeracy, other advantages of classroom fieldwork included : 

* 

* 

The flexible nature of this approach as these activities could be 

designed for a 15 minute exercise or for one which could last for 

two hours, depending on the objectives for which the activity was 

designed. Thus, a Std 7 class was able to complete one or more 

problems in a single 35 minute period, while Std 9 and 10 pupils 

could be set this type of activity in one of their fortnightly test 

periods or to replace a mapwork practical exercise. 

Classroom fieldwork could be applied to geomorphology, 

settlement geography, aspects of population geography, economic 

geography or to an integrated approach using the 1:50000 maps 
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and various air photographs or orthophotomaps. Climatology could 

be applied in the same way by using synoptic weather maps with 

the vegetation maps or 1:50 000 topographical maps. 

The activities were easy to develop, requiring relatively little 

apparatus and few additional resources. 

They were useful as training exercises for actual fieldwork or field 

research. 

Classroom fieldwork also lends itself to group work and as such 

was one of the most successful of the group activities used in the 

practical component of 1ST. Working in groups to solve a problem 

resulted in a degree of peer-teaching which benefited both the able 

and less able pupils and promoted a variety of valuable social skills 

as a result of the group interests. 

The four sets of activities evaluated in this section must be seen in the 

context of this particular school and, in particular, in terms of the fact 

that this is an all girls' school. It is therefore very likely that the 

responses and reactions described will not be mirrored in a different 

school community. 

In contrast to the activities described above, which were successful in 

terms of the responses of the pupils, the following were less favourably 

received: 

(i) Assignments based entirely on the results of a library search were 

generally not enjoyed by the pupils . An analysis of this type of 

activity revealed that while pupils enjoyed the reading required, 

they found the writing of a report based on this reading to be 

tedious. The skills related to library searches are such that the 

researcher felt it necessary to include these in the programme. 

Pupils, however, were less averse to the type of activity if they 

were able to give the report in a verbal presentation and also 

preferred doing this as a group activity. 

(ii) Regional studies in Std 7, 8 and 9 and homelands studies in Std 10 

lend themselves to self-study units. Pupils generally found these 
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activities boring, however, once again where there was a specific 

focus or they formed a part of the peer-teaching programme, there 

was less resistance. 

(iii) Another of the less popular activities proved to be map and photo 

analysis and synoptic map exercises of the sort designed for 

examination questions in the senior certificate examinations. 

9.3 1ST IN RELATION TO SKILL DEVELOPMENT 

The evaluation of the extent to which the 1ST programme provided a vehicle 

for skill development requires more than the analysis of measured outcomes 

presented at the start of this chapter. This is particularly important since a key 

factor emerging from the interviews, the formal discussion and the 

questionnaire was that few teachers of geography in either primary or high 

schools have a clear concept of the sorts of skills that ought to be included in 

the geographical education of pupils. 

The analysis of the preamble to the 1985 Revised Geography Syllabus (in 

chapter two). revealed that while an attempt had been made to identify the 

basic geographical skills, very little guidance beyond the grouping of these 

skills is given. Therefore, a skill analysis such as that given by Slater (1982) 

(Table 3.3 in chapter three) and that of Mills (1988) (Figure 9.1) provided a 

valuable framework for developing activities in the practical and project 

components of 1ST. Using a 'skill analysis' such as this helped the researcher 

and the teachers concerned with more than the selection of activities, but 

aided in the assessment and recording of the pupils' progress. 

The framework for skills progression resulted in the successes which the 

senior pupils achieved in their projects. By the time these pupils were required 

to do individualised projects, they had acquired the necessary expertise and 

confidence to apply the skills needed for these tasks. This also led to the 

increasing sophistication of skill application which is evident in an analysis of 

the Quigney Study which was a group research project of the sort referred to 

in chapter eight. 

An evaluation of this particular study is used as a means to demonstrate the 

range of skill areas possible in an investigation of this nature. Skills which the 

pupils were required to apply included: 
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(i) Planning and organisational skills which were necessary to develop 

the successive stages of the study while working within a specific 

methodology and according to a set agenda. These skills included 

planning agendas for meetings, developing short and medium term 

planning stragegies to ensure that deadlines were met; running 

meetings; keeping minutes; making decisions and developing 

strategies to carry out the decisions and managing time schedules. 

As members of a team, the pupils had to learn to listen to each 

other; to know when to follow and when to lead. In such 

situations the pupils needed to be able to communicate, orally and 

through written reports. All of which developed self-esteem and 

confidence, which were essential in the actual investigation as 

pupils came into contact with various sectors of the community. 

While skills of this nature may be regarded by geography teachers 

as peripheral to geographical education, these social, 

organisational and personal skills formed an essential foundation 

for investigation such as this which are based on developmental 

and management strategies. 

(ii) Each stage of the three-phase study involved the pupils in: 

* problem identification; 

* hypothesis formulation and testing; 

* the development of short, medium and long term solutions. 

(iii) The study involved: 

* 

* 

* 

the use of primary, secondary and tertiary sources which 

ranged from a search through archive material, analysis of 

census data, and traffic records, to the analysis of 

topographic and urban maps: 

the development, administration and analysis 

questionnaires for the two surveys included in the study; 

of 

the structure and conducting of interviews and the analysis 

of the information; 
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.. the processing and presentation of data; 

.. the structuring and development of proposals . 

(iv) Specific geographical techniques, which were employed, included: 

.. 

.. 

.. 

.. 

.. 

.. 

.. 

.. 

the construction of graphs and their analysis; 

mapping; 

development of models; 

sampling; 

construction of schematic diagrams 

map and photo interpretation; 

statistical analysis; 

data response . 

(v) The collation and organisation of the data required: 

.. comprehension; 

.. analysis; .. evaluation; 

.. synthesis; 

.. conceptual understanding 

.. spatial understanding 

(vi) The presentation of the reports and proposals required formalised 

writing according to a set structure. 

(vii) As the final presentation of the study and the proposals for 

redevelopment was at a public meeting, the presentors were 

required to develop a variety of audio-visuals. These included a 

slide presentation, prepared OHP transparencies and a display of 

the maps which had been developed . 

A study of th is nature represents the most comprehensive appl ication of skills 

in geography. Studies such as these are possible where pupils have been 

exposed to opportunities to develop the necessary skills and have acquired 

the confidence needed to apply them. 



305 

The preceding evaluation of the · Quigney Study reflects the cumulative 

evaluation of the teachers concerned with the study and that of the town and 

regional planners who sponsored the project. The evaluation presented below 

was undertaken by a group of four pupils who were involved in the study. 

The commentary provided by the pupils was requested by the researcher 

when the pupils were in their Std 10 year as it was felt that a time lapse of 

some months would provide a more objective view as the initial euphoria had 

dissipated. The pupils elected to provide a combined evaluation (Appendix 

9A). An analysis of this commentary reveals the following: 

(i) The pupils were sensitive to their own personal development which 

they largely ascribed to the need for communication on a variety of 

levels with their peers and the many members of the public with whom 

they came into contact as a result of the study. 

(ii) Having to take responsibility for the project was perceived as being 

particularly valuable as this provided opportunities for leadership and, 

according to the pupils, developed self-confidence. 

(iii) The pupils also emphasised the variety of skills which they were able to 

develop and in particular stressed the value of developing social skills 

which were made possible by the need to interact with each other and 

w ith members of the public. 

(iv) A further point emphasised was the "transformation of others involved 

in the project". The pupils revealed that they were sensitive to the 

changes which resulted in more positive attitudes as the members of 

the group became involved in the project and aware of the problems of 

their own city. 

(v) Throughout the commentary the emphasis was on the value of a 

project which had relevance to the pupils and which dealt with actual 

problems, rather than with a continued problem designed by the 

teacher. 

The pupils' appreciation of the learning experience was clearly underlined by 

the presentation of the final evaluation and by members of their team who 

gave less formal evaluations. 
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9.4 THE ASSESSMENT SYSTEM USED IN 1ST 

An evaluation of the assessment system employed for 1ST reveals that, 

notwithstanding the attempts made to solve the problems identified in chapter 

eight, this area of the programme remained the most problematic. The 

difficulties associated with the assessment of learner-centred activities of this 

nature resulted in the following limitations: 

(i) The criteria applied to the assessment of the longer assignments and 

the projects were unable to give a specific analysis of high order skill 

development. All that was possible was a generalised idea of the 

degree to which pupils could apply analysis, evaluation and synthesis in 

terms of problem solving. 

(ii) A detailed and broad profile of the sort initially envisaged by the 

researcher was also not possible, as teachers found this type of 

analysis to be far too time consuming. The criterion marking and 

system of comments, while improving on the previous impression 

marking, needed further refinement and analysis. 

(iii) Criterion marking of the sort applied proved to be problematic for some 

teachers who found it difficult to apply the criteria in assessing pupils' 

work. A number of the teachers involved in the programme felt that 

criterion marking only minimally reduced the subjectivity of assessing 

larger assignments or projects. 

The assessment system used proved to have most value in terms of analysing 

pupils' progress in terms of language development, graphicacy, numeracy and 

mapping skills, which were relatively easy to pinpoint or to measure. A less 

tangible, but valuable picture which emerged, related to the pupils' individual 

likes, dislikes, interests and general committment to the subject. In Std 7 this 

was more useful than the actual measurement of ability in specific 

geographical areas in advising pupils on their subject choice . In Std 9 this 

interest 'profile' was valuable in helping the girls to choose the study area for 

their projects . 

Notwithstanding the reservations expressed by the geography staff and other 

staff members asked to comment on the assessment system, the pupils 

perceived criterion marking as a fair system which provided them with what 

they perceived as constructive criticism and guidance. 
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It is the researcher's contention, however, that the greatest value of the 

assessment system employed for 1ST was related to the feedback which was 

generated by the criterion marking and comments and which was made 

possible by the greater variety and number of activities completed by the 

pupils in the course of each year. In contrast to an earlier system, pupils' 

work was returned as Soon as it was assessed. This created the opportunity 

of discussion not only between the teacher and the pupils, but among the 

pupils as they compared marks and comments . While this often led to pupils 

asking for clarification where they felt there was an 'unfair' discrepancy 

between their work and that of another pupil, the use of criterion marking 

helped the teacher to justify the assessment and to aid the pupil towards 

developing a better understanding of their own work and their problems. A 

number of the survey respondents identified the so-called 'quibbling' about 

marks as a negative aspect of 1ST, however, irritating as it could be, where 

teachers were prepared to give the pupils the time to explain and go over their 

work, they indicated that this could be a valuable learning experience. 

Whether it is possible to develop a 'perfect' assessment system for 

individualised activities such as assignments, field reports or projects is a 

moot point. Any method which attempts to guide and analyse must, however, 

be an improvement on the allocation of a single mark or symbol without any 

additional comment. 

9.5 THE ROLE OF 1ST IN INSTITUTING CHANGES IN TEACHING 

APPROACHES 

The organisation and administration of a programme such as this, which 

focuses on learner-centred approaches, as an integral and essential part of the 

geography curriculum in the high school, is influenced by constraints such as 

those identified by Ballantyne (1986) and which were confirmed by the survey 

at the start of this study. 

The most frequently cited constraints affecting changes in teaching 

approaches in geography included: 

(i) the length of the syllabuses in each standard; 

(ii) the nature and structure of the final examinations; 
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(iii) the resources which are available in terms of textbooks, audio-visual 

equipment, etc; 

(iv) general resources required for learner-centred approaches; 

(v) lack of literature which is readily available in relation to the strategies 

pertaining to learner-centred activities. 

General constraints operating in a school system which were identified, 

included: 

(i) the degree of support which exists in the hierarchical structure of the 

school for change and innovation; 

(ii) the leadership within the subject and in particular the attitude of the 

subject head to change; 

(iii) the individual work load of the teachers in a department. 

The evaluation of the extent to which 1ST was able to effect changes in the 

teaching approaches of the staff concerned with the programme needs to be 

considered in relation to the degree to which constraints could either be 

reduced or removed. 

The utilisation of the departmental syllabus from Std 6 to Std 9 as a guide 

rather than as being absolutely prescriptive gave teachers greater flexibility, 

both with regard to the examination structure for these standards and in the 

structuring of the curriculum to allow for the necessary time for greater pupil 

participation . 

The staff concerned found that where pupils were actively involved at the 

level described in chapter eight it was not possible to cover the syllabus 

content as prescribed and as interpreted in the textbooks. While selected 

topics tended to be covered in greater depth than suggested by the syllabus, 

particularly in Std 6 and Std 7, other topics had either to be excluded or 

restructured, always bearing in mind the 'essential concepts' necessary for 

the final external examination. Since the Std 10 syllabus is directly linked to 

the senior certificate examination, the length of this syllabus and the 

examination are very real constraints in terms of the time available for pupils 
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to spend on individualised assignments or projects. Therefore, these pupils 

were not expected to produce lengthy reports or to do projects. The Std 10 

pupils, however, could be fully involved in the practical aspects of 1ST such as 

'classroom fieldwork', and the various data analysiS tasks described in 

chapter eight. 

Problems related to resources, as shown in chapter eight, proved to be 

relatively easily solved as a result of greater emphasis being placed on 

investigations and studies located in the local environment. The lack of easily 

available literature concerning the application of learner-centred strategies is a 

problem which would not have been solved easily without access to the 

resources of a university. 

The constraints operating within a school may well be more serious barriers to 

change than those associated with the curriculum or the examination system. 

This study and the extent to which it developed was possible because of the 

favourable climate which existed at the school in which the research was 

undertaken. The school is structured such that responsibilities are carefully 

distributed . Therefore, what may be perceived as one of the most serious 

barriers to change, that of teachers having unreasonable workloads, was 

largely reduced. The considerable autonomy given to each subject head to 

develop his or her own subject area was a further advantage in developing the 

1ST programme. 

The role which the pupils played in the development of the 1ST programme 

was considerable . Their responses to the various activities provided a useful 

barometer for the structuring of the assignment and project components in 

particular. Of greater value, however, was the fact that the pupils were 

prepared to evaluate what they were expected to do critically and generally 

constructively. Academically able and less able pupils alike provided the 

researcher and the staff member involved in all three years of the programme 

development with insights into the various activities which were frequently 

more astute than that of the adult evaluators . Therefore, while a number of 

the survey respondents perceived pupils' negative attitudes as a constraint to 

the development if 1ST, this study revealed that where these pupils were 

given the opportunity to take part in the planning and development of 

activities or where the activities were sufficiently varied, this problem was 

largely dissipated . Furthermore, by actively encouraging pupil evaluation and 

reacting positively to their responses, attitudes towards even the less 

'popular' activities were markedly more positive. 
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Notwithstanding these positive factors, learner centred-approaches were not 

applied uniformly. One of the limiting factors was the change in the 

composition of the geography staff from year to year. The extent to which 

'new' teachers joining the geography team for the first time were able to 

apply the full range of learner-centred activities which had been shown to be 

possible, depended on a great many variables . Active resistance to change 

was, however, far more difficult to overcome. Teachers who react negatively 

to change, either because it is in their nature to do so, or because they feel 

insecure with new strategies, had to be considered in the design of the 

generaliST programme for the school (chapter eight). 

Beginner teachers presented yet another problem in implementing 

learner-centred strategies. During the three year period of the research two 

beginner teachers joined the team at various points. The researcher found that 

a major cause of beginner teachers' problems, whether they were first year 

teachers or student teachers, is that of insecurity with the syllabus content . 

Through little fault of their own these teachers' degree courses had little 

relevance in terms of 'school' geography. Thus, while the higher diploma year 

introduced them to a variety of learner-centred strategies, their lack of 

familiarity with the subject content at school level was a barrier to their being 

able to apply these techniques. A few practical and common-sense 

approaches solved a number of the beginner teachers' problems and in so 

doing encouraged them to use more innovative teaching methods . The most 

obvious strategy was to link the beginner teacher with an experienced 

geographer who would act as her mentor. Working in tandem with this 

teacher meant that the beginner teachers' workload was halved in terms of 

setting of tests, examinations and having to develop and design activities . 

Working with the mentor teacher the beginner teacher was encouraged to 

introduce innovative techniques gradually . Other than these team-teaching 

strategies, subject workshops were held for the beginner teachers. These 

workshops analysed the content of selected sections, the important concepts 

and skills which were associated with the section under discussion as well as 

the appropriate teaching strategies. 

The most significant change which occurred throughout the school as a result 

of the development of the 1ST programme was the emphasis which was 

placed on skill development and conceptual understanding . The most concrete 

evidence of this development was revealed in the field reports of the Std 6 

and Std 7 pupils and in the projects of the senior pupils. Thus, in spite of the 
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varying degrees with which learner-centred strategies were applied, the 

design and structure of the longer assignments and projects was such that 

skill development had to be a priority for all the geography teachers. Since the 

skills needed by the pupils for fieldwork, field research, etc ., had to be taught 

and practiced, it meant that activities designed to develop those skills had to 

be included in the general teaching programme, whatever a teacher's 

preferred teaching-style. 

9 .6 SUMMARY 

The above evaluation of the programme must first of all be seen as an attempt 

at a cumulative evaluation which involved a wealth of input from the 

researcher's colleagues, both in the geography department and in other 

departments in the school, the headmistress, Superintendents of Education, 

members of the community who were involved in specific areas of the 

programme development and the girls themselves, as well as teachers from 

other schools. 

Each 'evaluator' who commented on the programme or ona specific aspect of 

the programme, however, presented a view which reflected a particular 

perspective . The range and variety of which created a multifaceted evaluatory 

approach which enriched each stage of the programme development as 

activities were reviewed, refined and reassessed. A summative evaluation, 

such as is attempted in this chapter, cannot, therefore, capture the essence of 

the processes activated by a multidimensional evaluation system. 

More-over, the dynamics of 1ST are such that any evaluation which is 

attempted cannot be seen as 'final'. Thus, while the 1ST programme of 1989 

was able to identify the number of activities which ought to be completed in 

the course of a year in each standard, or the sorts of activities which should 

be included, the many variables affecting the programme would ensure that it 

in turn, would need to be evaluated in the same manner as each preceding, 

programme. 

This chapter should, therefore, be perceived as a review of the three year . 

period of the research. As such, conclusions which are drawn, particularly 

from the preordinate evaluation, must be tentative and placed in the 

perspective of this particular study and the community for which it was 

designed and developed. 
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It is the researcher's contention that the real value of this study is that it 

revealed that changes in the approach to the teaching of geography are 

possible, while continuing to work within the present syllabus constraints and 

complying with the demands of the existing examination system. 
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CHAPTER TEN 

THE ORGANISATION AND ADMINISTRATION OF 1ST IN 

GEOGRAPHY: SUMMARY AND CONCLUSION 

The nature of modern school geography is such that it has the potential to 

prepare pupils for the social, demographic, economic and political changes 

which challenge existing community structures by helping them to understand 

the environmental and human problems and issues upon which modern 

geography focuses. 

Participatory teaching strategies in geographical education are designed to 

develop the pupils' ability to think critically and as a preparation for a more 

active role in the search for solutions to such problems (Fien, Gerber and 

Wilson, 1984; Graves, 1985). Geography's relevance to the educational needs 

of pupils is further underscored by the emphasis which the subject continues 

to place on an understanding of patterns and processes which encourage 

logical explanation and perceptual awareness, in addition to developing the 

skills associated with graphicacy which are unique to this subject. School 

geography as presented to pupils in the South African school system is, 

however, apparently unable to communicate the intrinsic worth of the subject 

when viewed in the light of geography's position relative to Std 10 enrolment 

figures and to its status in the curriculum as but one of many elective subjects. 

Current educational thinking, with its focus on skills and propOSitional 

knowledge, accepts that where pupils are actively involved, the learning 

experience is more satisfying and has greater educational benefits than when 

pupils are passive recipients of facts (Griffiths, 1987; Evers, 1990). The aims 

and objectives of the 1985 Revised Syllabus and that of the 1993 Draft Core 

Syllabus, advocate a learner-centred approach to the teaching of geography, 

yet research shows that geography teaching in South African schools remains 

largely teacher-directed and textbook orientated (Ledger, 1977; Ballantyne, 

1986). 

Research has shown that widespread changes in teaching approaches are not 

necessarily effected by a reduction of the constraints that mitigate against 
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change or by pressures which are exerted in an attempt to bring about the 

desired changes (Walford, 1982, 1984; 8allantyne, 1986). While the claim by 

Graves (1985), that significant changes in geographical education approaches 

are not solely determined by paradigmatic shifts or changes in content, but by 

the interaction of these factors in the presentation of the subject, highlights 

the importance of the teacher's role in bringing about changes in teaching 

strategies (Ballantyne, 1986). 

10.1 THE RESULTS OF THIS STUDY 

This study has revealed that changes in teaching approaches are: 

(i) possible, notwithstanding the constraints identified in the existing South 

African state school system, the existing syllabus requirements and the 

demands of the present Senior Certificate examination; 

(ii) the result of the individual teacher's understanding of the theory which 

underpins the subject and of the teaching strategies designed to 

achieve the aims and objectives central to current geographic 

paradigms; 

(iii) associated with a particular process of change identified in chapter one 

of this thesis. 

The analysis of the process of change in the context of this study revealed 

that the changes in teaching approaches and the school at which the research 

was undertaken were triggered by general dissatisfaction with the pupils' 

assignments. The analysis of the preamble to the 1985 Revised Syllabus 

provided the initial rationale upon which to base the changes and convinced 

teachers of the need for change, while the analysis of the concept of 1ST 

provided the means upon which to base the changes. 

The framework which allowed the changes to be sustained and expanded was 

provided by the development of the model (Figure 3.2) and its application to 

the 1ST programme, the pupils' responses to the individual activities of the 

effectiveness and worth of the changes. The presentation of the pupils' work 

provided the final component in the process of change, since the 'public' 

acclaim from teachers, parents, the school hierarchy, members of the public 

and the pupils' peers created the necessary motivation to maintain the 

changes. 
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A process such as described, however, of necessity, operates within a 

particular school milieu and this determines the extent of the changes and the 

speed with which they can be effected. The favourable climate which existed 

at the school during the period in which the 1ST programme was developed no 

doubt facilitated the changes which this study describes. 

The study further reveals that notwithstanding the positive factors which 

resulted in the changes, the changes were not adopted uniformly by all the 

geography teachers, nor did the pupils react uniformly to the changes. The 

process of change is, therefore, not only sensitive to the prevailing 

circumstances in a school, but to the responses of the individuals involved in 

the process. Thus, the 1ST programme needed to be sufficiently flexible to 

cater to the various responses which reflected the interests and needs of the 

teachers and the pupils . This flexibility was provided both by the principles of 

procedure that were adopted and the ecological paradigm within which the 

1ST programme was situated. 

While it is relatively easy to identify and to isolate the various components 

that constitute the process of change, this study has revealed that the actual 

mechanisms operating within that process are highly individualised. It is, 

therefore, difficult to formulate a set of guidelines which can be universally 

adopted to ensure that widespread changes will occur throughout the existing 

school system. For this reason, the focus on 1ST as a specific means to bring 

about changes which will result in skill development and the acquisition of 

propositional knowledge provides a methodology for change which is readily 

accessible to all teachers of geography throughout the South African school 

system. Thus, other than illuminating the process within which changes in 

teaching approaches occur, this study provides a basic framework which can 

be adopted by any geography teacher wishing to effect those changes which 

are at the heart of the current geography syllabuses and which are deemed 

essential if geography is to continue to justify its existence in the school 

curriculum (Walford, 1982; Bailey, 1986). 

The perception of 1ST as a 'blanket' term to cover the activities of pupils in 

geography (Diepeveen, 1986, pers. comm.) provides teachers with the 

necessary flexibility to develop and design an 1ST programme which meets the 

needs and interests of their particular pupils and which is suited to the 

resources which exist within their particular environment. The distinction 

made between the practical and project components of an 1ST programme 

allows teachers to 
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identify and to utilize a broad spectrum of teaching strategies designed to 

develop specific skills and propositional knowledge or to aid pupils in the 

development of positive attitudes towards the environment or towards those 

human issues with which geography is concerned. 

The theoretical basis, which this study revealed as essential for the effective 

implementation of the 1ST programme as a means to achieve the aims and 

objectives of modern school geography, is provided by: 

(i) the analysis of the introduction to the 1985 Revised Syllabus and that of 

the 1993 Draft Core Syllabus; 

(ii) the analysis of current geographical theory and the aims and objectives 

which are central to this theory; 

(iii) Rath's criteria for worthwhile activities (Table 8.1) as the principles of 

procedure upon which to structure the individual activities in the 1ST 

programme. 

Guidelines for the selection of activities and for their design and development 

are provided by: 

(i) the analysis of the syllabus content in relation to the skills pertaining to 

each syllabus unit and to the framework of skills progression (Tables 

8.2 and 8.3); 

(ii) the identification of a resource base which can be applied to the 

practical and project constraints; 

(iii) the identification of barriers which affect pupils' performances in the 

completion of tasks; 

(iv) the analysis of specific activities which were applied to the project and 

practical components of 1ST. 

The development and application of systems of evaluation and assessment of 

the individual activities and of the programme as a unit provides the necessary 

input to assess the effectiveness and worth of the activities, which this study 

revealed as essential for the maintenance and expansion of the 1ST 

programme. 
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A further concern of this study was to establish teachers' perceptions of 1ST 

as a learner-centred strategy which is presented by the current geography 

syllabuses as a means to actively involve pupils in the learning experience. 

The survey conducted in 1986 revealed that 1ST was interpreted in much the 

same way as the pupils' assignments of the 1973 geography syllabus and as 

such teachers placed little value on this area of geographical education. The 

poor perceptions of 1ST as an approach which can be applied to achieve the 

aims and objectives of modern school geography revealed that not only was 

1ST as a concept not understood, but revealed a general lack of understanding 

of the theoretical framework that underpins geographical knowledge as that 

which is concerned with more than the presentation of facts . This survey 

further highlighted the dichotomy that exists between the subject's aims and 

objectives and actual teaching practices. 

10.2 THE PERCEIVED LIMITATIONS OF THE STUDY 

The focus of this study on learner-centred activities and pupils' responses to 

these tasks led to a number of unintended outcomes which were not foreseen 

in the initial presentation of goals and which thereby highlighted the need for 

further research in a South African context. Thus, the analysis of the 

structure of the various activities, while providing useful insights into factors 

that affect pupils' performances in geography. emphasised the need in 

particular for further insights into: 

(i) the role of language in geographical education and the factors within 

language that limit pupils' performances. While Langhan's study (1990) 

on the problems presented by textbooks to second language speakers 

is valuable, greater clarification is needed on language interaction in the 

geography classroom at both senior and junior school levels; 

(ij) problems pertaining to numeracy in geography; 

(ii) problems pupils have in terms of graphic skills in geography which goes 

beyond studies such as that of Burton (1986) and van Jaarsveld (1988), 

which consider problems pupils have with mapwork and climate studies 

respectively; 

(iv) skills teaching and skill development in geography; 

(v) methods of assessment and pupil profiling in geography. 
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As a small-scale study based on classroom research this study is further 

limited by virtue of the variables that operated in the particular school milieu 

in which the research was undertaken and by the highly individual nature of 

the study, which reflected the interests and expertise af the researcher in 

particular and those of the teachers with whom she worked. Thus, while this 

study provides a framework for changes in the teaching of geography and a 

methodology for such changes which are accessible and can be adapted by 

teachers, their viability as universal guidelines requires further testing in a 

variety of different school structures within the existing South African school 

system. 

10.3 RECOMMENDATIONS ARISING FROM THE STUDY 

The problems experienced by the researcher in the development of an 1ST 

programme designed to develop pupils' skills and to provide opportunities for 

pupils to explore a variety of environmental and human issues when related to 

the poor perceptions teachers have of learner-centred activities in general 

emphasised the need for: 

(i) A journal or bulletin designed specifically for the South African 

geography teacher which will act as a forum for the dissemination of 

information related to change in geography and how this change can be 

effected, for, worthy as existing South African geography and teachers' 

journals are, they make a relatively small contribution to the teaching of 

geography in schools and cannot be compared with a journal such as 

the British Teaching Geography journal. 

(ii) In-service courses at national and local levels, which concentrate more 

on learning and teaching strategies than on ways to improve the Std 10 

examination results. 

(iii) Local geography study groups to make concerted efforts to obtain the 

services of experts in the field of learner-centred strategies, for, as 

worthwhile as the efforts of the local teachers ' are in conducting 

seminars, these meetings all too often degenerate into "the blind 

leading the blind" in terms of skill development or the application of 

learner-centred activities . 

(iv) Publications related to the design and development of learner-centred 

strategies within a South African context, which are accessible to 

teachers throughout the South African school system. 
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(v) A 'network' of geographical educational information related to skills 

teaching and skills development which is centralised in a data base 

which is accessible to all geography teachers and which can be easily 

and cheaply distributed. 

10.4 CONCLUSION 

The concerns of this study with the process of change and the development 

of 1ST as the framework upon which to base the changes in the approach to 

the teaching of geography must not obscure the real value of a study based 

on teacher-pupil interactions, that of the pupils' responses and reactions to a 

learninij environment to which they are able to relate in view of its perceived 

relevance and because of their input into the learning experience. The 

development of the practical and project components and in particular the 

field experiences in both of these aspects of 1ST provided the researcher and 

her colleagues with unique opportunities to gain a better understanding of the 

pupils, their interests and their development in geography which is not 

possible in a teacher-tell situation where the pupils are largely passive. The 

pupils' responses more than any other aspect of this research highlighted the 

effectiveness and worth of classroom practices which centre on the pupils 

and thereby the need for a change in geography teaching from teacher­

directed strategies to those which actively involve the teacher and the pupils 

in the learning experience. 
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1. PRINCIPLES ON WHICH THE SYLLABUS IS BASED 

1.1 Nature of Geography 

1.1.1 

1.1.2 

1.1.3 

1.1.4 

Geography as a subject has many areas of overlap with 
other subjects in both the natural and the social fields 
of study. This syllabus takes into account the essential 
nature of Geography. It ensures that: 

the four major traditions in Geography are upheld. 
are: 

(a) man - land relationships 

(b l the spatial pers'pecti ve 

(cl the regional viewpoint 

(d) the earth-scienc'e ' componen t. 

These 

a balance is maintained between Physical Geography and 
HU!ll.a n Geog raphy 

provision is made for both the theoretical and the 
practical aspects of the subject 

sufficient flexibility exists to allow for the changing 
nature of the subject. 

1.2 General education of the pupil 

1. 2.1 

Education is concerned with the development of the ' whole 
being'and not merely with imparting knowledge. 

The most important aims, in the long term, are for pupils 
to: 

(a) acquire and develop intellectual skills and 
abilities which will promote on-going education 

(b) adjust to a society that is undergoing rapid and 
far-reaching social, economic and political changes 

(cl enter .the world-of~work that is becoming 
increasingly more technologically orientated 

(d) / •••• 
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1.2.2 

1.2.3 

2. 

2.1 

2.2 

2.3 
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(d) develop their moral and emotional (affective) 
attributes. 

The teaching of Geography should neither be specifically 
vocationally orientated, nor entirely university orien­
tated. The syllabus provides for two groups of pupils: 

(a) those who will receive no further instruction in the 
subject, after the secondary phase and 

(bl those who will continue with the study of .Geography 
at a tertiary level. 

Although the syllabus is divided into a Junior Secondary 
Phase and a Senior Secondary Phase, the two phases must 
be related, and must allow for the progressive 
development of geographical knowledge, skills and 
attitudes. 

OBJECTIVES 

In lesson preparation teachers should bear in mind the 
higher abilities of comprehension, analysis, application, 
synthesis and evaluation. 

This subject should be taught in such a way that pupils 
develop an eagerness for further study and individual 
inquiry. 

Teachers should be aware of the contribution 
making to the general education of the pupil 
awareness that gives direction to day-to-day 

Geography is 
It is this 

teaching. 

2.4 Objectives should be meaningful to pupils and teachers 
alike, and must constitute both realistic and achievable 
targets. 

2.5 

2.6 

2. 0 .1 

The type dnd number of short-term objectives in Geography 
are numerous, and those selected for a lesson should be 
closely correlated with the nature of the SUbject matter 
and the resources available to the teacher. 

Objectives can be classified into four main categories: 

Knowledge 

(al Pupils should acquire a fundamental body of know­
ledge which is meaningful and useful to them and 
which can be applied and reproduced in whatever form 
is requried. 

(b) / •••• 
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(b) Pupils should discover the unity of knowledge 
through tile links that Geoyraphy has with other 
subjects. 

Skills 

(a) No list of skills c~n be complete. The following 
should, however, be kept in mind: 

(i) The importance attached to different skills 
should be related to the abilities and maturity 
of the pupils. 

(ii) The development of skills should enable pupils 
to deal with knowledge in an organized manner. 

(iii) Pupils should gain proficiency in the use of 
skills through repetition and the application 
of these skills to new situations. 

(b) Geography makes a particular contribution to the 
following skills: 

(i) Oracy and literacy: thinking logically, 
writing conc/sely, speaking with assurance and 
accuracy 

(ii) Numeracy: facility witll simple statistical 
methods, graphs and tables 

(iii) Graphicacy: the ability to draw, read and 
interpret 

(iv) Interpretation: of pictures, photographs and 
maps 

(v) Fieldwork techniques: using the traditional 
(survey) and/or the scientific approach. 

Perception 

The way in which the environment is 'perceived' in 
relation to the 'actual' environment influences the 
pupil's concept of space (spatial conceptualization). 

(a) In order to heighten the pupils' perception of their 
environment, it is necessary for them to: 

(i) recognize the relationships that exist between 
people and their environment 

(ii)/ ..•• 
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( i i) 

( iii) 

(iv) 
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identify spatial patterns, spatial relation­
ships and int~raction. (This is closely linked 
with an understanding of locaiton, distance and 
accessibility. ) 

be aware of th~ underlying proce~ses which act 
upon spatial patterns and relationships and 
which bring about change 

be aware of the world's place to place variety; 
to recognize the uniqueness of place. 

(b) Many studies require pupils to examine the spatial 
aspects of social and economic problems. Such 
studies provide opportunities for pupils to respond 
to problem-solving and decision-making situations 
through critical, divergent and creative thinking. 

Appraisal 

(a) Studies in Geography should promote the formation 
and reinforcement of positive attitudes and values. 

(b) Pupils need to develop a social awareness. 
means that they are expected to: 

This 

(i) 

(i i) 

recognize the interdependence of man 

acquire a tolerant attitude towards others with 
different social, economic and political 
circumstances. 

(c) Pupils need to develop an environmental awareness. 
They need to feel a commitment towards the environ­
ment by developingf a 'caring attitude'. This means 
they re expected to: 

( i ) 

( i i) 

recognize the need for conservation 

understand that the balance of nature is 
largely dependent on man's wise management of 
his environment 

They should be aware of how man uses/abuses 
his environment, particularly the resOUrces 
available to him; the options and 
constraints that are placed on his actions. 

(iii)/ •• • • 
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(iii) realize that the quality of life is influenced 
by the aesthetic aspects of man's environment 
as well as by an appreciation of the grandeur 
and wonder of Creation. 

3. TEACHING GUIDELINES 

3.1 Teaching approaches 

3.1.1 

3.1. 2 

3.1. 3 

Teachers should make every effort to create effective 
learning experiences for their pupils. Whatever teaching 
approach is used, it is essential to develop a sense of 
reality in the teaching situation. 

The holistic or global approach 

(a) It is particularly important that the components of 
the syllabus be viewed as parts of a whole and not 
as isolated compartments of knowledge. 

(b) The divisions of the syllabus should be regarded as 
a convenient means of grouping the characteristics 
of the individual components. 

(c) Wherever possible, the relationship and interaction 
between components should be stressed. 

The descriptive versus the problem-solving approach 

(a) 

(b) 

Although there is still room for some of the 
descriptive techniques of the traditional Geography, 
emphasis ahould be given to a more problem­
orientated approach. 

Pupils should gain insight into the process of 
decision-making by participating in exercises such 
as simulation games. 

The interdisciplinary approach 

(a) Concepts studied in Geography may overlap with those 
of other subjects such as Biology, Science, and 
Economics. 

(b) Interdisciplinary studies should form part of the 
broad teaching strategy. This will enhance the 
value of both the learning content and the learning 
objectives. 

3.1. 4/ • • •• 
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The scientific approach 

Pupils should be trained in the scientific method of 
inquiry (statement of hypothesis, followed by the collec­
tion and classification of information, and finally, the 

' testing of the hypothesis). 

3.2 Teaching techniques 

3.2.1 

3.2.2 

3.2.3 

3.2.4 

3.2.5 

3.2.6 

It is recommended that, where appropriate, teachers 
should: 

integrate the reading and analysis of photographs and 
maps with the relevant section of the syllabus. This 
includes: 

(a) photographs: vertical, oblique and horizontal 
(i.e. aerial and ordinary); 

(b) maps: such as wall, atlas, topographic maps of 
Southern Africa (particularly the 1:50 000 S.A. 
Series) and maps of the local area; 

(c) satellite images. 

ensure that pupils become competent in the use of various 
measuring instruments and other apparatus. 

make use of diagrammatic representation of statistics. 
For example, climatic figures, economic data and 
pop,l.llation characteristics can be illustrated by means of 
curves, columns, rectangles, circle segments, dots, 
colour, pictorial diagrams and isolines. 

make use of physical models (such as globes, tellurians 
and paper mache/sand-tray models) which provide effective 
representations of the real word. 

undertake well planned and meaningful fieldwork 

This includes: observation and measurement in the field; 
the recording and processing of data; the interpreta­

tion of written and ~raphical i~formation. , 

encourage individual and group research techniques 

(a) Pupil involvement, independent activity, initiative, 
creativity and independence should constantly be 
extended. 

(b) Pupils should learn to rely on personal observation 
in the field (primary source) and to make use of 
secondary sources such as: reference books, maps, 
photographs and diagrams; films, tapes and slides; 
as well as television, the radio and the press. 

(c) / •••• 

-. 
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(c) Pupils need to develop wo~bhwhile attitudes towards 
learning such as: respect ' for evidence; an 
awareness of biased reporting; a suspicion of 
simplistic explanations; and a willingness to 
engage in rational . discussion. 

(d) Pupils need to 
importance and 

'distinguish between 
peripheral issues. 

central issues of 

NOTE: 
I 

pupils should undertake short independent 
study topics throughout the year on work 
related to the requirements of the syllabus. 

Differentiation 

Teachers should not expect the same amount and qualIty of 
work from all pupils. Differences in ability must be 
taken into account. However, each pupil can be expected 
to work at the highest possible level of his own ability. 

Most of the topics studied are common to all grades. 
However, pupils in different grades will not be' expected 
to study these in the same depth. The approach to, and 
the control of work for less able pupils should be more 
direct. 

3.4 Evaluation 

3.4.1 

3.4 .• 2 

4. 

4.1. 

4.2 

Evaluation is concerned with both: 

the measurement of pupil achievement, and 

the effectiveness of lesson preparation, class management 
and the achievement of lesson objectives. 

EXAMINATIONS 

There should be continuous evaluation for all standards. 

The same subject matter should not be examined 
repeatedly. 

4.3 Pupils must write an internal Geography examination at 
the end of .. each year. 

- - - 0000000 - - -

NOTE/ •••• 
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Underlined statements in the syllabus are 
guIdelInes suggesting an approach:--These 
should allow for greater flexibility when 
teaching the subject. 

5. / •..• 

) 
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APPENDIX IB 

EXTRACTS: 1973 GEOGRAPHY SYLLABUS 
(PROVINCIAL ADMINISTRATION OF THE CAPE OF GOOD HOPE) 

A. Senior Secondary Syllabus 
B. Junior Secondary Syllabus 



@ SENIOR SECONDARY COURSE: SYLLABUS ; FOR 
GEOGRAPHY (HIGHER GRADE) 

The following syllabus for Geography (Higher Grade) for 
the Senior Secondary Course will be introduced as from 1st 
January. 1974. 

The syllabus will be introduced in Standard. 8 in 1974. and 
the first Senior Certificate Examination on this syllabus will be 
held in November /December, 1976. 

SENIOR SECONDARY COURSE: SYLLABUS FOR 
GEOGRAPHY (HIGHER GRADE) 

Standard 8 

O. General geographical techniques 

0.1 Introduction to map analysis. 

0.2 Introduction to analysis of photographs. 

0.3 Preparation for fieldwork. 

0.4 Diagrammatic representation of statistics. 

1. Physical Geography 

1.I Climatology : 

1.1.1 The seasons. solstices and equinoxes. 

1.1.2 The atmosphere: composition and structure. 
1.1.3 Temperature: 

1.1.4 

1.1 .5 

1.1.6 

(i) Heating of the atmosphere by solar and terrestrial 
radiation and convection. 

(ii) Factors causing horizontal variations in tempera· 
ture. 

(iii) Lapse rates of temperature. 

Moisture in the atmosphere : 
(i) Relative humidity. dewpoint temperature. 
(ii) Simple cloud classification and recognition (cir· 

riform, stratiform. cumuliform and their respec­
tive types). 

Precipitation: rain. hail. snow. 
Condensation : dew. frost. 

Practical work : use" of barometers. rain gauges. 
thermometers. anemometers and hygrometers; 
weather records; drawing isolines and simple climatic 
maps and diagrams and their interpretation. 

,J 

. .J 

1.2 
1.2.1 

1.2.2 

1.2.3 

1.2.4 

3 

Geomorphology: 
Definitions : internal and external forces. 
The ' earth's crust: composition and structure (sial. 

sima. moho). 
Rock types : origin. characteristics and significance of 
igneous. sedimentary and metamorphic types. 
Internal forces and resultant landforms : continental 
drift; warping. faulting and folding; volcanism and 
earthquakes; mobile belts (areas of crustal instability) 

and shield areas. 
1.2.5 Weathering (processes and features). 
1.2.6 . Practical work : identification of simple rock types; 

contour sketches and use of topographic maps and 
photographs to illustrate specific landform types of 
1.2.4; drawing of topographic profiles; at least one 
field excursion should be undertaken. 

2. 

2.1 

2.1.1 

2.1.2 

2.1.3 

Human Geography 

population Geography : 

population distribution and density: 
(a ) First order areas: S.E. Asia. Europe, Indian sub· 

continent. Eastern North America .. 
(b) Second order areas: Indonesian/Philippine 

Archipelago, Nile Valley. Central America, S.E. 
Australia. Guinea Coast. California. 

population characteristics : birth and death rates. age 
structure and population pyramids; sex balance; 
rural/urban ratios. 

population movements: 
(a) Spontaneous movement : within political units 

(eg. rural depopulation) and across political 
boundaries (immigration and emigration and 
their effects); migrant labour. 

(b) Induced movement (e.g. effects of slavery in 

® 

2.1.4 

former times. ancient and modem pogroms). 

Factors infiuencing the rapid growth of world popu· 
lation since the Industrial Revolution: improved 
farming methods and assured food supplies, improved 
health. reduced infant mortality rates, increased 

. ' L _. 

w 
w 

'" 



I 

I 
! 

I 
I 

4 

2.1.5 The population explosion; 

2.1.6 

3. 

3.1 

3.2 

(a) Growth rates. past and present. 

(b) Associated problems: food supplies (the "green 
revolution" associated with the development of 
hybrid seed types and new forms of food produc­
tion). living space; destruction of limited natural 
resources; disposal of waste. 

Practical work: statistical diagrams and maps to 
show pyramids. densities and distribution patterns_ 
their construction and interpretation. 
Regional Geography 

A general regional study of ONE or more from each 
of the categories listed below. with special reference 
to population problems: (The approach can be syste­
matic or thematic.) 

(a) Technologically advanced countries : 
(i) Australia. 

(ii) Italy. 
(iii) Canada, 
(iv) Japan, 
(v) Netherlands. 

(b) Technologically less advanced countries: 
(i) Brazil, 

(ii) Egypt, 

(iii) India, Pakistan and Bangia Desh, 
(iv) Indonesia, 

(v) Botswana, Lesotho and Swaziland. 
It is suggested that these studies should empha­
sise problems and contrasts within each country. 
Comparisons between the countries chosen in (a) 
and (b) should be stressed. 

Assignments : 

Two individual research assignments must be under­
taken during the year. THESE MUST BE CHOSEN 
FROM COUNTRIES NOT STUDIED IN 3.1 
ABOVE. 

Standard 9 

I. Physical Geography 
1.1 Climatology ; 

) 

. .J 

1,1.1 ::' Atmospheric pressure ; . definition and representation 
. . as isobars at M.S.L. and contours of constant pres­

sure surfaces; pressure gradients. 
. , 

1.1.2 Relationships between pressure and wind (stress air­
flow parallel to the isobars and direction of move­
ment). Oblique flow at a small angle across isobars in 
.the friction layer is best considered under 1.1.4 (i). 

I. 1.3 General circulation of the atmosphere; 

(i) Primary circulation: meridional (N-S) section 
(tri-<:ellular arrangement); sub-tropical and polar 
highs, polar front, I.T.C.Z. 

(ii) Secondary circulation: lows (depressions) and 
westerly waves (the life cycle of a depression is 
not to be included here); tropical easterlies 
(formerly trades) and accompanying waves; mon-
soons. 

(iii) Tertiary circulation; land and sea breezes, kata­
batic flow, Chinook, Fohn and Berg winds, 
Mistral. 

1.1.4 Weather processes; 

(i) Causes of uplift; types of convergence, i.e. direct 
and indirect, frictional, slope (relief), frontal and 
convectional. 

(ii) Thermal stability and instability. 

(iii) Convergence and instability as the cause of pre­
cipitation. 

1.1.5 Practical ' work; interpretation of mean pressure, 
temperature and rainfall maps; introduction to synop­
tic charts (airflow patterns from pressure distribu­
tions). 

1.2 Oceanography: 

1.2.1 Relationship between atmospheric and oceanic circu-
lations; important ocean currents and their effects. 

1.2.2 Basic causes and significance of tides. 

1.3 , Geomorphology: 

1.3.1 Fluvial action: fluvial processes and landforms typical 
of fluvial erosion and deposition. 

w 
w 
" 
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o. L~ .k ... lOlememary concept of mean annual rainfall maps. 

using colours where possible. Emphasise seasonal 
distribution. type of rain. drought and water con­
servation. 

6.1.4 
6.1.5 

6.1.6 

6.1.7 

6.1.7.1 

6.1.7.2 
6.1.7.3 
6.1.7.4 
6.1.7.5 
6.1.7.6 
6.1.7.7 
6.1.7.8 
6.1.7.9 

Natural vegetation map. 
Population map and elementary explanation of dis­
tribution pattern (use diagrams to show the racial 
composition). 

Maps to represent the distribution of the chief farm­
ing and mining products. Diagrammatic represen-
tation of the R.S.A. contribution to the world pro­
duction of gold. diamonds. wool and maize. 
A geographical study of at least TWO of the fol­
lowing: 
Highveld (with particular reference to industries and 
mining). 
Coastal Belt of Natal. 
S.W. Cape Mediterranean region. 
Transvaal Lowveld. 
Natal Midlands. 
Transvaal Middleveld. 
Border lEastern Cape. 
Karoo. 
Kalahari. 

6.1.7.10 Transkei or some other Bantu Homeland. 

6.2 SOUTH WEST AFRICA 

A brief geographiCal study. 

7. SOUTHERN CONTINENTS 

7.1 

7.1.1 

7.1.1.1 
7.1.1.2 
7.1.1.3 

7.2 

SOUTH AMERICA AND AUSTRALIA 

SOUTH AMERICA 

A geographical study of at least one of the follow. 
ing : 
The Pampas. 
Chile. 
SouthEast Brazil. 

AUSTRALASIA 

7.2.1 ' . A geographical study of at least one of the follow­
ing 

:~) 

('. ) 
'v, . 

7.2.1.1 
7.2.1.2 
7.2.1.3 

8. 

New Zealand 
Western Australia 
South East Australia. 

TOPICS FOR INDEPENDENT STUDY 
(Refer to directive in Standard 5 syllabus.) 

Consult Standard 7 syllabus for examples of topics. 

9. NEWSPAPER GEOGRAPHY 

Consult the introduction. 

THE EXAMINATION 

The same pattern as prescribed for Standard 7 is to be 
followed . 

STANDARD 7 

1. MAPWORK 

1.1 Introduction to aerial photographs and elementary 
interpretation of I: 50 000 sheets. 

1.2 Drawing of cross sections from contour maps. 

1.3 Records of practical fieldwork. (See 6-Settlement 
Geography.) 

1.4 Map projections (principles only): 

I 4 2 C · I I re erence to area. echon 1.4.1 Cylindrical} W'th f dir . 
. . oruca d h d ' rt' 1.4.3 Polar an s ape IstO Ion. 

2. ASTRONOMICAL AND MATHEMATICAL 
GEOGRAPHY 

2.1 

2.2 

2.3 

3. 

3.1 

3.2 

Latitude and noon altitude of the sun. 

The moon phases and eclipses. 

Tides-simple explanation. 

GEOMORPHOLOGY 

Difference between weathering and erosion (very 
elementary). 

Chief agents of erosion (elementary-without theo­
ries) : 

@ 

w 
w 
co 
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APPENDIX 2 

INTRODUCTION TO 1993 DRAFT CORE SYLLABUS 
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1. , PRINCIPLES ON WHICH THE ·CURRICULUM IS BASED 

1 . 1 The nature of Geography 

1 . 1 . 1 

Geography studies the relationship between man and his physio­
cuI tural environment. As such it has many areas of overlap with 
other subjects in both the natural and the social fields, 
especially as far as learning contents are concerned. However, 
Geography has its own perspective on these learning contents. 
Therefore this subject curricu:l.um provides for: 

the use and emphasis of various viewpoints such as: 

* the man-environment relationship 

* the spatial perspective 

* the regional approach 

1.1.2 a balance between Physical and Human Geography 
I 

1 . 1.3 continuous integration of practical aspects with the theoreti­
cal aspects 

1 . 1.4 sufficient flexibility to allow for the changing nature of the 
subject 

1.1.5 ample opportunities to emphasize, inter alia, the following 
basic principles of the subject: 

* a global image and holistic approach 

It is of vi tal importance that the components of the 
curriculum should be viewed as parts of a greater unit 
and not as isolated compartments 

* spatial differentiation 

* 

* 

A study of the spatial aspects of the environment which 
is characterized by continuous change in form and pattern 

casual relationships 

A study of the factors, reasons, functions and processes 
responsible for the changes 

man-land relationship (especially the significance of 
issues for man) 

1.2 General education of the pupil 

Education is concerned with the development of the 'whole human 
being'. The curriculum should therefore: 

1.2.1 help to achieve the following aims in the long term: 

* the development of intellectual skills and abilities of 
pupils to promote on-going education 

1 

... 
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the adjustment of pupils to a society that is undergoing 
rapid and far-reaching social, economic and political 
changes 

* the entering of a world-at-work that is becoming increas­
ingly technologically orientated 

.* the development of moral and emotional (affective) 
attributes of pupils to maintain themselves in a demanding 
world 

1 .2.2 be directed towards both a vocationally orientated and a 
university orientated approach to provide for three groups of 
pupils: 

* those who will receive no further instruction ' in the 
subject after the junior secondary phase 

* those who will receive no further instruction in the 
subject after the senior secondary phase ' 

* those who will continue with the study of Geography at 
a tertiary level 

1.2.3 relate the junior secondary phase with the senior primary and 
secondary phases to bring about a progressive development of 
geographical insight, skills and abilities 

2 . AIMS AND OBJECTIVES 

* In lesson preparation teachers should bear in mind the higher 
abilities of comprehension, analysis, synthesis, evaluation 
and application 

* The affective domain (attitudes and values) should receive 
appropriate attention 

* 

* 

* 

* 

* 

This subject should be taught in such a way that pupils develop 
an eagerness for further study and individual inquiry 

Teachers should be aware of the contribution Geography is 
making to the general education of the pupils. It is this 
awareness that gives direction to day.-to-day teaching 

Short-term objectives selected for a lesson should be closely • 
correlated with the aims of the subject and the resources 
available 

Objectives should be meaningful to teachers and pupils alike, 
and must be realistic and achievable. Learning objectives 
should therefore be formulated in terms of clearly defined 
verbs and should be measurable 

Aims can be classified into a few main categories: 

2 
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2.1 Observation 
, 

The way in which the environment is 'perceived' in relation to 
the 'actual' environment influences the pupil's concept of space 
(spatial conceptualization) 

In order to heighten the pupils' perception of their environment, 
it is necessary for them to . repeatedly: 

* measure and identify spatial characteristics and patterns such 
as distance, location, direction, height, depth, distributions 
and different intensities 

* recognize the world's place-to-place variety and the uniqueness 
of a place 

* consult audio-visual teaching media, source materials and other 
conveyors of information to get hold of factual information 

2.2 Exposition o i relationships 

Pupils should be able to explain the observed spatial character­
istics of the environment (differences, similarities and changes) 
in terms of particular functions and processes. A search for 
reasons and factors responsible for the changing reality exposes 
specific relationships and provides pupils with the necessary 
practice in interpretation, conceptualization and the stating 
of relationships 

2 . 3 Capabilities 

2.3.1 No list of capabilities can be complete. The following should, 
however, be kept in mind: 

* 

* 

* 

* 

The importance attached to different capabilities should 
be related to the abilities and maturity of the pupils 

The acquisition of capabilities should enable pupils to 
deal with the observed facts in an organised manner 

Pupils should gain proficiency in the use of skills 
through repetition and application 

Pupils should acquire the ability to study the spatial 
aspects of social and economic problems. Such studies 
provide pupils wi th opportuni ties to respond to .. si tuations 
in which problems could be solved and decisions can be 
made through critical, divergent and creative thinking 

2 . 3.2 Geography makes a particular contribution to the following 
capabili ties: . 

* 

* 

Oracy and literacy: to think logically, to write 
concisely and to speak with assurance and accuracy 

Numeracy : facili ty with simple statistical methods, 
graphs and tables 

3 



343 

* Graphicacy: the ability to draw, read and interpret 

* Interpretation : of pictures, photographs and maps 

* Fieldwork techniques: using either the tradi tional 
(survey) or the scientific approach 

2 . 4 Appraisal 

2 . 4 . 1 Studies in Geography should promote and reinforce positive 
attitudes and values 

2.4.2 Pupils need to develop a social awareness. This means that 
they are expected to: 

* recognize the interdependence of man 

* acquire a tolerant attitude towards others with different 
social, economic and political circumstances 

2.4.3 Pupils should develop environmental awareness and a commi tment 
to the environment by developing a 'caring attitude'. This 
means that they should be able to -

* recognize the need for conservation 

* understand that the balance· of nature is largely dependent 
on man's wise management of his environment 

2 . 4 . 4 Pupils need to develop worthwhile attitudes towards learning 
such as: respect for evidence; a cri tical appra:i.sa 1 of 
reporting; a suspicion of simplistic explanations; and a 
willingness to engage in rational discussion 

2.4 . 5 Pupils need to distinguish between central issues of importance 
and peripheral issues 

2 . 4.6 Pupils should realize that the quality of life is influenced 
by the aesthetic aspects of man ' s enviror.~ent as well as by 
an appreciation of the grandeur and wonder of Creation 

2.5 Mastering the content 

Practising of the above learning objectives should contribute 
to pupils mastering a fundamental body of factual and useful 
information 

3 • TEACHING GUIDELINES 

3 . 1 Teaching approaches 

Teachers should make every effort to create effective learning 
experiences for their pupils . 

4 
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3 . 1.1 The holistic approach 

* The components of the course should be viewed as parts 
of a whole 

Wherever possible, the relationship and interaction 
between components should be stressed 

3.1 . 2 The descriptive versus the problem-solving approach 

* Al though there is still place . for tradi tional descriptive 
Geography, emphasis should be given to a more problem~ 
orientated approach 

* Pupils should be trained in the scientific method of · 
inquiry (statement of hypothesis, followed by the 
collection and classification of information, and finally, 
the testing of the hypothesis) 

* Pupils should gain insight into the process of decision­
making by participation in exercises such as simulation 
games and role play 

3.1.3 The Thematic approach should be emphasized 

3.1.4 The inter-disciplinary approach 

* Concepts studied in Geography may overlap in with those 
of other subjects such as Biology, Science and Economics 

* Inter-disciplinary studies should form part of the broad 
teaching strategy 

* Notwithstanding the overlap with other subjects, studies 
should always be undertaken from a geographical perspec­
tive 

3.2 Teaching aids and techniques 

It is recommended that teachers should inter alia: 

3.2.1 integrate the reading and analysis of photographs and maps wi th 
the relevant sections of the curriculum. This includes: 

* photographs (different types of aerial and ordinary 
photographs) 

* maps: such as wall, atlas, topographic maps of Southern 
Africa (particularly the 1 50 000 SA series) and 
municipal maps of the local area 

3.2 . 2 ensure that pupils become competent in the use of various 
measuring instruments and other apparatus. Emphasis should 
be placed on the information gathered and not on the mechanism 
of the instruments 

3 . 2.3 make use of diagrammatic representation of statistics 

5 



345 

3.2.4 make use of physical models such as globes, tellurions, paper­
mache/sand tray models 

3 . 2 . 5 undertake well-planned and meaningful fieldwork 

3.2.6 encourage individual and group research techniques 

* Pupils should undertake short independent study topics 
throughout the year on work related to the requirements 
of the curriculum 

3.2.7 utilize the media centre 

3 . 3 Differentiation 

3 . 3.1 Most of the topics studied are common to all grades . However, 
pupils in different grades will not be expected to .study these 
in the same depth . The approach in lower grade should be more 
simple, concrete and perceptible. More observational activ­
ities and less application should be done by these pupils 

3.3.2 Teachers should not expect the same amount and quality of work 
from all pupils , even though they are in the same standard and 
grade. However, each pupil should be expected to work at the 
highest possible level of his own ability 

3 . 4 Evaluation and Assessment 

* There should be continuous assessment in all standards to 
determine pupil progress 

* Appropriate assessment techniques should be used 

* Evaluation should also be undertaken to determine the achieve­
ment of lesson objectives and the effectiveness of: lesson 
preparation, appropriate remedial. measures and class management 

4 . EXAMINATION 

4 . 1 Pupils in standard 8 and 9 must write a examination at the end 
of each year 

4 . 2 A final public examination will be written at the end of standard 
, 0 

4 . 2.1 Although the examination will deal with the content of the std 
10 syllabus, pupils will be expected to utilize' knowledge 
gained on principles and concepts, as well as specific skills 
which were acquired during the preceding years 

4 . 2 . 2 Details of this examination will be explained later on 

5 . LEARNING CONTENT FOR STANDARDS 8, 9 AND 10 

The learning content and commentary are indicated columnwise on 
the following pages: 

6 
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5 . 1 Column 1; Core syllabus content 

In the first column the core syllabus content is indicated for 
the standard concerned to be covered in one year 

5.2 Column 2: Detailed content 

The second column should enable teachers and authors of textbooks 
to determine how concisely or elaborative the content should be 
explained and taught. The curriculum is not prescriptive as far 
as the detailed content is concerned, yet there is a need for 
greater uniformity regarding the factual information contained 
in the different textbooks 

5.3 Column 3: Commentary 

This column contains guidelines to assist the teacher in the 
planning of lessons and is therefo~e not prescriptive. The 
guidelines relate to the teaching techniques suggested in par. 
3.2 From this it is clear that techniques such as mapwork, the 
use of instruments, models, statistical methods, fieldwork and 
the use of media are not study topics on their own. The purpose 
of these techniques is to initiate and to set in motion mental 
activities on the different levels of observation, interpretation 
and application. Pupils should master these techniques after 
many repetitions and continuous integration with the relevant 
learning contents. 

5 . 4 A modular structure for the ordering of the core syllabus content 
for std 8 to 10 

This structure is demonstrated in Table 1 on page B. 

7 
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APPENDIX 3 

"RAINFOREST" GAME 
(After Lergessner and Cave) 



\ 
\ 

Figure 9.1 The Rainforest Game (Developed by D. Lergessner and D. Cave, geography subject masters, 
, Department of Education, Queensland with assIstance from K. Cordwell, Department of Education, 

Queensland) 

Introductlon 
In this game, students 'explore' the Amazon Rainforest in the hope of finding a commune inhabited by a lost tribe 1 
of Indians. . 

1 
Informatlon 
To start, each player must throw a 'five' or a 'six'. After starting, the players take turns to throw the die, following 
the instructions printed in each square of the game board reproduced below. 

: , , , 
1 

The first player to return safely to Selem after reaching the commune wins the game. 

1. 
aelem. 
(Town of 
350 000) . 

2. 
Mud and 

I dfm · . _ ...... ~ r n ~~W I_e. 

remains of a 
swamp deef 
kiDed by II 
puma. 

27. 

where under­
glowth thick. 
Go back two 
squares. 

26. 
Forgot to bring 
rope, use vine. 
Miss one hHn. 

25. 
Neat escape 
with 2 m long 
electriC eel. 

33. 
Friendly tncrlanS 
show hOw to 
make bread. No 
more bananas. 
Advance threll 

23. --friend tript over 

squares. 

buttress tree roots 
and breaks ~g. 
Miss one IlKn. 

39. 
Stumble agail'lsl 
• tree. Miss ooe 
turn 10 remOri 
thorn from Inn. 

20. 
rind • flooded 
rtver. Build • 
du;out canoe. 

aeven square.. I Miss one un. 

w ..,. 
CO 



en 
<1" 
(V) 

6. 
Pick. up 
provi$lons. 
Advance two 
squares. 

40. 
Take photos 01 
giant TWIll and 
beautiful fungus. 
Miss one turn. 

B. 
Leave the boat 
al ManauS: now· 
go Itvough the 
jungle on 1001. .. 

44. 
Set up camp. 
Miss one Iu'n. 

'B. 
OetOU" atOln:t 
swamp and 
mountains. 
Miss one tlsn. 

'0. 
Friend provokes 
, 0 m anaconda 
and is SQuaShed 
and swalowed. 
Go back two sqU3fes . 

,1. 
Set up camp. 
Miss one l\.I'n. 

'5. 
AI 3 .30 p,m. 
slonn clouds are 
buildillg up. 
Reduced vIsion. 
Miss one turn. 

Malaria attack. 
Go back rIVe 

progress. Miss I squares. 
one turn. 

"y,t"- ) "er ~ )...!: II o.J.. 140~.$. k.,,,SN llf~) ~L" 
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TEACHER SURVEY: QUESTIONNAIRE 
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INDEPENDENT STUDY IN HIGH SCHOOL GEOGRAPHY 

A questionnaire for teachers of Geography in C.E.D. High Schools 

This research aims at: 

I. ascertaining how groups of Geography teachers in the Cape 
Province interpret the recent guidelines pertaining to 
independent study topics as stated in the 1985 Revised 
Geography Syllabus for Standards 6 - 10, as set out belOl<: 

"3.2.7. encourage individual and group research techniques: 

(a) Pupil involvement, independent activity, initiative, 
creativity and independence should constantly be 
extended. 

(b) Pupils should learn to rely on personal observation 
in the field (primary source) and to make use of 
secondary soUrces such as: reference books; maps, 
photographs and diagrams; films, tapes and slides; 
computers as well as television, the radio and the 
press. 

(c) 

(d) 

NOTE: 

Pupils need to develop worthwhile attitudes towards 
learning such as: respect for evidence; a critical 
appraisal of reporting; a suspicion of simplistic 
explanations; and a willingness to engage in 
rational discussion. 

Pupils need to distinguish between central issues 
of importance and peripheral issues. 

Pupils should undertake short independent study topics 
throughout the year on work related to the requirements 
of the syllabus." 

II. analysing how these interpretations accord with the aims embodied 
in the Core Syllabus and ~ith the recent trends in Geography; 

III. ex~n1ng problems encountered by Geography teachers in the 
application of ·these guidelines with a view to finding 
meaningful solutions. 
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INDEPENDENT STUDY IN HIGH SCHOOL GEOGRAPHY 

A questionnaire for Teachers of Geography in C.E.D. High Schools 

Respondent No 

PLEASE ANSWER THE FOLLOWING QUESTIONS: 

A. 

1.1. 

1. 2. 

1. 3. 

2.1. 

GENERAL. 

Are you the subject head of Geography at 
your school? 

(Please tick the appropriate block) 

Please indicate your training experience 
in Geography. 

(a) One co five years. 

(b) Six to ten years. 

(c) More than ten years. 

(Please tick the appropriate' block) 

Please indicate to which groups you have 
Geography. 

(a) Standard 6. 

(b) Standard 7. 

(c) Standard B. 

(d) Standard 9. 

(e) Standard 10. 

(Please tick the appropriate block) 

Is your school: 

(a) Dual medium. 

(b) English medium. 

(c) Afrikaans medium. 

(Please tick the appropriate block) 

2.2. Is your school: 

(a) Co-educational. 

(b) 80ys only. 

(c) Girls only. 

(Please tick the appropriate block) 

taught 

For office use only 

CARD ONE 

8; 
9 

10 

11 
1---1 

12 
1---1 

13 
'-...... 

§14 

15 

16 

1----l17 

1---1 18 

,----,19 
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2 

2.3. Is your school: 

3. 

( a) 

(b) 

A day school only. 

A day school with a boarding 
establishment. 

(Please tick the appropriate block) 

Please record the requested totals in tHe 
appropriate blocks. e.g. 

( a) 

( b) 

(c) 

(d) 

(e) 

(0 

The total number of Standard 6 pupils. 

The total number of Standard 10 pupils. 
r 

The total number of Standard 10 pupils 
taking Geography. 

The total number of Standard 10 pupil~ 
taking .. Geography on the Higher Grade. 

The total number of Standard 10 pupils 
taking Geography on the S~and~d S-ad~: 

The total number of Standard 10 pupils 
taking Geography on the Lower Grade. 

(Please use one digit'per block) 

4.1. Please tick the items listed below which are . 
freely available to you as a Geography 
teacher. 

(a) 

(b) 

(c) 

(d) 

(e) 

(f) 

(g) 

(h) 

(i) 

(j) 

(k) 

(1 ) 

(m) 

(n) 

(0 ) 

Blank video cassettes. 

Prepared video cassettes . 
I 

A television set. 

A video recorder. 

A video camera. 

Blank tape recorder cassettes. 

Tape recorders. 

Photographic film. 

A 35mm camera. 

Prepared photographic slides. 

A sound-tape projector. 

Prepared overhead transparencies. 

An overhead projector. 

A media or resources centre. 

A technical assistant in the resources 
centre. 

D20 

D21 

I-.-JI-.-JI--I 22/23/24 

t--I-.-JI--I 25/26/27 

28/29/~0 
t--t-..-,t---I 

31/32/33 
1---+--4-----1 

34/35/36 
1---+--4-----1 

........ --lL---lL..---J 37138/39 

'.~-

1---1 

40 

41 

42 

43 

'44 
45 

'46" . 
47 

.48 

49 

' .50 

51 

52 

53 

54 
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4.2. Does your school libr~y contain : 

( a) 

(b) 

(c) 

A more than adequate collection of printed 
material for independent study? 

An adequate collection of printed 
material? 

A less than adequate collection of printed 
material? 

(Please tick the appropriate block) 

B. THE VALUE OF INDEPENDENT STUDY. 

s. Please indicate your personal attitude to 
independent study in High School Geography. 

( a) 

(b) 

(c) 

(d) 

It is an essential and integral part of 
the Geography curriculum. 

It is a reasonably important part of the 
Geography curriculum. 

It is of little value in the Geography 
curriculum. 

It is actually a waste -of time. 

(Please tick the appropriate block) 

6.1. T~e following claims have been made with regard to 
the benefits of independent study. Please rate each 
of the following claims from 1 to 3 as follows: 

1 indicates that you attach little importance 
to the claim. 

2 indicates that you attach some importance to 
the claim. 

3 indicates that you attach great importance 
the claim. 

Independent study: 

(a) 

(b) 

(c) 

(d) 

( e) 

(f) 

develops creativity in the pupil; 

develops a pupil's sense of responsibility; 

trains a pupil to be self-sufficient; 

develops a positive self-image in the pupil; 

develops a pupil's interests and talents; 

develops a pupil's awareness of his 
environment .. 

to 

55 

56 

57 

CARD TWO 

1 

2 

3 

4 

Insert rating 
1 - 3 here' 

5 

6 

7 

8 

9 

10 
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4. 

(g) develops a pupil's interest in the community; 

(h) develops a pupil's ability to work with other 
people; 

(i) develops a pupil's powers of observation; 

(j) develops a pupil's skill in using primary and 
secondary resource material; 

(k) develops a pupil's skill in using statistical 
data; 

(1) develops a pupil's skill in using audio 
visual equipment; 

(m) develops a pupil's understanding of language; 

(n) develops a pupil's ability to use geographical 
terms; 

(0) increases a pupil's ability to solve problems; 

(p) develops a pupil's/ability to formulate and 
test hypotheses. 

(Please check that the above all have a 
1 - 3 rating.) 

Please indicate whether there are any other ways in 
which you believe that independent study can benefit 
the pupil. 

Please rate from 1 to 3 the importance of the following 
statements as they apply to the teaching of Geography. 

1. is of little importance; 

2. is of average importance; 

3. is very important. 

Insert rating 
1 - 3 here 

11 

12 

13 

14 

15 

16 

17 

l' 
19 

20 
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5. 

Independent study can benefit the teacher of 
Geography because 'it enables the teacher; 

(a) to assess the pupil's understanding of the 
sub~ect; 

(b) to measure the pupil's progress in the subject; 

(c) to assess the pupil's aptitude for the subject; 

(d) to assess the pupil's potential for tertiary 
education; 

(e) to gain a better insight into the pupil's 
personality; 

(f) to establish a better rapport with the pupils; 

(g) to motivate the pupils towards a better 
attitude to the subject; 

(h) to spend more time with individual pupils; 

(i) to link the theoretical aspects of the subject 
to the 'real world' 'situation; 

(j) to deal more effectively with prOblematiq 
areas in the syllabus. 

(k) to deal more effectively with mixed ability 
groups; 

(1) to prepare the pupil more effectively for 
examinations; 

(m) to enhance the co-operation between the 
different subjects in the school. 

(Please check that the above all have a 
1 - 3 rating.) 

Please indicate any other ways in which you feel 
that independent study can benefit your teaching. 

Insert rating 
1 - 3 here 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

31 

32 

33 
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6. 

Please rate from 1 to 3 the importance of the following 
statements as they apply to Geography. 

1. is of little importance; 

2. is of average importance; 

3 . is very important. 

Independent study may enhance the subject because it: 

(a) increases the 'popularity' of the subject; 

(b) develops a wider interest in the subject; 

(c) creates a greater awareness of the central 
issues within a subject; 

(d) improves the pupils' attitude to the subject; 

(e) develops better learning techniques within 
the subject; 

(f) . improves the teaching of the subject; 

(g) enhances the status of the subject; 

(h) gives the community an opportunity to develop 
an awareness of the subject. 

(Please check that the above all have a 
1 - 3 rating.) 

Please indicate any other ways in which ·you believe 
independent study can enhance Geography as a subject. 

Insert rating 
1 - 3 here 

34 
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C. THE ORGANISATION AND MANAGEMENT OF INDEPENDENT STUDY TOPICS . 

7. 1. How often do your pupils do independent study topics: 

EITHER 

OR 

OR 

(a) 

(b) 

(c) 

once or twice a year? 

as often as the subject matter lends itself to 
independent stu,dy topics? 

within each unit of the syllabus as it is taught? 

(Please tick one block only) 

7. 2 . Do you believe that : 

EITHER (a) 

OR (b) 

OR (c) 

OR (d) 

all pupils must do a set number of independent 
study topics each year where each pupil does 
the same topic? 

all pupils must do a set number of independent 
study topics each year BUT that the topic choice 
be left to the pupil, guided by the teacher? 

all pupils must do a set number of 'independent 
study topics each year within the same framework 
or area, BUT that the range of topics within 
this framework allow for individual interests 
and abilities? 

the number and choice of independent study topics 
must depend on the individual pupil, taking into 
account each pupil's interests and abilities? 

(Please tick one block only) 

7.3. Do you believe that: 

EITHER (a) 

OR (b) 

OR (c) 

the completed piece of individual work should be 
the same length for each child in the standard? 

no limits should be set on the length of the 
completed work, each pupil being free to choose 
how much time he/she wishes to spend on the topic? 

topics should be so designed that some are a set 
length, whilst others are more flexible in this 
respect? 

(Please tick one block only) 

7.4 . Do you believe that independent study topics are most 
valuable when done: 

EITHER (a ) at Junior Secondary level, i.e . Standard 6 and 7? 

OR (b) at Senior Secondary level , i . e. Standard 8 to 10? 

OR (c) throughout the High School? 

OR (d) throughout the High School BUT excluding 
standard iO? 

(Please tick one block only) 

42 
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7.5. Do you believe that independent study topics should 
be done: 

EITHER 

OR 

OR 

D. 

8.1.1. 

EITHER 

OR 

OR 

OR 

OR 

8.1.2. 

(a) 

(b) 

(c) 

in class time? 

only as tlhomework U ? 

partly in class time and partly as "homework"? 

(Please tick one block only) 

I 
THE ASSESSMENT OF INDEPENDENT STUDY TOPICS. 

How do you believe that assessment of independent 
study topics ought to be done? 

(a) by nu;~ans of a numerical mark? 

(b) by means of a symbol? 

(c) by means of a written comment only? 

(d) by means of a mark or symbol AND a written 
comment? 

( e) by means of peer-evaluation by the pupils 
in the group? 

(Please tick one block only) 

In cases where a numerical mark has been given 
for independent study topics, do you: 

EITHER , (a) 

OR (b) 

incorporate these marks into 'term marks only? 

incorporate these marks into examination marks 
only? 

OR (c) incorporate these marks into the year mark 
only? 

OR (d) incorporate these marks into the year mark 
and term marks? 

OR (e) not incorporate thes~ marks into any of the 
above? 

8.2. 

(Please tick one block only) 

Do you believe that independent study topics in 
Standard 10 should be marked internally by the 
teacher concerned, but moderated by an external 
examiner for inclusion into the Senior Certificate 
Examination? 

(Please tick the appropriate block) 

1-~56 
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E . PROBLEMS IN APPLYING INDEPENDENT STUDY TOPICS IN GEOGRAPHY. 

9. The following twelve sections broadly cover the High School 
Geography syllabus. In your opinion to what extent does 
each section of the syllabus facilitate the introduction of 
independent study topics? Please use the following rating: 

1 indicates that the section has little potential 
for the introduction of independent study approaches. 

2 indicates that .the section has some potential for 
the introductiort of independent study approaches. 

3 indicates that the section has great potential for 
the introduction of independent study approaches. 

Insert rating 
1 - 3 here 

10.1. 

( a) 

(b) 

(c) 

(d) 

(e) 

(f) 

(g) 

(h) 

(i) 

( j ) 

(k) 

(1) 

Map reading and interpretation. 

Climatology and meteorology. 

Geomorphology. 

Nature .. l regions. 

Economic Geography. 

Developing and developed countries and the 
economic development of such areas. 

Urban settlement Geography. 

Rural settlement Geography. 

Po p ulation Geography. 

South Africa. 

The regional Geography of Africa. 

The Geograph,Y of , regions outside Africa. 

(Please check that all the above have a 
I - 3 rating) 

i 

The problems listed below are ones which could arise in the 
conducting of independent study topics. Please indicate 
by placing a tick in the appropriate block whether you 
consider each of the problems to be a major one, a minor 
one or not a problem in conducting independent stUdies 
in Geography. 

( a) The limited time at 
pupils' disposal. 

( b) The pupils' lack of 
motivation. 

the 

Major 
Problem 

Minor 
Problem 

Not a 
Problem 

25 

26 

1 

1 

1 

1 

1 

1 

1 

2 

3 

4 

5 

6 

7 

8 

9 

o 

2 1 

2 

2 

2 

2 

3 

4 



10.2. 

10. 

(c) The limited time at 
the teacher's disposal 

(d) The length of the 
syllabus to be 
covered in each 
standard 

(e) The constraints of 
the eXi'I11ination 
system 

(f) The lack of primary 
and secondary re-
search resources 

(g) The lack of previous 
teacher experience 
in applying indepen-
dent study topics 

(h) The size of the 
classes .. 

(iJ The diverse 
abilities of the 
pupils 

361 

Major 
Problem 

Minor 
Problem 

Not a 
Problem 

Please indicate any other problems which you have encountered 
in conducting independent study topics; 

, 

27 

28 
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30 

31 

32 

33 
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Dear Principal 

2 Elizabeth Road 
Cambridge 

East London 
5247 

5 May 1985 

Questionnaire Independent Study Topics in High School 

Geography. 

It would be greatly .appreciated if your school would assist me by 
taking part in a survey being conducted for the purpose of research 
for the M Ed degree of Rhodes University on the organisation and 
management of Independent Study Topics in High ·School Geography. 
Your school has been selected as you offer Geography to Standard 
Ten. 

The enclosed questionnaire is, with your permission, to be answered 
by a member of the Geography Department at your school. 

The questionnaire has been a~proved by the cape Education Department 
(see extract from letter attached hereto> and by Mr Willem 
Diepev~en, Chairman of the Cape Education Department's Geography 
Study Group and at present Chief Superlntendent of Education in 
the Border Area. 

I should app~eciate it if this matter could be dealt with as soon 
as possible during the third term. I enclose a stamped, addressed 
envelope with the questionnaire for its return. 

As I feel that my research will benefit both individual teachers 
of Geography and the pupils, I shall make relevant results 
available to the S.A.T.A., the S.A.O.U. and the Teachers' Centres 
for use if they so desire. 

Thank you in anticipation for your assistance. 

Yours faithfully 

Ursula. van Harmelen (Miss> 
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To : The Subject Head of Geography . 

Dear Colleague, 

2 Elizabeth Road 
Cambridge 

East London 
5247 

5 May 1986 

Questionnaire Independent Study Topics in High School 
Geography. 

I should sincerely appreciate it if you or some other member of the 
Geography Department at your school would spare some time in 
answering this questionnaire which is part of the research t01.-ards 
an M Ed degree of Rhodes University on the -organisation and manage­
ment of Independent Study Topics in High School Geography. 

Realising how busy teachers are, I conducted a pilot survey and the 
average time taken to answer the questionnaire is 30 minutes . 
I hope , therefore, that this will not place too much of a burden 
on either yourself or your staff. I enclose a stamped, addressed 
envelope with the questionnaire for its return . 

I should very much appreciate the return of the questionnaire as 
soon as possible . 

As I believe that my research will be of benefit to all teachers of 
Geography and pupils, I shall make the relevant results available 
to Teachers ' Centres in the Cape and to the S.A . T.A . and the S.A . O.U. 

Thanking you in anticipation for your assistance. 

Yours sincerely 

Ursula van Harmelen (Miss) 
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\ 
EXTRACT FROM DEPARTMENTAL LETTER OF APPROVAL 

OEPAP.TEMENT V AN ONDERWYS 

r·p ·:"~\ · !~~!;iAU. Gi:.[iOU . w.c..ALSTnA "~T. 

1'':;:;[!"..I$ 1:; . "AA~S7AC. . GOOO 

Miss U. van Harmelen 
2 EI izabeth Road 
Cambridge 
EAST LCNCON 
5247 

Dear Miss van Harmelen 

DEPARTMENT Of EDUCATION 

i'RQVINCIAL BlJlLDING, WALf STRE€.l, 
P.O. BuX 1:1. CA('E TQWr.: . BOOO 

T'ELEY.S 
522368 Tof:L.I:X 

TELECRAM EDUCATION 
TEL .. "OON 45-9218 
TEL.ErHONE 

NAV"AE 
r-:""QUIRIt.:$ 

Dr G. de Villiers 

V£FfWV:;IN(;; L.15/73/7 RE,.'ERENCE 

c ... TUM. 19 May 19S6 DATE 

THE ORGA"IISATICN AND MANAGEMENT OF INDEPENDENT STUDY TOPICS 
IN HIGH SCl-OOL WITH SPECIAL REFERENCE TO GEOGRAPHY: M.ED. STUDY 

1. With reference to your letter of 27 April 1986 the Department 
wishes to inform you that 

2. Your application is granted subject to the following con­
ditions. 

2.1 No teacher/principal or head of teachers' centres is under 
any obi igation to provide the information required, or 
to co-operate in the research in any other way. 

2.2 No teacher, principal, head of teachers' centre, teachers' 
centre or school may be identifiable in any way, either 
from the research results or the que s tionnaire itself. 

2.3 All arrangements in connection with your project must be 
undertaken by yourself. 

2.4 No research or data collection may be carried out in 
schools during the fourth term . 

2.5 The conditions 2.1 - 2.4 abov'e must be quoted in full when 
you approach the principa'is of the schools or heads of 
teachers' centres involved. 
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Criteria lor Classroom Research by Teachers 

The essence of what I am advocating is the development 
of a teacher's professional expertise and judgement. 
Although many teachers are in broad agreement with 
this general aim, some are quite rightly concerned about 
~o": far involvem~nt in ?assroom research activity will 
lmpmge upon thell teaching and on their personal time. 
Concerns, are also raised ~s to the utilitarian or practical " 
value of classroom research. With these concerns in mind 
let me suggest the following five principles fot classroo~ 
research by teachers. 

-.I The titst is that the teacher's primary job is to teach and 
any research method should not interfere with or di;rupt 
the teac...\i.ng commitme~t. 1his rule of thumb should 
serve to quell immediate concerns, but it also points to 
certain ethical considerations. In some instances, it may be 
inevitable that the adoption of a new and barely intern. 
alized teaching strategy is initially less eHective than the 
way one previously taught. Is. it ethical, therefore, some 
may ask, for a teacher to subject students to an inferior 
performance when the original behaviour Was perfectly 
adequate? These are questions which ultimately can only 
be ans\vered by the individuals involve~. For my part, I ,-

4Z A Teacher';, Guide to C/as;,room Research 

am prepare~ to stand behind the teacher's judgement, 
parncu1arly if the teachers involved are so concerned 
about improving the teaching and the learning experience 
of their students that they have broken the mould and are 
experimenting with new models. 'In becoming a 
teacher-re~earcher, the ~divi~ual teacher is deliberately 
and consaously expanding hlS or her role to include a 
profeSSional element. It is almost inconceivable then that 
he. or she wouJd do this and at the same time ignore the 
pnmacy of the teachingnearning act. 
~ The second criterion is t?at the method o~ data coUection 

. must not be too demanding on the teacher's time. As a 
corollary, the teacher needs to be certain about the data 
collection technique before using it. The reasons for this 
are obvious. Teachers already consider themselves over­
worked and there are continuing demands for increased 
preparation and professional development time. It is naive 
to assume that the adoption of a research role will make 
no inroads on a teacher's private time. 11tis can be re­
~uced. ho:vever, by judicious use of speci6c data collec­
hon techruques, and the utilization of easily analysed 
di~gnostic methods. For example, the tape recorder is 
WIdely regarded as a very useful tool for the classroom 
researcher. It is, however, extremely expensive to use 
both in terms of time and money. It takes approximately 
50% longer to.lis~en to a.tap.e than to make it, and on top 
of that transcnption (whJch IS necessary if full use is to be 
made of the method) is both time conSuming or expen­
sive. Given this, it is advisable to use another method for 
broad spectrum diagnosis and reserve such intensive 
techniques for specific and fmely focused enquiries. A 
taxonomy of data collection techniques is presented in 
chapter six, and in chapter seven a number of techniques 
for classroom observation are discussed. 

The third criterion is perhaps the most contentious: The 
~ methodology employed must be rellable enough to allow 

teachers to formulate hypotheses confldently.and develop 
strategies appUcable to their classroom situation. Tradi­
tional researchers hold a poor opinion of action research. 
In many cases, that opinion is well founded particularly if 
it is based on individual pieces of research. It behoves all 
researchers, be they psycho-statisticians engaged in large 

',,,,.n.""'" 
Resea.rch and Oassroom Research by Teacheo 45 

scale research or a primary teacher testing Piaget's 
· theoretical hypotheses, to be rigoro,!s abou~ the~ 

Dlethodology. It is n? excuse at ~ to claJ..~ that n~our IS 
· unnecessary because the rese~ 15 pr~ct~ti?ner onent~d, 
· small scale, or used solely to unprove mdivldual practice. 
· U a change in teaching strategy is to be made, then that 
\decision needs to be based on reliable data. These issues 
(fonn the substance of chapter eight. 
, The fourth criterion is that the research problem under­

'\.. taken by the teacher should be one to whi.ch he ~r ~he .is 
~ committed. Although this sounds seU-evldent, I~ 15. dif­

Iicult enough, given all the J?ressures ~n ~ t~a~e~ s !lme, 
to sustain energy in a project even if It 15 mtrtnslcally 
interesting and important to the teachers' professional 
activities. As a corollary. the problem must in fact ~e a 
problem; that is, the problem must be capable of soluhon, 
else by defmition it is not a problem. If a teacb.er choo~es 
a topic that is toci complex .or amorphous then frustrahon 
and disillusionment will soon set in. 

The &fth criterion relers to the need for teacher-re-
~ searchers to pay close attention .to the ethical procedures 

surrounding their ..... ork. Ethical standards for classroom 
researchers have been worked out over the past decade .by 
researchers associated with the Centre for Apphed 
Research in Education (e.g. Macdonald and Walker, 1974 
Simons 1982). A summary of ethical. procedures for 
teacher-researchers is found in Appendix B. 

In the chapters that follow, these criteria will be dealt 
with in more detail. In the next chapter, problem forma­
tion and the ways to initiate classroom research projects 
are discussed. 

Commentary 

In this chapter, I have discussed and critiqued the conc~pt 
of educational action research. The importan~ of a~lon 
research is not" to be underestimated, because It proVldes 
teachers with a legitimate and more appropriate alter· 
native to traditional research designs. And in its present 
form, it also provides a guide to action. We must, ho,~ev~r, 
be aware of the problems associated with too prescnphve 

". ... : 

"" .. .. 
.. :.:. 
:.' 
, . ~.: 
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APPENDIX 6A 

SCHOOL TRAIL 



A. 

AIMS: 

!~~_§g~QQ~_!BB!b_=_!sBgtlsB§_!~IBQQ~~!!Q~ 

The s c hool t rail, 
how large or how 
about field wor k 
High Schools. 

i s any trail around any school, no matter 
s mall, designed to develop a knowledge 

especially for the younger pupils in the 

The aims of such a tr a i 1 a r-e as· far- as the teacher- is 
concerned: 

1. 

2. 

3. 

4. 

5. 

To train the Std. 6 and 7 pupils in the arts of field wor k . 

To prepare them for 
either lat e r in the 
classes . 

more sophisticated field excursions 
std. 6 and 7 year or in the Senior 

To allow them to develop , in a practical manner, the skills 
they learn in the cl assroo m. 

To enable them to p u t their theoretical knowledg e int o 
practice. 

To teach them s imple problem 
Geography and the environme n t. 

salving with r egard to 

6. To teach them team work and the va lue o f team wod( . 

7. To teach them responsi bi 1 i ty towards thei r tea m and to 1 earn 
to work wi thout c:onst':ln t close quarters supervi si on. 

8. To enable them to d e ve l op leader shi p qualities. 

9. To develop within the pLlpil a sense of the environment and a 
sense of responsibility towa rds the e n v i ronment. 

10. To make the pupils conscious of the va lue o f Geography as a 
discipline . 

B. eQ~B~!e§s§_e~Q_y'§~§_QE_!~~_§~~QQb_!8a!b 

The sc h oo l trail 
advantages . 

a s a fie l d-work exercise , has , m.;o.ny 

1. It is easy to design. 

2. 

3 . 

4. 

Does not necessitat e tak ing the pupils awa y from the school 
with all its attendant hassles. 

Can be done dllr ing class periods. 

Selectively can b e practiced as only those sections which 
~pp l y can be used at a ti me . 

2 

~ " One c lass at a time does the work and th is makes contro l an d 
organi2ation easier. 

b. 

7. 

B. 

As much or as little time as 
trail. 

r equired can be spent an th e 

It can be adapted to suit different age groups or levels of 
a bility and can be a s complex or as simple a s is desir e d . 

It lends itself to a great deal of follOW-LIP work whi c h can 
form the basi s o f yea,· marks, 
or as a ful .l scale project. 

either as separate e xerc ises 

The School Trail can be utilized in a var iety of way?: 

!::l~!tiQQ_! 

Using the trail to introd uce different sec t i ons of the syl l abLls 
to the pupils. 

a) 

b) 

c) 

d) 

Where the trai l is used for t h is purpose, sections of the 
trail are chosen, a period is spent in the f ie ld and follow 
up wor-k is d o ne. 

At the same time a nLlmber of prac tical aspects are covered , 
which will bath allow for class d isc ussion and practical 
application o f skills. 

Where thi s method is used t he trai I caul d stretch acr"oss as 
much as 2 terms (where 2 lessons a week are allocated for 
tbe subject). 

When t he wo rk i s completed a project can be done '''hich 
incorporat e s both the practical aspects of the tr ai l and the 
theoretica l work done in t he classroom. 

t!sItiQ!Lg 

Using the trail as revision of various s ect i ons . This method 
f ollows bas ica lly the same pattern as in 1, e >: cept that sections 
are selected after the theoretical work has been done. 

t!sIlimL~ 

Using the trail as a sing fi e ld-wo r k assignment after all the 
Geomorphology, mapwork and nat ur al r eg ions have been t ,:;.ught. 

a) L>Jliere this method is used the preparation Clnd o rganization 

w ..... 
o 



b) 

0 ) 

d) 

3 

of the field-trip foll o ws much the same lines as for any 
field e Jo( cursion. 

Cl ass periods can sti ll, h owever, be used a nd it would take 
abou t 6 periods to complete . 

The follow-up wor k would again take the same format as for 
any the field work excursion. 

The project o r fol low-up e x ercises would then be done as for 
"my project of th i s nature. 

t1.5;!t!mL1 

Use as a s implified in troduction to the year's work . 

In this case the trail would be presented to the pupils r ight at 
the start of the year , and they \'lQuld be given 4 o r 5 periods i n 
the field. 

A pr'oject 
usef u l way 
right from 

could then 
to g et to 
the s tart. 

be set. The trail used in this 
know the pupi l s abilities a nd 

A. 

1. 

2. 

3 . 

4. 

" ~ . 

6 . 

7 . 

Ib~_~C~!!_~Q~~[§_1ng_£Ql!Q~iQg_2C~e§: 

The "waste- l and" next to the school hockey fi e ld . 

The Hoc key field. 

The netb all field. 

The s wimming bath. 

Te.,n i s courts. 

The compost heap. 

The music r ooms area. 

8. The I-Ieather' camp. 

9 . The shrubbery. 

10 . A general view o f the school. 

way is a 
weaknesses 

4 

B. ~9~_~lll_Ug~g_~b~_fQllQ~iug~ 

1. 
Clipboa rd and paper, pencil and rubber. 

2 . 
Small plastiC sample bags with sticky labels. 

.J. Old tape meaSure • 

4. 2 metre st ic ks per group. 

o. c linome ter per group. 

6. 2 compasses per group. 

7 . Soi I test ki t. 

Appar atus for trampling e x periment 

Small d i gging tool . 

in the Biology l ab. 

B. 

9 . 

10. "Homemade dumpy- level". 

11. Math s set. 

12 . string. 

13 . A pair of scis50rs. 

elt!!~ 

i ) Train yOU to ob5erve. 
probl em5 • 

Teach you to sol ve ever yday practical geographical 
the classroom 

i t) 
skills you have learnt in 

iii) Teach you to apply 
to reality. 

iv) to apply your 
theoretical knowledge to 

the rea l 

w 
" ~ 

v) 

Teach you 
situation. 

Teach 
li ves 

you tha t Geography i5 an 
and not 5imply a tex tbook 

integral part of an everyd ay 

s ubj e ct. 



1. 

1. 

2. 

5 

Ib~_:~~§~~=~~~Q:_~L~~ 

a) Are the trees in this area indigenous or exotic? 

b) Are they evergreen and deciduous? 

c) Identif y these trees. 

d) Take leaf samp les irom the trees and press them for 
mounting later on. 

Notice the vegetation differences between the school hockey 
field and the embankment area. 

cd Account for- the di fferenees. 

i) In the grass types. 

b) 

NB 

0) 

d) 

b 

ii) For the differences in the variety of vegetation. 

Roughly mar-k off a square metre of ground at the base of the 
filter bed!5 and collec t plant samples from this area. Make 
SLlre that you get a small sampl e of Each pI ant in your 
square metre. Place these in a plastic bag and label. 

i> Do not break-off the samples - cut them. 

ii) Be very careful not to break plants or d~m~ge the 
root s. 

REMEMBER A GEOGRAPHER IS ALSO A NATURE CONSi;RVATIONIST. 

iii) Press these samples for later identification and 
remember to describe each sample as to colo!.lr and 
texture as you do with the tree l ea~es before press ing, 
attempt also to identify as many as possible . 

i~) Describe any adaptations these plants ha~e made to suit 
thei r envi ronrr,ent. 

v) Also take a SOIL SAMPLE of this area . 

Consider all the vegetation types in this area and 

i ) Describe the seed dispersal methods which a r e 
noticeable in the area. 

i i ) Sketch the seeds/or collect as many as you can. 

iii) Discuss any details you may have noticed with regard to 
either plan s!.lccessions or to competition for light and 
ai r. 

Wh a t is the function, if any, of these trees? 

------------------------------------------------------------
------------------------------------------------------------
------------------------------------------------------------
------------------------------------------------------------

W ...... 
N 



2. 

1. 

2. 

3. 

4. 

7 

!n~_~Q£k!!~_Ei. ~!'Q 

Why is the drain 
f i el d? 

necessary along the edge of the Hockey 

------------------------------------------------------------
-------------------------------------------------------
------------------------------------------------------------
---------------------------------------------------------
Why a r e s oil particl es found in this drain? 

--------------------------------------------------------
-----------------------------------------------------
---------------------------------------------------------
--- --._------------------------------------------------------

Take note of the soil 
their size ~nd tex ture 
tr e es are si b .. lat ed. 
dtfferences. 

parti c les in the drain and compar e 
with that of the embankment where the 

Explain the reasons for these 

----------------------------------------------------------
-------------------------------------------------------
--------- ------------------------------------------
-------------------------------------------------------
a) 

What e rosi on process is active on this embankment? 

-------------------------------------------------------
-------------------------------------------------------
-------------------------------------------------------
--------------------------------------------------

a 

b) What has been done to slow the erosion process? 

~I6~QB8~_Z_§g~QQb_IB6!b 

6. 

What is the function of the trees surr ounding the Hockey 
fi el d? 

--------------------------------~------------------- --------

a) 

b) 

Identify these trees. 
deciduous or evergr een? 
trees wi th those of the 
n ote observations. 

Are they exotic or indi yenous, 
Compare the l eaves of thes~ 

trees along the filter beds an~ 

Study these trees and e~plain the followi n g: 

il Why does fungus grow on the trun k s ? 



7. 

8. 

i i ) 

iii) 

Which side 
fungus? 

9 

of the trun ks is covered most by the 

Is there any evidence of secondary growth on these 
trees? If SOt what has c8used it? 

Take a soil sample from the embankment and 1 abel it. 

Ta ke note 
along the 

of the path that 
Netball fields and 

has formed on 
Hoc key fields. 

the embankment 

a) What has cClused this path to form? 

b) How could this affect erosion in the area? 

c) How does this type of erosion develop on farms? 

------------ --- -------

3. 

d) 

10 

Take a soil sample from the 
follow-UP exercise later.) 

path a nd label it. (See 

Ib~_~g~g!ll_Ei~lQ§_!nQ_§~iroming_~~~h 
1. Take note of the growth of weedS on the ground surface 

and Netball fields. 
What do you notice regarding the PATTERN of weed 

growth? 
a) 

---- ---------------
---------------

----------- ------ --------

----- ------------------- ------

- ------------------------- ---- - - -----

b ) 
Why has this pattern developed? 

------------- ------ -----
- ------- -----

-------------------- ------ - -----
---------------------- -----

-------------_.----

Take a soil sample of the Netball field 

<..: 

" 
(just a fej=> 

2. gt ains off the top surface.) 

3. Take note of the embankment ~nd wall acea next to the 

swimming bath area . 
Note the deposit of sai1 in the drain along this 

a) 
area. 

i) Where is there more 
the diffp-rences • 

deposi tion? 
Account for 

- - -----
---- - -----------------

-----
-------------

------------- ------
-------- -



4 . 

~. 

b) 

c) 

11 

Measure the width 
where the wall is, 
area is. 

of the top of the embankment, 
and where the natural grass 

1) Why is there such a difference in this width? 

Study the grass embankment here and describe what 
miniab .. lr-e landform/s has/have developed here. 

Study the concrete apron alongside the swimming bath and 
note the brown rusty patches on the concrete. Explain what 
has caused them and describe the weathering process which is 
active here. 

What other evidences of weathering are there on the wall of 
the swimming bath? Describe the processes. 

6. 

7. 

4. 

12 

What type 
of rock is the brick of which the wall is made? 

---------------------------------
Go into the swimming bath enclosure. 
which have formed on the surface of the 

Note 
water. 

il 
In which direction are they moving? 

iU 
Where are they largest and why? 

------

the wavelets 

-----~-------------------------- ------------------------
--------------------------
-----------------

Ih~_I~un~~_GQ~C~~ 

1. What 
evidences are ther-e of weathering on the c::m.Jrts? 

U0 

'" --------_______ ____________________ _ ___________________________ tn 

2. 

---------------------------------------
--------------

What other- factor-s are involved 
sur-faces of the cour-ts? 

---------

in the br-eak-up of 

--------------------------

the 

---------------------------------------
-----------------------------------------------------
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5. In~_~Q~eQ§t_tl~~e 

The compost heap may be consi d ered to be an ecosystem. 

1. 

.< . 

3 . 

4. 

What is an ecosystem? 

lvhich elements ar-e associated with the maintenance of 
this ecosystem? 

Describe the process which is occurring h ere. 

Compare the material on the 
heap with that of the pool 
notice here. 

street side of the compost 
side. Describe: what you 

-------------------------------------------------------
-------------------------------------------------------

6. 

14 

S. Take a sample of the material on the pool side. 

Ibg_~~§is_6QQm~_6[~~ 

1. 

2. 

3 . 

4 . 

Explain why fungus growth occurs on the roof here. 

--------------------------------------_._---------------

Which side is most covered with fungus? Why? 

Move to the school side of t he Music 
note o f th e effect of the p~efab on 
Describe what has happened here. 

Rooms, and take 
the. vegetation. 

Note the a p pear ance of fungus underneath 
Explain why it grows here . 

the prefab. 

W ...... 
0> 

-------------------------------------------------------



7. 

~ ". 

6. 

15 

Move to the ~~~tb~c __ £eme. 
erected here? 

Why has the calr,p been 

Note the vegetation on the top of the drainpipe. Give 
TWO reasons for its appearance here and explain why it 
is able to grow in the drainpipe. 

Ib.~L§b.C~9.~~Cl! 

1. Take leaf samples from the plants and trees in 
shrubbery (be careful not to break branches - just 
leaf,> (Follow-up exercises later.) 

2. Write a note on the differ-ent plant levels here 

the 
one 

and 
comp are this area to an equatori a1 for-est ar-ea. 
Explain the effect of these different levels with 
regard to competition for sunlight. 

8. 

3. 

4. 

16 

Why is ground cover absent under same of the plants? 

----------------------------

--------------------
------------------

HoW did the miniature 
of the slope here? 

alluvial fan 

--------
---------------
-----------------

---------

----------
develop at U"le base 

--------
---------------

----------------------

~§.!!§.r:~l front of the school . 
surface to bre-a.{ I..lp? 

1. Take 
What 

note of the driveway in the 
is causing the asphalt (tar) 

----------~ 

2. 

'-J 
-----------------'::::---------------

---------
-----------------------------------

camp to the 

Take note of 
school gate. 

the slope 
from the 1-leather 

slope by doing a 

a> Calculate the gradient 
gradient e~ercise. 

of this 

------------------------
----------------------------

----------

---------------------------------------
---------------------------------------------



b) 

17 

What effect will this slope have on 
draining off the driveway rain 
consequences can this have? 

the water 
and what 

3. Study the schoo l building and describe which side shows 
signs of weathering . Expla in the reasons for your 
f~ndings. 

4. What eVidence , other that the above, 
prevailing winds in the schoo l grounds? 

\ 

are there of 

'\.. 

W 
-..J 
CP 
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S'lD 7 : BORSESBOE VALLEY ASSIGNMENT 

AIM: The aim of this assignment is to make a Biogeograpbical analysis of a 
rIVerine ecosystem and tbe adjacent slopes.1 To this end the following objectives 
are important:-

(i) To analyse the valley slopes, relating the biotic and abiotic components 
to the broader ecosystem and to assess the effect of the valley slope 
processes on the riverine ecosystem. 

(ii) To analyse tbe river valley floor and tbe river in order to asSesS the 
stability of the ecosystem. 

.' , .. ,' 

" . ..:..... . '. , ~ 

(iii) To analyse the effect of man's activities in the area to . as~r:tain ,::) J . 

whether these activities are influencing the ecosystem of the" area and 
if s~ .. to what extent. 

GENERAL 

1. The assiaument, this year, 

a) s written report 

may take the form of EITHER 

OR 
b) 

OR 

a written report with a poster campaign. to . make the .public aware of the 
dangers in this area related to the ecology 

c) s sC£entific; investigation relating to a specific aspect of the area and 
its problems and solutions. 

The written sectiOn can either be done in "our nature study books cir can be done 
in a looseleaf folder. If a poste:: campaign is to be undertaken there muat be 
no less than three posters and the report will naturally be less detailed. A 
scientific investigation will need to have a written section, with possibly a 
model or aome other visual evidence of the study undertaken. ..' 

2. Marlta will be allocated as follows: 

a) Content 40: Here we wilt ' bEi 'looking for depth of detail and UDCierstanding 
of,tbe material presented •. 

I: ";. : ,! ," .~'; . ' . . .". _ _ 

b) Illustrstions 30: Marks will be awsrded for the relevance and visual im­
pact of the illustrative material. The way in which 
the illustrations are presented will naturally depend 
on the format chosen. It' must be remembered though 

c) 

that . 

i) 

ii) 

. iii) . 

iv) . 
; ', 

NO pictures will be allowed from books or magazines 
- ' , .. ,-

Graphs, tables, diagrams are 'extremely val~ble 
illustrative material 

Photographs, if used', must have 'beadings and Cap-
tions and must not be merely decorative .1; 
Labelling, framtng, etc. muat be done neatly ~ 
CORRECTLY. ,., 

Innovation' 10 '- ?.O::.'·Here we ate looking for original ideas and original . 
. 1' ; .", scientific investigations '!ind results. ' .. . :." , 

' . . J : . ' . l ! 
Language and presentation: 10 - 20: WATCH spelling, gr8lllllar, etc. 

. • . ": :-;.. I ; . ~,~", ' . :: . ~ :.. , : . . 
. . _ .M ... ", . c-
o' ,> . ,,,",').1,; ~ ... .c.,. _. - • 

d) 

3. 
--. 

The format you choose will obviously affect the way in which tbe projilct is · .i' . , . 
presented, but whichever format is chosen the following aspects muat be in- .. : 
cluded in the written section: ·· ... <:n 
i) 

ii). 
iii) 
iv) 

v)/ 

A TITLE .,page . 
Acknawledl!ements (behind the title page) 
A table of contents ) 
A list of illustrations) on separate pages 

.... 



/ ;381 
: ;. 

t . ,.. . . 

,- .Ii " ":; \ : ':':':~L' !( (.\'}' 

, _ 4., N.B. !Kl extenaion of time., will be giveJ1. :-rhe ,du~ date il! 20 AUGUST"':J "~ 
" 

. " ... .. : :: ),?f . , " : .'. ~ ' 1 " I;"} ! !lk:\ :,L :'! !'~ f.~.J<.,'::rq .: 

. ~ . ' 
', ..... • ~ t . .. , 

, .. ' : . , ,: " .:. . 
:., .. • • • J .. " J 

The following guidelines are suggestions and need not be followed absolutety ,_ , " ! '\ : " 

but it mus,t be stressed that the assignment requires thought, hard work and ,>'. "';'" 
,0' . 

application. . ~ .-
J ' 

1. Valley Slope AnalySis: .... J. " , .... ;. :.: .~' .... -: 
This should' incl'oo~' 

'i .,. ', . ~. , ..... : c' ....• : 
" .. " -I : ,: .,. ..:. i . ...:. : 

, ', '; I ' ' .. ,' • 

a) a des~rip,tion ,t'lnd.,};xplllIl:at.i,on o~ ,the cwo slopes studied 'with regai-d' 'to 
.' ••• J _ •. 

b) 

i)ailpect, gradient.- hei,8h' ah:. nafti. sel ," , __ ' , 
ii) vegetation and soil - here an analysis will be ma4e with regard' to 

vegetation types, variety, density, height aDd also soils with re­
gard to colour, texture and moisture 

iii) the geology of the area, - rock types and weathering processes , 

an analysis of the processes active on the slope: 
:-', . 

i) mass wasting 
ii) work of water i. , 

iii) man's influence .. 

c) '8. hrief ' look at dte--rte:t'eatc ldacor.y::a the ill&. 

In, this section you will include (i) 
aDd (iii) ~a~hs. " " 

photographs, (ii) gradient exercises , 
., 

2. The River~lysis 'and Flo~ Plliin: 

Here you will need to " , 
't · ', 

a) describe the type of river 
b) describe the valley floor and the flood plain 
c) describe the geology : , "" 
d) analyse the vegetation and its role, with reg~td, to the drainage of the 

area, the way it pr,ovides a buffer zone betweeD the river and the 
slopes, etc; ' ' " 

e) , analyse ,the erosive action of ' the river and ' determine the effectiveness 
' of th~ river, as aD. ai!;ent of eros~oii. , • 

f) look at the processes ' related to the stage of Elver development 
g) analyse the biotic and abiotic components of tie river ecosystem 
h) analyse the ' effect of man on the' riv,er:. the NBhoon Dam, the weir, 

the causeway> the p,U!IIPing of water, etc. 

In this section you will include photographs" dillgrmDa, graphs and the 
w~ter watch 'analysis, 

. : . i ~: 

3. The effect oi ~ in th~ ' area:' 

4./ 
'" , .:; 
" . 

Here you will need to examine the possible, effect of the settlement 
the roads, the dump, footpaths, and consider haw &ad to what extent 
affect ' the 'area. 

type,' ;: 
theY'" ~, t. 7 .' 

' .. ... 'f1 !"s.: :. ~t 

,r . " !' ... .. 

:. ~ < .: ~ . 

,', 

) ' ." .', ',; ' fT/I '.l 
. ,;' ;..' ···~1..A · . 

, J , ' .. ~ ./I 
: .... :f::: t.-L -;;H., ·J.il ~.: . j il '! A . 

.~' . ,': . . 
. ..•. : . .. : " , 



,". ; . . ... 
" ' 3 

4. Results: 

Are there problema in the area·? What are they? What possible solutions 
can be found? 

R.B. If you are doing a scientific investigation, some of the following 
aspects may interest you: 

i) !be flow pattern and its effect on erosion and the effectiveness of 
the river 

ii) Han and the river with regard to flow pattern and the ecosystem and 
river effectiveness 

iii) The effect of slope steeping on the drainage and flow pattern of the 
river. 

iv) The effect of the geology on the shape and formation of the Horseshoe 
Valley. 

N.B. If you do a poster campaign with the report you will only need to 
describe'the area and include the relevant graphs, etc. (perhaps on 
the posters). 

i) One poster should create an awareness impact 

ii) One poster should inform of the problem 

iii) One poster should offer solutions. 

" .~ .. 

- 000 -

. ' 

... . . .-. . 

~ : ........ . , ... ~ .. 
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~ .. ~ 
8TD 10 HOGSBACK ElCPElJI'rIOn-

,!., . . \ 
' .. 

SATURDAY -
·Aim: 
~ 

( i) 

(u) 

To study. the effects · of· microclimatology on a mountain area and to generate 
a ' better Understanding of the inter-relationship between the physical 

aspects of the area and man's use of the iand's natural phenOll!ellC\. 

To consolidate the theoretical knowledge of maps and · to relate particular 
. examples to the actual topographical features~ . 

(iii) . To make a specific study of the morphology of ·a Hamlet. 

EBuipment required : 

General 

Each group is to be equipped with the following: 
Clinometer, compass, camera . 

Eich girl to have 

Haversack, clipboard, pencil, ruler, paper; sample bags (small plastioh also 
water bottle, mao and jersey; map. 

Questionnaire and ' instructions: 

A. Map of the area: . 

1. What is the name of the map (1 :50 000) that oOVers the partioillar' . 
section whioh is being studied? Give its date . of surveying and publioation. 
What does this immediately warn you of? 

' ..... 
2. What is the oontour interval? . ' 
3. 

5. 

6. 

Take note of any ·new deVelopments whioh ba,;~ t '~ken place sinoe the publi­
cation of the topographioal sheet? List as 'many as you oan from the 

various vantage points. . " 
Take note of the position of any trig beacons we pass and ,indioate them " ' 
.on your map. 

Take note of the various vegetation and land use types and indicate them _ 
on the map (sketoh) so that you may correlate them with .the 1: 50 ,.000. 

. . . 
Take note of altitude readings on the ' map from , the various vantage points 
so that you may do a gradient oalculation later of the route whioh was 
followed. Substantiate , them ,-lith slope readings. 

1 • . Mark the route followed on your map • .' 

B. Geology and Geomorphology (General): 

. -\ . , 

1. What types of rock are found in the area? Take a few small samples. 
Describe their colour, both when weathered and fresh and explain the 
weathering processes which have been aotive. 

2. Take note of selective weathering, if any, and account for it ~ 

3. Take note of the pebble sizes in the various streams and account for the 
weathering which has occurred along the stream beds and account for the 
size of the bed load. 

4. What evidence is there of mass wasting on the slopes? Desoribe it and 
account for the phenomenon. 

5. 

6. 

Do at least three random soil profile studies along the route. Take note 
of the soil horizons, different colours and depths. Account for differences . 
Do these along the top road, along the central zone and at the Hamlet • 

. /; . , 
, 

What evidence is there of a dome , free face, i nclined strata, columnar 
Weathering? Take note of whe, 'e these exist and account for their presence 
and formation • 

.,-
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HOGSBAac ElCPEDITION STD 10 l'Bge.,.2 ". 
~ • ' . ' I .. ;': , .;~w: .. ,: .. ~.~; . 

C. Vegetation: ~ , . .... 
1~ Studi thesoii and "vegetation' at selected spots' along the route ~ .... , 

answer the following: , /- ., . , 
. : ' :,~. . ,: ... :'" .: ,::~';.~ '. " ..... : - . , ... . ,,/1. ,. ~ .. ,0' .. ... 

. (a) . What relationship is there bet~een the so.il type and depth and 
the vegetation? , . . : :,. 

(b) What adaptations to the microclimate have 'been made by . th~' ·natrira.l 
.vegetation? " . ; ' ' . ; 

'2. Des'cribe 'the plant communities whioii. you not~; ' , ,: . ' . 

~I. • . . ':~ • t. ' 

Describe the ecosystem of the sponge area~ ' 
. , . ' .' :. . , 4.," . . : f . , 

Comm~t on the situation and arrangement Of . the .... afforested :areas. 
Describ.e. the forestry activities ' of thi9 'l'egiOll~" . : i: 

5. Take note of the exotic plants of the area. Is there any .. indication 
that . these could becoml! a . . problem later on? ' .,~ . 

6'. Why do mosses and liohens grow' on trees, etc. where they do? 

.' 
D. The Hamlet: 

. i ' 

1. Draw a sketch map of the area between .The Armine! and. . the Hogsback Inn. 

2 . Indicate the settlements along thE) foute. 

3. Indicate the struotures along this route whichii.re used for purposes other 
than private residenoes . 

4. Comment on the position, 'size and appearance uf' · th~ ~bove-;" 

5. Write a brief report ·on the Arminel and' Hogsbeck ' Inn as resorts . 

6. What do you consider to be the funotion ofthis :llamlet. 

7. Briefly desoribe t~e settlement pattern. . ,' . 

8. What factor/factors do yo''u consider to ha've influenced the pattern? 
., ' 

• • • • • 

" 

; . 
. : ' , , . ," 

'. . .::, .. . ' . :. ' .' 

, l.?::if~;·;:..:_ ' , , .:' '.; ' . . " " ; , ,' ~ ... , : 
.. .. . ;-::. ' C, . ~( 

. 'j:?, ; -t.l!t:.:.:"· 
'~ .... ', ;; -t. '.', 

,.. .1 • ••• , " .. . ~;' ... c· 

, ~' " , .. ... 
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SOIL STUDY 

1. A fresh pit has been dug, and this should expose the soil hO,l:'izol'ls and 
enable a thorough study to be made. 

2. EBUIPMENT 
, '", '.' 
Tape 
'Camera 
Hydrochloric acid . 
pH test kit 
Soil sampling bags 
Clipboards, , etc . ' 

3. PROFILE DE3CRIPI'Imr 

(i) Site description: 

location (a) 
(b) 
(c) 
(d) 
( e) 
(f) 

topography and slope 
drainage 
present rna. t erial 
cil'imate 
vegeta,tion and/or land use 

(ii) Measurements of Horizons and Boundaries: 

(iii) 

Depth and thickness 
Transition Sharp - almost a line ,' ," 

Distinct ' - less than 2,5 em 
Indistinct- 2,5 - 7,5 om 
Diffuse - greater than 7,5 cm . 

Soil colour: ,,-_._---
Unifonn? Speckled? Motiled? 

Pattern of mottling recorded thus - abundance, size, contrast. 

(iv) Soil Texture: 

Sand individual grains can be Bcen or felt. 
Silt - soapy or slippery feel 
Clay - lumpy or sticky when >let. 
Lots of humus gives a greasy feel to the soil. 
heavier than olay soils of equal amount. 

Sandy soils are 

(v) Soil Consistence: 

(vi)/ 

Refers to the general handling of the soil and results from the 
combined effect of structure, textura"organic matter, porosity, 

moisture content, mineral bases. Gives indication of drainage and 
leeching. 

Sticky? -

Plastic? - >lil1 form a roll when rubbed between thumb and forefinger. 

Friable? crush and cohere again. 

Soft? - breaks up easily and will not cohere. 

Loose? - non-coherent. 

Firm? 

Compact? - good consistenoy, digs cleanly. 

Hard? - resistant to pressure. 

Very hard? very resistant. 

The sticky and plastic soils are poorly d~ined often, while hard 
and very hard soils are OVer dry. 

••••••• 
" , 
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N\(vi-) :;:Ceinent~.tio~' of"s6ii ii;':t~~iai; 

~ · (t~ ,-~~ ;I;~ 
J. . \ . "" ,' , " ~. 

Weakly cement~ - can easily be broken up. 
~ , : f':~ 

Strongly cement¢ - cannot be broken by hand but with' a ~~r. 
Indurated - extremely hard. Indication here of olay oontent 
and calcium oarbonate or oxide of iron. 

(vii) Soil structure: 

Refers to the massing of prima.ry soil partioles whether mineral 
or organio. 
Can be divided into: 
Platelike 
Prismlike 
Blooky 
Sphoroidal. 

, '. 
J" 

(viii) Soil pH: 

To test the balance regarding acidity and a:pcalitlity .. · 

(ix) Soil Carbonates: 

.' 

See Table attached. 

FOLLOW UP ElCERCISES: 

Correlate notes which haye been taken in"' the field to assess the soil 
classification. 
Drainage 
Fertility. etc • 

. . " 

,',; 

-: ", - ' 

" " " . . 

. "~.' 

',' I'" tit 

.. ~ ,: 

' . . ". ? ' . t.~:. ';.,,' 1. 

, , ' \', . ,-
• . : ".',;. .:. ~ , ',-1 : ': .; ':'! 

. , . ,;' . ~.' ...... ':, ... ... . ; · .... i .... ,. ;.;.~ .", '.~. ,. : ': "" ; :, l ~ 

" ,' .-.,. 

~J •.• .. f'... .' " ' . •. ' 

........ , .. - .~- .--.'. 
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APPENDIX 7A 

STD 7 WORKSHEET 1986 
("Ecocide") 
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"ECOC!i}E" 

N. B. Read the following instructions carefully before co~pl~ting this study called 
"ECOClDE" • 

1 • Attempt all the questions. 
2. Complete the answers in your independent study workbooks. 
3. Before answp.l'ing the questions, read through the worksheet 'and UNDERLINE (IN RED) 

any words with which you are unhmiliar. 

* * * 
SECTION A 

This section refers to the attached diagrams 1 and 2. Diagram 1 shows a,farm where 
farming malpractices have caused accelerated soil erosion. Diagram ~ shows how 
these poor farming practices can be corrected and how the soil, as an element of 
the Biosphere, can be rejuvenated after destruction. 

1. Identify the farming malpractices that are shown on diagram 1. 

2. By comparing the two diagrams, shol{ how these malpractices have been 
corrected on the second diagram. Use the key given and Dc.tch this with the 

(6) 

arrows on the diagram. (6) 

SECTION B 

This section refers to the attached diagrams 3 and 4. Diagrac3 represents a 
rur~l scene, While diagram l\.depicts the· same area once it has been urbanized. 

3. Study Dis~.am3 and identify the SIX elements which make up the biosphere 
as sho~m by this picture. (6) 

4 • . Explain ho'''' these six elements could be linked together to form an eco-
sys,tem. (9) 

5. In the second diagram a number of factors are polluting the biosphere. 

(a) Name THREE waYII in Which the area is being polluted. (3) 

(b) Explain how each of these forms of pollution can upset the ecological 
balance of this ecosystem by destroying certain el=ents of the biosphere. '(9) 

(c) Describe how, you feel, this ~estruction is affectir.g the quality of 
life of the human inhabitants of the area shown. 

(d) Choose any ONE of the causes of pollution and explain how you would 
eradicate it. 

SECTION C 

6. Give a detailed description of the experiment you have done to test the 
following HYPOTIlESIS and assumptions. 

HYPOTHESIS, "Soils which have been compacted are more prone to erosion than 
IIoils in well grassed or cultivated areas." 

ASS~WTIONS: (1) Compacted soils retard the free passage of water in the 
soil causing rapid saturation. 

(2) / .... 

·· ;"iT:! 
:i :. ,; 
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"ECOClDE" Page 2 

(2) Comp&ct~d soils therefore have a high"~ surface run-off 
0= water than soils in well-grassed areas or in culti­
vated areas. 

Show your aim, indicate apparatus, method, observations made and the conclu­
sion reache". Also include the graph you made to illuDlrate the results. 

10 + 8 - (18) 

7. Using the above experiment, explain to a farmer why it is wrong to allow 
his cattle t~ return to the cattle kraal each night after grazing in the 
veld. Suggest an alternative solution. 

SECTIOli D 

Explain why YOU think that this wOt":,sheet has the t i tle "ECOCIDE". 

;...-' 
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Key 
A Crop rotation 
B Controlled grazing 
C Reforestation 
o Small earth dams 
E Reinforced river baf 
F Contnur nlnlln hi nn 
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APPENDIX 7B 

STD 9 WORKSHEET 1986 
"RAIN: EXCEPTION RATHER THAN THE RULE" 



/ STANDARD 9 CLI:1ATOLc("~ ASSV;!-I"MEril: 

I A. INTRODUCTION 

Rain is a subj~ct ~hich conc~rns every South IJricao to a er~r.~~r or lesser 
extent. I1Sunn~' South l..Erica," a slo~.'ln Ybich sell! our country abroad, has 
a rather more sin:stcr connotation when considering the implication of 
drought it carrie •• 

The Republic is chnracteris~d by .:1 rainfall that is not only ! enerally low, 
with 475 em bei~r. the covarage for the country 3S 0 Whole. Lut it is a190 
erratic and unevenl y distributed. hdded to this is the high evaporation 
rate ~ecause wost of the rain falls in sucmer ~hen the land surface is hot, 
which further reduces the effectiveness of our rather meagre rainfnll. 
Each year the Hend:-ik Verwoerd Dam~ a tD.'ljor storage dam, loses enough water 
through eVdPor~~ion to supply 10 cities the sizc of Port Elizabeth with 
wilter. 

In this assignment you ~ill be introduced to some of the 3spe~ts of raio 
which pre-occupy not only meteorologists. but a vast sector of the popula­
tion from farme~t to industrialists, from conservationists to town planners. 
Factors such ~s the weather patterns and sy~tems that may bring raio, the 
vagaries of the rainfall and the implications of ·these vagaric3 will be in­
troduced here. 

B. INSTRUCTIONS 

1. When res.di:"l3 through this mated.a! would you PLEASE UNDERLINg IN RED 
~ \lOrus .... itu which you are unf<U:liliar. . 

2. Be aware of your usc of language when answering questic:"ls - sloppy 
language USE. detracts fr'om your answers. 

3. Take care with the present3tion of di3grZQS, etc. 

C. RAINFALL AND THE SYNOpnC MAP 

This section appliu to the t,,·o' synoptic t!l.!ltls that ha.ve been t:upplied. 
Hap 1 depicts cO:'lditioDs as they were sUIlCUlriscd for 14hOO on 11-o7-t977 
and is therefore a winter raap. Hap 1 depicta conditions on 20-11-1981, 
and therefore this is a SWiJ:ler sap. 

1. (8) i. IU~Dtify the pheno~n4 marked fro~ 1 - 3 on tbe two synoptic 
map:l. 

ii. With wheh vC3th~r system is 1 cssocinted? 
iii . N~ the Hiy,h PresBure System which domi~tes the interior 

of £~uthern Africa on bot~ the ma?B. 

(b) l-/hat. (: ',idence is the;re on EACH of the synoptic map. to lub­
st3ntiat~ that 1 is depicting wint~r conditions. while 2 is 
dl.!pictin.g conditions coaeon to Suzm;"lCr? 

(c) With the Did of clear diagra!OJ.s. i:-,.;1ic.:lte the situation of the 
upper air 1.Dvp.rsion layer as it \olOuld -:p~(!ar on e3ch of tbe 
ltUpS, then: 

i. E:t:"'13in hot.l this i:lvusi ~n layer is affecting the circu­
lation of ~ir in o4ch cn~e. 

ii. Explain how this circulati~n of oir will influence the rain­
f~ll uver the RepUblic. 

iii. HG ONLY: Consider your previous ans-...ers and the::-, .!X~lain . 
tr.e apparent 0001341y of doud cover a!.ong the MozambiquB 
CO~8~ and in the lbzambique Channel. 

D. Carefully stud~. t ·"e feature No.1 on synoptic m.:l9 1. nten SD.wer the 
questions which follow: 

(3) 
(2) 

(1) 

(B) 

(4) 

(4) 

(4) 

STD 9 CLIMATOLOGY ASSIGNMENT PaGe 2 

2. Expbin the ef~ect t hi!> s:'!lt>!::1 i3 h.1.\.'i;:~~ ,JC t ·· . .! l' .G. and th>! wind 
speed of tha Rli!public south of t?1c rrcnDv .... ·~l. 

3. HG ONLY: !..:.:. .. ·unt for the .:~s(!n::..! of ."! u .... ru fror:t in system No. t. 

4. He ONLY: Px:.lain why such a sys:eQ (No.1) does not bring GENERAL 
rain to 311 p.:nts of th~ c..:antry but ccmfir.es it to the ~I ':",l[.le and 
the adjaccut cc~stlin~. 
(A study of t;ttl rainfall fir,ures of Porc t!olloth and Clpe t "wn 
will help to confirm this factorl) 

5. On map 1. Port Eliz3beth is experiencing a P..erg ,-dnd. Frol'l the map. 
quote evi~;ccQ to substanti3te this statement. 

6. Uasc;ribe thl! link bctwe~n Be::g winds and fea.ture No, 1. 

E. The following section refers p~rticularly to }~p 2. 

1. Thunderst~~ ~re recorded at Bulawayo nod ar~ likely to develop east 
of the line ~rked 3. and in the Lreas of Lesotho. For each of 
these three areas, expl.).in the TYPE of thunderstorm which ···ill d~ve­
lop. 

2. Expl3in tho! ExnmSIVE cloud cover over the RepUblic ,1S shown on the 
map. 

3 . RG ONLY: 
this time 

Cloud cover in the ~w Cape is an anomalous situation at 
of year. Explain the presence of cloud c~v~r here. 

4. HG ONLY: Consider the followin~ 3 ar~~s: Bu~awayo. L~:lotho. 
Kimberley. by Itudying the cor.ditions d~pict~d on the luJp. 

(a) Which of these three places .ould h~V2 the greatest intensity 
of thunderstorm. should they develop on this d3Y? 

(b) Motivate your answer in 1 by applying your theoretic~l knowledge 
of t1.:;aClllrstOn:LS to the actual condiJions d~pict(!d. 

HG 

SECTION D RAINY/,IT. - PATTERNS AND VAGARIES · 

ThiB section applicij to the three sets of rainfell figures you have been given 
and to the two syn~~tic maps. 

(a) 1. nEast Lor.o::! ... c hilS a sur::une:: rainf.:lll cr.c.xir.um~ Cape Town h s a winter 
rainfall maximum. " 
Study the figures and quote evidence to either prove ~r disprove this 
hypothesis. 

2. What other !~ctor or fnctors can be used to test this scatecent? 

(b) If you vish to visit Cape. Town for sea, sun ~Dd fun, which month of th~ 
year would you ch,)O$o? ~xl~l3in by quoting evidence froQ th~ ligures 
provided vhy you ,,~uld visit at this ti~e. 

(c) "Cood rain in. th~ South West Cape mearS dry .-:.:>nditions for die eastern 
half of the country." 
Do the figurell you have suiJstnnt;'at~ thi!> D),?otbeais? Explain. 

Cd) "Rainflll1 in South Africl1 haa a cyclic pattern." 
Study the figures you have and oxpldn your finding. in t;d. respect. 

(e) Compare the figure. you have for Port Nolloth with those of East London. 

1. In spite ~f the uniformly low rainfall of Port Nolloth, can it be 
IIAid t.h ... ,. ~".' .. ", ..... 'h ... n 11 .... ".;n ....... '""'"I .. ? !o( ... ~ i .... ,. .. ...... -, ............... _ 

(4) 

(4) 

(6) 

(4) 

(4) 

(3) 

(3) 

(4) 

(2) 
W 
<D 

(6) w 
/BO/ 
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2. The differ~nces in th~ amo~nt of rainfD11 between these tP? towns 
is dramati~ . Exvl~in t~e f~ctors that ar~ responsibla fur this. 

(f) These question~ ~ertnin tu the fieures fo~ East London. 

1. What is ge"'~rlllly the "'ettlo!st l!IOnth in E."l8t LOndon? 

2 . What is ge.lFcally the driest t:lOnth in E.'lst London? 

3 . In .... hich t1~ :lth and year W~8 the H!GHEST rainfall record""d in East London? 

4. In which ~ntn and year was the LOWES! r~infall recorded? 
5. Using these Hgures froru 1970 .. 1986, plot (\ graph to cOllIpare the 

rainfall of Octobci: with that of liarch and July. 

NOTE: Hark 'l'lll)cation for Section ~ will be based on the following: 

~: logic, clnrity and aptness to the ~uestion 

Language: cl~~ity, grammar and spellin~, degree of compc.tellce in using 
geographically correct lnn8u~jC 

Form: neatness, illustrative technique and results, originality and 
aptness. 

A scale from 1 - S .vill be used. 

1 means VERY roo~ 
3 means AVERAGE 
5 means EXCELLE~ ."T 

- 0")0 -
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INDEPENDENT STUDY: HALLEY • S COMET 

1. Write a report on one of the topics listed below. It is suggested that 
your report 

(a) be between 480 - 72:) words (2 ,)r } foolscap pages) 
(b) contain some diagrammatic or graphic illustrations. , ., 

2. The following re£erencasmay ' be used: .- .......... 

," 

. . . ~ . _. 
" . .-" 

(a) Resource 'material provided' iii the "jackdaws" in ,~he Lib~ary. 
(b) Your own notes and material'. " 

'(c) The videos in the ' School Library; ;'" 
(d) The encyclopaedias' and other books in both the School r.ibrav and : ' 

, Public Libraries. ,' ': ' _ 
(e), :,Newspaper clippings which ,can be ,photocopiE:<l at ,Fhe Celltral City 

Library. Dates are listed for the days on which articles ~n Halleyts 
Comet, etc. appeared in the Daily Dispatch. ' , 

", 1985: 22 January,11 April,25April,21 ~y, 19 .July. 8 August, 
, " ',18 September, 30 September, 8 October, 10 October,' 13 November, ' 

14:' November, 23 November, 29 November, 5 December, 21 December • 
.:.- 31 December. ' " 

1986: 15 January, 5 February, 8 February. 25 February (4 articles in 
thiD edition), 1 March, 7 March. 10 March. 15 Y~rch. 

* 11 * 
TOPICS 

1 . ' Who was Halley? 
A biographical sketch of Halley. the man, his t~es and the astronomical 
instruments used and his link,with the comet. 

2. Comet Spotters 

3. 

Comets and the people who have found them and named them. Plus a short 
discussion on each of the famous comets with respect to their history, ' 
past. pre !lent and future., 

The History of Halley's ~omet 
Trace its history through'l time and discuss its future. . , ,,. 

' . . . 

. ,i 

4. ' HaUey. one of many cameli~ '" 
Explain what a comet is; look at the orbits of comets and what happens 

I ,' 
to them.> ' 

5. Halley's comet and the myths and legends that surround it 
Look at some of the myths which surrol/I14. the appearance',of t:.is comet. 

Pamous Historical .a'nts that co-inciked 'with the appearance of Halley's 6. 
Comet 

, -" 

T. , Haller S Comet 1986 ' " ,", .. 
Oeser be' the eppea1:ance of tlis com\lt ,this year;, ,When. where. 

8. Comets and Meteorites 
'" Describe each and explain whether there is any link. " 

. ' . I • " .' I , 

Halley' s Comet - a personal diary ~-9. 

how bright, 
; , , .., 

etc. 

What special efforts have you made to spot this ' comet? How successful have 
you been'/ '( 

10., A Journey through space with Halley's Comet ,' 
Trace its pattern through space and describe soma of the constellations of 
~tars, the storms and ,the dangers encountered by a comet. 

11. Instruments ' 'and "Observatories 
Their, role in spotting 'comets arid 'e~larging man's knowledge of the universe. 

12. Halley's Comet, 1986 and 2061 , 
A look at the world visited by Halley's Comet, this year and a projection 
1J~ ~ ~ ... ;.., 10M \lht"I 'I"It-ct ~~~ tClvt. "OMt 

; . . 
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STD 7 N:,.!WON BEACI{ 3TUDY 

FOLIO :t-'JII ?ROJZCT 

GENER.!.L 

1. The follow-up project of the above fie11 trip ~ust be completed in 
the '~:orkbook and l:.2Ilded i!1 0.:1 1 .August .. 

2. fet out ,rour work r .. eatl.l oUld a.void cra:::;,p&d present.J.tion. ~e use 
of diagrans, graphs, ::.ketches, pt.otoer~,t1r.:S. 

3. Include s~d sa.mples, veaetatio!l s~.ples, etc. bu.t j?lease note: 

4. 

5. 

6. 

7. 

8. 

9. 

a) 

b) 

~ke absolutely sure that your soil semple is contained in a 
plastic contair~er which will ROT leak s~, nd. Do NOT use plastic 
surrounded by sticky t~pe. 

Vegetation s~mples ~ust be correctly pressed and mo~ted. 

All s.amples and ph:>togru.phs should be mounted, e.g. on coloured paper 
and/or fr2.II.ed. J)::l not forget the H::ALING or captions wr.&.ich make 
them relevant to the text. 

DiagraiI'_Sl r::J.'.lst be proJ.:.,erly 13b!;.11~d in 1:.1acK fitleliner, fr~ed ar.d 
heaC:ed. ' ;ark neatly. 

Your f~rst psge should contE..in the title of your assignment. Page 2 
c ould "be the Content£; page. ' You fLaY also have a photo or diagram. 

,.,.·ri te only on the lined p2Ges a! the book and use the drawing pages 
for sketches, oiaar~~, samples, etc. 

If you ase a.l.Y books, rer..em"!:;;er to include a. Bibliogrz..:?hy at the end of 
your work. Re:rr:ember to note the title, 6.uthor, publisher z..nd year 
of publication. 

Choese ONE of the foll::>wing secti~ns. l:1ake use of t l':e s uggested 
headings and inforrnzticn. 

(A) THZ ROCK PL ':.Tt'OR;':; 

1. Introduction 

2. 

3. 

je t o:.!t ti'.e &.ims of the excQrsior.. and yotU' !\.3sigIliIl.e:nt . 
Describe the area st'..ldied t:..nd inclOlde yo-.:..r Field Ske:tch. 

Tb. 
a. 

b. 
c. 

~Th 1 

a . 

Rock :::'latform 
Henti on the size of tr.e Rock platform. and cAplE:in why so 
much of it was visible. (i.e. explain Spring TiC:es end draw 
a diagram sLowing (;';'jring tides . ) 
Briefly li9t tte different regions found on a rocky shore. 
Expl€.ia how t :he rock platf,;jr!!. VlZ.S foro,ed - diagrams "; 

Rock }c..ols 
Give a brief description of your 3 chosen rock pool.s wi th 
reg.::rd to: 
- position e.g. Littorina .. 
- types of creatures end se~wee1s found in each ~ool. 
- depth &nu size of pcol. 

b. Describe how tt.e crestures in the p'Jol have aliapted ·~o the 
condi tioDs in the pools. ! 

c. Discuss the Food Chai~ ~d ~cosJsteM e~icent in a Rock Pool. 
d. :Describe the effect of ManIs activities' in tbe -area; e.g. litt~r. 
e. General - include anything you 'lIould like to discuss not 

included in the other sectiOLs. I 
.". _ • IJ oL'. __ 

.'. 

2. 

(B) GEOl~ORrt':OLOGY OJ.:~ T}::: CLIii':t · lC:..:.A 

1. Ilitroduction - same as ~uestion A, number 1. 

2. The Rock Platform - sarue as ~uestion A, n~ber 2. 

3. :iea.t~erin8 &: erosion 

a. Lescribe all the tY.t.'es of weathering &rid erosion of the 
rocks evi&ent in the vicinity of the cliff areas. 

b. .Explain hOi'1 each type of v.eathering occure~. 
c. Describe the dolerite b:::.ulders in the r:ermaidrs Pool area 

md ex:;rL..in their cr..a.r.:.cteristics. 
d. Ly.plain how th3 l:":.arine ca',re was fQrLJed. 
e. Include &ketches, diagr2mS, ~hotogrcp~~, 6~~pl es. 
f. Describe the ve1ete.tion tr.e cliff <lIld ce~tion how this 

has adapted to withst,r~d the conditions. 
g. DE:scribe the effect of L.iBl1 I S c:.ctivities in tr.e ~rea. e.g. 

litter, eroding a pathff~ etc. 
h. General - include e.r.yt:-..ing yo:.! noted or saw or would like 

to disc~ss t h.:. t is not i.rlclt;.ded . ir~ t.i~e otter sec tions. 

(c) THE S: ... HD DUITZ3 . SAlWY ':'EC:iE !Jill VEG:ETATION TYPI3 

l. 

2. 

3. 

3. 

Introduction - sa.rr;.e as c..:lesti.oli .\., nUlLi.ber 1. 

Exph:i:l why so llillCh of the beach 'HSS viSible. i.e. explain 
Spring tides. Inchlde di::.e:rz..rr.B. 

Sz:ndv Shor-'i 
a ....... Describe :Beach migration. 
b. Describe tbe types of cre,:;t:lr·es likely to be found on a 

sandy shore and me:! tion ':fc..yS in which they ha'le ~G.apted to 
the con!!itions found 0:1 tile shore. 

Sand Dunes 
a. DrE:w a Gr;;.dient Gre.:!,)h o.f tl::e two .sand dur.d~s you lii.ea3ured. 
b. Describe how dunes are .:.ffec t ed by I/ir~d. 
c. Compe..re the sai."ld samples you .found at the Ylaters edge, the 

bottom of the dune .s.nd the top of t;le dune . You may do 

W 
<D 
<D 

a sand drainage experi!Lent if you v.rish. ('1'he s£.11d type will 
r~ve SOffi6 bearing on the vegetC-.ticfi type Dr creatures livi~g 
in thz. t sand. 

4. 

5. 

6. 

VegE:tation Ty?es 
a. "Describe tile ve&etati.:m types four~d on: -·eh€; cliff, -the 

dunes, -the 1I:be.byl! dunes. 
b . Explain how c.nd why tli.8E:.e plu:ts 1'>[.: ... e adapted to prevailing 

condi ti::.ns. 
Inc lude sand sampleS, plant samples, photographs etc. 

General - include anything y~;;.. noted that is not included in 
the other sectioLs. e.g. t~rs inv~sion. 

-000-
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STANDA.1UJ 9 CLARE1IDGN HIGR SCHOOL FOR GIRLS GEOGRAPHY 

EXCURSION TO COVE ROCK 

HOlIDAY 21 J ULY 1966 

ParentR and girls are kindly asked tl.' note the folloo;.>ing general instructions re­
garding the p~op05ed Beach Excursion . 

1. T~: 8h15 - 14hOO 

2. VENUE: Cove Rock 

3. TRf..NSPORT : The girls will rravel by Xunicipal bus and will be returned to 
school by 14hOO. No $irla will be allowed to leave the bus before ----
returning to school. We ask tl':at the girls ·pay R1,50 towards the 
hire of the buses. 

4. TEACHERS !N CHARGE: Mias Van Ha111Qleo, Mrs Bcrgtlllln. Mrs Donald 

5. DRESS : Girls will be allowed to .. 'ear "civvies". 
wear ~ractical clothes - no jewellery or 
N.B. Wear B~n~ible shoes, e.g. teckies. 
mitted. 

Please ensure that you 
Bcarveo . 
Slip-slops are not pcr-

6. EQUIP>:E'.", 

.) Each girl is to have her ovn 

a ~chool lunch and souethins to drink 
o warm jersey 
o raincoat if tae weather looks cloudy 
o shoulder bae or rucksack in which to carl"y eq·.lipment 
o clipboard , paper. pencil, rubber, pe~ 
o worksheet and info~1n8tion sheets 
o plaGtic bags and sticky labels 
o camara and film, if possi.ble 

b) Each group is to have 

o clinoneter --
o 2 metre sticks 
o string (to be used a~ 3. tape mees~re) 

7. GENERAL: ---
.) 
b) 

c) 
0) 

e) 

NO LITTERING ~~ll be permitted. Rem~~her . Geogr?p~ers are Conservationistsl 
PLEASE do not collect livin3 creatures - you might ba inst~nta1 in 
disturbing the delicate ecosystem I 
Girls will not be allowed to wander off alone. 
It !!lust be re;nembered that field trips and the. skills which •• re le.'lIned 
on these trips arc nIl part of the syllabus aod this is not a fr~e day or 
a picnic. 
Gi rIs are remind~~ ~h})f: {f th'lv have s?ort. or other commitm~il.ts en Monday 
afternoon, they will be expected to atter.d y'ractic~B or ~xtra los80ns. 
(N.B. remesber your sports kits, etc.) 

S. DEHAVIOUR; 

Girls are to be on their best beha'/iour, both on the buses alld ht the beach. 
Remember you are the ac:lhusalors of your school. No rowdiness or bad be!laviour 
will be tolerated. 

9. FOLLOW-UP PROJECT: 

The work dor.e at ~: : ... e bec··.h -:.1':'11 b~ t'.:>se:n!ll ed b th~ forn of £0 individOlal 
project which will count towards your Yur Hark. These prl.)jects will be 
cC'mpleted by 18 August. 

. J V. SJ.,-AC_t'· U._h",.,., 

, 
STD 9 GEOGRAPHY FIELD TRIP 

Each girl is asked to complete this worksheet and ylm other. 

What will you learn from this field triF and pro~osed project? 

GENERAL ;1ORKS&EET 

* to understand and a~preciate the delicate ecosystem of the coastal area 
* to consider waves as agents of marine erosion 
* to understand the formation of landforms by merine erosion and deposition 
* how to find the animals on the roc~y ~hore and learn to identify them and 

explain their adaptations 

I.. THE TIDES 

a) Today ~e are experiencing a Spring tid~. 
i) ~"'hat is a Spring tide? _______________________________________ ._._ 

ii) 

iii) 

How often do \"e have a spring tide? _________________ . ______ _ 

B. 

What causes a spring tide? 

iv) Note the tirle.: 
is it la\,' or high3tthe iUocent? ________ _ 

THE ROCK PLATFORM 

1. Measure the distance between the high wster ~rk and the vaves in the platform 
area. (Either ~asure it with a str~ng or pace it out and measure it at h~~. 
Estimate seaward side.) 

Length: Width: ... 
o 
~ 

2. Explain how this platfo~ has bean focned . 

3. 

.-----------------------------------------------------------------------_. 
Zonation is an obvious feature of shore life. Draw a cro~s se.c tien of the 
platform and up onto the promontory d~es .Indic.&te where each 1:one is thow­
ing the dominant flora aod fauna. 

C. FIELD SKZTCn 

Climb carefully ri~ht onto the top of Cova Rock itself. (Carefully a':oid the 
blow holes which have been fenced off.) Draw a field sketch of the area looking 
northwards. 

a) i) Label all landforms clearly . (This need only be a quick sketch --- it can 
be fini~hed off neatly later for yo~r field project.) 

ii) Yuu are 3 seugull flying over the 3rea. Dr~w a map from th~ river muuth 
to the c~r park • 

b) ~lliic~ areas are ~ei~g prograded and which era ~eing retrograded? 
an R cr a P on vcur field sketch. 

Label "..nth 
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c) Cove Rock which you are standing on is a specific feature formed by carine 
depoFition. With your back to che sea, try to identify it and say how it was 
f.ormed. 

d) Look around you for any 5igns of man's activities. List a few: 

-------------------------------------------------------------~------------------

c) List any bird life in the area. 

f) With your back to the sea, d£.:termine the lie of the sand dunes. ~,'hich two winds 
predominate as evidenced by the dunes. 

D. THE CLIFF AREA 

1. l~at evidence is there to shaY that the whole headland or cliff area has been 
cut back? 

----------------------------------------------------------------------------
----------------------------,-------------------------------------------

2. Study the rock masses at the base of the cliff (if any). 

a) Do you think the waves in this area .5.r.e contlt.ructh.~e or destructive? 

b) Is there any evidence of mechallical aud cheaical wp.8thering, e.g. 
honeycOT.llb weathering? {How dop.s this type of \lP..sthering take place?) 

-------------------------------------------------_._-------------------
------------------------------------------------------------------------

c) Explain what factor has caused the layered effect of the rocks (for this 
look frOD thG promontt1ry (SCI! map) to~'ard8 the Cove Rock itself.) 

------------- ------------------------------------------------_ .. _,-
-----------------------------------------------------------------------

d) Measurt:: the normal sea-level at the base of the cliff with th~ level 
ground on the bee.ch at'cs. 

eJ 

-----------------------------------------------------------------------
What factors indicate the normal sea level? 
answer . 

Giva reasons for YOl..'t' 

--------------_._--------------------------------_-2:_------, ___ . __ _ 

STD 9 GEOGRAPHY FIELD TRIP GE~~RAL wor~ SHEET PAGE THREE 

f) Take .'Jrunples of beach sediment in this ant; and label carefully fer analysis 
back in town. 

g) Is there any evidence of recent collapse? 

E. Collect any evidence on the following essay q\Jestio::. while you 8t'e on the field 
trip so that you include this essay ns part of your write-up. EVERY girl i'lust 
do this question. 

Each time people "'isit this beach its shape and size are different. Whet eff'lct 
do seasonal changes of weather have .:-n b2:3ch,::,s'{ In essay fO!i!l discuss the 
statement: 

!tBeaches are in a stnte of dynamic e=l,uilibrium. II 

F. WhilG returning to the bus every girl mUllt do at least two beach transects 
including the folle·wing: 

1) Measure the gredi£nt of che dune from the watl:!r l s edge to the top of the 
dune with. a clinometer. 

2) Collect srunples of the sediJ:ilents at the water's edge; in thp. middle of 
the beach; at the base of the dune; at the top of the dune. (Label 
theGe carefully.) 

3) Take note of the vegetation at the top of the dunes. Is this differe~t 
from the vegetation on the promor!Lor.y? 

-"" 
C) 

N 



WORKSHEET: WAVES 

:'ro::t the top of t!le priCl2.ry dune 

1) sk~tch the pattern of waves ~vprc8chins Cove Rock. afid the hend of the bay 
(northwards) • ~gine t.het you h~vo! taken e. phot.ograph - shaY the pattern 
of wave crest.s 8S it would ap?ear on the photo. Is there any wave refrac­
tion? Is the psttern of W8V~8 within the bay regular? 

2) Compare th:! amplitude (he ight) and wav,a-Iength of waves breakine on the 
promontory and the-. head of the bay. Where are these waves constructive , 
and \-There destructive? 

3) Ol{ THE SOUTHERN SIDE of Cove Rock. b:l c<:.reful timing) deterr.Jline 

,J.) the freque:ncy of the ,,,aves - time the successive uave creats ?8SRing 
a fb.ed point. 

b) the "'peed of a \'~jjve - (bett.~ecn 2 specific rocks which will be peinted 
out on the day of the excurs i on.) 

4) a ) Est~"t~ the wind di~~ction and wind SPEED. 

b) Are the 'i~inds anshure or ofhhcrc? 

c) Ho", are the size aud si1:lpe 0;'; the W9.ves af.f ecter! by: 

i) the Btren.l!t.h of t !m wind 
i ~) the direction of t he wind 

iii) the fetch of the "'aves? 

5) a) In this ares, where would you 3urf? (Sh~~ on the mnp.) - in te=ms of 
W'sve <1cticln in tln~. O~>I!n sea compared 1.:0 the action of the sea near the 
cOllst.line. 

b) WhZ do waves ~url at the caBot.? 

6) NORTH of Cove Rock. observe where th~ W8ve3 ara breaking at cliffer~nt points 
a l ong the C03.st. Ar~ they "srillinglt or "plunging" bre.1.ker~? (Cot;r,ult a 
reference before tile excursion.) 

7) a) Study the "ClOvement of beach lUt.ed . .3l. DetE:rmina uhr:ther the swash and 
bac.k\..·ash are eroding or depositing. 13 the swash c<l.t"rying mat.erial 
further up the beech than the bsckwash is carrying it dawn or vice versa? 
Explain why. 

b) FrOrl t.he the high l evel of the prO,-lOntory. throw a float. into the breake rs 
and note the direction in "'hich it moves. Draw a diagram .t.o S~f.'W the 
pat.h foll~~ed by the float and label the swash, backwa~h and whe re 
.:1pplicable lb~ drift movements. 

8) Indicate the position of rip currents on the Jil8p. Explain ho ... the se dp 
currents 3re forced. Rip currents Are responsible for tho! majority · of drClIlt'".­
in;6 on sea coa.s ts. ~'hat advice 'Jould you giva to a swiIlmCr \iho might :;et 
c 3ught in ri~ currents? 

WORKSHEET - ': STU!)Y . {)F . A ': B~CH ~_. ____ ._J_._-_ 
·Equipment: Clipboard ansi pir,ler; . Icvelt!nq' ~quilliner.l; s<f~ple ballS, 
ti~s and labels; tabl~ shll'fiing inde:: cf r~u;;d:;m;. m~n lfying 'gia$s; . 

. pebbleometer or c~! !ipm ~~.J ruler. ' . . .'.; . " 
:' ; .. ' 

1. Ma.~e a number of accurate ~h profiles, by levelling at right angl&s 
to the. coast. Draw the~e. . Annc.tate all the signiflant featurlls 
and explain how they l)aV3 been formed. Are the.reany mar~ed 
breaks of slope? How. do they lialo relation ;to high·water ami low 

..' water and to any changes 'Inbeach: materl.al? .. 

:~.?' On askelch ·map of the beach p~ot the' h~h tieo mark and the leVel 
.~' . '. reached by !;torm WCNSS. Indicate berms (st:lrm r l dg~$) by me"ns 
. ·of hachures. Shol'l such featu~es as·~ar.h cus~s. . EJ;plalnlilhy 

. . berms. may appear abovs. the leil~1 reached by the tides. 

3. 

4. 

5-

6. 

7 .. 

.How ooes the ste~pne;s ur slO?a ur a .coast affect th9 proces£~:; of 
"erosion and deyositicn1 . ' . . ' .' . 

iExamlne samples of b~ach .s:':i\d und<r. a micr()sco(l'l; 
(a) Is lhe rand (:t)c(s2 or fine? . 
(bl What is the in~ex pf ro'mf.nass (if 10 ranoomty selected qril!!ns'i;!:; 
(c) What are ti1e main cOmponenls <if the sand? W . . 
Comp~re this sand wilh sampl6s from c.tner ooacMs and acciiUilt fur 
d'fl~ t· . ! ... renees you may no e .. 
Collect different typ!}S of pebbles on 1M bmh. . , '. 
(a). , ACCf.lunt for theshap~ t;1 ·ther-d:l.lles. . Gil/Ii ,m ImliiX of 

roundness. . 

(bl ' Identify the type of rack and suggest tile passl!}l!) QrtQln e~ 
e~h ot-th&~~ pe.bb!es; . .' . " . -. . 

Test for size qradinqs of pebbles. 
.'. ~ .. 

(al Sample pebbles along three $epmts tr"nsed, running L!p 
the beach: thase sho\Jld .be located at both ends ~ml near . 
the middle (If the beadl. Take the pebbles 'frem the.w~er'~ 
eD:je to above the storm berm noting both their long wd' 
short diamete~s. Is thera any Indication 01 a change In 
pebble si1e ~'h'n the ~each7 RecCrd YJI.Ir results on tL 
<hel!!. nrovided. far I,!u st<'.lis\tc;1 test!nq. and plot the' 



8. 

cr. 

10. 

II. 

,~ . 

STUDY· {IF. A·BEACH 2. 
(bl 

(c) 

Dig· ho,es to fin!! the daj)th of material, tha height of the water­
table, and any changes in mcterial as you go down. F!if e~ch 

" hole drawa proiile. . . " 
j . . '. . . .. 

San\9le peb~!~s at 10 metre intervals abng the high wa\er mari: . 
in order to test for graail19 ot material along the beuth. 
Measurements, recording and testinq to 00 cairied out as 

.... indicat~d above. . Att&mpt t~ explain yotir)nsultsatter cOns!(f.\lr­
ing the results of your analysis ot the wave pat/erns. (See 
worksheet on Vla\!e~). . ... . . . . . 

AI !o'/{ tide, examine any r1PlliGs left in the sand. Are !he~e parallel! 
to the coast or at an anq!e to ii?; . Draw a · 5~e(CI') to IlIu:rtrate this. 
I s there any relatlcnship between thIs pattern and ih:;:! of wave 
apilroach? . 

Oil low-lyIng s&ctions of tila. toast, dunes may be round, 

(a) Icler.lily as may ' dlffeiejlttfp~,~~f dUlie ~Si'OU can In tha ~rea 
fbI . Wh?! shape Qro Ins ch:n~s7 · HO\II high ~re they? 
(c) Mark their position on tl) the basil m/ill. .. ' 
(~ How do they lis in !~I~fon to the prevailing wind? To ~he c.l~,t; 

Make a list oi-the f~un~ (mlJss~!s, b!rd., etc.) .whlch occur In tho 
. ar"a, Cla •• if)' Irll.in ;,ccor.ling (0 th~lr habttat listing them uniier 
the hoadings; :Mii:i,', ~Cine, bOilt:!, dunes. State whQl each f~t1>.Or:. 

. ~,ic : ' .'" '.- , " . . .'," ' . 
Attempt to draw up afood;.ctlalr. for t~;(1 beach lin'lironm&nt. What 
part does rotting se.Qweed phil In .this .~l1od chain? 

It you un. identify difterel)t'.,typs~ of bl:iis;'i!s(the ·riames tli the 
birds seen on .and. In the \/kirilty!jfthe. beach~inq the haa1!ngs: 
in .the s~a, cn the beach; a'llOr.g.the dunes;,.: ·1 s..there any eo.l!knc-<l 

. of the zanlng of these birds? .. Account for any pattern yuu may 
n~L . . 

l:!C.P.KSHEET; !;()CKY s~;'x.r. :::r::l ry ... '/ 

1. It is diff i cult for 6enw~eds to 9,roW far out of the water on this expoGcd 
roc!t surfa.ce.. Suggest rcaGOns ror this. ~erge ses't1eeds l?;lO\l in the dee;>er 
W!ltC!r . How are the sea"'eeds ada.pted to withst:md t'he wave Clotio!!.? 

2. Li..r.1pds often live in cr~vic.as if til~J live fe.r U!l th2 rClck fp.c.e. CiYf' 
re.lsQns. 
Barnacles feed on plankton (microsco;>ic lJhnts and anillals float.ing in 
the water). Which b3rnacle~ ~ill be. 8~le to fe~d ler the longp.6t ~eriods 
of tim3? 'io:r.at part does p::'anktor. V::'ay in the food (;h.l i't'( 

3 . The::.! rock p:>ols are cl:c~llent examp::'es of an eccsystem. !:'~3cribe the 
ecosystem evidE:nt in one of your chosen rock pools. 

4. \.fuich 'Z"'ne 00 t.he rock platfom is subject tCl \Ilost 'W'~\fe ac tiou? 

a) \o,'hat effect ""ill this have. on the crcstures1 
b) What effect will this have on the rocks in this .rrea1 

5. Wholt factors could threaten the reek pools? 

6. ChoODS two rock pools Dt diffe;:ent l~v,!ls 0::1 the rock shore. Note the 
.s.pproxim::lte heights of the pools, h:m t~e}' wer~ :ormed and lheir chl:ll:actC!r 
(e.g. depth/rockit,ess/sandine6s). 

7. Barnacles do not Ii.ve in. pools. It Sl:!e:n3 they cannot survive ;lool eonditi.::.cs. 
What prevents thf'.m frOD living hi&h up the r ·;Jck fnca or in poob1 

8. Sea anemonas are Doft-bodied with teutacle& i."hieh can engulf r:hl!ir proy. 
Why are gea-Unell~i.loe.3 f"'.l:.J ()~.11 wi!.hin ?oo.!.s1 

9 . Which pool has thB more ABUNDANT anJ ,;,hieil the i!lore VAR!ED anilll..JI life? 
Suggest reasons for thid. 

10. DU~~ ECOLOGY 

Vlalk frC'!'ll the s ea-side to U',e tl),(.I of the p!-imary ':!ur.e (the ?:.'\"·mont .,)ry) and 
down into the secondary dune area rac.·,r:lins; as you f a c:-tjor y.onation of 
vegetation. Sketch the p:ants briefly. liCT.oI' b tbe zor.eti.cn en.vir .. ~n::811y 
determined? 

.",. 
o 
.",. 



WORKSHEET: GEDMOR?HOLOGY 

1) DrAw a sketch of the area •• arth of Cove Rock shOlo7ing a se.:l cliff, a prO'.lIolttory, 
a wZ'/e-cut platfom. ;lod 3. probable for!Ocr shore line. 
Continue tha section a short distance out to sea showing the probable confi­
guration of the sea-b"d nlonr.: the line of your sectiun. Label. 

2) \lalk alongside the prw.ontory north of Cova Rock. 'Wh<lt evidence is th('",re 
of fo~er ~rine levels? At a~?roxi~tely what height above sea-level do 
these occur? 

3) 3) What type of rock does Cove Rock consist of? Give lo~icl:l rc.asCining to 
justify your decision . 

b) t~y are thasp. rocks hard and jaggei? 

4) a) EGtimate the height and steepness of the cl~ff. wny i~ it steeper cn 
the one sid'!? 

b) In which direction do the strata dip? Has the angI..:! of dip influ211ced 
the profile of the cliff? 

c) Is there ."my evicl.enc'! of foldio~ or f31l1:i03 in the cliff face? 

d) D~scribe the davelopnen t of t h2 sp.~-cave in the cliff face. 

e) l~oW' have the blowboll!s on Cove Rock deval-oped? 

£) Di!.scribi! the angle of th~ cliff looking out to sea, bdicatbg hiSh and 
low ~ater marks. 

6) "Stack" 

7) a) Walk along the top of Cove ~ock from the sea side west~~rds towards 
the seccndary dune 3rea and record the zonnti~n of veg~tation. Drew 
the plants and gi\'e their c OTII!lIon llSIDeS. HoW' is the :o:onstion environ­
mentally determined? 

b} Go d{,-.... -n to the secondary dune are,'! and compere the slope and foncation 
of thase dunes to those found near tte changine rooms. 

c) rake s,md sampl~s from the dune it 3elf tUld fr01ll the "dune 8tr~"e t" be­
tween th~ duncs. ~~ich has the bi~ger grains? Why? 

d) How are dU::leo to ... ·ucl. the land for.:.ed1 i!~ ... will the)' change with a 
shift in wind directi~n? 

" 

-'" o 
(J1 
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APPENDIX 7F 

PUPIL EVALUATION 
WORKSHEET 1986 

PILOT PROGRAMME 



( , ' 

PUP~LS' tVA!.UAlION SREE"r 

"ECOClDE" 

Plea,s ans~er the following questions by making a tic~ in t~~ ~lock next to tbe 
anever. YOU choose . 

1. How long did you take to do thie worksheet? 

(a) Clan tice. : o t lesson § o 2 le680n. 
a More 

(b) At hC:':'1Il o l hour 

~ o 1 hour 
o 2 bout'8 
o More 

2. Did you find tbe questions 

o generally easy to understand 
o generally difficult to understand 
o too eaey 
o too difficult ? ~ 

3. Which que8ti~ns did you find diffic~lt to do? 

OJ III m m ITl m m m 
4. Which ~uestion8 did you find the mo.t interesting? 

III ITl m IT] OJ []] OJ IT] 

5. Whi ch que~ion8 did you find the least interesting? 

CD ITl OJ IT] OJ m OJ [!] 

6, Do you prefe~ working 

7. lIby 

(a) 

(b) 

(0 ) 

(d) 

o on your ovn 
o in oJ. group 
o partly in a ownB group and partly on your 

vhen doing vork.heeta of thi s type? 

do YOU think th3t you wer3 giv~n this worksheet to do? 

To make you apply yout' knowlel: g:e c.f ecosystems aod o 
o 
o 

ecology to l!.ctual situatlo·u. 
To ~ke you more aware of the role of man in dis­
turbing the ecological balance 
To ~ke you thi nk about certain ecological 
prOblema we all face 
To teach you certain skills and new concepts 
~~ich will be of value to you in the highEr 
cli! l'Isea . o 

8. Do YOU think that this worksheet succeeded in do i og .any of the ;1b~el 

YES 8 
NO --' 

9. If your a:l6Wer to 8 is I1Yes". vhich of the reasons it. 7 do you think was 
most valid. 

, 
! 

I 
! 
! 

PUPILS I EVALUATION SHEET "ECOCIDE" Page 2 

10 . If you answered "Noll in. 8 , give'IWO reasons (or more if you wish) loIhy you 
think this worksheet did not succeed in any of the reasc.~& in 7 . 

, 

~ID .f 
~-~----

.". 
a 
" 



PUPIL'S EVALUATION SHEET 

To be completed wen worksheet is handed in: 

1. Please indicate vha t class you are in. [::;,;;::;:::;;;:; 
2. Please indicate whether you are doing SG or aG. ,-00=--,--,,,,--, 

3 . Pleass indicate how long this work tockyou to 
do. (Tick the 3p~ropriste block . ) 

1 HOUR 0 
2 HOURS 0 
3 HOURS 0 
More than 3 HRS 0 

4. Please LIST any questions you find difficult t o 
understand in the space below. Just use the 
question number . 

5. Please list any questions you find p~rticul~rly 
difficult to do . (Just the question number.) 

7. Please list any ~uestions you find particularly 
interesting to do . (Just the question number.) 

8. Plesse answer the following questions by ticking the · appropriate blocks: 

1. Did you find this usaful from a revisio::a point of view! I YES I NO. 

rv;;o-r 2. Did this help you to understand and to analyse dau better? I ....... I u., 

3. Did this make yuu spply your theoretical knowledge? IY-.s/Nol I Yl~S 

4. Did this giv~ you a better idea of !he STANDARD possibly I YES I NO 
required in th~ Std 9 and 10 exacin3tio~8? 

5. Did this teach you AXYTHING about how :"OU will need to 
LEARN this sectioa of the ~~rk i n order to onswer this 
type of question? I YES I NO 

6. 

7. 

B. 

9. 

10. 

Do you feel core confident about using synoptic mapa? 

Did you. understand the. markir.g system? 

Do you think this is a fair marking sY't~? 

Do you pra~~r this system to a general cooment? 

Do you prefer 
for the whole. 

\ 
this system to a global or sinnle mark 
48signoent? 

11. Please make ANY comment. you feel would be 

[YES7]Ol 

[ytSTNO] 

CiiiS""Dif) 
) .... I t YES I nv r 

[nsOiO] 

~ 

S-rD . '1 

\ 

+> 
o 
00 
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ILLUSTRATIONS STD 7 
FIELD REPORT 
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EXAMPLES OF HYPOTHESES TESTED 1986 
STD 9 FIELD RESEARCH 
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EXAMPLES OF HYPOTHESES TESTED IN 
STD 9 FIELD RESEARCH PROJECT 1986 

The strata of the rocks of the cliff face at Cove Rock change direction 
as a result of faulting. 

2 The rock platform at Cove Rock is formed as a result of wave action 
along a retrograding coastline. 

3 Cove Rock is a cliff because of the effect of uplift and subsequent 
erosion by waves. 

4 The height above sea level of the blow holes at Cove Rock are the 
result of coastal uplift. 

5 Seaweed is better adapted than marine fauna to withstand constant 
wave action. The seaweed zonation found at Cove Rock is the result of 
the structure of the cove area rather than related to more general 
littoral development. 

6 The greater concentration of detritus feeders at Nahoon than at Cove 
Rock is a result of the greater pollution by organic matter at Nahoon. 

7 The height of seaweeds along the rock shelf at Cove Rock is directly 
proportional to the force of the wave action. 

8 Gully depth is dependent on volume and velocity of water flow at Cove 
Rock. 

9 The beach formation at Cove Rock is the result of the headland. 

10 Gravity slide is instrumental in the development of bush clump relics 
in the parabolic dunes of the Cove Rock area. 

II The height and density of the plant growth in this area is in proportion 
to the force of the wind and the saline content of the moisture supply 
to the plants. 

12 The size of thie rock pool determines the diversity of the ecosystem. 

13 The present success of Cove Rock as an open beach is due to the fact 
that unlike the Eastern Beach its chief potential as a recreational area 
depends on day trippers who do not have to rely on public transport. 
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APPENDIX SA 

PROJECT AND ASSIGNMENTS: AREAS FOR INVESTIGATION 

IN THE EAST LONDON MUNICIPAL AREA 

(a) The coastal resorts and adjacent beach areas. 

(b) The dams and sections of the Nahoon and Buffalo rivers. 

(c) The CBD and adjacent land use zones . 

(d) Local shopping centres. 

(e) Suburban areas, including blight areas such as the historical 
Westbank and Quigney areas. 

(f) The harbour. 

(g) Factories and commercial enterprises in the city, which included 
food packaging and processing plants, electronic and car assembly 
plants and textile plants . 

(h) The local power station. 

(i) The fish hatcheries. 

(j) A large dairy enterprise. 

(k) Pineapple farms. 

(I) The pineapple research station. 

(m) The Mtiza Forest Reserve and the Buffalo pass. 

(n) The local tick-research station . 

(0) The water purification plant. 

(p) Retirement villages and old age homes for a study on the senior 
citizens of East London. 

(q) Homes for the handicapped for a group study on the provision 
nmade for the handicapped in East London. 

(r) The sewage farm and city dump (rather less popular studies). 

2 TOWN STUDIES in settlements such as Grahamstown, Bathurst, 
Salem, Port Alfred and Port Elizabeth in the Eastern Cape; the 
Hogsback, Alice and Whittlesea in the Ciskei; King William's Town, 
Cathcart and Stutterheim in the Border areas; Port St Johns and Umtata 
in the Transkei; and Oudtshoorn and Graaff-Reinet in the Karoo and 
Little Karoo, were undertaken . These visits included a study of 
settlement patterns, location, site, function and urban hierarchy and 
morphology. These studies were integrated with history, architectural 
styles and local activities of interest in the district. Visits to these areas 
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also included a variety of environmental studies which encompassed 
geology, geomorphology and vegetation studies. 

3 THE KATBERG REGION AND THE HOGSBACK AREAS were 
extensively used for ecological and environment studies, which included 
an analysis of the geology, geomorphology and natural vegetation of 
the areas. 

4 THE KATBERG REGION is also most useful for the study of rural 
development projects. 

5 STUTTERHEIM is the centre of a large complex of natural forests and 
plantations and is valuable as a case study for a wider study into the 
forestry, paper and pulp industry of South Africa. 

6 GAME PARKS, GAME RESERVES AND NATURE RESERVES, as also 
game rances such as Tsolwana game ranch near Whittlesea in the 
Ciskei, are valuable not only for a study of environmental geography, 
but were utilized as part of a study on conservation strategies in 
Southern Africa. 

7 THE ESCARPMENT REGION around Dordrecht, Rhodes and Barkly East 
was used as a study of high mountain areas, their climate, vegetation 
and geology. This area was also interesting from the pOint of view of 
the farming activities in the region. 
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URBAN TRAIL 
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War Memorial opposite East london Technical College . 
Note the inscriptIon - to whom is the Memorial dedicated? 

Intersection of Elton and St Andrews Roads. Looking east down St 
Andrew<i Road, fill in an environmental appraisal sheet. 

Intersection Elton and St Marks Roads. 
Blocks of flats and boarding houses make their appearance as from St 
Marks Road. Besides the fact that this area is zoned as general 
residential, why do you think these flats are situated here? 

When one considers the cost of petrol, and in terms of time. the optimal 
residential location is on the fringe of the CBD, this results in an increased 
demand for land. which in turn results in high land values in this region. The 
potentially high yield per unit area makes the location of flats in this region a 
better proposition than single residences. Consequently. this region has a high 
population density. In Johannesburg. Hillbrow is the obvious example. 

'i;;;:;'''l'li~'f.!.t'lIJ&~ peri phery 
:'C·~e~0:::"~-~ 

.po 
N 
~ 

Schematic Represenla\br of 
[Von der Mcrwe 1; N~I. 1975.] 

Rosidential Density · within the Ci 

· 3 

4 

Note the two old houses on the eastern side of Elton Street (Nos 3 and 
5) between 5t Marks and 5t James Roads. Comment on their age and 
construction and say why you think the land on which they stand has 
not yet been redeveloped. 

Intersection of 5t James and Wynne Road . 
architectural styles. Appendix A. 

See brochure on 
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5.1 What type of shops are present? 
, 

5.2 What type of commodities are offered for sate? Classify these in terms 
of their 'threshold value' . 

5.3 Speculate on the possible sIze of its service area (compared with the 
caD of the Vincent Park Centrel 

6 Intersection of 5t Georges Road and Webb Street. The flats 'Beau 
Vallon' just west of Webb Street and 5t Georges Road intersection, 
together with the many blocks of flats down Muller Street, are evidence 
of a densely populated area just outside the CBO. Study the population 
pyramids and choose the one you feel best represents this area of 
Southernwood. Give reasons for your choIce. 

__ -:c: 

! ~ 

-', i " 
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~--;--"-O""'I""--r"t 

to o 

+ Fill in an environmental appraisal sheet of the area while looking east 
down Muller Street. 

7 Intersection of Webb Street and Lambert Road . South of Lambert 
Road, the land is zoned for industry. 

7.1 Classify the industries into types, noting the company names and 
sloga.ns. 

7.2 Say whether they are involved in light or heavy industry (motivate your 
answer) 

7.3 Guess at what these industries actually do. 

7.4 

7.5 

7.6 

7.7 

8 

8.1 
8.2 
8_3 

What do you observe regarding the plot size here compared with that 
of the residential area you have just walked through. 

What type of land use do you think prevailed here before Industry 'took 
over'] Motivate your answer. 

Give a better phrase for the expression 'took over'. 

Where in this area are the purpose-built industrial buildings] 

Railway Bridge over commercial Road. (See Appendix 8). Located 
under or near the rail bridge, use the traffic count sheet to record the 
following: 

Unit type 
Direction 
Sex of occupants 

5 

The aim is to determine the nature of the traffic on one of the main 
highways during the mid morning and to speculate as to the purpose of 
these journeys. 

Traffic flow is governed by the time and purpose of the journey. There are, 
basically 4 journey incentives: Work; School; Shopping or service and Social 
Incentives. 

i 

om_ 
Time. 
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Schematic RepresentQtion 

and Ne\. 1975.1 

a! ,raffie RoW. l Van der Merwe 

9 

9.1 

9.2 

9.3 

9.4 

9.5 

9.6 

Surveillance from the top of the Trust Bank Building. 

HoW high are you above street level? 

How many floors does the Trust Bank have 7 

What are they used for7 

Study the CBO from your elevated position and note any pecu 
phenomena or characteristics. 

Count the churches in view and attempt to identify them. 

Orientate yourself in relation to Selborne College. 
Elevator. 

Locate the GI 
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12 

13 

14 

+ 

15 

6 

Land use survey of the CBD. 

Use t he land use classificat ion key when surveying a block.. Note that 
one erf does not necessarily constitute the existence of ONE shop or 
office. These erven have often been sub-divided and you must 
therefore indicate these sub divisions on your map accordingly, each 
w ith its respective land use code. (See accompanying sheets. 
Appendix C). 

Standing near the Peak Land Value Intersection (PLV!) fill in an 
environmental appraisal sheet. 

Pedestrian movement check. 

The aim of thIs exercise is to determine pedestrian movement and area 
preferences. This information must then be mapped, using flOW-lines . 
(See Appendix 0 for map and count sheet). 

Ust of build ings of historical or architectural interest. ISee 
accompanying list, Appendix El . 

Intersection of Buffalo and Caxton Streets . 

Note the locat ion of shops such as Ellerines, Royal , Town Talk and 
var ious wholesale merchants. 

Why do you think they are situated on the edge of the CBO and not in 
the centre where there are more people? 

Intersection of Buffalo Street and Bush View Terrace . 

Note the aid General Dealer store. 86 Buffalo Street. Prior to 1898 the 
erven 18651 and 18652 (see base map of CBD. Figure Il were owned by 
Mr M Abdoola 's uncle and he and his family lived on the premises. 
After his death in 1902 both properties were sold aithough the fami ly 
still owned the business and continued to trade. In 1903 the erf No 
18652 was purchased back. and the present building wes erected. Due 
to restrictive legislation he Is unable to modify or rebuild his shop so 
although he owns the ground, the shops remain a relic from the past. 

The legislation in question: 

1940 

1943 

1946 

The Broom Commission examined the 'infiltration' of white 
areas by non-whites (Indians), 

Pegging act. which prevented further ' infiltration'. 

As iatic land tenure act. This was the first to proclaim group 
areas . 

1950 Group areas act. 

Complete an environmental appraisal sheet while in the vicinity of the 
old General Dealer store. 

Intersection of Porter and College Streets . 

Note the age of the shops and houses in the region of Porter Street. It 
was in College Street that Panmure Public School, the forerunner of 
Selborne ColleQe, was situated during the years 1879-1901. 

7 

15.1 What commercial land use is found here? 

15 .2 Classify this area In terms of land use bear ing In mind what you havl 
already seen. 

16 Intersection of Porter Street and Park Avenue, North End . 

This intersection was the centre of fashion in 1895 and home for th 
elite. David Rees, eight times Mayor of East London resided herE 
today It is inhabited by members of the Indian community. In 1978 
was proclaimed a business (Including industry) area. 

16.1 Why, do you think, has this area been reproclaimed? 

17 Intersection of WolesJey Street and St Pauls Road, North End. 

+ Fill In an environmental appraisal sheet. Note the abundance of ' cornl 
shops· (General Dealers). 

17 .1 Why do you think are there so many in this area? 

17.2 What can you infer from a study of the names and dates of the ~ 
stores? 

17.3 Study the commodities for sale and comment on the socio-econorr. 
standing of the present customers. 

17.4 Where are these people employed? 

18 Intersection of Kimberley Road and Oxford Street. looking south do ... 
Oxford Street. 

The Immediate area may be classified as the grey zone on the fringe 
the CBD. 

i8.1 What characteristics are apparent? 

18.2 What land use types are found here? Why? 

+ Fill in an environmental appraisal sheet for this area 

19 

19.1 

19.2 

20 

Oxford Street opposite Solly Kramers . 

Note the ribbon arrangement of Commercial land use along Oxfl 
Street as far as St Georges Road . 

Comment on the advantages and disadvantages of a 'shop kee~ 
(owner of a business) in this area compared w ith the eSD. 

For many years, the Majestic Bottle Store situated on the corner 
Oxford and 8t Georges Road. has done a lucrative trade in th is ar 
How do you think has the opening of Sol ly Kramers In 1979. sffec 
this trade 1 Why1 

Area between 5t Matthews and 5t Lukes Roads on both sides 
Oxford Street. Although this area is zoned - residential. this is not 
present use. 

.." 
N 
W 



20.1 

8 

Write down the names of at least five doctors, specialists and 
professional people and indicate in each case, the type of activity in 
which they are involved. 

20.2 Why are they all clustered together? 

\. 

9 

Appendix A 

ARCHITECTURAL DETAilS 

In order to perform a detailed study in an urban area, a geographer needs to 
be informed of the area's history. However, to obtain the precise details for 
the area concerned can be a time consuming activity, since the history of 
each building In the area must be carefully studied. 

For our purposes, it is sufficient to know the approximate period from which 
the buildings in the area date, so that we might then understand the 
development of the particular urban environment. 

To this end, a list of architectural details has been compiled. It must be 
stressed, however, that this list Is only a guide, since by its very nature, 
architectural details can be misleading. ' 

The following terms and their corresponding periods may be useful: Georgian 
1714-1830; Victorian 1837-1901; and Edwardian 1901-1910. It must be borne in 
mind that any architectural fashion in Britain and Europe had, because of the 
great distance, a necessary time lag before it reached East London. 

TASK 

. Study the houses in Southern wood (particularly those in Wynne and Webb 
Streets) and North End, and see if you agree with the datings attributed to 
these two areas. 

rAF~T""'(I R. K. 0 tI 

Corrugated Iron 

ePA"''' t.OHttj). 

~ 
N 
~ 

In Britain, corrugated iron was first used on buildings in the region of 1838. 
An engineer, Walker, is claimed to be the Inventor. By 1851 it is recorded as 
being the cheapest roofing material in Britain. The corrugations strengthened 
the iron considerably. To increase the strength still further, the sheets were 
curved, Th~se curved sheets were fashionably used for verandahs. 

Its durability and economy were largely responsible for its widespread use and 
during the 1870's and 1880's a large number of wood and iron houses were 
erected in East London. The name 'Corrugated~lconjc' style has been 
attributed to this type of building and many of them still stand today, 
n<'lrticularlv in 
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the North End area. These buildings were brightened up by elaborate 
fretwork on the verandahs and finials on the roof and became fashionable 
cottages in their own right. 

C.OR Q.t.tCoAT4.'D - .1)1.0"1<:. 3Tyt..f. 1(71) . - 1905. 

Verandahs 

The South African climate dictated the need for light, inexpensive verandahs. 
They provided shady seml·outdoor spaces In which to sit, they stimulated the 
movement of cool air throughout the house, and they kept the hot sun off the 
north facing walls of the house. Despite its obvious function, verandahs also 
became very fashionable as they relieved the stark simplicity of a colonial 
house. 

The verandah roof was supported on columns. set either regular or alternating 
to relieve the monotonous rhythm. The column at first had a single capital and 
base and the earltest timber posts were quite plain, The Junction of the 
column and the roof was often achieved with a flat bracket or diagonal struts. 
However, during the 1870's they developed as decorative items in themselves 
and later became part of the fascia. During the late Victorian and Edwardian 
period they were elaborately decorated with fretwork (fretwork machines 
were invented in America in the 1850's) . Cast-iron, which was first imported, 
became more popular after the 1880's when local foundaries were established 
and began to appear on houses after the 1900·s. The concrete and brick and 
cement pillars appeared much later. 
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Windows 

Plate glass was Invented by the French in 1773 but because of the expens, 
commercial production only began in 1838 (in Europe). Consequently, the ear 
settler houses either used wax coated calico or the more affluent ones h( 
windows made up of many small panes of glass, During the latter half of tl 
1870's larger panes began to appear in the houses of East London (only 
panes to a window). The large plate glass windows of this time were restricU 
to shop fronts but as time progressed, windows with only two large pan. 
made their appearance. The windows of the middle 19th century, and up un 
after the First World War, were mainly of the sliding sash type of caseme 

window. 

Stained glass 

The development of cheap tinting and texturing processes allowed even t 
poorest householder to have a small surrounding panel of coloured glass 
the doorway. T~is was very much the fashion during the late Victorian a 

Edwardian era. 
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Doors 

During 1893, machine-made materials, e,g. doors, windowS and fascias bel 
to emerge. Whereas previously they were hand-made on the site. accordin\; 
the fashion of the day, the 'machine-made' finally took over. Many of 
earlier doors have had the letter-box added. The side viewing windc 
became a feature during the late Victorian period. 

v"r ,Q,.hcr-J. 

<Jr~1 Ig~l 
~ Fkl . ... - ... 

~ 0 fCJ rJ'! 

~ffOOI ~ ~ .'-.... " 
t l .llriii 

S~i') " S"::;'R 
~ ~;:' h:"1 ' ·1i..~.J1 
"" ';Q""'lt f~l'an~ "I· ",I ~ ~. tU - ~f l. !~-

i! :'lr~1 ", Inn:: 
t{jfaDI ~I ,~I~" 



ROOF TyPES 

HIPPe.b 
II,; • '. ;. 

. ;'J" . , 
.... :: 

' . .: ;:J~: . 
;,J 

~ I PPI.D 

. 1, . . 

ct 
HAlS- H IPPE.ll . Gi\~u .. 

GA~'-£.b V"'~IATiONS: 

A f1cw 1TfoC.T\tRA L. 
II b. 

1>~TAIL.,$ • 

• ...J 

.. 
H'PPEl) GAr.L~T . 

'.Q. C!~\\. . . .. ~~ . ~#-

('2,.\OLEb GhMt\Rrtl .. 

,. 

GA8Le.I)"· , .' 

, 

I · :~~ ~~~ .. 
~ .sONGL£. PITCH . 

e:A~L.r ·· St.TTL.EIt. . .. . DlfTClt ' F-Al'..Apar "'~ct. COPIUCir 4T P~l"" C.Los" · vaRetl • .. 

Iffi' 
~ 

• K.t.l.LI.R.· AT ITE.IU""tNo\T\Df.l 

G~~L,.I!.~ 

PQ.fb.f~(: 
~ .- .,~ '. :.." ._._ . _:- \f"~IATfQr:s' . . ' ~ 

)~f~--q~ I~' 

~ 
TAIAIIIGrUI...J\Q. 

O~ £AVl:S J PAt:Io."C.T 0,," t:oPtrJG.. 
1- -- ~ 

&1l01C' .... 

12 

In 1895 Park Avenue was the East London fashion centre where the elite of 
the town lived. (David Rees, eight times Mayor, lived here). However, the 
increasing demand for land close to the city centre and the lack of proper 
municipal regulations resulted in the owners subdividing the ir land and the 
laying out of the narrow streets (some a mere 14 ft across) which precipitated 
the ideal conditions for the development, in later years, of a slum area. These 
small erven, and consequently lower land values, resulted in this area 
becoming an Indian residential area. Today, because it lies in the path of 
expansion of the Central Business District, th is land has been proclaimed for 
'Industrial and Business use'. The high density settlement of the North End is 
In marked contrast to the more spacious arrangement of Southernwood . 

During 1900~1 902, the open ground in the Southernwood blocks was cut up 
into plots of 'oblong shape and reasonable size'. These were available after 
the Anglo-Boer war when money was more plentiful and the building 
regulations were of higher order (Moult, 1951), Consequently, a great many 
two-storeyed houses were built, many with lavish architectural designs. Anne 
Bryant Art Gallery and the Malcomess Childrens Home are the only remaining 
residences which have not had their plots sub-divided. Today many of these 
residences have either been converted into flats or boarding house 
establishments, or have been demolished to make way for modern flats . 
Board (1964) states that this is essentially a residential area populated by the 
young, perhaps employed for the first time in the city, and retired people who 
wish to be near the city central. Southernwood had an added advantage, 
unlike North End, Its expansion to the north was neither hampered by the 
topography nor was it in any way prevented by the railway line. On the 
contrary, the land In the region of upper Southernwood and Selborne provided 
sites which, because of the topography, have commanding views and so 
became much sort after and consequently have a number of large 
two-storeyed houses with spacious gardens . ..c:::. 

N 
East London was raised to the status of a city on 1st June 1914. '" 
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APPENDIX C 

In order to acquire an aCCurate and detailed land use map of the city centre, 
the survey must be conducted on a ' building to building' basis. 

Each group is required to survey at least one street block. This may be 
completed in less than ten minutes, by dividing the block into sections, with, 
for example. one group member per ert. 

Procedure 

Use the map, figure 1, to locate your block (figure 2'. Then, on figure 2. fill 
In the appropriate details, for example. the code letters (see table I: Land use 
classification key), and Indicate any sub-divisions within the erven. 

N.B. Take special notice of the service shops (Be) for 'food and drink' and 
'clothing'. The location of these two types of service shops along with their 
names must be clearly indicated as this information wifl be required by you at 
a LATER date, in order to determine the degree of clustering (index) in each 
case. This will be achieved using the statistical method of 'nearest neighbour analysis' . 

In addition, indicate the exact location of robots and pedestrian croSSings, as 
well as the arcades within the street blocks themselves. 

It is important that all the relevant Information be accurately and legibly 
recorded by each group member. This information must be collected within 
the group so that each member has a copy of the entire block. in question. 

The final result, i.e. all the blocks concerned, will, at a later date, be suitably 
coloured in and together with a key, will be displayed in your respective 
geography classrooms for later reference. 

2 

3 

4 

5 

6 

7 

B 

9 

10 
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ANNEXURE E 

BUILDINGS WITHIN THE CBD WHICH ARE OF HISTORICAL 
OR ARCHITECTURAL INTEREST 

CENTRAL POST OFFICE. Erected in 1927 by the Public Works 
Department under J 5 Cleland, Chief Government ArchItect, In Transkei 
Sandstone. 

CUTHBERT'S BUILDING. Building was commenced on 24 January 1901 
It was originally built to serve as the premises of 'Cuthberts Boo' 
Merchants' wIth offices above. The facade remains unaltered. 

CITY HALl. The foundation stone was laid by the Mayor of Eas 
London, Councillor David Rees on February 20th, 1897 and it wa! 
completed in May. The building, designed by Page and Cordeaux , is i 

good example of Victorian Civic sculpture, belonging to the 'Frel 
Renaissance' category. A front porch which extended over the dr/vI 
was removed in 1908 to allow for the erection of the Colonial Divisiol 
Memorial. 

'OLD' PUBLIC LIBRARY. The foundat ion stone was laid on June 17tt 
1905. This building, designed by Cordeaux and Walker, with it 
classical style facade. was used as a public library until 1958. 

OXFORD SQUARE. Remnant of original building dated 1925. 

BUILDING OCCUPIED BY 'SPEEDEE' DRY CLEANERS. Build ing facae 
has three 'roman' eagles and the Initials G.T.C. (G .T. Carrington). BUI 
in 1880, this building was offered for sale on June 2nd of the same yeo 
and described a.s having "solid concrete walls which are simp 
indestructable and there is no chance for any tenant having to mal 
good damage to the Interior for 'tis impossible to effect injury to SU( 
work'. " It certainly has withstood the test of time. 

OLD STANDARD BANK BUILDING. Construction was commenced! 
erf No 15468 on October 13th, 1900 and amended title was received I 
the Standard Bank on November 3rd, 1902. In 1927 the corner partir 
on erf No 15467 was built to match the existing building. 

THE RESERVE BANK. Designed by Farrow, Stocks and Farrow. T 
strong double doors of bronze on the west side of this building ha 
eight large South African coins belonging to different periods, model! 
in relief, beginning with one used by the Dutch East India Company. 

THE RAILWAY STATION. This was the first station to open in Eo 
London and is one of the oldest buildings in the city. The date on 1 

facade is misleading since the lower storey dates from 1877 while 
upper storey which was only added three years later and so bears 
date IB80. 

SMALE'S BUILDING. Occupied by 'Scotts off the Peg' and 'Paperb, 
Shack' stands on the corner with the building on erf No 15524 be 
occupied by 'Walters Florist' and' African Agency' . 

BUILDING OCCUPIED BY THE DEPARTMENT OF THE INTER 
OFFICES. These are the only pre-IBBO business premises in the 
which have retained their facade. The building was erected in 1879 
w as occupied by Henry Ellis, an auctioneer. The building was I 
hnunht bv Theodor Dreyfus . .,. 

" 
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MEMORIALS 

12 THE COLONIAL DIVISION MEMORIAL lin front of the Town Hall), 

The Mounted Colonial Division was comprised of loyal young South 
Africans under the command of General (later Sir) E Y Brabant. This 
Division fought and drove the enemy (boers) out of the Eastern Cape 
and fought through the Orange Free State and the Transvaal. 

It was at a meeting one night that it was decided that each soldier 
would contribute a days pay for a memorial to be erected to the 
memory of those who lost their lives while serving with the Colonial 
Division during the Anglo-boer war, 1899-1902. 

The sculptor was Mr W Reynolds-Stephens and the total cost of the 
monument was 3,102. The monument was unveiled by General Sir 
E Y Brabant, KeB, CMG, on 9th November 1908 on the occasion of the 
67th birthday of His Majesty King Edward VII INettelton, 1980), 

13 THE 1ST WORLD WAR MEMORIAl. Located at the top end of Oxford 
Street opposite the East london Technical College. This memorial is 
dedicated to those who lost their lives during the 1914·1918 war in Egypt, 
Palestine, Mesopotamia, Salonika. Flanders, France and German East 
and West Africa. 

It was erected by public subscription in 1922. 

The Iych gate. which stands at the entrance of the memorial, is 
dedicated to the memory of those who lost their lives in the 2nd World 
War. 

~I! 
" -'-=-' ~.~.;.. -~=~::,"""=,!,,,.,.~,...--~:-Q:J:,.. ~1!Jl-=jT 

"t w'Qrld \Vat" MCMI)"II:1t. 

' \ 

"'" N 
CO 



EAST LONDON URBAN TRAIL 

m'ifIRONMEN'rp.L APPRAiSAL SHEel' 
/ 

Aft.£A1 •••••• ~ ••• c ............... ~: ••••••••••••• 'aSSESSOR'S NfJ'jEf ....................... . 

This exercise is designf.!d to illust,!"Me the videly d1££cring (Jpinion.<') tha.t people M,ve 
cl>.lut .i. pa.t"tic..llar envu'OJliIe:'lt. G;ve u ~c.oJ'e ill e.ach C<1se (<<.."here applicable) £toltl 
1 to;.. 1 means that sotilcthi."lg i!> very \.U1satisfacto:ry, and a sQ)re of 5 means that it 
is 50 q::;od it \.'\)u1d be: very diffioJ.lt to improve. upon. 

Aeld up }';)\.U' total illld cumparc )'Our findin!1!1 with someone else's and then disQlsS .. hy 
YOUi' results may difte:-. RG1l!1ltber, D. triJ.C reflection can only be obt&.incd if you are 
o:ompletely bnest. 

fI)m..~~: 

Age in years (state ~het~er ~r~~n or estimated) •••• _ ••••••••••••••••••••••••••••••• 

~~t$ide appe~ance. (F~c~de, paint~rx, etc). 

*hc!".rertising. exteI'iol' t.< interio;:' (GUality of vindo ..... displays 

QUt!llity of bui.ldi."19 materials. 

(""'here olpplicable: 

:a. .t~NTS# 

& srovtoonls). B 
sub total B 

Can people ..... alJ:. about freel),,? 

Adc~iite street fUrniture (seats, lights, b:i.n.s. etc). 

Litter. 

~angcr !'l:'Om trt,£Pic. 

C. .~~: 
Condit jon. 
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APPENDIX 8C 

CLASSROOM "FIELD WORK" 



434 

EXAMPLES OF CLASSROOM "FIELD TRIP" - STD 9 

(Nicholson and Morton - Working with Maps, p. 52) 
(Map extract Broederstroom 252700) 

Complete a hydrological analysis of the area depicted in the above map 
extract. Note the completed analysis should contain the following: 

A description of: 

(a) The river types according to their flow pattern. 

(b) The river types according to the direction of flow and in relation to 
slope. 

(c) River patterns and their relation to the geomorphological processes 
in the area. 

(d) Examples of river capture and how they may have occurred and 
the features related to the capture. 

(e) Factors that affect runoff and drainage density. 

(f) Features that have been formed as a result of the stream 
processes and erosion. 

2 Calculations related to: 

(a) Stream ordering and drainage density . 

(b) Longitudinal profile of the Crocodile River. 

(c) Cross-profiles of the Crocodile at points I, 2, 3 and 4 . 

(d) Hydrographs of the Hennops and Crocodile rivers. 

3 The final analysis should combine conclusions related to the 
calculations and the description in order to give an overall picture of the 
drainage of this area. 

4 Suggested procedures: 

(a) Make a tracing of the streams on tracing paper and use this for 
calculations, etc., and for indicating features that have been 
identified, stream patterns etc. 

(b) A clearer picture of the area will be obtained by using the Brits 
map (S A Landscape). 

(c) Make notes on the various sections then when you have 
identified, calculated, etc., use the following outline for the 
completed analysis. 

(i) Introduction: The situation of the area, the climatic factors that 
are relevant to the drainage of the area, the effect of man and 
man-made structures. 

(ii) The geomorphological processes. 

(iii) The river and stream analysis . 
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APPENDIX 8D 

EXAMPLES OF GROUP PROJECTS 
(FORMAL AND EXTRA-MURAL) 
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EXAMPLES OF GROUP PROJECTS (FORMAL AND EXTRA-MURAL) 

TOPIC 

I Analysis of 
beach ecology 

2 Analysis of 
geomorphology 
and estuarine 
areas 

3 Beach management 
strategies 

LINE · OF ENQUIRY 

Systematic 
scientific 

Systematic 
scientific 

Phenomenological 
and framework 
method 

RESOURCES 

* Printed: books, journals, 
almanacs, occasional 
papers 

* Investigation in situ to 
collect data 

* Museum personnel: con­
chologist and biologist 
and other natural scien­
tists 

* Nature conservation 
(forestry) 

* Printed material 

* Investigation in situ 

* Museum personnel 

* Nature conservator 

* Members of CLEO project 

* Geologists 

* Printed material 

* Investigation in situ 

* Town and regional planners 
both municipal and privatE 

* Members of the public 
using the beach area 

* Department of Touri sm 

* Traffic Department 

* Nature conservation 

* Museum personnel 
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Beach studies of sensitive areas along the coast were done in two con­
secutive years by the Std 9 group at the request of the local nature 
conservator, each pupil choosing a particular aspect of study, either 
as their major or minor project. The Nahoon estuary project is being 
continued (1991) by the school as part of the national CLEO project 
(Appendix 8C) 

4 An analysis of 
spread of "Reef 
worm" colonies 
in the East 
London area 

Scientific * Printed material 

* The biology teacher 

* Nature conservator 

* Museum staff 

* Investigation in situ 

This project was exhibited at the 'Science-Expo' (Grahamstown, 1989) 
and pupils were invited to present their findings for publication in 
the Naturalist. 

5 The redevelopment 
of the Quitney 

Framework fieldwork/ 
scientific/phenom­
enological 

* Printed material included: 

census data, archival 
material, occasional 
papers 

* Investigation in situ 

* Town and regional planner~ 

* City engineer 

* Traffic Department 

* Mayor and town councillor~ 

* Members of the public: 
residents, show-owners, 
hotel managers, tourists 

* Museum personnel 

The above project was an inter-schools project, the working documents of 
which were presented to the Town Council and are at present in use with 
two other surveys of the area. 

6 Conservation 
strategies in 
South Africa: a 
case study in 
the Border and 
Ciskei 

Phenomenological * Printed material 

* Investigation in si tu of 
the Mpongu Park Nature 
Reserve, Mtiza forest 
area, Tsolwana game 
resetve and Cove Rock 
Beach 

* Nature conservator 
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* Department of Environ­
mental Affairs 

* Parks Board members 

* Park managers and staff 

* Members of the public 
using the areas 

* Headmen of the Tsolwana 
Tribal Trust area 

Results presented at an 'open night' to members of the public. 

7 Developmental 
strategeis for 
third world areas: 
a case study in 
the Katberg area 
of Ciskei 

Phenomenological * Printed material 

* Investigation in situ 

* Ciskei sawmills manager 

* Askei forestry 

* 'Lorraine' estate 
managers and researchers 

* Tenant farmers 

* Katberg Hotel management 

* Subsistence farmers 

* Ciskei Water Affairs -
Kat-Fish irrigation scheme 
hydrologist 

Results presented at an 'open night' to members of the pupblic, 

8 Multi-discipline 
study of Hogsback 

Framework fieldwork * Printed material, inclu­
ding material for the 
area 

* Investigation in situ 

* Forestry personnel in 
the area 

* East London Nature Con­
servator 

* Museum personnel in East 
London 

* Prof M E Marker of Fort 
Hare 

* A local geologist 

* Village councillors 
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* Residents in the Hogsback 
area 

* Hotel managers in the area 

* Hobbiton Outdoor Education 
Centre personnel 

* Tourists in the area 

This study was completed by various groups over a period of years with 
individual groups studying aspects which interested them. 

Other group projects included : 

9 An investigation into the care of the senior citizens in the East 
London metropolitan area. 

10 A study related to problems of teenage entertainment in East London. 

II A study of the provision for the handicapped in the East London 
area. 

12 An analysis of Graaff-Reinet and Oudtshoorn to identify development 
in Central Place Areas in the hinterland. 

13 A study of Historical Grahamstown and the 'Settler Country'. 

14 An ecological analysis of the Double Mouth Coastal Reserve. 
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APPENDIX 8E 

EXAMPLES OF INDIVIDUALISED PROJECT 
TOPICS COMPLETED BY STD 8 AND STD 9 PUPILS 
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EXAMPLES OF INDIVIDUALISED PROJECT TOPICS 
COMPLETED BY STD 8 AND STD 9 PUPILS 

Systematic scientific lines of enquiry were followed by pupils 
investigating the following areas: 

* Economic viability of a small farm 

This study was done by two pupils where parents had recently 
purchased two farms each under 200 hectares. Each girl analysed 
the economic potential of the farms utilizing the local agricultural 
extension officers who provided guidelines for the study and 
helped with soil analysis. etc. The local nature conservator was 
also approached for help as were the local meteorology officers 
who supplied weather data. 

* Tick borne diseases in the East London area and its economic 
impact 

* 

* 

* 

* 

* 

The pupil made extensive use of the local tick research station 
where personnel made statistics available and provided guidelines 
for the study. The investigation centred on two local farms for the 
collection of ticks and data related to the frequency of tick borne 
diseases and the costs of eradicating these diseases. 

The economic impact of various industries in East London 

Individual pupils undertook studies of, inter alia, the following 
industries in East London, basing their studies on a single factory, 
Becketts, Mercedes Benz, Parker Pen, Textile factories, Wilson 
Rowntree, Koo fruit factory, among others. 

The role of the harbour in the economic development of East 
London 

The pupil made extensive use of archival material based in the 
East London Museum, various departments in the East London 
Municipality and the then S A Rand H, representatives of the 
Unicorn line and harbour personnel. 

A study of the Amalinda Forest Station and the restocking of 
rivers and dams in the area with various fish varieties 

A study of the pineapple industry in East London: a case study of 
Shelford Pineries and the pineapple research station. 

Sewage disposal and water purification in the East London 
municipal area 

2 Phenomenological or framework fieldwork was used by pupils engaged 
in studying areas such as the following: 

* The role of the museum in the community. 
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The role of the theatre in the East London community: a study of 
the Guild Theatre. 

The location and history of a variety of East London historical 
buildings (done by individual pupils each of whom did a study of a 
particular building) . 

Architectural styles of East London CBD and surrounding suburbs. 

Suburban studies: pupils from various suburbs undertook a 
geographical and historical study of their own suburb area. 

The ' " lung areas" of East London: a study of the diminishing 
commonage and park areas of East London . This pupil mapped 
these areas over a period since the second world war, studying 
the percentage decrease of open areas as a result of development. 

The Mtiza Forest Reserve: a variety of studies were undertaken in 
this area, including: 

trees of the forest reserve 
the Mtiza tree 
medicinal plants in the forest reserve 
the history of the conservation of the area 

Individual resort or holiday areas were studied by various pupils 
who looked at the location of the resort, the tourism generated by 
the area and management strategies in terms of the resort's 
environment . 

3 Theoretical stud ies based on problem identification and solutions related 
to mainly printed material, included topics such as: 

* 

* 

* 

* 

The geographical spread of AIDS and the implications for South 
Africa. 

Space exploration and whether it is justified in terms of the costs . 
(This was completed by a pupil who had visited the NASA 
headquarters in the USA in the year prior to doing the project.) 

Volcanoes and natural disasters - based primarily on the St Helens 
eruption in the USA. 

Tropical cyclones and their impact on Southern Africa - based on a 
detailed study of Domoina and other tropical cyclones which have 
affected South Africa over the past 20 years. 

4 Semi-theoretical and field based studies were completed by pupils who 
accomopanied their parents on holidays in South Africa and abroad. As 
the project topics were discussed early in the first term, pupils who 
were visiting other areas of interest and who wished to incorporate 
their visits into their project work were given guidance in the theory 
and preparation . In this way the following areas were incorporated into 
the project component, among others . 

* A comparison of the geology and geomorphology of the Northern 
Ireland east coast and the East Cape coastal area. 
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A study of the Grand Canyon and the environmental implications 
of intense tourism at selected areas. 

The two faces of Mauritius: tourism versus the local population . 
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APPENDIX SF 

BASIC CRITERIA FOR THE 
ASSESSMENT OF 1ST 
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BASIC CRITERIA FOR THE ASSESSMENT IN 1ST (DESIGNED 
FOR THE TEACHERS' AND THE PUPILS' USE 

LANGUAGE 

The following aspects will be considered: 

* 
* 
* 
* 
* 

spelling, grammar and general competence 
correct use of geographical terms 
clear, coherent sentences, correct use of paragraphs 
logical sequencing of ideas 
clear introduction, conclusion which draws main ideas together 

2 PRESENTATION 

(a) Aptness with regard to the topic: 

* 

* 

use of correct conventions relating to report writing, essays, 
data presentation, data analysis, use of visual material (no 
decoration) 

use of correct conventions relating to captions, etc . 

(b) Neatness 

* simply means what it says - avoid sloppy, 

(c) Use of assignment conventions 

work 

* 

* 

* 

* 

* 

* 

referencing; use the Harvard system you have been given 

acknowledge quotes 

use your own language 

acknowledge sources 

correct use of title page, contents page, lists of tables and 
illustrations 

reference in text to illustrations 

3 ILLUSTRATIONS 

(a) Presentation of illustrative material 

* 

* 

* 

* 

frame and number of illustrative material 

use captions 

when doing schematic diagrams, field sketches, etc., use 
black pen or pencil for drawing (no blue or red pens). 

use the conventions you have been taught for the labels of 
diagrams 
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(b) Acceptable illustrative material 

* 
* 
* 
* 
* 
* 
* 

graphs 
maps 
tabels 
schematic diagrams 
field sketches 
photographs 
photostats (ONLY IF RELEVANT TO TEXT and has been 
referred to in text). 

N.B. ensure that you develop and present the illustrative material 
correctly. 

PICTURES ARE NOT ALLOWED -you will be penalised for including 
pictures from ANY SOURCE WHATSOEVER. 

Remember: illustrations are there to highlight or to clarify a point 
you are making. 

(c) Relevance of illustrations. Ask yourself: 

* 

* 

* 

* 

* 

4 CONTENT 

are they necessary? 

do they add to the text? 

are they in keeping with the theme? 

do they show originality, insight and creativity? 

are there areas in the text that need additional illustrative 
material to clarify the point being made? 

(a) Reference to topic. Ask yourself whether you: 

* 

* 

have achieved the aims and objectives of the task? 

have you done precisely what you have been instructed to do 
or what is necessary in terms of the guidelines? 

(b) Logical development 

* 

* 

* 

* 

does the content flow logically without being disjointed and 
bitty? 

have you given evidence for statements or assumptions you 
are making? 

check each timeyou use 'therefore' or 'thus'; this means that 
the point you are making is a logical and correct result or 
effect of the previous statement.. 

watch sweeping statements. 
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(c) Insight 

* 

* 

* 

* 

* 

* 

is the text purely descriptive or have you answered the 
question, why? what? where? what implications? what 
effects? what do I think? why do I think? what ought to 
happen? what ought to be done, why? 

have you looked at all sides of the problem? 

have you weighed up the evidence? 

have you justified your position? 

have you considered all the possibilities? 

HAVE YOU THOUGHT ABOUT WHAT YOU HAVE PUT ON 
PAPER OR WHAT YOU ARE SAYING? 

5 ORIGINALITY OF APPROACH 

* 

* 

have you looked beyond the obvious? 

is the text, the presentation, the illustrative material, 
innovative, creative and generally interesting? 
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APPENDIX 8G 

CRITERIA FOR PEER GROUP ASSESSMENT 
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CRITERIA FOR PEER-GROUP ASSESSMENT OF GROUP 
AND INDIVIDUAL PRESENTATIONS 

Presentation techniques 

(a) What aspects of the presentation do you think were particularly: 

(i) interesting in terms of 'audience appeal'? 

(ii) useful in helping to put across a section of the work? 

Why do you think the aspects you identified 'worked'? 

(b) Were the speakers audible? Did they speak clearly and was it easy 
to follow their presentation? (if a verbal presentation). 

(c) Was the material easy to follow and clearly expressed? (if a 
written presentation) 

(d) Did the visual material add to your understanding of the material? 
Why did it do so? 

2 Content of the presentation 

(a) What aspects did you find interesting? What made them 
interesting? 

(b) What did you learn from the presentation? What helped you 
to learn? 

(c) Were the material clear, logical and substantiated by 
evidence? 

(d) Was there a balance between description and explanation in 
the presentation? 

(e) How would you have improved the material? 

N.B. On the basis of the above factors, rate the presentation as follows : 

A Excellent 
B Very good 
C Good 
D Needs to be improved in the following areas: 
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APPENDIX 9 

PUPIL EVALUATION OF FIELD RESEARCH 
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PUPIL EVALUATION OF RESEARCH PROJECT 

" .. . we have included brief notes under the subheadings 'personal 

development,' 'what we noticed in others involved in the project' and 

skills developed' ." 

Personal development 

We developed the ability to communicate under pressure, since the time spent 

together as a group was limited and we had to make the most of each brief 

meeting so as to obtain maximum output and development in research . 

Working in a group situation also enabled us to achieve a better perception of 

different opinions and to set aside our own bias in the face of group conflict 

in order to allow others to be heard. We gained confidence in one-on-one as 

well as one-to-many situations, i.e. within the group, in interviewing and in 

presenting the final product to the public . Such exposure also developed our 

own leadership qualities. Each person in the group, however, benefited the 

same in this respect, since we all had heavy loads to bear and expectations to 

live up to . The project initiated a greater awareness and appreciation of the 

multi-faceted problems which face the modern urban environment. 

Although sometimes strained, the group situation was pleasant and conducive 

to friendly interaction between group members, which would not normally 

have been possible . 

What we notice in others 

What was noticed was a transformation in others involved in the project, from 

virtual apathetic disinterest to committed and enthusiastic involvement as a 

result of persistent encouragement from our teacher. As a result of the 

extended duration of the project, interest in some members varied leaving a 

few others to continue the study. 

We also noticed a gradual awareness of others of the serious problems facing 

the city and a realisation that they are in fact part of the problem and not yet 

the solution . 
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Skills developed 

In addition to personal development, the project was beneficial in other ways 

too: 

* • 

* 

The fact that the finding of the study would be presented to the City 

Council provided us with productive motivation to produce useful and 

intelligent contributions to the study. Motivation, therefore, bred 

enthusiasm and involvement and each member had a REAL (not 

imagined) responsibility not only to herself but to the city. 

Interpersonal communication between boys and girls, without sexual 

connotations and petty adolescent prejudices, proved beneficial to both 

sexes. We were required to function as a unit and we did so 

successfully. 

Other skills included: 

Learning to function not as an individual but in a group and to lend 

support to other individuals and face the disintegration of the group 

structure. 

The ability to use creativity productively. 

By solving problems knowing that the consequences would affect 

real-life situations, not situations conjured up by a teacher-in-charge, 

we became actively infolved, enabling us to use our abilities to their 

fullest potential. 

Interaction with the public taught us to deal with the reactions and 

ideas of other people, i.e. we were given a taste of what the real world 

was like ... " 
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