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SUMMARY

The existence of geography in South Africa, both as a school
subject and as an university discipline, is fundamentally linked
to the contribution it could make to schooling during the period
of British colonial rule. Much of what we regard as our
educational system today is derived from the way the country was
colonised and from the social pressures initiated by

colonisation.

Education during the colonial  period was, initially,
characterised by the central place of moral-religious principles
in Dutch/Boer education, and later, the anglicisation of
education under British rule. Of particular importance during
the latter period, was the inculcation of empire sentiments.
Empire education was seen to be important for two reasons: (1)
to bolster Britain's world position by reinforcing the unity of
the Empire; and (2) to inculcate in young people, especially the
Afrikaner, an acceptance of their political position under

British rule.

In the aftermath of the Anglo-Boer War (1899 - 1902) the British
authorities realised that people could not be ruled by political
force alone, but that the control of ideas played an equally
important role. It was also necessary to colonise the minds of
people, and the best way the ideology of Empire could be
promoted, was to harness the educational system. Geography, as
a school subject, was seen to be an important medium through
x1i
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which imperial ideology could be inculcated in the minds of
young people, and it was, therefore, moulded to serve the needs
of the colonial rulers. Geography was thus made, not only in a

physical and spatial sense, but it was also made in the mind.

Very little research has been done on the history of geography
in South Africa. Especially in the present context of
decolonisation, it is necessary also to decolonise our minds,
and this begins with an understanding of how current thinking
came to be. We cannot effect a process of change without first
knowing how changes came about in the past. This study is,
therefore, mainly concerned with the institutionalisation of
geography in South Africa and in particular the process by which
ideas, geographical ideas or ideas about geography, were imposed
on people in order to justify imperialism. Firstly, the study
shows how, with the intensification of British imperialist
influence during the nineteenth century, geography was seen to
be an important instrument in establishing British hegemonic
control. Secondly, it is argued that the changing educational
environment in South Africa during the early years of this
century, prompted by socio-economic and political
' transformation, provided the basis for continuous British
influence in geographical discourse and that this led to the
introduction of the ‘'new!' geography and, eventually, the
establishment of geography as an academic discipline. Thirdly,
it is suggested that the study of geography has always been a
white man's domain, and that it conveniently served to teach

blacks their place in society. In the 1light of the growing

xii
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debate regarding the decolonisation of education and scientific
discourse in South Africa, this study also, in conclusion,

briefly reflect on the decolonisation of geography.
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1. INTRODUCTION

1.1 GENERAL BACKGROUND: THE HISTORY OF GEOGRAPHY AS A FIELD OF

STUDY

Recent years have seen a significant increase in the number of
books and articles published on the history of geography together
with a more active and critical discussion and analysis of the
subject. This interest has been greatly influenced by
developments within the field of the history of science, and
reflects a greater reapproachment between the history of science
and the history of geography (Livingstone, 1984). The broadening
of contacts between historians of geography and historians of
science is according to Glick (1983a) the most 'significant
development, as the history of geography has previously been too
isolated to contribute significantly to the intellectual debate
regarding the historiography of science. As Aay has noted:
"practitioners of the history of geography within the discipline,
whose working and teaching primarily rendered an 'in-house'
service (that of supporting required courses), had for too long
been sheltered from precisely those intellectual currents most
material to its academic independence and maturity" (Ray, 1978,
P. 4). In the light of this it is perhaps necessary to reflect
briefly on the history of science. As'an autonomous acadenmic

discipline, the history of science is a relatively new field

1
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which has been institutionalized during the early fifties of this
century. Until the nineteen fifties the history of science was
practised within the confines of the respective sciences: "It
served to introduce students to their discipline and was often
written as a chronicle of incremental positive achievements
primarily related to the then-present state of knowledge" (Aay,
1978, p. 35). It has been written by scientists who have often
tried to legitimize a particular view of science. This kind of
history is descriptive and is mainly concerned with the "“what"
and "when" of historical occurrences. Kragh warns that, "History
ought also to be explanatory. A pure description of the past will
not qualify as real history but is somewhat condescendingly

called chronicle writing" (Kragh, 1987, p. 60).

Since the late 1970s a "new" history of science has gradually
emerged. It is more explanatory and it is based on the belief
that institutional and socio-economic factors are important for
understanding the development of science. Many historians of
science have always underplayed the importance of non-
intellectual aspects of culture to the historical developments
they consider. It was argued that the consideration of non
intellectual aspects of culture (for example ecohomics or

politics) would be a denial of the integrity of science itself.

While great strides have been made in the history of science,
the history of geography remained a relatively underdeveloped
field of research. According to Smith, "The history of

geographical thought, as it is traditionally called, should by

2
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any and all standards be one of the most intellectually
stimulating branches of the discipline. 1Instead it is the most
retarded" (Smith, 1988, p. 10). Apart from its previously
isolated existence, there has been a disturbing lack of interest
among geographers in grappling with the history of their
discipline. This lack of interest can be ascribed to various
reasons. Smith (1988) concludes that the problem lies with the
way the history of geography is taught and is of the opinion that
the traditionally compulsory "thought" course is often the
biggest waste of time. According to Smith (1988) the blame lies
not so much with the teachers and even less with the students,
but with the historians of geography and especially with the
discipline as a whole which has not yet fostered a serious and
broad based concern with its own history: "To put it bluntly, too
much of what currently passes for the history of geographical
‘thought' is characterized by what I would like to call the three
D's ... it is, with few exceptions descriptive, dull and
defensive" (Smith, 1988, p. 7). It is descriptive in the sense
that it too often takes the form of reciting book and article
titles with their applicable dates, appointments and promotions,
and any other meritorious deeds and honours of the "great men"
of geography. The history of geography is dull, because it is
too much concerned with detail while there is 1little or no
attempt to connect the strained details of a life to larger
historical events and thereby to give them meaning. It is
defensive because it is too often an internal history "where the
activities and careers of Geographers are interpreted as if their

significance began and ended within the microcosm of the few

3
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thousand professional geographers" (Smith, 1988, p. 10).

The lack of critical engagement with the history of geography
has also been referred to by Aay (1978), more than ten years ago
when he concluded that (1) the history of Geography has been
overly dependent on external conditions within the discipline.
The commitment to present-day affairs and a lack of philosophical
debate during the second quarter of the twentieth century, for
example, made the history of geography quite unessential, (2) it
has served as a dependency of the philosophy of geography and of
the research praxis, i.e. that many disciplinary histories of
geography have been written more as textbooks for teaching than
as independent scholarly works important in their own right. Aay
(1978) expressed his concern about this state of affairs
particularly in view of the fact that, "Despite several pleas for
its cultivation, the history of geography continues to be an
obscure field within the geographic profession" (Aay, 1978, p.
3). However, seven years later Glick reported that, "There are
manifold signs that the history of geography has come of age as
an independent subdiscipline" (Glick, 1983b, p. 95). For visible
proof of this he quoted Geoffrey Martin's "History of Geography
Newsletter", the success of "Bibliographical Studies" and other
activities of the IGU's commission on the history of geographical
thought (established in 1968), the emergence of geographers who
practice the history of Geography as an exclusive interest, joint
appointments, in geography, of historians with a strong interest
in the history of Geography, large scale specialized symposia on

the subject, and the broadening of contacts between historians

4
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of geography and historians of science. It is not only important
that the history of geography should be established as a
subdiscipline in its own right, but we should also be "moving our
historical understanding of geography beyond the personal and
anecdotal, and in the conviction that a new history of geography

was on the agenda" (Smith, 1988, p. 11).

It is therefore important to focus briefly on why an interest
in the history of our discipline should be developed. If we are
going to make any sense of the position we are in now and any
kind of trajectory we may take in the future, we have to have a
clear sense of how we get to this state = in other words, what
our past actually has been. According to Harvey (1984) the
present condition of geography and proposals for its
transformation must be grounded in the understanding of its
history. Claval (in Aay, 1978) identified two fundamental tasks
for the history of geography, each derived from its primary role
as an instrument of critical thought: (1) to contribute to theory
building and research work, and (2) to help solve philosophical
questions especially at disciplinary turning points. By a proper
analysis of the history of Geography, according to Stoddart, "we
seek to understand how geographers as individual scholars
recognized and grappled with intellectual issues in their time,
in specific intellectual, social and economic environments"

(Stoddart, 1986, p. 3).

While geographers, according to Smith (1988) have long complained

that they are sadly misunderstood and that no-one does capes and

5
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bays or capital quizzes any more - trivial pursuit geography -
they are, in fact, by an apparent unending hagiography of heroes,
contributing to the trivialisation of geography: "The history of
geography could be an intellectual emblem for the discipline,
encouraging historians, social theorists and natural scientists,
to investigate further, but when it is characterized by the three
D's, it conveys to otherwise interested intellectuals the
unfortunate impression that there is 1little substance here"
(Smith, 1988, p. 5). In our endeavour to understand the history
of our discipline, it is, therefore, important that the
philosophical, religious, ethical, political, economic, and
ideological factors which have been assumed and promoted in

geographic practice be made known and openly discussed.

1.2 PROBLEM FORMULATION

The focus of this study centres around the history of geography
as an academic and intellectual enterprise and it finds its
justification in the above context. The history of geography in
South Africa is a field of research which has been totally
neglected by South African geographers. While a few studies have
been undertaken to specifically investigate the history of school
geography, no in-depth analysis exists of any aspect of the
history of academic geography. The need to come to terms with the
history of disciplines in South Africa is reflected in research
recently undertaken in the fields of sociology (Groenewald, 1984)

and criminology (Van 2yl Smit, 1989). Both Groenewald (1984) and

6
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Van 2yl Smit (1989) indicated how the interrelationship between
research practiqe and social context enhanced the process of the
institutionalisation of their respective disciplines. The lack
of research on the early history of geography in South Africa
has prompted the decision to undertake this study and to
investigate the process by which geography became an
institutionalised discipline as well as the way it has been
established at the various South African universities. It was
initially envisaged to research the impact of Apartheid on the
development of geography as an academic discipline. However, it
was soon realised that such research would be futile in view of
the total lack of information on the South African roots of the

discipline.

This research is, therefore, generally aimed at, (1) encouraging
South African geographers to become more self-consciously
critical about the historiography of their discipline, and (2)
arriving at a clearer understanding of the place and function of
geography in the South African society. Like all
institutionalised disciplines, the discipline of geography
reflects basic concepts, principles, and themes which are
dependent not only on the internal logic of the discipline but
also on the interaction between this logic and broader societal
factors. The societal context of the discipline of geography,
the nature of its origins and institutionalization, the values
and philosophies of its scholars, and its reactions to socio-
political and economic demands are thus worthy of thorough

investigation. By examining these issues within the South African

.
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context, it should be possible to arrive at a deeper
understanding of the formation and evolution of the philosophy
and methodology of geography as well as possible underlying

biases.

Geography is a social product or, more specifically, a social
institution. For any institution to be created, according to
Taylor (1985), there must be a need and as needs change the
institution has to adapt to survive. If we, therefore, accept
that v"the history of our discipline cannot be understood
independently of the history of the society in which the
practices of geography are embedded" (Harvey, 1984, p. 1), then
it makes sense to look at the history of geography in South
Africa in terms of both the "creators" and the societal need
they imagined geography could fulfil. It has frequently been
observed that nineteenth century European imperialism was
sustained by European scholarship about the colonial world
(Heffernan, 1991). A connection has also been drawn between the
rapid development of geography as a discipline, particularly
after 1870, and the political and intellectual climate of
aggressive imperial expansion which also developed within Europe
during the last decades of the nineteenth century. During this
period South Africa was not a coloniser, but it has been
colonised. The British were actively seeking to establish
hegemonic control, and it is within this context that geography
was introduced as a school subject and later as an academic
discipline. The purpose of this study is, therefore, to examine

the connections between South African geography and British

8

http://etd.uwc.ac.za/



imperialism. It is hoped that, by doing so, it should be possible
to throw some light on the process by which geography became an

institutionalised discipline in South Africa.

In general this study is a study in the history of ideas; more
specifically, it is an exploration of how, when and why geography
was established as an academic discipline in South Africa. In
particular the study attempts to identify the political and the
social context and purpose of the subject. It endeavours to
understand the institutionalisation and establishment of

geography in South Africa in social terms.

1.3 THEORETICAL AND METHODOLOGICAL FRAMEWORK
1.3.1 Towards a theoretical conception

Apart from all the efforts of developing a suitable theoretical
and methodological framework, the history of geography remains
largely hermetic, which can be ascribed to its lack of
involvement with history and social theory. To move away from,
what Smith calls trivialised histéry "that garners little respect
either inside or outside geography ... geographers will have to
be ruthlessly critical - their own best critics - in assessing
the history of geography ..." (Smith, 1988, p. 7). The history
of geography ought to be contextualised and it must reflect the
impact of the socio-economic and ideological forces which operate

in society. While agreeing that geography could be thought of as
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a social practice, Livingstone (1991) reminds us that geographic
thought is not to be considered a mere epiphenomenon of society,
but that theory is always located in social and intellectual
circumstance. He speaks of situated theory. This, according to
Livingstone (1991), means that it would never be wrong to ask of
any theory (or discipline for that matter) questions such as the
following: Why was it put forward? Who benefited from it? Whose
interests did it advance or retard? In what kind of cultural and
intellectual arena was it conceived and communicated? How adapted

was it to its conceptual and social environment?

The impact of society on the development of science was, in the
Western world, for the first time seriously considered at the
Second International Congress of the History of Science and
Technology in London, in 1931. At this congress the Soviet
delegation, headed by N. Bukharin, put forth its view on the
history of science and confronted Western historians with a
sustained Marxist treatment of social and economic factors as
elements in scientific and technological development (Bukharin,
1971). One of the mostAoutstanding Soviet contributions was
Hessen's paper on: "The Social and Economic Roots of Newton's
‘Principle'" (Hessen, 1971). Until this time Newton was regarded
in the traditional history of science "as so great a genius that
he could not have been influenced by his environment at all, and
certainly not by a sub-conscious appreciation of the needs of the
society of the rising bourgeoisie of the 17th century" (Needham,
1971, p. viii). In his paper, Hessen produced a veritable

manifesto of the Marxist form of externalism in the history of
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science. The main thrust of his argument was that Newton had not
lived his 1life in a vacuum, that he had been aware of the
practical needs of the early capitalist society of his time.
This argument initiated the externalist/internalist debate that
is still with us today, namely those who feel they can decry
profound influences of social structure and social change upon
science and scientific thought and those who prefer to think
only in terms of an internal logic of development powered by
intellectual giants of mysterious origin (Needham, 1971). At the
same conference Rubinstein was, for example, arguing that modern
science and modern technology are the offspring of capitalisnm,
that "the purpose and the motive power of capitalist production
is the derivation of profits. Whatever the priests of pure
science say about profanation, we must observe that under the
conditions of capitalism, science as well ae technology, whether
consciously or unconsciously, serve the interest of capitalist

profit" (Rubinstein, 1971, p. 46).

Apart from a few young Marxist academics, mainly natural
scientists, who eagerly embraced the Russians' ideas, Marxist
historiography failed to become a viable historiographic
alternative. Werskey (1971) provides three possible reasons: (1)
the subtle forms of political intimidation, during the Cold War
era, which operated within the scholarly world to the detriment
of a developing Marxism, (2) Marxists who were interested in the
history of science always worked from a weak institutional base,
in the sense that they were never in a position to train a new

generation of professional historians of science, and (3) it was
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only since the early sixties, after the history of science has
emerged as a distinct academic discipline, that systematic
attempts have been made to consider science and technology as

agents and products of social change themselves.

The little impact that Marxist historiography had, may also be
ascribed to its espousal of a simplified and reductionist form
of Marxism. Young (1973) argues that practitioners of Marxist
historiography viewed the concepts and findings of science as
rising directly from the socio-economic base. Little or no
attention was directed to the intervening process linking science
to this base. He is of the opinion that both ideas (and also
science for that matter) and their institutionalisation must be
viewed in terms of their historical place in social and economic
life and their ideological role in maintaining existing social
and economic relations by rationalising them. A similar view is
expressed by Shaw as far as the social sciences are concerned:
"... there are indissoluble practical bonds between the social
sciences and the very material structure of modern society"
(Shaw, 1975, p. 2). Shaw (1975) argues further that modern
capitalist society does not consist simply of the material
structures of the mode of production, the state, higher education
and other social spheres, but that it also includes a mental
world. Social science is not a unitary phenomenon, but it is a
component of distinct material and intellectual structures and
could have ideological content: "The separation of thought as
'pure' (and hence 'non-ideological') is in fact a hallmark of

ideology. For thought is always the thought of men, i.e of
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practical beings" (Shaw, 1975, p. 64).

The theoretical and methodological debate, as far as a contextual
and critical history of geography is concerned, has scarcely
begun. Asheim (1979) was one of the first geographers to
introduce Marxist ideas into the history of geography. He
addresses the question whether social geography has an
ideological or critical function in society. He approaches this
question from different perspectives, one of which is the history
of ideas. The above question, according to Asheim, "ought to be
a basic problem for all who have taken issue with the uncritical
acceptance of the ‘ideals' of positivism, the supposed
objectivity of science and the neutrality of values, and come to
realise that research in science does not take place in a social
vacuum separate from social processes and their contradictions"
(Asheim, 1979, p. 5). More specifically, according to Asheim
(1979) this implies that social scientists, in undertaking
research, do not only disclose or obscure conditions in society
but that they also simultaneously and actively influence the

processes that are being researched.

Realising the fact that the history of thought in any one subject
can be written in a number of ways, Asheim chooses to focus on
a historical materialist approach, "which stresses the importance
of examining the relations linking science to the rest of society
... Where the relations between science and society are
considered to be dialectical ... 1In the end, however, it is the

material conditions of society that will provide limits on what
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ideas, and what type of research, is possible or at least
acceptable" (Asheim, 1979, p. 6). However, he warns against the
mechanistic analysis of the interrelationships between science
and society as science develops an important relative autonomy
from its basis in society. Livingstone echoes this concern,
albeit in a post-modernist mould, and maintains that the
conventional distinction between text and context needs to be

transcended:

"As I see it text and context are inextricably
intertwined in disciplinary history. Thus it is not
just that the social context explains the geographical
texts, or even contextualises then. Contextual
approaches to intellectual history have frequently
been little more than an apologia for a politicised
reductionism that accords explanatory privilege -
frequently in an unexamined fashion - to the socio-
political domain. What we need, I believe, is
something far 1less reductionist and far more
symmetrical, a greater sense of how texts and contexts
are constituted reciprocally. For defining what
constitutes geography's intramural domain - the text -

in part determines what composes the extramural space
- the context. What too few historians of geography
have engaged, I believe, is this very question of just
how the reciprocity of text and context is to be
understood" (Livingstone, 1991, p. 4).

Young (1973) also suggested that we set aside the "internalist-
externalist" dichotomy in the historiography of science and that
we consider going beyond the marxist base-superstructure model
to a far richer and more subtle theory of mediation, moving

toward a theory of totality.

Much of the work done with a Marxist perspective is stressing

the socio-economic condition of an epoch in order to explain the

development of disciplines or the emergence of new scientific
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ideas. Although it has the merit of asking new questions of
exploring the place of science within the total structure of
society it can, according to Berdoulay (1981), be criticised for
not having the ability to establish precise relationships
between general socio-economic conditions and specific, internal

development of a science.

A critical, contextual historiography of science should go
beyond simplistic approaches and be based on a sufficiently
flexible theory of mediation between socio-economic base and

intellectual superstructure:

"... the development of a theory of mediation which
moves towards a concept of totality in which man,
nature and society are seen in fully relational terms.
Rather than abandoning the history of ideas it is
important that both ideas = and their
institutionalisation continue to be given serious
attention. But this must be done without losing site
of their historical place in social and economic life
and their ideological role in maintaining existing
social and economic relations by rationalising them"
(Young, 1973, p. 347).

To capture the complex interrelationships between science and
}society, Grand (1981) argues that science is linked with the
scientific community through research praxis, which is the
achievement of scholars' intentional action and which is
therefore connected to the social environment. 1In this way the
union of the internal cognitive history and the external social
history of science is brought about. Grand (1981) (Fig. 1) shows

that geographers are a sub-community within the community of
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FIGURE 1 : THE CONTEXT OF GEOGRAPHY (Grand, 1981)

scientists, which is itself a subset of the wider society; that
society has a culture, including a scientific culture within
which the content of geography is defined. Action is underpinned
by the structure of society and its knowledge base: research
praxis is partv of this programme of action, and includes
geographical research. On the basis of this model, Grand (1981),
viewed Geography in essentially three ways: (1) an originally
unorganised body of knowledge from which has developed the
scientific content of geography, (2) practical action, from
which research praxis has evolved, and later (3) a social

institution, a discipline.

It is this process of institutionalisation which is the concern
of this study. The fact that geography is a relatively young
discipline in South Africa, as well as the fact that no
substantial research has been done as far as the history of

geography is concerned, leaves the researcher with a myriad of
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methodological problems, some of which are discussed in the

following section.

1.3.2 Methodology

Since geography, as an institutionalized discipline in South
Africa, has a very short history, it is considered appropriate
to highlight some of the problems which are generally
experienced in writing a contemporary history of science. This
will provide the methodological context within which this study
should be evaluated. Kragh (1987) identified the following major
problems regarding a contemporary history of science: (1) it
concerns living scientists. It 1is argued that the historian
will find it difficult to achieve a sufficiently objective
distance to his material and his analyses may be "coloured" by
personal commitment, (2) in the case of controversial
contemporary activities, such as politically controversial
science, the commitment and personal situation of the historian
will influence his writings, and (3) in contemporary history
many sequences of events being studied will not have finished so
that the historian does not know the result and is therefore
unable to use it in his evaluation of the events. Problems such
as these should, however, according to Kragh (1987), not prevent
the historian of science from engaging in historical research of
a contemporary nature. He argues that (1) the absence of innate
objectivity in source materials is not confined to the present.

On the contrary, the scholar of contemporary history has further
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possibilities for checking the reliability of his sources. (2)
The historian's subjective commitment is always present in good
history, even when it is about earlier periods. (3) The notion
that historical processes should first be concluded before they
can be analysed is built on the false assumption that the
historian must be in possession of some kind of answer sheet of

those events capable of being analyzed historically.

In commenting on objectivity in writing the historiography of
science Livingstone (1979) focused attention on two aspects that
should be taken into account: all historiography of science
involves (1) a process of selection, and (2) depends on the
interpretation of the historian. As far as selection is
concerned, "It is self-evident that historiography necessarily
involves value judgments in that the historian of ideas must
always participate in some form of selection. The historian
never has access to all the facts, and even from those to which
he does have access, he is forced to select those deemed
significant in the 1light of the questions he is asking"
(Livingstone, 1979, p. 228). In this regard, however, we should
always be careful not to turn selectivity into distortion.
Referring to interpretation Livingstone writes that, "The
history of geographical thought is not merely a reconstruction
comprising a compendium of quotations or an intellectual
chronological tableau ... Interpretative explanation would seen
to be crucial for any understanding of the development of

geographical thought ..." (Livingstone, 1979, p. 230).
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Objectivity is in the end not a historical problem, but clearly
an epistemological one. Historical analysis is the only way we
can gain proper insight into the actual dynamic of modern
science. Our analysis should not, however, only be historical in
the sense that it considers a science in its time dimension
only: "The development process that historically integrates the
discrete achievements, ideas and knowledge of the past, however,
ought not to be imposed or assumed; it must emerge from careful

historical analysis" (Aay, 1978, p. 249).

The underlying methodology in this research is linked to a
critical contextual historiographical approach. It differs from
the idealist method (as opposed to the materialist method),
which proceeds by an analysis of ideas and avoids any direct
confrontation with the social processes which produce them. As
far as this research is concerned, it does not imply a reduction
of the history of geography to base motives alone, but rather a

constant awareness of the impact of ideological concerns.

The establishment of a pool of information on which to base this
research has been a formidable task, mainly due to the fact that
no secondary sources regarding the history of academic geography
in South Africa exist. The following have provided the necessary

information:

Archival and library sources:
government documents, university calenders, minutes of

Council and Senate meetings at various universities,
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university publications, publications of teacher
associations and cultural organisations, publications on
the history of South African universities, dissertations,

obituaries.

Collections of individual university geography departments:
lecture notes, unpublished histories of departments,

correspondence.

Personal interviews (oral history):
This method was especially aimed at the utilization of
living persons who were involved in the
institutionalization of our subject or who Knew people
personally who were involved (Appendix 1). This method
allows the interviewer to reconstruct periods in the 1life
history of particular geographers, as well as the content
and nature of the discipline they taught. The method may
be problematic in some instances especially in the sense
that it is heavily dependent on the memory of the
interviewer and it may only be a personal recollection of
historical reality. Oral history must thus be seen as
supplementary to other methods. It should, however, be
mentioned that valuable information provided during
interviews could not be incorporated in this study as many
interviewees, because of the sensitive nature of the
information, refused permission to be quoted. In other
instances permission was granted, however, the information

was found to be offensive.
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1.4 RESEARCH OUTLINE

The research is presented in four sections:

Geography and its history:
Chapter 2 endeavours to cateéorise historical writing on
geography. This is done so as to locate the research in
terms of the historical mode of analysis. Chapter 3
outlines the history of geography on an international
level, with particular emphasis on its European roots and
endeavours to provide the necessary intellectual and
acadenmic context within which to evaluate the

institutionalisation of geography in South Africa.

The pre-academic phase:
The institutionalisation of geography as an academic
discipline was fundamentally 1linked to the status of
geography as a school subject. Chapter 4, therefo;e, deals
exclusively with the history of school geography, while
Chapter 5 focuses on the status of geography during the
late nineteenth and early twentieth centuries, with
particular emphasis on the training of geography teachers.
Chapter 6 relates to the foregoing in the sense that it
concentrates on the role of geography in "Empire

Education".

The institutionalisation of geography:

Chapter 7 deals with the institutionalisation of geography
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as an academic discipline at the University of the Cape of

Good Hope.

The establishment of geography at South African universities:
Chapter 8 concentrates on the pioneers in academic
geography and the establishment of a community of
geographers, while Chapter 9 concerns itself with the

nature and content of the newly established discipline.

Apart from being a summary, the concluding chapter, Chapter 10,
provides a coherent analysis and evaluation of geography as a
colonised discipline. It also endeavours to provide the context

for a future decolonised geography.
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2. GEOGRAPHY AND ITS HISTORY

2.1 INTRODUCTION

For decades the history of geography has attracted the interest
of many scholars. Claval (in Aay, 1978) reviewed the history of
geography and identified three distinct periods of scholarship:
(1) critical scholarship and the history of geography (sixteenth
to nineteenth centuries), (2) the philosophy and the history of
geography (nineteenth to mid twentieth centuries), (3) the
history of geography as an independent discipline (the present-
day orientation). The interest in the history of geography has
always been fuelled by either scholarly needs within society
generally or needs which existed within the discipline
specifically. Prior to the nineteenth century, interest in the
history of geography can be related to critical scholarship
during the time when the great revival of learning of the
Renaissance gave strategic importance to the enumeration of
sources as part of scholarly method. For geography, defined by
its interest in exploration and cartography, this scholarly
method also became important to scholars in geography. During the
last quarter of the 19th century, geography became an
institutionalised wuniversity discipline which resulted in the
establishment of professorships in geography. The newly appointed

professors were very uncertain about their status as geographers
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and increasingly began to ask questions about the nature of
geography and its place among the sciences. This disciplinary
uncertainty led to the emergence of the functional alliance
between the history and the philosophy of geography. In recent
years, however, and in line with developments in the history of
science, the history of geography is gradually shedding its
functional role and is well on its way to establishing itself as

an independent sub-discipline.

'The history of geography, as an intellectual enterprise, has
been dealt with in a variety of ways. An analysis of research
regarding the history of geography has crystallised into four
main categories of historiographical approaches: (1) textbook
chronicles, (2) pluralistic histories, (3) histories within the
context of Kuhn's paradigm model, and (4) contextual histories.
The main purpose of this chapter is to highlight the more salient
characteristics of the various approaches and to develop the
academic rationale for having chosen the contextual approach in

this study.

2.2 TEXTBOOK CHRONICLES

The most typical and well documented works of traditional
histories of geography have been, what Aay (1978, 1981) calls
textbook chronicles. Although not intentionally written as
textbooks, their rather broad surveys of the accomplishments of

pioneers in the history of geography, are very much textbook-
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like in character. Various histories of geography, of the
chronicle type, have been authoritatively analysed and discussed
by Aay (1978)1. It is sufficient here to identify the main
characteristics and shortcomings of textbook chronicles. A major
concern of these histories is to integrate the content of sources
into a coherent and continuous narrative rather than to carry out
original research into the finer texture of the development
process of geographic knowledge by sifting through primary
sources. Another important characteristic is that they are mere
in-house accounts. The historiographic influence of the writer's
views on the nature of geography comes to 1light through
streamlining the history of geography by prescriptive
philosophies of geography: "This is made possible by combining
an incremental view of disciplinary growth with a normative
philosophical viewpoint. The first provides a mechanism for the
growth of geographic knowledge, and the second, serves as a

principle of selection and interpretation" (Aay, 1978, p. 87).

The textbook chronicles are also characterised by philosophical
presentism. The history of geography is interpreted by means of

a present-day paradigm and aims to furnish students with an

1Aay's work is a detailed historiographical appraisal of
the major English-speaking disciplinary histories in geography:
Dickenson, R E (1969): The Makers of modern Geography. Praeger,
New York.; James, P E (1972): All Possible Worlds. A History of
Geographical Ideas. Odessy Press. New York.; Freeman, T W (1961):
A Hundred Years of Geography. Aldine. Chicago.; Fisher, E,
Campbell, R D and Millar, E S (1967): A Question of Place. R W
Beatty. Arlington.; Dickenson, R E and Howarth, O J R (1933): The
Making of Geography. Clarendon Press. Oxford. ; Fusion, R (1968):
A Geography of Geography. Wm C Brown Co. Dubuque, Iowa.; Warntz,
W and Wolff, P (1971): Breakthrough in Geography. New American
Library. New York.
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understanding of the current theoretical and philosophical
debates in their field of study. It studies the past only with
direct reference to the present and with a very strong emphasis
on chronology, cumulation and continuity. Stoddart describes it
as follows: "Scientific advancement is seen as passing
relentlessly forward towards the present, and issues such as
priority in discovery or publication loom large as criteria of
significance" (Stoddart, 1986, p. 5). A major shortcoming of
textbook chronicles relates to the scant attention given to
thorough analyses of the processes of change and the development
of ideas. The intellectual milieux of scholars are never
seriously considered. Religious, technical, social, ideological,
and economic contexts are dealt with, if at all, in a very
superficial way. In most cases such contexts merely provide a
general background to the concepts, theories and findings of

geographic science.

2.3 PLURALISTIC HISTORY

The pluralistic approach concerns the identification of several
geographic "traditions" or ‘'streams" and their evolution
throughout history: "it had the merit of rejecting the idea that
some trends are scientifiéally superior to others, and the
empiricist belief that scientific theories emerge solely out of
facts" (Berdoulay, 1981, p. 9). It followed that, for the
historian of science, the emphasis was still on continuous

development of ideas, but all past scientific trends were
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considered worthy of investigation. The employment of this
approach in writing the history of geography is best illustrated
in Pattison's (1964) work on "The Four Traditions of Geography".
He argues that throughout the modern history of geography it has
dealt with at least four central traditions, namely (1) a spatial
tradition, an (2) area studies tradition, (3) a man-land
tradition, and (4) an earth science tradition. Although this view
on the history of geography was more sophisticated than those
expressed in the textbook chronicles, it still kept ignoring the
issues of discontinuities in the evolution of ideas, the
interplay among the various scientific trends or traditions, the
actual conditions of what research was about in the past and the
factors of change that were not "internal" to science (Berdoulay,

1981, p. 9).

Since the mid 1960s development in the history and philosophy of
science, and especially the publication of Kuhn's seminal work
"The Structure of Scientific Revolutions" (1962), prompted
geographers to look anew at the history of their discipline. The
following section deals very briefly with the relevant issues
regarding Kuhn's paradigm concept and the way it was employed by
geographers to produce a better understanding of the history of

their discipline.
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2.4 THE HISTORY OF GEOGRAPHY WITHIN THE CONTEXT OF THE

KUHN'S PARADIGM MODEL

Although several approaches to the study of disciplinary history
have been advanced in recent years, e.g. Popper's (1963)
normative model of conjectures and refutations and Lakatos's
(1981) concept of research programmes it is clear that the work
by Kuhn (1962, 1970) on "The Structure of Scientific
Revolutions" has been by far the most popular. More than any
other approach it was Kuhn's (1962) ideas on paradigmatic change,
that found their way into geography during the second half of the
nineteen sixties. It is because of its popularity among
geographers that Kuhn's model and its application in researching

the history of geography is emphasised here.

The "paradigm" concept, never clearly defined by Kuhn, sets the
framework within which a science proceeds by indicating: first,
the accepted facts, second, the puzzles which remain to be
solved, and third, the procedures by which solutions to the

puzzles are sought.

Kuhn argues that scientific change within a discipline is
patterned into alternating periods of normal science and periods
of intellectual upheaval (revolutions). Normal science is
characterised by widespread consensus among scientists relating
to the nature of their discipline. It involves puzzle-solving
activity which leads to new facts on which further queries are

based. It can happen that some puzzles cannot be solved by the

29

http://etd.uwc.ac.za/



accepted procedures or that solutions to new problems are at
variance with the accepted facts. In such situations these
puzzles and solutions are set aside as anomalies, which as yet
the specific paradigm cannot account for. A very important
characteristic of paradigm-based or "normal" science is the fact
that change is additive or cumulative in the sense that it
consists of extensions and elaborations of the initially

successful exemplars and techniques.

Eventually, however, the anomalies accumulate to such an extent
that alternative, more successful paradigms are sought which will
incorporate both the acceptable facts and unresolved "puzzles"
and will provide a set of procedures which allows for the
solution of the previously insoluble. When such a situation is
reached the prevailing paradigm would be replaced by a new one.
Acceptance of this new paradigm, by all practitioners of the
particular science, involves then a revolution in scientific
thought. Such revolutionary scientific change is intrinsically
non-cumulative and discontinuous: "This process of paradigm
change thus supplied a key to the interpretation of historical
development in the sciences : Change came to be seen as episodic,
or indeed ‘revolutionary'. With a change in paradigm, old
problems lost their significance, o0ld methods their relevance,
and the focus of research moved abruptly to new areas" (Stoddart,

1981, p. 6).

A very important contribution by Kuhn to the debate regarding

scientific advancement is his concern for the social dynamics
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of scientific change and the social-cognitive nature of science
in general. His emphasis is especially on the role of scientific
communities in the scientific product. He stresses that members
of such a community may take "leaps of faith" when they discard
one paradigm in favour of another. This means that there are
also factors other than those concerned with the internal logic
of science when it comes to scientific advancement. The
investigation of disciplinary communities in which scienfists
work is therefore a necessary beginning point in order to

understand science.

Although Kuhn's concept of a paradigm is, according to Johnston
(1978), partly sociological, it pays too little attention to the
nature of conflict within an academic discipline, and how such
conflict, notably that between generations socialised into
different schools of thought, is countered and accommodated.
Neither does it consider the wider social environment in which
science is situated. It stops short of placing science in its

total societal context.

Since the mid 1960s geographers have made widespread use of
Kuhn's (1962) concepts of paradigms and revolutions to discuss
the development of geographic thought: "Like other social
scientists, human geographers have had a field day applying Kuhn.
They have identified a plethora of "revolutions" - enough ... to
make geography the Latin America of the social sciences" (Glick,

1983b, p. 95).
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In the geographic literature reference to Kuhn's work appears
in two forms: (1) it defends certain epistemological positions
and promotes particular views in geography, and (2) it uses
Kuhn's ideas for interpreting the history of geography, i.e. to
identify geography's paradigms and revolutions. Examples of
studies with the latter approach is the work done by Harvey and
Holley (1981), Holt-Jensen (1982) and Johnston (1978, 1979).
Harvey and Holley (1981) identify five paradigms (exemplars) in
geography, namely Ratzel's Anthropogeography, Vidal's Tableau,
Sauer's Morphology, Hartshorne's Nature and Schaefer's
Exceptionalism and briefly describe each of them. They try to
use Kuhn's (1970) improved concepts but obtain no better results

(Claval 1982).

Although Holt-Jensen (1988) is critical about the usefulness of
Kuhn's work, it nevertheless forms the basis for his
understanding of the development of geographic thought. He is
using the Kuhnian model to search for geography's paradigms and
revolutions. He maintains that "environmental determinism" was
the first to bring "paradigm status" to geography and that it is
very difficult to identify any dominant paradigm after that. He
concludes that the Kuhnian model has little to offer geographers
since it does not describe geography's history adequately. He
concurs with Stoddart's (1981a) view that the recent
identification of paradigms has beer largely for polemical

purposes.

Johnston (1978, 1979) compares the Kuhnian model and the recent
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history of human geography, and discusses the conceptual shifts
in Anglo America human geography. He identifies six geographic
paradigms : exploration, environmental determinism, regionalism,
spatial science, behaviouralism and radical/structural geography.
He questions whether these are true paradigms, but eventually
concludes that the Kuhnian model is inadequate, since the
behavioural revolution was really an evolution and the radical

views have not been widely accepted.

Apart from the critical comments by the above mentioned authors,
several other geographers also criticise the application of
Kuhn's model of paradigms and intellectual revolutions to the
history of geography. According to Aay (1978) paradigms, (1) do
not govern geographic inquiry as pervasively and as
monochromatically as Kuhn supposes, and that, therefore normal
science is also marked by a certain amount of theoretical in-
fighting, (2) revolutionary change does not represent an
incommensurable break with the past but is an important avenue
of historical and logical continuity. Stoddart (1986) cited the
"quantitative revolution" as a point in case. He regards it as
a process involving a shift in emphasis rather than the wholesale
replacement of one set of attitudes by another, and (3) research
programmes may run into the sand not so much because of anomalies
that cannot be covered by the paradigm, but rather, for example,
because they are empirically worked out and no longer lead to a
new knowledge, or because they are overtaken by larger
disciplinary developments or because they cannot withstand

hardhitting criticism from cognate specialities.
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Criticism is also levelled against those geographers who have
employed Kuhn's model. Several authors have expressed misgivings
about the eager and often uncritical manner in which geographers
have applied Kuhn's notions to their subject. According to
Stoddart (1986, p. 9) Kuhn's vocabulary has occurred without any
close attention to his own statements or to the critical
literature on them in the history and philosophy of science, so
that "Kuhn's framework has distorted even perverted the
development of geography ..." (Wheeler, 1982, p. 1). Johnston
(1981, 1987), for example, also found that 'virtually all
references to Kuhn in geographical literature are to the first
edition of "The Structure of Scientific Revolutions". In this
regard Mair (1986) argued that despite the volume of work
dedicated to Kuhn, his ideas have been seriously misunderstood,
and therefore improperly evaluated, by geographers: "Neither
those who have embraced Kuhn nor those who have rejected him have
paid sufficient attention to the context and to the content, and
therefore to the meaning of his underlying project for study of
science. This uncritical appropriation of Kuhn's ideas has had
unfortunate consequences for our understanding of geography,
since Kuhn has a great deal more to offer geographers than is
generally recognised" (Mair, 1986, p. 345). According to Mair
(1986) the later Kuhn has made a very real contribution to a
sociological understanding of change in science, for example, his
references to scientific communities, his refusal to separate
scientific knowledge from the practice of science: "For Kuhn, the
rationality of belief was to be sought in the social construction

~of the scientific community. A pre-requisite to understanding
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scientific knowledge became a sociology of science ..." (Mair,

1986, p. 352).

Mair (1986), however, admits that Kuhn's ‘“sociological
understanding" of science is not only positivist (see also
Johnston, 1987) but also very limited in‘scope in the sense that
he does not put science in the total societal context. In
addition, the revolutionary model says nothing of the ways in
which change is affected, i.e. why some views appeal to
particular individuals and others do not, why some workers in
some localities are attracted by, adapt and transmit new ideas
(Stoddart, 1986). If issues like these cannot be answered by the
Kuhnian model then "It follows ... that the adoption of Kuhn's
terminology, far from clarifying history, actively distorts it,
largely by reducing the participants to caricature figures ... -
some very clearly become heroces ... supporters of the old
paradigm readily become fools, if not knaves" (Sstoddart, 1986, p.

25).

Realising the impact of external factors on the development of
science, some geographers found it necessary to extend or re-
evaluate the Kuhnian Model. Concerned with the contemporary
history of geography and his conclusion that Kuhn's model cannot
be applied, Johnston (1987) attempted to devise an alternative
model in order to come closer to the social reality of a social
science. However, his model still incorporates "... the notion
of a paradigm, as an accepted method of working on a particular

type of problem, but [he] does not argue that such paradigms
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‘take over' a discipline through revolutionary activity. Instead
their ‘take over' occurs by stealth and often relatively slowly"
(Johnston, 1987, p. 203). To provide a framework for his analysis
he moved further into the sociology of science than has been
typical of other commentaries on the changing nature of human
geography. Because of the interaction between the external
environment and an academic discipline Johnston argued that a
multi-paradigm situation was to be expected and that a model was
needed to describe this (Johnston, 1987). His model is based on
a general notion of academic generations in social sciences in
which the external environment sets the requiréments for the
activities of social science disciplines. At certain times the
nature of the external environment and its requirements changes.
These changes are then embraced by a minority of established
members of the social science discipline and by associated
members of the youngest generation of research workers. Together
they create a new "school of thought" or an opposing "school of
thought" presenting alternative reactions to the changed
environment. These new school(s) are then co-opted into the
career system with a take over of academic journals. During a
phase of paradigm unease, younger adherents come to dominate as
older generations retire. This model according to Johnston, "
... seems better able to account for the changes in human
geography since the Second World War than Kuhn's and would appear
to offer a reasonable base of furthér investigation of the

discipline's contemporary history" (Johnston, 1987, p. 203).

For Kuhn, the rationality of belief was to be sought in the
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social construction of the scientific community. Johnston's model
is therefore, according to Mair (1986) not really an alternative,
"... the sociology of science is of course, entirely in keeping
with Kuhn's underlying structures and follows Kuhn's analysis
exactly" (Mair, 1986, p. 358; see also Kuhn, 1970). It is against
this background that Mair (1986) proposes his "Sociology of
Geography", to investigate the paradigmatic disciplinary
communities in which geographers work. However, Mair (1986) is
fully aware of the limitations of Kuhn's work and argues that
"... Kuhn's neglect of the links between science and society at
large is obviously something of a lacune in his project, but that
his direction of our attention towards sociological issues should
be well taken" (Mair, 1986, p. 362). Harvey (1973) echoes these
concerns by arguing that ".. the wider society in which science
is immersed is of far greater importance in explaining scientific

change than Kuhn allowed" (Harvey, 1973, p. 122).

2.5 BSOCIAL CONTEXT AND THE HISTORY OF GEOGRAPHY

An alternative way of looking at the history of geography was
recognised more than 65 years ago by John Kirkland Wright in his
articles, "The history of Geography: A Point of View" (1925) and
"A Plea for the History of Geography" (1926). In the 1latter
article he wrote that "the history of geography ... 1is the
history of geographical ideas" (Wright, 1926, ©p. 477),
emphasising the social and intellectual context of problem

formulation and theory development. This view regarding the
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history of geography was, however, never taken seriously by the
historians of the discipline. During the nineteen sixties Claval
held similar views and also wished to enlarge the scope of the
study of geography’s past by introducing into the history of
academic geography a greater consideration for the professional,
intellectual and societal milieu of geographic knowledge. In his
"La Peuse’e Geographique : Introduction a sou historie" (in Aay,
1978) he deals with (1) the social conditioning of geographic
knowledge especially the influence of ideology and scientific
milieu, (2) the effect of imperialism and liberalism on the
development of economic geography, and (3) the
professionalisation of geography in the 19th Century. In his
analysis of Claval’s work on the history of geography, Aay (1978)
came to the conclusion that his work is not merely a
chronological listing and description of sources as is often the
case, but rather, that the evolution of concepts and theories is

related to contemporary scientific paradigms and Zeitgeists.

It was, however, only since the late nineteen seventies that
geographers started to seriously consider the contextual origins
and development of their discipline. This provided the impetus
for a "new" history of geography emphasising a commitment to
processes and explanations and focusing on external influences
in the development of geography. Writing towards the end of the
previous decade Aay was of the opinion that "When we teach
undergraduates the history of our field, we offer for their
admiration highly respected ancestors like Strabo, Humboldt and

Ratzel. The role of commerce and politics in extending the sheer
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mass of geographical knowledge tends to be swept under the

carpet" (Aay, 1978, p. 257).

According to (Aay, 1981) there are mainly two reasons why the
extra-scientific milieu did not feature in the histories of
geography: (1) understanding the development of science within
the societal context is far more demanding than chronologically
cataloguing scientific achievements. It requires both a
knowledge of the conceptual, methodological, and empirical
content of past geography and a knowledge of the social,
political, economic and religious factors impinging on that
content; (2) the widespread attachment to the idea that science
and scholarship are (or should be) autonomous, guaranteed
enterprises. This has perhaps led us to picture geography's past
as one of proceeding, quite independently from intellectual
triumph to intellectual triumph: "That our supposedly autonomous
professional past has been deeply influenced and compromised by
commerce, colonialism and politics is not something we would want

to highlight" (Aay, 1981, p. 298).

Why then is there the present engagement with writing a "new"
history of geography. According to Glick (1983a) there are
basically two answers to this question: (1) because philosophical
uncertainty is a major stimulus to historical soul searching
within a discipline, Glick argues that the crisis of neo-
positivist geography has been the main stimulus to recent
historical interest, and (2) that investigating geography's

historical roots is related to the growing importance of theory
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within geographical discourse. This has greatly enhanced the
involvement of many geographers over the past ten years in a

reconstruction of the history of geography.

Hooson's article of 1968, " The Development of Geography in Pre-
Soviet Russia", is one of the earliest articles to address the
contextuality of the history of geography. The article is
primarily an attempt to appraise the life and work of the more
significant geographers, their impact on the character of the
subject and their relation to their historical and intellectual
milieu. The development of geography in pre-Soviet Russia is
viewed against the background of the intensification of West
European influence in the late 18th and early 19th Centuries,
alongside growing national consciousness and a gradual
replacement of foreigners by Russians in the various scientific
and educational institutions. "In this changing climate of
reforming ideas and reaction to them, geography, especially
regional and economic geography, was regarded as an important
instrument for progress and, as such, many of the leading
thinkers and reformers paid particular attention to the subject"
(Hooson, 1968, p. 254). It was during the period 1880 to the
First World War that geography experienced its golden age in
Russia - a period, according to Hooson (1968), 1in which
geographers like Voeikov Dokuchaev and Anuchin produced most of
their important work. In Rqssia this was a period of accelerating
rates of economic growth, extensive exploration, and colonial
conquest, as well as settlement of the open spaces, railway-

building on a continental scale, and expansion of international
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trade. Voeikov's work on agricultural climatology was close to
his heart not only from a scientific viewpoint, but also because

of his concern for agricultural improvements in Russia (Hooson,

1968).
Several years later Berdoulay (1974), a student of Hooson's,
produced the first comprehensive contextual history. He

investigated the emergence of the French school of geography
within the period 1870-1914. 1In order to do this research he
devised a contextual approach which emphasises the social
dimension of scientific activity. Particular attention is given
to the process of the institutionalisation of geography in the
university system and to the strikingly unequal success of
various ways of geographical thought in attaining this status.
The significance of these trends is assessed through the
investigation of their socio-political background and ideological
orientation. In order to identify the geographers' ideological
orientations (and circles of affinity), the societal context is
reviewed. The reaction of the various scholars to major issues
is analysed because it reveals ideological preferences and
distinct circles of affinity. The issues selected are: the
German challenge, the colonial movement, the reform of the
educational system, and the search for a secular republican
morality. The response of the various geographers to these
societal issues affected the degree of institutionalisation
obtained by these systems of thought. The study clearly shows the
interrelationships between particular ideas, level of

institutionalisation, and place in the ideological spectrum of
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the time. The success of the Vidalian school of geography can
for example, be ascribed to the fact that it developed a school
of thought which epitomised their ideological milieu, i.e. the
similarity of their thought with French idealist and neo-Kantian

philosophers.

The contextual approach, according to Berdoulay, "serves as a
comprehensive framework for analysing the conjunction of the
inner logic and content of science and the context in which the
scientist is placed. It is by disentangling the 1links which
unite change in geographic thought to its context that one is in
the best position to assess, and to learn from the creative
cbntributions of great individuals" (Berdoulay, 1981, p. 14). He
formulated his contextual approach along a set of methodological
guidelines: (1) that changing systems of thought exist at the
same time as there is continuity of certain ideas, and that there
is no radical dichotomy between internal and external factors of
scientific change, (2) no geographic trend should be neglected,
even 1if some of them acquired no posterity, (3) the
identification and in-depth study of the major issues which
concern a society are necessary, even if some of them may not at
first glance, seem to have influenced the evolution of geographic
ideas, (4) as geographic trends have some sociological basis, it
is important not to adopt a concept of "scientific community" as
is often found in the sociology of science but rather a circle
of affinity, and (5) the approach consists less in examining the
possible influence of an idea than in looking at the reasons

behind the demand, or use of, that idea. Berdoulay (1974, 1981)
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significantly contributed to our understanding of the history of
geography in social terms. However, his approach is lacking in
the necessary critical engagement with economic reality, an

aspect that will be briefly dealt with below.

In a recent publication Stoddart (1986, p. 18) introduces
Gramsci's concept of "Hegemony" into the history of geography.
Hegemony describes the maintenance of cultural supremacy by
particular groups in society and it involves the reciprocal
components of dominance and subordination, control and defense.
Introducing the idea to the history of science, Morris Berman
suggests that, "the evolution of the English scientific community
becomes understandable only when seen within the framework of the
cultural imprint of the ruling class .." (quoted in Stoddart,
1986, p. 18). The question whether such an analysis can be
extended to the history of geography is to some extent
investigated by Stoddart (1986). He does not elaborate on his
alternative model, but as a test for the usefulness of Gramsci's
thesis, he examined some aspects of the foundation, organisation
and operation of the Royal Geographical Society, as it was
central to the institutionalisation of geography in Britain in

the 19th Century.

Recently many research projects have been initiated in West
Germany to study the role, structure, involvement and effects
of Nazi politics in geography departments at universities, in
academic and school geography and in geographical praxis (Heske,

1988; Sandner, 1988). The motivating reasons for such research
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can be gathered from a summary of a session organised by a
working group at the 45th Deutsche Geographentag in Berlin in

1985 on "Geography and Fascism":

"It became clear that not only questions from within
geography (deficits, continuity, etc.) were relevant,
but also actual developments in society ... The
central point of our discussion is the call for a
combination of detail studies with problems of social
theory. This would allow conclusions to be made about
the history of geography in National Socialism and
about the actual relations to scientific development"
(R&ssler, 1985).

According to Sandner (1988) the interest in research of this
nature is by no means accidental. Rather it reflects a process
of reorientation which combines several aims: (1) to study
recent history of geography on the basis of careful research of
records, archived information and other sources including the
institutional framework, (2) to integrate social, scientific and
political biographies of individuals, the performance of
institutes and institutions, and the methodological development
with its paradigmatic changes, (3) to relate the recent history
of geography to that of other sciences, (4) to combine the
notion of change and function by seeking to detect and to
understand the interrelation between trends towards continuity,
needs for innovation and political instrumentalisation, (5) to
explore the links between past and present, since the past has
never passed completely and the present has its roots. This

includes the need to overcome rigid periodisation.

The relationship between geography and empire was recently the
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theme of an international conference2

. The conference papers were
marked by a concern to relate geographical thought to its larger
social context, a greater willingness to criticise the
discipline and its figures rather than to establish a pantheon
of heroes. Central to the conference theme was the relationship
between the evolution of geography as a discipline and ‘the
different experiences of empire. The following three papers
provide an idea of the nature of the discussions: Hudson (1991b)
argues that the history of the geographical study of the West
Indies was closely related to European, particularly British,
imperialist needs in the region. In his paper, "Climate's Moral
Economy", Livingstone (1991) claims that geographical
discussions of climatic matters throughout the nineteenth, and
well into the twentieth century were profoundly implicated in
the imperial drama and were frequently cast in the diagnostic
language of ethnic judgement. Cormack's (1991) paper deals with
geography and the state in Elizabethan England. She endeavours
to understand the relationship between the physical and economic
maps which geographers drew and the image of the English Empire
which Elizabeth demanded. She concluded that early modern
geography helped create an English selfconsciousness, a belief

in their isolation, autonomy and omnicompetence.

In view of the above it is probably true that, "The history of
geography does not simply happen with the passing of time but

[that] it is an active creation, the result of struggle" (Smith,

2"Geography and Empire: Critical Studies in the History of
Geography. An International Conference, Queens University,
Kingston, Ontario, Canada. 18 - 20 April, 1991.
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1988, p. 3). The history of geography ought, therefore, to be
written "... in the spirit of moving our historical
understanding of geography beyond the personal and anecdotal..."

(Smith, 1988, p. 11).

2.6 SUMMARY

The history of geography is much more than the mere listing of
the names and publications of great geographers, identifying
different research traditions, or searching for paradigms. The
history of geography ought to be seen within the context of the
society of which it is an integral part. Geography is a social
product and as such it demands that the researcher take
cognisance of the social processes operating within society.
Moreover the history of geography in any particular country can
not be divorced from intellectual streams on an international
level. This is particularly true for those countries with a
colonialist past. The next chapter is, therefore, an attempt to
sketch the history of geography in Western Europe in broad
outline in order to facilitate an understanding of the

institutionalisation of geography in South Africa.
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3. GEOGRAPHY AS AN INSTITUTIONALISED DISCIPLINE:

AN INTERNATIONAL PERSPECTIVE

3.1 INTRODUCTION

The general development and institutionalisation of geography
in South Africa, has been greatly influenced by the nature and
status of the discipline in Western Europe. The introduction of
geography in South Africa did not occur in a vacuum. It was part
of the British imperialist program to introduce the teaching of
geography in the colonies and this necessitates an analysis and
review of the history of geography in Western Europe and the
history of geography in Britain in particular. The main purpose
of this chapter is, therefore, to establish the roots of South
African geography and, also, to provide the international
intellectual context within which the institutionalisation of the
discipline in South Africa can be evaluated. The chapter
addresses two major periods in the development of geography, (1)
the period within which geography existed as an unorganised body
of knowledge, and (2) the: period which covers its
institutionalisation as an academic discipline. Fundamentally
linked to the latter period was the emergence of national schools
of geography, and in particular the notion that geography is the
study of man-environment relationships. In time the.investigation

reaches back to the early years of the twentieth century, as this
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co-incides with the establishment of geography as an academic

discipline in South Africa.

3.2 THE PRACTICE AND THEORY OF GEOGRAPHY UNTIL THE SIXTH DECADE

OF THE NINETEENTH CENTURY

3.2.1 Purposes of Providence

Major contributions to geographical knowledge were made by
ancient Greek and, to some extent, Roman scholars who produced
important topographical descriptions of places of the then known
world. Such descriptions usually included discussions about the
natural conditions, the culture and way of life of the people who
lived in these places, types of government and customs. In
addition, many of the scholars of this time are also highly
regarded for their contributions to the mathematical,
astronomical and cartographical traditions in geography. In
locating the significance of these contributions, as far as the
history of geography is concerned, in retrospect it might be
argued that, "Reeds in de Grieks-Romeinse Oudheid kende de
geografiebeoefening verschilende denktradities zoals de
mathematisch-cartografische, de chorologische en de ecologische"

(Dietvorst et_al, 1984, p. 124).

However, much of what has been written during these years was

coloured by a teleological world view. According to Glacken:
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"In ancient and modern times alike, theology and
geography have often been closely related studies
because they meet at crucial points of human
curiosity. If we seek after the nature of God, we must
consider the nature of man and the earth, and if we
look at the earth, questions of divine purpose in its
creation and of the role of mankind on it 1nev1tab1y
arise. The conceptlon of a designed world, in both
classical and in Christian thought, has transcended
personal piety. [It has] ... a dominant place in
moulding the conception of the earth as a suitable
environment for the support of life" (Glacken, 1967,
p. 35).
During the middle ages, when all scientific endeavour came to a
standstill and the intellectual environment was dominated by the
church, a very special relationship continued to exist between
geography and theology. During this period most "geographers"
were theologists who, together with other scholars, regarded
geographical knowledge as important in so far as it contributed

to the exegesis of the Bible.

3.2.2 Early attempts at establishing geography as science

During the seventeenth and eighteenth centuries, progress in
geographical writing was still 1largely restricted by the
influence of the teleological world view, since geographical
facts were merely used to prove divine Providence. However,
during the same period the conception of "geography" as a
science was greatly enhanced by the work of two great scholars,
namely Bernard Varenius (1622 -1650), and Immanuel Kant (1724 -

1804), both of whom distanced themselves from teleology.
Varenius's major contribution towards the establishment of a
basis for modern geographical practice was the publication of
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his Geographia Generalis. It was published in 1650, and could be
regarded as representing a first "attempt to develop a general
geography that would permit the subject to be considered a
science, and would facilitate the later development of regional
or special studies" (Capel, 1981, p. 39). Geographia Generalis
includes descriptions of the shape and size of the earth and the
physical geography of continents, seas and the atmosphere; the
relations between the earth and the heavenly bodies, especially
the sun and its influence on world climate; the location of
different places in relation to each other, and the principles

of navigation.

Varenius also divided the phenomena to be studied by
"geographers" into the «celestial or astronomical, the
terrestrial or physical and the human phenomena. This
constituted the later mathematical, physical and political
geography. Mathematical and physical geography was later
combined to form scientific geography and thus originated the

"new" dualism between physical and social (human) geography.

Towards the end of the eighteenth and during the early 19th
centuries much geographical writing could, according to
Dietvorst et al, (1984), be classified as either "universal
geographies" or "political ('staaten-') geographies" (regional
descriptions based on political-administrative units). Until
this time geography had, however, no philosophical basis. A
first attempt in this direction came from Immanuel Kant,

although he regarded geography as merely an approach to the
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empirical knowledge which was necessary for his philosophical
research. Kant pointed out that there are two different ways of
grouping or classifying empirical phenomena for the purpose of
studying them: in accordance with the nature of phenomena or
logical classification and in accordance with position in time
and place or physical classification. The former lays the
foundation for systematic sciences, for example geology, which
is the study of rocks. The latter provides the scientific basis
for history and geography. Within this scheme history is
regarded as a chronological science, i.e. a science which
studies phenomena one after the other in time while geography is
regarded as a chorological science i.e. a science which studies

pPhenomena belonging to the same place. According to Kant:

"History differs from geography only in the
consideration of time and space. The former is a
report of phenomena that follow one after the other
("nacheinander") in time. The latter is a report of
phenomena that follow one another ("nebeneinander")
in space. History is a narrative, geography is a
description. Geography and history fill up the entire
circumference of our perceptions: geography that of
space, history that of time" (in Hartshorne, 1939).

Although Kant provided geography with a philosophical basis, it
had no direct influence on the scope of geography of the time.
Of much more importance was the work of Alexander von Humboldt
(1769 - 1859) and Carl Ritter (1779 - 1859), who endeavoured to
provide an alternative to the casual and unsystematic treatment

of geographical data by their predecessors.

Until the first half of the nineteenth century, geographical
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writing was dealt with in a very descriptive and encyclopaedic
way and was still largely influenced by a teleological view of
nature. It is against such a general historical background that
the new scientific geography of Humboldt and Ritter emerged.
Both scholars rejected the conception of geography as mere
description while Humboldt also had serious problems with the
teleological view of many "geographers". Their contributions to
geography were of such a nature that they are today widely
regarded as having laid the foundation for geography as a branch

of scientific knowledge.

Humboldt was one of the last universal scholars or cosmographers
to have lived before the time of scientific specialisation. He
was primarily interested in the natural sciences, in particular
botany, geology and climatology, and, "His view of nature [was]
more specific and detailed than earlier ones mainly because he
had travelled so widely and had made many observations
personally; it is free of teleological explanations and takes
into account both modifications of nature by man and

environmental influences on him" (Glacken, 1967, p. 543).

Humboldt's work was characterised by a holistic approach: the
need to understand the whole complex system of the universe as
well as his conception of the harmonious unity of nature.
Humboldt divided the natural sciences into Physiography, i.e.
the description of nature; Historia telluria, i.e. the
geological history of the earth; and Geonoria or Physical

Geographia (Holt-Jensen, 1988). Humboldt greatly contributed to
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the development of systematic physical geography, particularly
biogeography and climatology. His work was highly regarded by
all who were interested in ‘the earth sciences and via the
geographical societies his work was introduced to many
contemporary "geographers" and scientists in other disciplines

such as Murchison and Somerville (Capel, 1981).

Carl Ritter started his academic career as professor in history
in Frankfurt. After a short period in this position, Ritter was
called to Berlin where he was appointed as the first professor
of geography in 1820. He occupied this position until his death
in 1859. His appointment to the post was largely due to the
initiative of leading politicians (Holt-Jensen, 1988). Ritter
was primarily a human and regional geographer. With his
inductive method of work, based on empirical observation, he,
like Humboldt, rejected descriptive geography as practised by
his predecessors. His main concern was the interrelationships
of facts and phenomena in order to understand the complex whole
(Ganzheit): "Hij stelde so de geografie tegenover de
systematische wetenschappen waarin afzonderlyke groepen van
verschijnselen werden ondersocht. .Doel van het geographisch
onderzoek was nu juist de vastelling van de ruimtelijke
verschijndenheid en samehang van die verschijnselen" (Dietvorst

et al, 1984, p. 129).

The appointment of Ritter, an historian, to the post of
professor of geography must be seen against the background of

what was customary during his time: "In the European centres of
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higher education, the relationship between geography and history
was close until well into the nineteenth century ... on many
occasions geography was considered a simple auxiliary of
history, as demonstrated by the existence of professors of
geography and chronology in some universities as late as the
middle of the century" (Capel, 1981, p. 39). It was Ritter's
training in history as well as his religious beliefs that
largely contributed to his particular conception of Geography.
Ritter believed that thorough research into the historical
development of culture and its relation to physical regions
would demonstrate the physical layout of the land as God's

educational home for humankind.

The death of Humboldt and Ritter in 1859 marked the end of what
many regard as the classical period in the development of
geography. They brought to a close an era in which geography
was generally regarded as merely the description of regions and
countries. Both Humboldt and Ritter were, during their lifetime,
held in high esteem not only in the scientific world but also in
society at large. Their contributiong to science, and their
endeavours to establish a scientific basis for geography in
particular, are widely appreciated by present day scholars.'
This makes it so much more difficult to comprehend why geography
came to such an abrupt standstill after their deaths, so much so
that the personal chair to which Ritter was appointed ceased to
exist after his death. The irony of this situation is that
Humboldt and Ritter may, in a certain sense, be "blamed" for the

decline in geography after their death. In the first place, the
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cosmographic approach, of especially Humboldt, did 1little to
enhance geography's 1image as a specialised discipline.
Secondly, Ritter's teleological conceptions, which were seen to
be unscientific, fell into disrepute when a new philosophy of

science saw the light with the publication of Darwin's The

Origin of Species in 1859.

The decline of geographical science during the first half of the
nineteenth century did not only occur in Germany but all over
Europe: "frequently [it] appears as a science on the point of
disappearance, lacking academic interest - except for historians
- forgotten or impugned by many scientists and appreciated
solely by the general public because of the descriptions of
exotic countries that it contained" (Capel, 1981, p. 46). In
addition to the above, the emergence of specialised sciences
during the first half of the 19th century is regarded as having
played a major role in the decline of geography. What Humboldt
called "The Physics of the Globe" or the "Theory of the Earth"
branched off into several autonomous sciences 1like geology,
meteorology and climatology. The publication of Darwin's work
also meant more prominence for sciences like biology and geology
with the resultant threat to the universalistic claims of
geography, and the questioning of Humboldt and Ritter's unitary
conception of nature: "Earlier universalistic philosophies were
gradually replaced by a scientific philosophy which emphasised
natural laws and causality and found it difficult to accommodate
a universalistic geography as a scientific discipline (Holt-

Jensen, 1988).
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Many of Ritter's students were influenced by his teleological
ideas, and "vervielen soms tot teleologische dromerij en
onverantwoorde speculatie omtrent de beinvloeding van die
geschiedenis door het geografische milieu" (Dietvorst et al,
1984, p.130). This, according to Dietvorst et al (1984), led to
the degeneration of geography into what was previously known as
topographical description. Geography's image was further
tarnished by Ritter's emphasis on historical analysis, to the
extent that geography came to be regarded as merely a

subdivision of history or as a subsidiary subject to it.

Thus, during the nineteenth century, and especially since the
death of Humboldt and Ritter, geography experienced a major
crisis. Its relationship to other emerging sciences, its
subject matter and its approach to it, as well as its conceptual
basis, did 1little to enhance its status as an academic
discipline. This was very unfortunate especially at a time when
So many other specialised scientific branches began a process of

institutionalisation and professionalisation.

3.2.3 The teaching of geography

While the nature and scope of geography were receiving attention
at the academic or university level, school geography during
this period remained isolated and "the most specifically
geographical texts produced ... were either geographies or

cosmographies that followed the Ptolemac conception and
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constituted, in essence a localisation of toponyms for the use
of navigators and astronomers, or descriptive geographies that
contained narrations on the characteristics of the lands,
customs and social organisation of different countries, and that
responded to the interest and curiosity of a wide public"

(Capel, 1981, p. 39).

In Germany a very close relationship between history and
geography existed until the beginning of this century when the
Prussian government via the department of Science, Art and
National Education ("Wissenschaft, Kunst und Volksbildung"),
proposed that the teaching of geography should incorporate the
teaching of geology in order to distinguish geography more

clearly from the teaching of history (Heske, 1988).

The combination of history and geography existed in many other
European countries. For the greater part of the nineteenth
century geography was largely regarded, not only as a subject of
little value, but it was also seen as simply an adjunct to
history: "a time in which geography was considered almost a
dependency of history, and did not have value other than as
illustration of the historical facts. Thus, as chronology
demonstrates the distribution of facts in time, Geography, which
we will call more specifically historical, demonstrates their
distribution in space. Yesterday's geography, according to
Bertacchi, was, before all, an historical geography, that
extended to the present, has converted itself into political and

statistical geography" (in Capel, 1981, p.44).
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In French schools geography was regarded as merely one of the
"two eyes of history" beside chronology. This conception of
geography also existed as far as higher education is concerned.
Geography was taught in combination with history and was
regarded as important only insofar as it could help to
understand historical events. The only university professorship
which accommodated geography, existed under the title "Geography
and History" at the Sorbonne from 1809 until 1812. The post was
occupied by historians, "who confined themselves ‘with a
pedantic solemnity to the geography of Homer and Herodotus"

(Capel, 1981, p. 42).

Also in the Netherlands, until the 1860s, geography did not
exist as an autonomous and compulsory subject, as it was taught
- by classicists and historians in conjunction with their own

disciplines (Dietvorst et al, 1984).

In Great Britain, the nature of the geography that was taught
differed substantially from that which was taught on the
continent. Geography was far more oriented towards the physical
aspects and therefore it was taught rather in combination with
geology. In Great Britain much of the early impetus given to
the teaching of the subject can be traced to the Royal
Geographical Society which offered medals for annual
competitions in secondary schools (Webster, 1939). Although
geography had been taught at the University of Oxford from the
sixteenth to the eighteenth centuries it experienced a rapid

decline due to the changes in the educational system, so that,
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"... in the first half of the 19th century courses in
mathematical geography were given at only one college for a
small audience" and among historians "geography hardly received
better treatment" (Capel, 1981, p. 42). In 1833, a professorship
in geography was created to which Captain Maconochia, then
secretary of the Royal Geographical Society, was appointed.
However, the post remained vacant when he left after a short
period because geography "does not seem to be considered a part
of general education" (Crone, in Capel, 1981, p. 43). Due to
the rapid development of the natural sciences during the first
half of the nineteenth century, geography, particularly physical
geography, came to be considered part of these disciplines
According to Capel it is also important to note "the change in
section C' of British Association, which was originally
entitled ‘Geography and Geology', but was changed to ‘Geology
and Physical Geography' in 1839. Later, however, in 1851, the
section ‘Geography and Ethnology' was created and survived until
1878 (Capel, 1981; See also Freeman, 1961). It is also
significant to note geography's combination with ethnology
rather than with history. Although it was customary to include
man in the works of physical geography, until the end of the
nineteenth century "there was no clear conception of what
'geography of man' should embrace apart ffom the
'distributions'" (Dickenson, 1969, p. 12). The close
relationship between physical geography and geology is revealed
in the work of R I Murchinson (1792-1371) and Mary Somerville
(1780-1872), both of whom were greatly influenced by Humboldt's

work in Germany. Murchinson, a geologist and one of the founders
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of the Royal Geographical Society, considered physical geography
and geology as two "inseparable scientific twins" (Capel, 1981,

p. 43).

Despite the general decline of geography during the first three
quarters of the nineteenth century, geographical knowledge was
still regarded as necessary, especially at school level even if
it was merely taught in combination with other disciplines.
During the 1870s, due to changing political circumstances,
geography caught the attention of politicians who were very much
interested in its utilitarian value. This 1led to its
ingtitutionalisation as an academic discipline at several
universities right across Western Europe during the last quarter
of the nineteenth century. The rest of this chapter is devoted
to the history of geography as an organised body of knowledge.
It deals with the process of institutionalisation as well as the
emergence of schools of geographic thought and more specifically

the development of Geography in Britain.

3.3. THE INSTITUTIONALISATION OF GEOGRAPHY

3.3.1 Geography and empire: A niche for geography as an
academic discipline

Geography as we know it today is of very recent origin. Until

the last quarter of the nineteenth century geographers operated

without any institutional setting. As a field of advanced study

taught by professionally qualified individuals, it first
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appeared in Germany in the 1870s.

It has been briefly indicated in the previous section that
geography, as a field of scientific endeavour, was doomed to
disappear. However, it suddenly re-surfaced during the early
years of the 1870s and was soon a recognised academic discipline
right across Europe. Was this because people all of a sudden
started to realise geography's intrinsic value as an academic
discipline which could contribute to science or knowledge?
Recent research reveals that this was clearly not the case. It
is argued that the increase in the popularity of geography, as
an academic discipline, could be ascribed to a growing
recognition of its utilitarian value by the middle and upper
classes during the 19th century (Capel, 1981; Huckle, 1985).
Because these classes regarded geography to be of fundamental
importance as a school subject the need arose to train suitable
geography teachers to teach geography which would suit "the
vocational needs of future merchants, clerks, statesmen and
strategists; school geography ... served to facilitate increased
exploitation of the physical environment and legitimate
nationalism and imperialism. The resulting demand for teachers
explains the survival of academic human geography which was
earlier in a state of crisis, and its establishment in the

universities by the turn of the century" (Huckle, 1985, p. 296).

Geography, therefore, increasingly developed into a science
serving the needs of the European ruling classes. It has also

been argued that imperialism, in particular, played a very
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prominent role in the establishment of geography as an academic
discipline. In his seminal paper, Hudson (1985) demonstrates
that the study and teaching of geography has been strongly
related to the interests of imperialism in its various aspects
including territorial acquisition, economic exploitation,
militarism and the practice of class and race domination. In
contrast to traditional histories of geographic thought, Hudson
emphasises that the origins and development of modern geography
are integral to the changing structure of society in general and

the experience of empire in particular.

Harvey (1984) makes it also very clear that the history of our
discipline cannot be understood independently of the history of
the society in which the practices of geography are embedded.
He connects the establishment of geography as an autonomous
academic discipline to the rise of merchant, and later
industrial and finance forms of capitalism in the West: "Because
of the spatial integration of the world economy under Western
politico-economic hegemony the West demanded and depended upon
the crystallisation of new forms of geographical knowledge
within an increasingly fragmented professional and academic

division of labour" (Harvey, 1984, p. 1).

The interconnectedness of geography and society is forcefully
illustrated in Peet's (1985) article on the social origins of
environmental determinism, in which he also focuses on the
question of geography as legitimation ideology: "Environmental

determinism was geography's entry into modern science.
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Determinism attempted to explain the imperial events of 1late
nineteenth and early twentieth century capitalism in a
scientific way. VYet, to gain a prominent position in the mass
reproduction of ideas, geography had also to legitimate
intersocietal competition and the conquest of some societies by
others" (Peet, 1985, p. 310). Peet (1985) simplifies "society"
into two types of context for the development of modern
geography, namely the particular sociopolitical processes
urgently demanding scientific rationalisation and the more
general scientific ideas both responding to this social process
and immediately impinging on geography. As far as the socio-
political context is concerned, an academic discipline,
according to Peet, achieves fame if it responds effectively to
societies' needs and fortune, if it responds to the expression

of need by the existing holders of power and influence:

"In late nineteenth century capitalism, this meant
capitalist society's need for geographic expansion
expressed by the ruling class, the industrial
bourgeoisie, and those other class elements of state
power who supported a vigorous economy and a powerful

nation - landed interests and a feudal aristocratic
remnants on the one hand and a satisfied middle class
on the other. The achievement of modernity in

geography meant serving these class groups' expression
of the social need for explanation in the imperial
era" (Peet, 1985, p. 320).

Geography was also reacting to the general intellectual context
and emerged as part of a new, "scientific" understanding of the
world in the sense that capitalism was then expressed by
positivistic science. Peet 1is also of the opinion that the

definition of geography as the science of human-environment
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relations belongs to the late nineteenth and early twentieth
centuries and that it is an approach which "did not result
exclusively or even primarily from the internal dynamic of
geography's development but from the discoveries of evolutionary
biology and from the urgent need for a theory legitimating
capitalist social relations, intersocietal strife and
geopolitical expansion in an age of imperialism" (Peet, 1985, p.

326).

In line with the previous authors, Capel (1981) identified
several factors which lead to the institutionalised existence
of the community of geographers. oOf primary importance was the
presence of geography in primary and secondary education at the
time when the European countries begin the rapid process of
diffusion of elementary education. The necessity to train
geography teachers for primary and middle schools was the
essential factor which led to the institutionalisation of
geography in the university and the appearance of the scientific
community of geographers. Despite enjoying the support of
tradition, governments, geographical societies and some
scientists, geography had clear rivals that aspired to its
function (e.g. physiography or ecology and in the social
sciences economics or later sociology) . The reasons why
geography continued to figure in educatiqnal programmes is
ascribed by Capel (1981) to other secondary factors: (1)
geography's role in shaping a feeling of nationalism. Geography
fulfilled a role which, like that éf history, was absolutely

essential in the epoch of the appearance of European
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nationalism. It fulfilled it mainly through teaching; by
transmitting to the populace ideas of the ‘unity within
diversity' of the national territory. It therefore increasingly
developed into a science at the service of governmental
interests and of nationalist European bourgeoisie; (2) geography
was also important for spreading knowledge of the colonial
empires. The detailed study of the colonies was an indispensable
and fairly extensive part of the causes dedicated to "universal
descriptive geography" (Capel, 1981) and was therefore highly
regarded by governments of the time; and (3) geographical
societies were pressurising governments for the recognition of
the academic status of geography. The need to establish
geography as an academic discipline, was actively supported and
promoted by the various geographical societies (e.g. The Royal
Geographical Society), which "re-enforces the idea of the close
relationship between the institutionalisation of geographical
science and the interests of the dominant classes, in that the
development of the geographical societies is very much linked to
the process of European imperial expznsion" (Capel, 1981, p.
54). In 1842, W R Hamilton, then president of the Royal
Geographical Society, conceptualise the scope of geography in
militaristic, commercial and imperialistic terms. Geography

according to Hamilton was

"... the mainspring of all the operations of war, and
of all the negotiations of a state of peace; and in
proportion as any one nation is the foremost to extend
her acquaintance with the physical conformation of the
earth, and the water which surrounds it, will ever be
the opportunities she will possess, and the
responsibilities she will incur, for extending her
commerce, for enlarging her powers of civilising the
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yet benighted portions of the globe, and for bearing
her part in forwarding and directing the destinies of
mankind" (in Livingstone, 1991, p. 5).

3.3.2 Geography as an organised body of knowledge

The first chairs in geography: There were no trained geographers
when geography became an institutionalised subject, with the
result that the people appointed to professorships in geography
came from diverse but to some extent, related disciplines such
as history, geology, ethnography, zoology, botany and natural
science. The new professors in geography were, therefore, set
the incredible task of not only defining the nature and scope of
the new discipline but also defending its existence in relation
to other related disciplines. Due to the decline of the
discipline before its institutionalisation there was very little
to fall back on, with the result that their theoretical and
philosophical perspectives were, to a large extent, based on the
scientific and philosophical ideas current at the time, which
include positivism, as a scientific method, and Darwinian
evolutionism (Capel, 1981). It is within this context that the
origin and early development of geography as an academic

discipline should be understood.

It has been shown that geography owes its existence as an
academic discipline to a combination of various factors.
However, underlying all these are, according to Capel (1981),

the close relationship between the growth of basic schooling,
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the corresponding demand for geography teachers and the creation
of university chairs. The history of geography as an academic
discipline goes back the furthest in the German speaking world
(i.e. Germany and Switzerland). This may be explained by the
fact that it was in these countries that elementary education
was first declared obligatory. This, in combination with the
impact of the Franco-Prussian War of 1870/1 and the perception
by influential politicians that geography could also serve an
important political purpose as a contemporary discipline could
have prompted the institutionalisation of geography as an
academic discipline: "Geographical education could be used to
reinforce and popularise the idea of the nation-state, a
commendable objective of that time, and also to provide people
with a better understanding of the economic and political
possibilities of world trade and development" (Holt-Jensen,

1988, p. 21).

In order to achieve these goals, it was necessary to provide a
better education for geography teachers, hence the Prussian
government's decision to establish chairs of geography in all
the Prussian universities. Germany was well ahead as far as the
establishment of geography departments was concerned. In the
period between 1870 and the end of the nineteenth century,
thirteen geography departments were established in Germany, two
in France, four in Great_Britain, three in the USA and only one

in the Netherlands.

After losing the Prussian-France War, France decided on a
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dramatic program of school reform since it was realised that the
war had been lost partly because Germany's science and culture
were much more powerful. The new curriculum which replaced the
old classical one included geography. In response to this the

first chair of geography was established in Paris in 1877.

The perceived importance of geography in the educational system
also led to the establishment of chairs in geography in The
Netherlands: "Met de ontwikkeling van industrie,
stoomscheepvaart, spoorweg en derglijke was die mondiale
arbeidsdeling vergroot, die verplaatsing van personen en
goederen verveelvoudigd en die behoefte aan orientatie en kennis
van een steeds groter wordende omgewing zeer sterk toegenommen.
Kennis is macht en kennis wordt verworven in het onderwijs:
aardrijkskunde kwam steeds meer in die belangstelling"
(Dietvorst et al, 1984, p. 163). The process of
institutionalisation in the Netherlands seems to be somewhat
more problematic. Despite considerable pressure from the
Aardrijkskundig Genootschap for the establishment of a chair at
a Rijks university the 1876 Law on Higher Education still did
not include geography. This was mainly due to a lack of funds
for disciplines other than natural sciences, as large amounts of
money was spent on the promotion and development of the natural
sciences. It was only in 1908 that two chairs in geography, one
in physical and one in statistical-political geography,
economic geography and general geography, were established.
Before this time there was a chair in geography at the

Gemeentelijke University of Amsterdam which had been established
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in 1877. This had been possible because the Gemeentelijke
University was more autonomous and also more progressive than

the Rijks Universities.

The first British geography department was established more than
a quarter of a century after the institutionalisation of
geography in Germany. However, geography was taught in Great
Britain long before this time. 1In 1833, three years after the
founding of the Royal Geographical Society, Captain James
Machonochie was appointed'to a personal chair of geography at
University College, London. He occupied this post until 1836.
Fifty years later, in 1887, Halford J Mackinder was appointed
to a permanent readership at Oxford university which was
financially supported by the Royal Geographical Society. The
Royal Geographical Society also supported the first geography
departments established at Oxford in 1900 and at Cambridge in
1908. The Royal Geographical Society, therefore, played a very
important role in the establishment of geography as an academic
discipline in Great Britain, which means that "British geography
emerged as a scientific discipline without the aid from strictly
scientific men" (Stoddart, 1986, p. 67). Geography did not have
a very smooth passage into British universities. Holt-Jensen
explains as follows:
"The reluctant and somewhat hostile attitudes in the
universities towards the establishment of geography
as an academic discipline were 1largely due to the
rapid growth of the systematic sciences and the
increasing need to specialise in scientific work. The
image of geography as an all-embracing cosmographic
subject did not fit the academic development of the
period. Influential academics argued that the fields

of geographical inquiry were already covered by
existing disciplines, such as history and geology"
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(Holt-Jensen, 1988, p. 22).

The institutionalisation of geography in Great Britain must,
however, also be seen against the background of the Keltie
Report on the teaching of geography. Dr Scott Keltie was asked
in 1884 to investigate the teaching of geography in schools,
training colleges and universities in great Britain. In a
report, submitted in 1886, he presented the following findings:
(1) that geography in universities was non-existent, (2) in
public schools geography was almost non-existent as the Royal
Geographical Society's examinations for their medals have
proved. And when it was attempted, it was taught by the most
incompetent master, (3) it was required for the public services,
and (4) the only places where geography was systematically
taught in England were in the Training Colleges and in Board
Schools. The neglect of school geography was ascribed to various
factors: (1) geography was one of the subjects outside the scope
of the traditional classical curriculum and was therefore not a
subject for which university scholarships were granted, (2) the
negative and apathetic attitude of headmasters also played a
role because in many cases, they fail to realise the educational
value of the subject and, in general, had a horror of increasing
the scope of their curriculum, (3) there was no clarity as far
as the scope of geography was concerned as the subject matter
was a mere mass of unrelated facts to be learned by heart -

‘Cape-and-Bay' geography.

The British government was not interested in establishing
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geography departments. At the instance of the Royal Geographical
Society and because of their financial support, the readership
in geography was instituted at Oxford in 1887. Mackinder, who
was appoiﬁted to the readership, was an ardent campaigner for
the extension of the teaching of geography in Great Britain. He
realised that, in order for geography to flourish at school
level, more university trained geography teachers were required.
It was, therefore, as a result of his efforts and with the
support of the Royal Geographical Society that the school of

geography was established at Oxford University in 1899.

The founding of geographical societies and journals: By 1865
there were eleven geographical societies, among them the
Societe' de Ge'ographie de Paris (1821), the Gesellschaft fur
Erdkunde zu Berlin (1828) and the Royal Geographical Society
(1830) . The number of societies grew steadily so that by 1880
there were about one hundred with a membership of about 50000
consisting largely of officers, politicians, businessmen, etc.
Geographers were clearly a small minority. Apart from promoting
geography as an academic discipline the societies were also
seriously involved in organising geographical expeditions not
only for scientific but also for political and economic reasons.
A main function of these societies was also to distribute
knowledge and information about foreign countries. They did this
by organising public lectures and by the publication of
journals. The societies were generally very popular among the
public. However, the geographical societies were later

criticised for not being scientific. This prompted the
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The geographical societies were later criticised for not being
scientific. This prompted the establishment of new societies
alongside those which already existed. In the USA, for example,
the Association of American Geographers (1904) was established
alongside the American Geographical Society (1852). In the
Netherlands, the Nederlandse Vereniging voor Economische (en
Sociale) Geografie was founded alongside the KNAG (1873) in 1910
and the Association of British Geographers was founded to exist

alongside the Royal Geographical Society (1830).

Also of major importance in promoting geography as a science and
as an autonomous discipline was the publishing of various
scientific journals, in many cases the responsibility of
geographical societies. Some of the more influential journals
which existed by the second decade of this century (with dates

of establishment in brackets), are given in Table 1.

Geography in the world: James and Martin (1981) regarded
Germany, France and Great Britain as the major European centres
from which geography as an academic discipline was introduced to
many other countries all over the world (Table 2). German
geography greatly influenced the development of the discipline
in other German-speaking countries and Northern Europe. French
geography was influential in Southern Europe and in Latin
America, while the British were mainly influencing the
development of the discipline in Britain's former colonies in

Africa and Asia.
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TABLE 1: SOME INTERNATIONAL JOURNALS (After Dietvorst et
al, 1984, p. 89)

Germany - Zeitschrift der Gesellschaft fur Erdkunde zu Berlin (1853, since 1949
entitled Die Erde)

- Petermanns Geographische Mitteilungen (1855)
- Geographieshe Zeitschrift (1895)

Great Britain
- Scottish Geographical Magazine (1885)
- Geographical Journal (1893)
- Geography (1901)

USA - Journal of Geography (1902)
- Annals of the Association of American Geographers (1911)
- Geographical Review (1916)
- Economic Geography (1925)
France - Annales de Ge'ographie (1891)
The Netherlands
- Geografisch Tijdschrift (earlier: Tydschrift van het Kon.Ned.Aardr.
Genootschap, 1876)
- Tydschrift voor Economische en Sociale Geografie (1920)

Sweden - Geografiska Annaler (1919)

3.3.3 Gebgraphy's link with the natural sciences : The

development of physical geography

Because of the nature of geographical writing until the mid-
nineteenth century, its decline since the death of Humboldt and
Ritter and the "non-academic" rationale for its
institutionalisation, geographers were confronted with the

mammoth task of promoting geography as an academic discipline

73

http://etd.uwc.ac.za/



TABLE 2: COUNTRIES INFLUENCED BY GERMAN, FRENCH AND BRITISH
GEOGRAPHY (Based on James and Martin, 1981)

Germany: Sweden The Netherlands
Norway Switzerland
Finland Austria
Denmark
France: Belgium Brazil Mexico
Italy Argentine French Canada
Spain Chile
Portugal Colombia
Britain: Australia

New Zealand
English-speaking Countries
India

Pakistan

Egypt

British Colonies in Africa
West Indies

in its own right. It was, however, according to Holt-Jensen
(1988), a group of natural scientists with interests in physical
geography who won academic respect for the subject during the
latter half of the 19th century especially in Britain and in

Germany.

Geologists came to play such an important and prominent role in
the development of geography that the process could be referred
to as the "geolification" of geography during the 1870s and
1880s. Lyell’s Principle of Geology (1830) had a major impact in
this regard. He defined geology as a ‘'"science which
investigates the successive changes that have taken place in the
organic kingdoms of nature; its enquiries into the causes of

these changes and the influence which they have exerted in
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modifying the surface and internal structure of our planet" (in

Capel, 1981, p. 46).

Because geologists were too involved with the internal structure
of the earth, geological time-scales and the analysis of
fossils, the morphology of the earth's surface became a
neglected field of study: "Here was a field where geography
could carve out a place for itself as a scientific discipline.
The study of landforms became the leading field of research for
most of the professors appointed to geography chairs in the
latter half of the 19th century" (Holt-Jensen, 1988, p. 29). The
first person to publish a major work in geography with the
dominant focus on non-human aspects was Mary Somerville (1780-
1872). In her publication, "Physical Geography" (1848) she
described in detail the topography of each continent and of the
distributions of plants and animals. She also included human
beings in her descriptions so that her work could also be
regarded as cosmographic in nature. More than twenty years
later Oscar Peschel (1826-1875) published his "New Problems of

Comparative Geography as a search for a Morphology of the

Earth's Surface" (1870). 1In the light of the growing popularity
of geology Peschel found it necessary to define a new focus for
geography. He regarded the study of the morphology of the
earth's surface as the basis for geographical science. Two
other German geographers who contributed extensively to the
development of physical geography were Ferdinand von Richthoven
(1833-1905) and Albrecht Penk (1858-1945) . Both were trained

geologists. Von Richthoven occupied the chair of geography in
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Bonn. Although he did not exclude humanity from his teaching of
geography, his research focus was clearly on the study of
landforms. Penck was first appointed to a chair in Vienna where
he established an influential school of geography. In 1906 he
moved to Berlin where he was also held in high esteem as a
geographer. Penck's major contributions were in the field of

glacial morphology.

In Britain the teaching of physical geography was largely
influenced by T H Huxley's Physiography (1877) which was much
wider in meaning than what was regarded as physical geography.
Physiography was the description of nature and encompassed the
systematic sciences of botany, geology and zoology. Huxley, a
paleontologist and the two pioneer geologists, Sir Charles Lyell
and Sir Archibald Geikie combined knowledge from these
disciplines to form the amalgam called "Physiography":
"Physiography was essentially the geographical synthesis at the
physical level; sometimes it was extended to cover an outline of
biography and anthropogeography, but never very successfully.
Yet it attempted a synoptic survey of the realm of nature and
its interlocking parts" (Woolridge and East, in Knox, 1958, p.
140). Physiography was regarded as an important part of
geography. It did much to enhance the educational value of
geography especially at a time of growing interest in the
natural sciences and science teaching.  Physical geography

fitted into Huxley's conception of scientific education:

"I conceive the proper course (of a scientific
education) to be somewhat as follows. To begin with,
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let every child be instructed in those general views
of the phenomena of nature for which we have no exact
English name. The nearest approximation to a name for
what I mean, which we possess, is ‘physical
geography'. The Germans have a better, ‘Erdkunde'
(‘earth knowledge' or ‘geology' in its etymological
sense), that is to say, a general knowledge of the
earth, a what is on it, in it and about it" (Huxley,
in Knox, 1958, p. 141).

As more specialised earth sciences became established towards
the end of the nineteenth century, physiography as a
comprehensive subject eventually vanished from the syllabi
(Holt-Jensen, 1988). This vacuum was filled by a new sub-
discipline in 1895, namely geomorphology, largely influenced by
the American W M Davis (1850-1934) and his ideas on the cycle of

erosion.

By the beginning of the last decade of the nineteenth century,
geography was well established as both a school subject and as
an academic discipline in the major centres of learning in
Western Europe. What remained, then, was for geographers to
clearly define their subject matter and to refine their concepts
and philosophical underpinnings. This was a very important task
because, as a relatively new science, geography had to find its
place among other related and well established disciplines. A
major advancement in this regard was the emergence of national
schools of thought as well as debates regarding the nature and
scope of geography. Some of these issues will be dealt with

briefly in the following section.
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3.4 THE EMERGENCE OF NATIONAL SCHOOLS OF GEOGRAPHY IN GERMANY

AND FRANCE

The publication of Friederich Ratzel's Anthropogeogqraphie:

Griindziige der Anwendung der Erdkune auf die Geschichte (1882)

and Anthropographie: Die geographische Verbreiting des Menschen

(1891) and his Politische Geographie (1897) as well as Vidal de

la Blache's Tableau de 1la geographie de la France (1903)

contributed tremendously to the image of geography as a
scientific discipline. These publications went a long way to
rid geography of an image of being merely a "descriptive
science". Ratzel's "Environmental Determinism" and De 1la
Blache's "Possibilism" were first attempts at generalisations
by geographers with the physical environment playing a major
role in their understanding of human behaviour: "Instead of
merely presenting information in an organised manner, either
topically or by area, geographers began to seek explanations for
the patterns of human occupation of the earth's surface ... a
theoretical position was established around the belief that the
nature of human activity was controlled by the parameters of the

physical world within which it was set" (Johnston, 1987, p. 36).

Other major schools which emerged in Germany at the time were
Alfred Hettner's conception of geography as chorology, and Otto
Schluter's geography as the study of the cultural landscape.
Hettner viewed geography as a unified science, based on its
method or approach, rather than the materials of study. He is,

however, best known for his linderkundliche Schema. His Schema
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provided an organisational structure for geographical research
and it influenced German geography for many years, especially as
far as the continued focus of attention on the theme of man's
relation to his physicél and biotic surroundings was concerned
(James and Martin, 1981). Hettner's framework for regional study
consists of very specific themes usually starting with a
description of an area's location. This is then followed by
chapters on geology, surface features, climate, vegetation,
natural resources, population distribution and settlement
patterns, forms of the economy, routes of circulation, political
divisions and aspects of material and non-material culture. The

sequence indicates cause and effect relationships which

"diende zich te richten op de aanwezigheid van de zes
natuurrijken, en hoewel de volgorde der behandeling op
zich genomen willekeurig is, ligt het volgens Hettner
voor de hand te beginnen met de anorganische natuur,
om vervolgens de planten- en dierenwéreld en daarna de
menselijke activiteit te beschrijven. Hij verdedigt de
volgorde met het argument dat die natuurrijken zonder
welke de andere niet aanwezig kunnen zijn, het eerst
moeten worden behandeld. Simpel gesteld: zonder
lithosfeer geen plantenwéreld; zonder plantenwéreld
geen menselijke activiteit (Dietvorst et al, 1984, p.
152).

A major challenge to Hettner's conception of geography came from
Otto Schliiter (1872-1952). Schliiter's discontent with geography

as chorology was shared by several other geographers

"who were uneasy about the identification of geography
as a chorological science and hence, one that, 1like
history, was defined by its method rather than its
subject matter and concepts. Others were also
concerned about the overemphasis on the significance
of the physical features of an area that resulted from
following the schema. By tying everything back to the
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physical features, other important relationships were
overlooked - such as the relation of population
density to the economy, or the economy and the routes
of circulation, or even the relation of all these to
political units" (James and Martin, 1981, p. 176).

Schliter's conception of geography differed from that of Hettner
in several important ways. Hettner identified three categories
of science, namely, the historical (or chronological), the
systematic and the chorological. While accepting the first two
categories, Schliiter rejected the category of chorological
sciences and, therefore, also the definition of geography as
chorology. He saw the identity of geography as an academic
discipline in the acceptance of the observable landscape as the
subject matter of geography. He also suggested, in contrast to
Hettner, that the non-material content of an area, like
political organisation or economic institution, could be used to

explain the observable 1aﬁhscape (James and Martin, 1981).

Since environmental determinism and possibilism were by far the
more dominant schools of  thought, with the greatest
international impact, the rest of this section will be devoted
to a more detailed discussion of the main protagonists, as well

as the nature of determinist and possibilist thinking.

3.4.1 Ecological geography in Germany : Ratzel

Friederich Ratzel (1844 - 1904), may be regarded as the founder

of modern human geography. After Ratzel qualified as a
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pharmacist he continued his studies in the natural sciences,
studying geology, palaeontology and Zzoology. He graduated from
the University of Heidelberg in 1868 with a dissertation in
zoology. The following year he went to Jena to study with
Haekel. Haekel's application of Darwinian laws to the operation
of human society (social Darwinism) greatly influenced Ratzel
and it also provided the context for his later research. During
the early 1870s Ratzel was closely associated with the
ethnographer and explorer Moritz Wagner. Bassin (1987a) regarded
this relationship as probably the single most significant
influence on Ratzel's intellectual development. It was Wagner's
"Law of Migration" which fascinated Ratzel the most and which
also provided the basis on which he developed his conception of
human geography. Livingstone (1985) sees a direct link between
Wagner's migration theory and Lamarckism and argues that it was
on the basis of this biological theory that Ratzel accounted for
the characteristics of social groups as local responses to the

geographical environment.

After the death of cCarl Ritter in 1859, German geography
developed a very strong emphasis on the physical aspects. In
response to this tendency, Ratzel tried to re-introduce Ritter's
conception of geography, but in a modified way (Dietvorst et al,
1984). Ratzel's conception of geography was clearly influenced
by the then dominant Weltanschauung (world view), which was
rooted in Darwinism. Bassin (1987a) described this world view as
one of scientific materialism resting on three important

assumptions: (1) a belief in the unity of all organic life on

81

http://etd.uwc.ac.za/



earth; (2) the primacy of imminent natural laws which directed
the behaviour and development of the organic world (humans
included and by extension also human society). It is within this
context that Ratzel's conception of geography differed from that
of Ritter. Ritter's teleological ideas were replaced by a search
for causal relationships. Modern geography, according to Peet
(1985) emerged as part of a new scientific understanding of the

world, in contrast to previous religious forms of comprehension.

Ratzel's ideas regarding geography were for the first time

outlined in his Anthropogeographie, Vol. 1 (1882). In his view

geography was to deal with three aspects (Bassin, 1987a): (1)
the description of the regions of the ecumene and the
distribution of humankind over it; (2) the study of human
migratory movements of all types in their dependency on the
land; and (3) the analysis of the effect of the natural on the
human body and spirit both on individuals and on entire social
groups. It is the last point, according to Bassin (1987a), which
cléarly indicated the ‘"determinist" tendency in Ratzel's
thinking. Contrary to popular belief Bassin is, however, not
inclined to describe Ratzel as a determinist: "Ratzel never
devised a system of environmental influences, and his use of
these ideas remained eclectic and rather abstract ... Ratzel's
'geographical determinism' remained to the end strongly
influenced by the ecological emphasis on the totality and
mutuality of environmental interactions, and in this sense did

not entirely resemble what was later developed under his name"

(Bassin, 1987a, p. 127). Dietvorst et al differs somewhat from
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Bassin in this regard: "Hoewel Ratzel op verschillende plaatsen
in zijn werk de wederzijdse relaties tussen natuur en menscheid
benadrukt, blijk de uitwerking van dit principe in de praktijk
vrijwel beperkt te worden tot de invloed van de natuur op die

mense" (Dietvorst et al, 1984, p. 133).

The second volume of Anthropogeographie (1891) was less
deterministic but also less popular. Central to this volume was
the concern with the concentration and distribution of
population and population settlement forms as well as migrations
and the diffusion of cultural characteristics. 1In it he also
stressed the significance of the historical development and
cultural background of populations in explaining phenomena in

human geography (Holt-Jensen, 1988).

Ratzel will also be remembered as the founder of political
geography and especially for his contribution to an organic
theory of state and society. He "developed his political
geography as an integral part of his anthropogeography, based
on the same natural-scientific principles and, indeed,
representing its crowning element" (Bassin, 1987a, p. 127).
Fundamental to his Politische Geographie (1897), is his state -
organism analogy. Ratzel regarded the state not as a static
entity but as something that needed space to expand physically
as its population grew: "Like other organisms it was constantly
growing, as demonstrated by increase in population and expansion
of the territorial base, and with this growth went an increased

need for territory from which to derive its sustenance" (Bassin,
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1987a, p. 127). This territory Ratzel termed the Lebensraum °

(living space). Ratzel's political geography ought to be seen
against the background of 1late nineteenth century European
imperialism and more specifically as a particular response to
the tensions between nation state and empire. The last quarter
of the nineteenth century witnessed a major drive by European
powers for colonial acquisitions in Africa and Asia. This was,
however, not to be reconciled with the nation-state idea
promoted in Europe since the French revolution. The nation-
state ideal was, according to Bassin, fundamentally challenged
by the realities of the new imperialism: "“the openended
political and territorial expansion of the developed world
across the globe and the absorption of foreign lands and peoples
into the national-imperial state framework of the respective
metropole. This was from the outset irreconcilable. Both
logically as well as practically, with the territorially limited
and socially homogeneous unit implied by the nation-state"

(Bassin, 1987b, p. 473).

To deal with this contradiction an alternative political
Weltanschauung had to be offered. Ratzel's political geography
provided such an alternative: "It represents the attempt to
develop a theory of expansionism in which the need for more or
less constant physical growth of the state was explained, as it
were, 'scientifically' in the manner popular for the age: by
direct analogy with the plant and animal world" (Bassin, 1987b,
pP. 476). Ratzel's political geography laid the foundation on

which Geopolitik developed. It was founded, to a large extent,
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on his organismic view of the state and the notion of

Lebensraum.

During the nineteenth century, race and heredity were hotly
debated issues. An understanding of the evolution of races and
the differences between them were complicated by the dilemma of
"nature or nurture", i.e. the relative significance of factors
of inborn, inherited genetic makeup as opposed to external or
environmental influence (Bassin, 1987c). Towards the end of the

nineteenth century racial thinking clearly favoured the former:

"The qualities attributed to different races, it was
argued, derived wholly from their differing genetic
constitutions. The character of the individual and the
racial group to which he or she belonged was therefore
already predetermined in the biotic plasma out of
which it came, and nothing could be done to change or
overcome this inherited genetic complex. Moreover -
and quite importantly - the various racial types were
seen as essentially fixed. Alteration or mutation
within these types could occur in only one way, that
is, by affecting the genetic constitution itself. This
could be done deliberately and selectively in a
constructive manner (toward which end the science of
eugenics was developed), or could result from what
became the quintessential racial nightmare: careless
and uncontrolled interbreeding among the races"
(Bassin, 1987c, pp. 117/8).

Bassin (1987c), argues that Ratzel rejected this notion of race
as it ran directly and explicitly counter to his
environmentalist views. Ratzel, acéording to Bassin (1987c),
also had strong views on race and the state. He did not see
national unity as a product of ethnic or racial homogeneity, but

rather of geographical conditions which create similar

conditions of life. He rejected,
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"the conviction that ethnic or racial affinity should
somehow serve as the basis for national unity. This
so-called Nationalitdtenpolitik had by the late
nineteenth century come to inspire broad layers of the
population in Central and Eastern Europe, and within
this context Ratzel's vociferous rejection of it was
nothing short of heretical. Rather than strive to
include all members of a given ethnic group in one
state, he argued, the state should rather seek its
basis and boundaries in its geographische Grundlage or
the configuration of the physical environment" (Ratzel
1901, in Bassin, 1987c, p. 118)

While Bassin (1987b, 1987c), tries to indicate that imperialism
and racism did not fuse in Ratzel's work, Peet (1985) in his

article on The Social Origins of Environmental Determinism,

argues that it had in fact gone hand in hand. Geography's
biological roots, according to Peet, enabled it to serve as a

highly significant component of legitimation theory:

"Environmental determinism was geography's entry into
modern science. Determinism attempted to explain the
imperial events of late nineteenth and early twentieth
century capitalism in a scientific way. Yet, to gain
prominent position in the mass reproduction of ideas,
geography had also to legitimate intersocietal
competition and the conquest of some societies by
others. The discipline borrowed from evolutionary
biology, the leading science of the day, in
formulating its main principles, using the device of
the organismic analogy. This analogy proved incapable
of capturing the essential, differentiating features
specific to human society. It therefore skewed
geography in a scientifically unproductive direction.
Yet, it continued to be used because of its
legitimation function - that is, allowing imperialism
to be 1legitimated as a necessary stage in the
evolution to a higher order of existence" (Peet, 1985,
p. 310).

Geography, as a science, concerned with the study of man-
environment relations, is a product of the late nineteenth and
early twentieth century. The organismic analogy was employed to
provide the scientific basis for this relationship.
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3.4.2 Ecological geography in France : Vidal de la Blache

For many years the French school of geography was dominated by
the work of Paul Vidal de la Blache (1845-1918) and his
students. Their contributions concentrated on the development
of the regional approach in geography. Vidal's ideas, regarding
an ecological based regional geography, played a very dominant

role in this regard.

The intellectual roots of the French school of geography can be
traced to the concern with broblems regarding the relationship
between society and environment at the turn of the century,
especially the debate between Ratzel and Durkheim. The debate
concerns two different wviews of the relationship that exists
between society and environment, namely, on the one hand,
Ratzel's anthropogeographical approach and, on the other,
Durkheim's social morphological view. Both, according to

Dietvorst et al (1984) had an organic conception of society.

However, Ratzel saw social groups as biological organs within an
earthly organism while Durkheim viewed social groups as products
of a collective consciousness crystallised in institutional
frameworks. Both the anthropogeography and social morphology
were concerned with spatial patterns, i.e. the morphology of
society. They differ, however, in the extent to which they
explain these spatial patterns. Anthropogeography focused on
the social group in its physical milieu while social morphology
concerned itself with the structure of the group (institutional

frameworks and collective consciousness). Ratzel emphasised the
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ecological while Durkheim was primarily concerned with the
political, Jjuridical and social characteristics of social
groups. The extent to which the Anthropogeography-Social
Morphology debate influenced Vidal's conception of human
geography directly, is not clear although some elements of both
are to be found in his work (Dietvorst et al, 1984), especially
Ratzel's conception of the relationship man-environment and
Durkheim's concern with the existence ("bestaanswyse") of the
social group. Gregory described Vidal as the mediator between

the two protagonists:

"He rejected Durkheim's proposed reduction of
geography to social morphology by insisting that the
human being ‘joins in nature's game' and that the
milieu externe was a ‘partner not a slave in human
activity'; and while he shared Ratzel's belief that
society ought not to be left ‘suspended in the air'
he was quick to dispel any lingering determinism by
insisting that ‘nature is never more than an adviser'
and that the milieu interne revealed the human being
as ‘at once both active and passive'"(Gregory, 1986,
p. 360).

The interaction between society and nature was, for Vidal, a
dialectical process which is clearly reflected in his concept

of the genre de vie, "wherein the moments of a recursive

creativity could be both powerful facteurs geographigues and yet
also vital agents de formation humaine" (Gregory, 1986, p. 361).
Vidal's conception of human geography was to a large extent in
accordance with the neo-Kantian philosophy which emphasised the
relative freedom and creativity of the human being (Berdoulay,

1976) .
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This conception of the relationship between society and
environment was later endorsed by Lucien Febvre in what he
regarded as a possibilist approach: "there are not necessities
but everywhere possibilities; and man as master of those
possibilities is the judge of their use" (Febvre, in Gregory,
1986, p. 361). Possibilism came to be regarded in a certain
sense as the opposite of environmental determinism: "In
possibilisme is de relatie tussen mens en natuur tweezijdig.
Die mens kiest op grond van zijn genre de vie uit de
mogelijkheden die de natuur hem biedt. 2o kan binnen eenzelfde
fysisch milieu die ene menselijke groep voor akkerbouw, die

andere voor veeteelt kiezen" (Dietvorst et al, 1984, p. 141).

The concept genre de vie found its application in the

description of relative homogenous regions in which the spatial
organisation is seen as the result of the interaction between
the physical milieu and the historical development of the social
group. The concept was also subjected to various interpretations
over the years. From its original meaning as "way of life" it
was later regarded to refer to the struggle for existence and by
the Utrecht School of Geography in the Netherlands as the
pursuit of prosperity (Dietvorst et _ al, 1984). These
interpretations relate to the distortions of possibilism in the
process of defining geography as an autonomous discipline
(Gregory, 1986). Despite the fact that Febvre could agree with
Vidal as far as the power of human agency is concerned, he still
regarded geography as a natural rather than a social science,

"possibilism could still legitimately be regarded as a
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qualification rather than a negation of environmental
determinism" (Gregory, 1986, p. 361). The distinctiveness of
geography was held to depend on (and be defined by) the relation

between society and nature.

3.5 THE DEVELOPMENT OF BRITISH GEOGRAPHY: MAN-ENVIRONMENT

RELATIONS

British geography during the late nineteenth and early twentieth
century was characterised by three major themes: commercial
geography, the debate régarding a "new" geography, and the
delimitation of natural regions. Commercial geography was
particularly popular as it attempted to relate differentiations
in natural endowment with the spatial concentration of
commercial activity. Commercial geography originated as trader's
geography ("kaufmannsgeographie") in continental Europe during
the eighteenth century. By the early nineteenth century commerce
(trade and transport) became a central concern for the
developing European empires, with Britain taking the leading
role in developing the field of commercial geography: "A major
stimulant to commercial geography in the eighteenth and early
nineteenth centuries was the development of the British Empire.
The exchange of raw materials and manufactured goods between
Britain and her far-flung colonies created a need among
merchants for additional geographical knowledge of the colonies:
the extent of raw materials, the available markets, the existing

means of transportation, and the productivity of the people"
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(Handley, 1982, p. 174). With the continuing importance of
discovery and exploration during the late nineteenth century,
commercial geography remained central to imperial expansionism:
"Commercial geography was the geography of the age commercial
capital. As such it is no accident that it was further developed
in Britain, the centre of nineteenth century commercial capital"

(Smith, 1990, p. 104).

Commercial geography was initially nothing but facts of
production and movement or circulation. Towards the end of the
nineteenth century the factual, descriptive and unscientific
nature of commercial geography became increasingly unexceptable.
Geographers, then, started to look at natural features in their
search for explanations for the distribution of industry and
commercial activities. Cause-and-effect relationships developed
into the central focus of commercial geography, i.e. physical
environment to man, environment to products, and products to
trade. The popularity of commercial geography reached its peak
in the 1920s. Since then there was a sharp decline in its
significance, largely due to environmental determinist
connotations. It was at first incorporated in but later replaced
by economic geography, which was perceived to be more
theoretical: "Economic geography was becoming more of a science
because of its integration of the economist's principles with
the physical environment base" (Handley, 1982. p. 178). The

nature of British commercial geography is best illustrated by

George Chisholm's Handbook of Commercial Geography (1889). The

book did not only consist of a vast amount of information about
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world trade, but it also put forward a basic theory which

describes such trade:

"The great geographical fact on which commerce depends
is that different parts of the world yield different
products under unequally favourable conditions. Hence
there are two great results of commerce: the first, to
increase the variety of commodities at any particular
place; the second, to equalise more or less, according
to the facilities for transport, the advantages for
obtaining any particular commodity in different places
between which commerce is carried on ... the full
advantage of nature is not reaped until every kind of
production is carried on in the place that has the
greatest natural advantage" (in James and Martin,
1981, p. 204).

It was, therefore, expected from the student of commercial
geography to deal with landforms, soils, climate, the
distribution of water, with minerals, animals and plants, and

with routes, cities and countries.

Before, and for some time after its institutiqnalisation,
geography in Britain was taught, at university level, mainly by
geologists and natural scientists. Historians were involved only
when geography was needed as background for understanding the
course of history. In fact, physical geography was regarded as
part of geology and was concerned with the study of the
influence of the physical features of a country on the people
(James and Martin, 1981). According to Archibald Geikie the
influence of physical features could be seen: (1) in the
distribution and migration of races; (2) in the historical
development of a people; (3) in industrial and commercial

progress; and (4) in national temperament (in James and Martin,

92

http://etd.uwc.ac.za/



1981, p. 201). This view was echoed by Mackinder, father of the
"new" nineteenth century school of British geography, in 1887,
when he addressed the Royal Geographical Society and regarded
geography as the field that traces the interactions of man and

his physical environment:

"I propose therefore to define geography as the
science whose main function it is to trace the
interaction of man in society and so much of his
environment as varies locally ... we hold that no
rational political geography can exist which is not
built upon and subsequent to physical geography. At
the moment we are suffering under the effects of an
irrational political geography, one, that is, whose
main function is not to trace causal relations, and
which must therefore remain a body of isolated data
to be committed to memory. Such a geography can never
be a discipline, can never, therefore, be honoured by
the teacher, and must always fail to attract of an
amplitude fitting them to be rulers of men"
(Mackinder, 1887, p. 143).

As a scholar who was trained in natural science and history, he
also held the view that history and geography should never be
separated since every event occurred in a particular time at a
particular place. For Mackinder, according to Livingstone,
geography "found its disciplinary identity in the fusion of the
natural and the historical, in the application of evolutionary
laws - whether in terms of organic struggle or environmental
selection - to history and society." (Livingstone, 1985, p.
126) . Mackinder's contribution to the institutionalisation of
geography as an academic discipline in Britain is widely
acknowledged. He is particularly well known for his conception

of geography as a discipline grounded in an environmentalist
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philosophy.

The regional approach dominated British geography for much of
the first half of the twentieth century. Herbertson succeeded
Mackinder as director of the Oxford School of Geography in 1905
and committed himself to improving the teaching of geography.
Being very concerned about the encyclopaedic nature of
geographic study within the context of political units, he
proposed a framework of natural regions for the study of world
geography which, like determinism, was an attempt at
generalisatién. His identification of regions on the basis of
combinations of surface features, climate and vegetation

indicates the link between his work and the earlier determinism.

James and Martin (1981, p. 206), identified five characteristics
of British geography in the post-World War I era, namely: (1) a
concern with exploration; (2) an emphasis on regional studies;
(3) a focus on field observation and map interpretation as
essential parts of training programs; (4) historical geography
and the history of geography; (5) a concern with the solution of
practical problems. The classification of regions in particular
was a very important academic activity. Following Herbertson's
work on natural regions, Marion Newbigin, under the influence
of Vidal de la Blache, Lucien Gallois and Jean Brunhes, regarded
the classification of regions to be based on the kind of
relationships observed between human communities and their

natural surroundings within the context of the concept genre de
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vie (James and Martin, 1981). Her ideas were further developed
by H J Fleur. J F Unstead proposed a classification of regions
in line with his concept of a uniform unit of area which would
incorporate homogeneous associations of physical and human
factors: "The idea is logically derived from the theory that the
way people live is a reflection of their natural surroundings.
According to this theory an area that is homogeneous with
respect to its natural features will also be homogeneous in the
ways people adjust to these features" (James and Martin, 1981,

p. 214)

3.6 SUMMARY

The review of the history of geography has shown that it is not
possible to extract the substance or essence of geography from
the broader social, religious and ideological networks in which
it is embedded. Before the institutionalisation of geography as
an academic discipline, geographical writing was strongly
influenced, and to some extent restricted, by a teleological
view of nature. This view dominated geographical writing until
the death of Humboldt and Ritter. Although other views existed,
geography was mainly regarded as having value only in as far as
it could provide proof of divine Providence. Efforts to
establish a more scientific geography during this period were
never really successful. Description and inventarisation
remained the essence of geographical writing well into the

nineteenth century. Although geography was, as yet, not a
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recognised academic discipline, it was a widely taught subject,
in most instances in combination with and subsidiary to other

disciplines such as history and geology.

The late nineteenth century saw geography being
institutionalised as an academic discipline. Geography was seen
to be ideally suited to serve the needs of the middle and upper
classes and to explain, in a scientific way, nineteenth century
imperialism. This was best done via Ratzel's anthropological
conception of geography. Ratzel's ideas regarding the
relationship between man and his environment, which were rooted
in Darwinism, formed the foundation of geography for many

decades, not only in Germany but also far beyond its boundaries.

Not all scholars were impressed by Ratzel's deterministic views.
In France, Vidal de 1la Blache developed a geographical
perspective which, to a certain extent, could be seen as being
opposed to Ratzel's anthropogeography. His concept of genre de
vie allowed more freedom to man in his relationship with the
environment. While the determining role of the environment was
still evident in the work of Hettner, Schliiter endeavoured to
provide an alternative basis for scientific geography. He moved
away from "relation geography" and developed the conception of
geography as being the study of the landscape. Schliiter's work
formed the basis of a strong tradition by the turn of the

century.

The development of British geography is to a large extend rooted
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in the various French and German traditions, although its
contributions to the development of the discipline were unique
in many ways. Until at least the early years of this century
British geography was clearly dominated by a more physical
orientation with a strong emphasis on deterministic explanations

of man-environment relations.

This chapter endeavoured to present a history of geography which
would provide the context for comprehending the history of
geography in South Africa. Before the establishment of geography
departments in South Africa, geography existed as an official
school subject for more than three quarters of a century. Our
understanding of academic geography in South Africa could
therefore not be complete without reference to its pre-academic
roots. In the next chapter the focus will therefore be on the

history of pre-acadenic geography in South Africa.
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4. COLONIAL SOCIETY, EDUCATION AND THE DEVELOPMENT

OF PRE-ACADEMIC GEOGRAPHY IN SOUTH AFRICA

4.1 INTRODUCTION

Geography existed as a school subject long before it was a
recognised discipline at university level. It was, in fact, one
of the first subjects to be introduced when the first Education
Department was established in the Cape Colony in 1839. This
chapter traces the history of geography in South Africa prior to
its recognition as an academic discipline by the University of
the Cape of Good Hope during the second decade of this century.
A knowledge of the history of pre-academic geography during these
years 1is deemed necessary in order to fully appreciate the
stimuli that led to the institutionalisation of geography as an
academic discipline. The history of school geography is
relatively well documented (Webster, 1939; Botha, 1948; Knox,
1958; Van der Merwe, 1982; Levy, 1984; Clark, 1989). Since the
middle of the previous century, the changing role of school
geography within the process of curriculum development in South
Africa must be seen within the context of general educational
development. Geography, as a school subject, cannot be studied
in isolation because "it is inevitably part of the whole
education system, which is itself part of the social and economic

environment in which it evolves" (Levy, 1984, p. 7). In this
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chapter, the history of geography teaching in South Africa is,
therefore, discussed against the background of an evolving

educational system during the period of colonialism.

4.2 COLONIAL SOCIETY AND EDUCATION IN SOUTH AFRICA

Education in South Africa has developed in a unique manner
because of particular political-economic developments and can,
therefore, not be divorced from a broader understanding of the
history of the South African state. Two distinct periods, through
which the South African state has developed, can be identified:
(1) a period of colonialism (1652-1910) and (2) a post-Union
(from 1910) period. The period of colonialism can again be
divided into two phases: (1) the Dutch occupation of the Cape
(1652 - 1806), and (2) the period of British control (1806-
1910) . Much of what we regard as our educational system today is
derived from the way the country was colonised and from the
social pressures initiated by colonisation: "There is perhaps no
country in the world where the educational system has had so many
buffetings and tamperings from without as the education of South
Africa. At no period was education to any extent the spontaneous
expression to the ethos, or genius, of the people. It was to a
very large extent the resultant of successive superimpositions
of systems or bits of systems from without" (Malherbe, 1975, p.

7).
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4.2.1 Moral-religious principles in early Dutch education at

the cape

In vieﬁ of the needs of metropolitan accumulation the Dutch
settlers were mainly concerned with the establishment of an
economically viable community at the southern tip of Africa.
This had occupied their endeavours to such an extent that formal
education was not regarded as a priority. Early in the
nineteenth century, 150 years after "volksplanting", Governor
Jansens, after travelling through the interior established that,
"... dit aan opvoeding en onderwys jammerlik ontbreek het en het
aan die hand gedoen dat sowat 'n dosyn skoolmeesters uit die
moederland bekom moet word" (Du Toit, 1963, p. 33). The kind of .
formal schooling that was available was to a large extent
religious in nature and under direct control of the church: "The
object of schooling was to prepare children for their admission
to the Dutch Reformed Church. ... School curricula in Dutch
education provided no more than a basic preparation of the child
for participation in public worship" (Levy, 1984, p. 12). The
Dutch settlers brought with them to the Cape a tradition of
religious education which "was based on the idea, with its roots
in the Middle Ages, that all aspects of life, including education
should be regulated in accordance with the law of God" (Behr and

MacMillan, 1966, p. 3).

Towards the end of the seventeenth century, separate subjects
could hardly be identified, although general reference was made

to reading, writing and cChristian instruction ("Christelike
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leringe"). With the advent of the eighteenth century several
public and private schools existed but without any meaningful
control. The promulgation of the Ordnance of De Chavonnes in
1714 was a first attempt at educational 1legislation. The
Ordnance was characterised by the importance afforded to religion
and the stipulation that no books other than those from The
Netherlands should be used (Du Toit, 1963). No dramatic changes
in the field of education were recorded for the rest of the
century. During the short period of British control (1795-
'1803), 1little attention was given to education as the British
were too involved with political problems. The fact that the
British did not know how long the occupation of the Cape Colony
would last also contributed to the fact that education was not

actively promoted.

After the return of the Cape to the Batavian Republic in 1803,
Jacob de Mist was appointed Commisioner-General. He was very
concerned about the state of education in the colony and he
immediately started to work on a new education policy. In the
Ordinance of 1804 he recommended, among other things, the
importation of teachers from The Netherlands and he also
promoted, very strongly, the idea of secular schools. It is also
important to note that De Mist made provision for the teaching
of geography at both his envisaged training school for teachers
and his boarding and day schools. His plans, however, never
materialised: "The whole education scheme proposed by De Mist in
the 1804 School Ordinance was far in advance of the accepted

practice of his day, and was never put into practice" (Levy,
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1984, p. 17).

After more than 150 years of Dutch-Religious Education
transplanted from The Netherlands, the country was on the point
of working out an "indigenous" system, when an English system was

introduced.

4.2.2 British colonisation: Anglicisation of education under

British rule and Boer reaction

British colonial policy in South Africa greatly enhanced the
processes which shaped the terrain of social relations and
education in South Africa. Shortly after seizing the Cape, the
colonial authorities promoted large-scale migration from Britain,
and introduced a strong anglicisation policy. Since 1806 there
was a deliberate attempt by the British to promote English as a
medium of instruction. To this end, several teachers were
imported from Scotland and England in order to gradually replace
the Dutch teachers (Du Toit, 1963). At the insistence of Governor
Lord Charles Somerset the first six imported teachers arrived at
the Cape in 1813. Among them was James Rose-Innes who was to
become the first Superintendent General of Education in the Cape
Colony. They were expected to teach the following subjects:
writing, arithmetic, sacred music, religious principles according

to the Dutch or Scottish catechism and English language.

It was, however, not until the 1820s that a system of secular
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schools in the British tradition, sponsored by Somerset, was
instituted (Behr and MacMillan, 1966). 1In the mean time there
was a dramatic increase in the number of school subjects that
were taught. By 1833 the following subjects were taught: Dutch,
English, Latin, Greek, French, German, Geography, Astronomy and
Mathematics. In the senior division provision was also made for
nature studies, logic and psychology to be taught (Du Toit, 1963)
The Dutch settlers were strongly opposed to the anglicisation of
education, to such an extent that it led to the decline of
several schools, and even the closure of some, especially in the

rural areas.

In response to a memorandum on the public schools of the colony
prepared by Colonel J Bell, then secretary to the government,
and the advice of Sir John Herschel, the first education
department was established in 1839. This clearly signalled the
transfer of responsibility for education from church to state and
could be regarded as the greatest single step in the process of
educational control in South Africa (Levy, 1984). Rose-Innes
remained committed to the policy of anglicisation, as were his

successors, Langham Dale (1859) and Thomas Muir (1892).

The exodus of Voortrekkers to Natal; the Orange Free State and
the Transvaal, was partly in response to the anglicisation of
society at the Cape. However, not even in these new territories,
were the Boers afforded the opportunity to develop their own
educational system. The early development of education in Natal

was severely hampered by two factors (Buys, 1963): (1) the
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conflict with the Zulus occupied much of the time and effort of
the Voortrekker, (2) the conflict between themselves and the
British, who eventually annexed Natal between 1843 and 1845.
Natal was governed as a dependency of the Cape Colony until 1856
when it became a separate colony with a partially nominated
legislative council. In 1858, a Board of Education was
established which recommended a secular system of education.
Formal education in Natal began in 1859 with the appointment of
Dr Robert Mann as the first Superintendent of Education. He was
especially interested in promoting the natural sciences in
education while deliberately continuing with the anglicisation
policy. His successor, Robert Russel (superintendent between 1876
-1893), followed closely in his footsteps. In 1893 the Colony of
Natal received its own responsible government. Malherbe (1975)
is of the opinion that Natal is unique in the sense that it alone

has had a relatively uninterrupted English system of education.

In the Boer Republics much was done to establish an educational
system to serve the needs of the Boers. Religion remained a very
important dimension of Boer 1life and it also formed the
foundation of the education they provided for their children.
However, in both the Orange Free State and the Transvaal,
education was eventually controlled directly by the British. In
the Orange Free State a new education ordnance was implemented
in 1874, and a Scotsman, Dr John Brebner appointed as
Superintendant of Education who developed an educational system
not unlike that of Scotland, with respect to content, method and

organisation (Malherbe, 1975). With the revival of Afrikaner
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Nationalism since 1896, there was an outcry in favour of an
education with a larger national content and the maintenance of
the rightful position of Dutch/Afrikaans in the schools: "Die
‘neutrale' onderwys van Brebner is nie meer aanvaar nie en daar
is al meer toegegee aan die eise van die ouers dat hul kinders
op skool met Qaderlandsliefde en 'n liefde in die Taal besiel
moet word" (Van Schoor, 1963, p. 152). This tendency continued
under the presidency of M T Steyn but ground to a standstill with
the declaration of war in 1899: "'n Nuwe vergesig op
onderwysgebied was aan die ontluik, maar met die uitbreek van
die oorlog in 1899, was haas net die fondamente gegrawe wat
hierdie visie in die praktyk ten grondslag sou 1&" (Van Schoor,
1963, p. 162). Under the British Military administration (after
the war) the o0ld School Law of the Orange Free State was

abolished and a deliberate policy of anglicisation was followed.

Education in the Transvaal was afforded priority status after
the introduction of the constitution of the Zuid-Afrikaansche
Republiek in 1858. One of the first signs of formal education
was the setting up of a School Commission in 1859. It was
expected of teachers to be members of the Dutch Reformed Church
and be able to give instruction in Bible history, reading,
writing, arithmetics, geography and singing (Levy, 1984). The
Boers' endeavour to establish their own educational system was
seriously interrupted when the Transvaal was annexed by the
British for a period of four years between 1877 - 1881, and again

with the outbreak of the Anglo-Boer War.
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The Boers refused to accept an anglicised educational system.
Schools based on the philosophy of Christian National Education
(CNE) were seen to be the alternative. The idea was also
propagated in Natal and the Orange Free State. When the Transvaal
became a free Boere Republic again in 1881, the ideas of CNE
were revitalised and the ideals promoted by the "Algemene
Kommissie tot behartiging van die CNO": "Dit was in gees, rigting
en aard geskoei op die onderwys volgens die ou onderwyswette ...
vry van beheer en inmenging van die kant van die nuwe Engelse
owerheid en Christelik-Nasionaal in gees en strekking. Dié soort
onderwys sou voortbou op die verlede, op die godsdiens, die taal,
die geskiedenis en die kultuur van die oorwonne Boerenasie"

(Coetzee, 1963, p. 304).

Ds S J du Toit (from the Paarl) was invited to fill the post of
Superintendent of Education. He accepted the invitation and saw
it as an opportunity to promote his ideas of Christian National
Education, "'n soort onderwys eie aan die Boerevolk" (Coetzee,
1963, p. 289). This was based on the principle that education
was the responsibility of the church and the parents and not of
the state. Du Toit's ideas were eventually embodied in Act No

1 of 1882.

Shortly after the occupation of the main urban centres in the
Transvaal by the British troops in 1900, E B Sargant, an expert
on education in the different English colonies, was requested to
come to South Africa. He found education, especially for the

youth to be in a very bad state and he started a program of
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importing English teachers. During the first four months of 1902
more than 200 English teachers arrived in the country. After the
two Boere Republics became colonies on 31 May 1902 the British
began to deliberately anglicise education: "Die Hollandse gees,
rigting en inslag is deur 'n Engelse stelsel vervang. Die ou
stelsel van staatsondersteunde CNO-skole moes plek maak vir 'n
stelsel van vrye (liberale) nie-sektariese, nie-verpligte

staatskole" (Coetzee, 1963, p. 297).

In 1903, in opposition to the anglicisation of education the
"Algemene Kommissie" issued a regulation stating that education
remained the task of the parents, and also a curriculum for C.N.E

schools. The compulsory subjects were:

Biblical history Singing
"Aanskouingsonderwys" Recitation

Dutch History

Writing Geography of South Africa
Arithmetic English

Self government was granted to Transvaal in 1906. J C Smuts was
appointed as Colonial Secretary and Minister of Education in 1907
and in the same year he introduced a new constitution for
education. He maintained the British principle of public
education, namely that it is the concern of the state. He
rejected the Afrikaans principle of state supported schooling.
On his request many of the C.N.E schools were closed and

transformed into state schools.

This brief review of the history of education in South Africa

until the early years of this century, revealed (1) the Boers'

strong affinity for moral-religious principles in education, and
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(2) the relentless endeavour of the British to anglicise
education and with it society, in order to establish hegemonic
control. This resulted in a great divide between Boer and British
which was manifested in the establishment of CNE schools.
Geography has always been part of this evolving educational
system in South Africa. The next section deals, in more detail,

with the history of school geography.

4.3 GEOGRAPHY AS A SCHOOL SUBJECT : THE FIRST WAVERING STEPS

TOWARDS AN INSTITUTIONALISED DISCIPLINE

4.3.1 Cape colonial roots

Education in the Cape was formally structured in 1839 with the
establishment of the Cape Education Department under James Rose-
Innes. In a Memorandum on Education issued by Colonel Bell on
23rd May (Cape of Good Hope, 1839), geography was granted
official status in the curriculum for the elementary school. It

was one of ten subjects which included:

Reading Arithmetic
Descriptive geography Writing

General history Natural history
Linear drawing Grammar
Religious instruction Physical science

Geography, together with the other subjects, was to provide the
basis for a "liberal education". According to Bell's Memorandum

it was "the intention to make provision for instruction in those
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branches of knowledge which constitute a liberal education - it
was seen as part of the necessary foundation for such studies"

(in Clark, 1989, p. 47).

However, there is evidence that geography was taught in the Cape
Colony long before it was officially recognised as a school
subject by the British authorities. Of particular interest is the
fact that geography was officially incorporated in the school
curriculum at the Cape, before its official recognition as a

school subject in England (Clark, 1989).

4.3.1.1 Geography before its status as an official school

subject

The earliest recorded instance of instruction in geography goes
back to 1772, when Andrew Sparrman, a Swedish naturalist and
explorer, was appointed private tutor to the children of the
Lieutenant Governor. Towards the end of the eighteenth century
and also during the period of the Batavian Republic, geography
was taught in a few Dutch private schools. The first school in
which geography was taught was a private one established by Jacob
Ziegler in 1794. Geography was one of several other subjects
namely Dutch, French, history and the elements of physics and
mathematics. Although geography was never taught at any of the
official schools of the eighteenth century it is important to
mention that there were attempts to introduce geography as an

official subject. In 1790, the Scholarchs contemplated the
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introduction of geography in official schools. With a sum of
money raised voluntarily from the European Colonists they
envisaged three types of schools (Levy, 1984): Dutch schools for
the lower class, second class or French schools and the higher
or Latin school. According to Levy (1984), the inclusion of
geography as a subject in the second class or French schools was
probably the first time geography as a specific and separate
subject "in the schools in the Cape Colony was mentioned. Their
plans did, however, never materialise. The success of the plans
was being hampered by the English occupation of the Cape in 1795:
"the difficulties arising from the introduction of a new language
and submission to new authorities did not allow for the
favourable progress of the education work which had just been
commenced" (Cape of Good Hope, 1863). During British occupation

(1795-1802) the status of geography remained the same.

During the time of the Batavian Republic the situation changed
somewhat. Based on a careful investigation into, among other
things, educational matters, De Mist produced a report in 1802
in which he recommended several courses for instruction:
reading, writing, the first and most simple rules of arithmetic
and the principles of geography. According to Knox: "It is
interesting to note that apart from the three R's, geography was
the only subject suggested; and it seems permissable to infer
from this that De Mist conceived [geography] to be a subject of

considerable importance" (Knox, 1958, p. 10).

There are indications that geography was unofficially taught at
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some government and church schools between 1806 and 1839, albeit
in combination with other subjects. In such schools "geography
was taught by teachers who had the enterprise to teach outside
the limits prescribed by the official syllabus" (Knox, 1958, p.
25) . One government school at which geography was taught at this
time, was Rose-Innes's school at Uitenhage. In a report,
submitted to the Bible and School Commission in 1824, it 1is
stated: "Besides the pupils who received the ordinary instruction
at this school there was a separate or private class, consisting
of six boys, who were instructed in geography, Latin, and other
branches of more elevated education" (Cape of Good Hope, 1863).
Geography was also taught at the South African College. The
college was established in response to a demand among the
colonists for secondary and higher education for their sons
(Knox, 1958). Geography was one of the elementary subjects in the
science department. According to the 1831/32 time-table,
geographical instruction was the responsibility of the Professor
of Mathematics (Rose-Innes). Geography was, however, not confined
to "mathematical geography". Instruction was also to be given
in "Ancient and Modern Geography and the use of the Globe".
Other schools at which geography instruction was given included
the Grahamstown Free School, the Academy, the "Grammar School",

and the School Tot Nut van 't Algemeen.

A major problem regarding the teaching of geography during this
time was the lack of textbooks and especially material pertaining
to local conditions. Some of the more popular textbooks that were

available included:
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Goldsmith, J. (1808): Geography on a Popular
Plan

Gordon, P. (1749): Geography Anatomiz'd

Guthrie, W. (1771): A New Geographical, History

and Commercial Grammar

Reflecting on the nature of the history and geography which were
taught, MecKerron writes:
"The history was usually classical or English history,
and the geography course bore no reference to South
Africa. Even if the teacher had wished to include
South African history or geography he would have found
it very difficult to do so, for there was very little
material available for this work. History and
geography might be taught from books arranged entirely
in the form of question and answer. Very often the

pupils were expected to learn these answers by heart."
- (in Knox, 1958, p. 26).

4.3.1.2 The Introduction of geography as an official school

subject

With the establishment of the Cape Education Department, the
teaching of geography was limited to schools in the major urban
centres. The teaching of geography in rural areas was virtually
non-existent and the content of geography was mainly physical
and mathematical. The introduction of geography could, according
to Clarke (1989), be ascribed to two prominent personalities at
the Cape during the first half of the previous century, namely
Sir John Herschel and James Rose-Innes. Herschel, an astronomer,

resided at the cape (1834-1840) and was consulted by the
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government on educational matters. In 1835 Herschel described
the ideal curriculum as being: "The nature and constitution of
the world we inhabit - its relation to the planetary and the
universe - the animal, vegetable and mineral productions with
which it teems - and their uses as subservient to the wants of
man" (in Levy, 1984, p. 20). He included geography in the
compréhensive curriculum he envisaged for South African schools
and recommended that the following aspects of geography be
taught (Levy 1984):

Political Geography: Ancient Maps
Modern Maps

Physical Geography: Form of the Earth

Traces of its former condition

Natural Subdivisions

Climate

Atmosphere, seas, tides, winds
The curriculum which Rose-Innes presented to the authorities in
1839 was similar to the one he taught at Uitenhage, which
included geography (Clark, 1989) . Geography was to be offered
in both the junior and senior divisions of the elementary
course. In the junior division geography instruction consisted
mainly of mapping exercises on the maps of the "primary
divisions of the world" and descriptive geography, the former
referring to the continents while the latter was confined to
descriptive details of purely factual nature: "... and since the
instruction was largely confined to mapping exercises, it seems
likely that this junior course demanded little more than the

ability to point out topographical features on the map" (Knox,

1958, p. 36).
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In the Senior Division the course contained a "full course of
descriptive geography" as well as illustrations of the figure
and motions of the earth, and its chief physical appearances
(e.g. rivers, lakes, mountains, plateaux and plains as well as
the motions of the earth, day and night and the seasons). As far
as the quality and content of geography teaching was concerned,
one has to keep in mind that teachers were generally poorly
trained during the early nineteenth century and that the nature
of the geography that was taught was merely a reflection of the
nature of school geography in Europe during the greater part of
the nineteenth century. After a thorough analysis of the
textbooks as well as examination questions, Knox (1958, p. 47)
came to the following general conclusions regarding the teaching

of geography at the Cape:

- The geography which was taught was largely non-human,
topographical, and factual, and was ill-defined in scope in
so far as it involved miscellaneous facts of a
non-geographical nature.

- The human aspects that were taught were factual and
topographical1 in content.

- The mathematical and physical branches of the subject were
treated as being self-contained and they were not related to
the nature of the cultural landscape and of the human

activities.

1This refers to work which merely calls for memorization.
It includes definitions of geographical terms and questions such
as: What are the main agricultural products, for example, of
Chili? Where are gold and diamonds found?, etc.
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- Illustrative material in the textbooks was totally absent.
= The study of the pupils' homeland was almost entirely

neglected.

Clark's understanding of the origin of geography as a school
subject in South Africa does not, however, reflect the
underlying reasons for its introduction. There was a fundamentai
link between the introduction of geography and the needs of the
British Empire. School geography was regarded as a valuable tool
in the promotion of imperialist sentiments. With the abolition
of slavery in the British Empire in 1833 - 1840, the Colonial
Office advocated appropriate education. The English language as
the most important "agent of civilisation" for the coloured
population, together with religious education and knowledge
useful to small farmers were particularly emphasised (Hudson,
1991b) . The Colonial Office distributed a circular in January,
1847, in which it is stated that "The lesson books of the
colonial schools should also teach the mutual interests of the
mother country and her dependencies; the rational basis for
their connection ..." (in Hudson, 1991b, p. 10). Such a request,
as far as geography is concerned, makes sense when it is
realised that the Royal Geographical Society was established in
1830 on the explicit grounds that geography's "advantages are
of the fifst importance to mankind in general, and paramount to
the welfare of a maritime nation like Great Britain, with its
numerous and extensive foreign possessions" (from the Journal of
the Royal Geographical Society, in Livingstone, 1991, p. 5). The

nature and content of geographical education were therefore
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finely attuned to the needs of the British Empire.

4.3.1.3 Development and change in geographical education

Geography during the mid-nineteenth century, did not occupy a
very prominent position in the schools of the Cape Colony. In
the first annual report of Rose-Innes in 1858 no discussion or
criticism of the subject appeared. It simply noted that
geography was included in the curriculum of most schools (Levy,
1984, p. 56). After the succession of Rose-Innes by Langham Dale
in 1861, the government appointed a commission to investigate

educational matters. The Education Act of 1865, the result of

the commission's work, made provision for ‘"Descriptive
Geography". Geography was then taught in two standards:
Standard 3 - Definitions and the Map of Africa
Standard 4 - The world generally and South Africa
specifically

According to Knox (1958) the Standard 3 course could probably
involve nothing more than a knowledge of the political divisions
and topographical features of the continent and the ability to
indicate these on a map. The Standard 4 course was unique in
the sense that it was the first time that a study of the mother

country was specifically mentioned.

After an inspectoral tour by Donald Ross, who was brought out
from Scotland in 1882, the curriculum for geography changed
substantially (Knox, 1958). His suggested curriculum for
geography was as follows:
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Std 3 - Outlines of the geography of the Cape

Std 4 - Outlines of the geography of Great Britain
Std 5 - Outlines of the geography of Europe
Std 6 - Outlines of general geography

Ross's curriculum differed significantly from that of Dale in
the sense that it commenced with the study of the homeland. It
is also interesting to note that much emphasis was placed on the
geography of Europe and in particular Great Britain. Initially,
only the courses for Std 3 and 4 wefe implemented. The fifth
class was added in 1885 and the geography syllabus focused on
physical and political geography of Europe. In the sixth
standard, which was added in 1887, no geography was offered.

Knox (1958) argues that during this time, there was a dire need
for increased attention to Natural Sciences, and especially to
those branches which had a direct bearing on the practical
industries of colonial 1life. Dale's exclusion of physical
geography from among the optional, natural sciences prescribed
for Std 6 could therefore, according to Knox (1958) be accepted
as evidence that he did not have a high opinion of physical
geography as a natural science, neither conceived it to be one
of the sciences with a direct bearing on the practical
industries of colonial life. However, it has to be kept in mind
that geography had just proved it scientificness in Western
Europe during this time and that geography's contribution to the
"practical industries of colonial life" was seriously debated in

Europe but also in South Africa (see chapter 5).
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4.3.1.4 The precarious status of geographylas a subject at

senior level

Secondary school geography did not exist, although geography of
secondary standard was offered by the Board of Public Examiners
in Literature and Science (previously the Cape Public Service
Board) in 1858. Geography of secondary school standard was
initially for the Public Service Certificate and after 1863 it
was a subject for the Third Class Certificate in Literature and
Science. The certificate was designed to correspond to the
Matriculation examination of London University. The focus was
on physical geography = in particular climatology and
oceanography. This was combined with an optional course in
physical science. In 1873 the examining power of the Board was
transferred to the newly-constituted University of the Cape of
Good Hope, modelled on the University of London, which dominated
the scope and nature of secondary education in the Cape. It was
purely an examining institution which determined standards, drew
up syllabi, set examinations, and awarded degrees and

certificates.

The Board of Public Examiners were responsible for two
examinations: the Public Service Examination and the examination
for the Third-Class Certificate in Literature and Science. The
former was the qualifying examination for entrance to the Civil
Service and included:

- outlines of the English Constitution or a portion of the

outlines of the history of English Literature;
- Latin, Mathematics;
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- one of the following subjects in Physical Science: Physical
Geography, Geology, Botany or Chemistry;

- one of the following languages: Dutch, German or French.

Within the mixture of these courses, physical geography was

prescribed as one of the optional courses in physical science.

Considering the questions that were set for this examination

between 1860 and 1864, Knox (1958) could establish that the

majority of questions were set on the aspects of physical

geography connoted by the terms "climatology" and
"oceanography". Less than 20% of all questions were set on

geomorphology and on flora and fauna. Mathematical and local
geography were largely ignored. Knox (1958) also noted that
most questions demanded some degree of reasoning or explanatory
treatment: "We may therefore conclude that the examinations for
this Certificate discouraged a predominant concentration on the
memorising of factual details, and consequently stimulated an
intelligent approach to physical geography" (Knox, 1958, p. 73).
The Public Service Certificate was superseded in 1864 by the
Third-Class Certificate in Literature and Science. Courses
prescribed for the latter examination were almost identical to

those prescribed for the former.

The University of the Cape of Good Hope controlled three papers:
Matriculation, the School Examination for Honours, and the
School Higher Education. The regulations for the matriculation
examination were published in the 1875 University Calender and

were as follows (shortened):
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Languages, literature and History

- The English language and its history.

- The history of England and modern descriptive geography.

- The Greek and Latin languages: one Greek and one Latin
subject to be notified by the council. ... The papers will
also contain questions on the grammar of the languages, on
Grecian and Roman antiquities, history and geography, as
connected with the subjects named for examination.

- Modern languages: Dutch, French, German.

Mathematics

Physical Science

- viz. physical geography, or geology, or chemistry, as may
from time to time be notified. by the council.

Two points need to be highlighted in connection with the above

regulations: (1) there is a clear distinction made between what

is termed ‘"modern descriptive geography" and ‘'"physical
geography". Here, for the first time, there is explicit
reference to a conception of geography whereby a descriptive
aspect of the subject with human reference is prescribed for
study in complete isolation from physical geography. The
latter, which is the non-human basis of geography, is elevated
to a place among the natural sciences. There are, therefore,
two self-contained courses of  study. This conception of
geography also found its way into the School Elementary

Examination in 1880 (UCGH, 1880, p. xcix) in which provision was

made for the "Outlines of Geography, Descriptive and Physical".

(2) the status of the two sections differs considerably.

"Modern descriptive geography" was compulsory while physical

geography was set down as one of the three sciences which were

to be alternatively studied for matriculation as may from time
to time be notified by the council (Knox, 1958). Physical

geography was prescribed for only one year, namely for 1874. 1In

1881, physical geography was eliminated from the syllabus, while
120

http://etd.uwc.ac.za/



descriptive geography continued as a compulsory subject until
1884, when it too was abolished. Thus, during the entire period
between 1873 and 1884, when geography figured in the syllabus,
only the matriculation students of 1874 were able to study both
physical and descriptive geography. An analysis of the paper set
for physical geography in 1874 reveals a focus on geomorphology,
climatology and oceanography. The papers on descriptive
geography reflect an emphasis on factual knowledge of natural
topographical features such as river courses, capes, bays,
gulfs, islands and mountains, and topographical features of the
humanised landscape such as towns, countries and subdivisions of

countries.

Subjects for the School Examination for Honours (introduced in
1881) were grouped into two categories (UCGH, 1881), i.e.
Literature and Science. Only physical geography was offered in
the science category and consisted mainly of climatology,
geomorphology and oceanography. Other aspects dealt with were
map-drawing, mathematical geography and ethnography - a
geographic study which does not properly fall within the scope
of physical geography at all. When in 1887, the School
Examination for Honours was renamed the School Higher
Examination, physical geography was again included as a science
in the science category. There was no substantial change in the
content of the course. It was, however, accorded the status of

a full course.

Based on an analysis of examination papers Knox (1958) came to
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the following conclusions regarding the content of geography

during this time:

- Secondary instruction was very largely confined to physical
geography, and no attempts were made to correlate
descriptive and physical phenomena.

- In all the papers on physical geography a sound balance
was, however, maintained between questions which demanded
a mere Kknowledge of facts and those which require an
intelligent grasp of principles and relationships.

- While the examination papers which the Board of Public
Examiners in Literature and Science set on physical
geography dealt mainly with climatology and oceanography,
the physical-geography papers of the University of the Cape
of Good Hope were 1largely climatic, oceanographic and
geomorphological in scope.

- Mathematical geography was either completely neglected or
very inadequately stressed in the geography instruction of
secondary standard.

- No clearly-conceived ideas existed about the scope of
geography. There was a tendency to incorporate non-
geographical subject-matter in geography courses.

- Descriptive geography was taught without any reference at
all to the supporting framework of physical phenomena.

- Map-drawing seemed to have been largely neglected.

- Inadequate attention was given to illustrative diagrams.

- Inadequate attention was given to the geography of South

Africa and local geography.
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4.2.1.5 The marginalisation of geography as a school subject

When Muir took over as Superintendent General of Education in
1892, the <courses in and content of geography changed
substantially. This change was in line with a stated objective
in the Superintendent-General's report of 1894 which stated that
from 1 January 1895 new standards were to become effective and
that subjects were to be loocked at from a South African as well

as a cosmopolitan stand point:

Standard 2 : To know the chief natural features of the
country in the vicinity of the school; to
know the cardinal points; to draw a plan of
the schoolroom; to be familiar with a plan
of the immediate neighbourhood of the school

Standard 3 : To Kknow the mode of representing on a map
the different surface features; to be
familiar with a map of the Division in which
the school 1is situated, and with the
position of the Division from memory.

Standard 4 : The form of the Earth; Day and Night;
Latitude and Longitude. To know the map of
the Cape Province, including features of
coastline, railways, situations and chief
industries of towns having over 2,000
inhabitants. To draw said map from memory.
Position of South Africa on the Globe.
Names and situations of the various
continents and oceans.

Standard 5 : The Seasons. Africa and Europe, including
features of coastline, chief states or
territorial divisions and their capitals;
situations and chief industries of towns
having over 250,000 inhabitants; commercial
relations with the Cape Province. Map-
drawing from memory.

Standard 6

Climate, Winds, Rainfall. Asia and America,
including features of coastline, chief
mountain ranges, chief rivers and their
basins, chief states and their capitals,
situation and chief industries of towns
having over 200,000 inhabitants; commercial
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relations with the Cape Province. Map-
drawing from memory.

Standard 7 : The chief Ocean Currents. The British
Isles, British Colonies and Dependencies in
greater detail. Map-drawing from memory.

There was a general expansion in the content of the syllabus.
The lessons were characterised by an emphasis on map work and
on physical and regional geography. In the higher standards
lessons in commercial geography and on the geography of the

empire were included.

During the years of Muir, geography of secondary standard was
almost non-existent. Since 1899, physical geography featured
as an optional subject but was dropped from the School Higher
Examination in 1901. It was also excluded from the new
University Junior Certificate which replaéed the Higher
Examination in 1910 (Clark, 1989). After this year, geography in
all its aspects was excluded from the curriculum. Geography
also found no place ip the requirements for matriculation.
Although the history course involved "related Physical and
Poiitical Geography", it was merely as a means of serving the
ends of historical interpretation. Muir was clearly
dissatisfied with this neglect of geography at the Matriculation

level. 1In his report of 1912 he commented as follows:

"It is laid down that the History course shall include
related Physical and Political Geography, but this
means very little in actual practice. It must be
admitted that Geography does not receive in the
Matriculation Examination the attention the importance
of the subject deserves. Our high school pupils go
out into the world with a much broader and more
intelligent outlook if their two subjects, History and
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Geography, were placed on a sounder basis and were
examined separately. Geography, if well taught, is
one of the most illuminating of school subjects" (Cape
of Good Hope, 1912, p. 34).
From 1901 geography found no place in courses of study
prescribed for the secondary examinations of the University, and

was, accordingly, "relegated to a position of utter neglect in

the secondary sphere of Cape Education" (Knox, 1958, p. 132).

Despite the elaborate syllabuses, the scope and nature of
geography under Muir did not differ substantially from that
which was taught under Dale. Geography was still predominantly
concerned with the rote-learning of facts and definitions:
"To most the teaching of geography means defining the
commonly used geographical terms often in formal
language not understood by the pupil. This is the
initial stage. Then follows the burdening of the
memory with names of places, rivers, mountains, etc.
which are not made to have some 1living connection in

the minds of the pupils with something interesting"
(Le Roux, 1893, p. xxxiii)

There were, however, some teachers who employed their own
initiative to make geography an interesting subject to teach:
According to an inspector report in 1907 "a few of the more
intelligent teachers do, however, try to give the subject a
living interest by showing the children the relations existing
between their own districts and the other parts of the country
and between one country and another" (in Knox, 1958, p. 137).
Generally, the teaching of geography during the period under
Muir continued to be most unsatisfactory, especially in rural

schools. The absence (officially) of geography from secondary
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schools as well as post-matriculation courses of study at
colleges could be regarded as the main contributory factors in

this regard.

Having reviewed the history of geography in the Cape Colony it
became clear that geography could_not establish itself as a
subject beyond the elementary school level, despite the fact
that the Cape Education Department regarded geographical
knowledge as of fundamental importance in the educational
system. While reference has already been made to some factors
which could have contributed to this state of affairs, for
example poorly trained teachers, it is clear that there may be
other factors involved. The next chapter will deal with this

issue in more detail.

Information on the teaching of geography in the other
territories is, according to Levy (1984), not readily available,
However, the nature and scope of the geography that was taught
in the Cape Colony seemed to have provided the framework within

which the subject was taught in Natal and in the Boer Colonies.

4.3.2 8chool geography in Natal

While the geography which was taught in Natal did not differ
much from that in the Cape Colony, it took much longer to be
officially recognised in Natal schools. It originated as one of

the subjects offered by the public school in Pietermaritzburg in
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1849. After the independence of Natal in 1856 and the
establishment of the Education Department in 1858 there was no
significant change in the status of geography. Under R J Mann,
the first Superintendent of Education, geography was planned for
both primary and advanced education (Botha, 1948). However,

nothing really materialised from this planning.

It was only in 1877 that the Education Law no. 15 provided for
elementary geography as one of the subjects in primary schools.
Political and physical geography (in particular that of South
Africa and the British Empire) was recommended as a primary
school subject (Botha, 1948). The first curriculum for geography

was issued in 1876 (Behr and MacMillan, 1966) :

Std 3 - Leading physical features of the world. Chief
countries and cities

Std 4 - As for Std 3 but more detailed and South Africa in
particular

Std 5 - As for Std 3 but more detailed plus the outlines of

meteorology and astronomy (physical geography)

Std 6 - As for Std 3 but more detailed plus manufacturers and
commerce. Children also had to draw from memory a map
of one of the continents

The curriculum was revised in 1885. Geography was then also a

subject for Std 2 (Botha, 1948):

Std 2 - Geographical terms simply explained. Point out
continents and oceans.

Std 3 - As for 1876

Std 4 - Detailed physical and political geography

Std 5 - More detailed physical and political geography, Natal

and South Africa particularly. Latitude and
longitude, day and night. The seasons.

Std 6 - As for 1877 plus circumstances which determine
climate.

By 1899 geography was taught from standard 1 to 7 (Clark, 1989).
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This curriculum remained valid until 1903. There were no major
changes except for geography in Std 6 where more emphasis was
placed on the "Geography of the British" (Levy, 1984). The new

curriculum remained valid until the 1920s.

4.3.3 8chool geography in the Boer republics

4.3.3.1 8yllabus development

Geography was taught in the Orange Free State since 1852.
According to a Government Notice it was expected of teachers to
be able to teach geography. Only since 1863, however, after the
first education legislation (of the Republic of the OFS), was
geography recognised as one of the subjects that had to be
taught. Initially the curriculum was very simple. The curriculum
for Grey College for example consists of only:

- a discussion of the four world regions

= determining the degree of longitude and the degree of

latitude of important cities.

The first full-fledged curriculum (in Dutch) was introduced in
1876 and was structured as follows (Behr and MacMillan, 1966)

Std 3 - Definitions, the use of maps, the geography of a
district and the Republic (Orange Free State).

Std 4 - Africa, in particular South Africa

Std 5 - Two other World regions ("Wéreld-dele")

Std 6 - Political geography (Staatkundige aardrykskunde) of
the world

Std 7 - As for Std 6

The syllabus differed from that being followed in the Cape and
Natal at the time, in the sense that it required a more detailed
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study of maps as well as world regions. Geography was, however
rarely taught until the 1890s. A significant development at this
time was the introduction into the teachers' certificate course.
The curriculum remained valid until 1899 when war broke out and
normal school conditions were non-existent. The curriculum was
revised in 1904 with more emphasis on Britain and the British
Empire. The syllabus was then also extended from standard 1 to

7.

The introduction of geography in Transvaal schools must be seen
against the generally poor state of education during the early
years. The subjects identified for instruction in 1852 were:
reading, writing, arithmetic and "andere vakken van onderwys“.
Geography was, however, not one of the "other" subjects. It must
also be noted that with the arrival of the Trekkers in the
Transvaal, formal education was definitely not one of their

priorities.

In 1859, in an extension to article 5 of the Van der Linden
regulation of 1852, geography was mentioned for the first time
as oné of the subjects for primary school in the Zuid Afrikaanse
Republiek. It was, however, limited to urban centres only.
Civil war broke out in 1860 and had a rather negative impact on
the development of education in general. There was, therefore,

also no significant progress in geography.
Towards the end of 1874 the state made provision for different

levels of schooling (Law No. 4 of 1874 implemented in 1876):
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Ward schools ("wykskole"), district schools and secondary and
higher education. The "beginselen der aardrijkskunde" could only
be taught in the ward and district schools. Due to the
annexation of Transvaal in 1877 by the English, the above

mentioned law was never given a chance to be implemented.

After having reported to the new government on the backward
state of education in 1879, Dr J V Lyle recommended the
establishment of elementary schools. He suggested the following
curriculum for geography:

Std 3 - oOutlines of descriptive geography

Std 4 - Descriptive geography generally

Progress in education was again interrupted by war and in 1881
Transvaal became a Free Boer Republic. Du Toit became the new
Superintendent of Education and the 1874 Education Law was re-
instated and ratified as Law No. 1 of 1882. The Law
distinguished between "Elementair ("lager _ondefwijs",
"Middelbaar onderwijs" and "Hoger onderwijs". Geography could

only be taught in the "Middelbaar" schools:

Std 4 - Definitions, the use of maps, geography of the 2z A
Republic.
Literature: Best: Grondbeginselen van de Geografie
Std 5 - General overview of the world, in particular South
Africa. '

Literature: Best : Grondbeginselen
Wilmot: Geography of South Africa
Std 6 - Mathematical, physical and political geography
(staatkundige geografie) of the world, in particular
South Africa.
Literature: Bruins: Driemaal den Aardbol om.

This was the first full-fledged curriculum and was to a large

extent similar to the one developed by Dale in 1873. However,
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much more emphasis was placed on the Transvaal and South Africa.

When Mansvelt took over as Superintendent of Education in 1891
he was set to continue building on the principles as laid down
by Du Toit. He introduced a new Education Law, Law No. 8 of
1892, and it remained in force, without any substantial changes,
until the abolishment of the Zuid Afrikaanse Republiek in 1900.
A report on education in the Zuid Afrikaanse Republiek in 1891
clearly indicated that all was not well with the teaching of
geography. It was described as "primitive and superficial" (in

Levy, 1984, p. 69).

A curriculum was published in 1892 which was to a large extent

a combination of the Lyle and Du Toit curricula:

Std 4 - Geography of South Africa, in particular the Z.A.R.

Std 5 - Principle characteristics of general geography, in
particular the geography of South Africa.

Std 6 - Repetition of and extension to general geography, in
particular the geography of Africa. The principles

of Mathematical and Physical geography.

This curriculum was somewhat changed in 1895 when geography for

Std 3 was also added:

Std 3 - Knowledge of a district (political and physical)
Std 4 - Geography of the Z.A.R. (political and physical)
Std 5 - Geography of S.A. in particular and Africa in general

(political and physical)

Map drawing

Repetition of and extension to the geography of Africa
(S.A. included). A review of the world, in particular
Europe (political and physical)

Concepts in Mathematical Geography.

std 6

Striking features of the 1895 curriculum were the emphasis on
fatherland geography and also its progressive nature. It started
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with the geography of the child's own district and then went on
to the province, the country and eventually Africa, Europe and

the world.

4.3.3.2 The transformation of geography teaching in the Boer

republics

In 1900 Transvaal became a crown colony and E B Sargant was
appointed Director of Education in both the Boer Republics, the
Orange Free State and Transvaal. English books were used and
according to a report by Sargant the curricula of the Cape
Colony were used in these provinces. A Provincial Code of
Regulations for elementary schools proposed new standards for
S.A. coionies in 1903 which resulted in the draft of new
curricula: "In 1904 the new colonial administration stipulated
geography as a compulsory subject for elementary and high
schools, following current British practice" (Clark, 1989, p.

48).

For geography, the following curriculum was prescribed for

standards 1 to 6:

Std 1 - To draw a simple map of the schoolroom and to read and
reproduce simple map of school premises. Simple tales
of great travellers and voyagers.

Std 2 - The larger geographical features of the neighbourhood,
such as hills, water, main roads, etc.; with simple
map reading. Conditions of travel in South Africa.
Simple tales of travellers and voyagers.

Std 3 - The larger geographical features of the colony. More
detailed and extended local geography, together with
the simplest elements of physiography as regards the
work of air and water on the earth's surface. General
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knowledge of position on the globe of the great
continents, oceans. More detailed account of travel
in South Africa.

Std 4 - Elements of physical and Political geography of South
Africa. Routes of travel between Europe and South
Africa. Day and night. Seasons.

Std 5 - Elements of Physical and Political geography of Africa

and Europe. Routes of travel between South Africa and
British Colonies elsewhere. Latitude and longitude.
Std 6 - Elements of Physical and Political Geography of the
remaining continents. Routes of travel between South
Africa and other countries.
This curriculum differed markedly from its predecessors and was
intended for schools in Transvaal, the Orange Free State and
Natal. The syllabus was in line with the Cape syllabus which
came into force in 1895 and the Natal 1901 syllabus, although

individual topics appear in different years of study.

4.3.3.3 Reaction: cChristian National Education and geography

Within the Christian National Education (CNE) -Movement (since
1900) geography was regarded as one of the compulsory subjects.
The curriculum was as follows:

Std 3 - "Uitgaande van de plaats of het dorp waar de leerling
woont, steeds den omtrek verbreedend, langsamerhand
het geheele distrik".

As was the case during the days of the Republic geography

started in Std 3 and showed similarities with geography for std

3 in 1898. The starting point is, however, in accordance with

the curriculum of the Provisional Code of 1903.

Std 4 - "De Transvaal - en Oranjerivier-kolonies in het
bijsonder en een algemeen overzicht van Zuid-Afrika.
Std 5 - "Afrika en een algemeen overzicht van Europa"
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Std 6 - '"Algemeen overzicht van die geheele wéreld".

The Boers regained control of the Transvaal in 1907. A new
curriculum for geography was drafted in 1909 which was in actual
fact a mere modified version of the 1903 curriculum. The
introduction to the new curriculum was, however, clearly based
on white South African sentiments. The purpose of the
curriculum had to be: "de ontwikkeling van Zuid-Afrikaanders,
die tegelijk vaderlandslievend en verstandelik goed ontwikkeld
zijn in de ruimte opvatting van deze uitdrukkingen" (in Botha,
1948, p. 62). The connection between geography and history was
also emphasised and it was suggested that the geography of the
Transvaal and South Africa should be dealt with in relation to

South African History (Botha, 1948).

Despite the fact that 1little is known about the teaching of
geography in the Boer Republics (Levy, 1984) the above
discussion clearly reveals the extent to which the British -
Boer conflict is manifested in the syllabi. It is reflected in
the use of text books, the de-emphasis of physical geography,
and the prominence of regional geography, with special emphasis

on the Boer Republics and on South Africa in particular.

4.3.4 The teaching of geography at black schools

The Government Memorandum on Education of 1839 stipulated a

system of public instruction with the white colonists (the

Afrikaner in particular) in mind. Elementary education for those
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who were not white was left to the various missionary societies:
"It was not until the missionary movements began in earnest in
the 1latter years of the eighteenth century that Native
education, as distinct from that of European education, assumed

any importance" (Levy, 1984, p. 38)

At most of the mission stations, apart from religious
instruction, pupils were taught basic skills and a 1little
handiwork. No set courses of instruction were followed, though
at the Genadendal Mission Station for example, some form of
geography was taught as far back as 1836 (Levy, 1984). By 1890
geography was taught at 90,6 percent (374) of mission schools in
the Cape attended by "coloured" pupils (Knox, 1958). It was only
during the early 1920s that a modified curriculum for "coloured"
pupils was introduced while at the secondary level pupils

followed the same syllabus as whites (Clark, 1989).

Before 1910 geography was taught to "Blacks" by the missionaries
at mission schools in the Cape. In Natal it was not included in
the curriculum for "Natives" in 1886. It was however a
prescribed subject for "Native teachers" in the Transvaal in
1906 (Behr and MacMillan, 1966). Geography for Indians was
included in the elementary curriclum when Indian education was

placed under Natal provincial control in 1894 (Clark, 1989)

For many decades there was no unified approach to Black
education. The missionaries came from several different

countries such as Britain, France, Germany, Sweden, Scotland and
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Finland, bringing with them different educational experiences.
Needless to say, this must have had a profound influence on the
kind of geography taught, if it was taught at all. Missionary
schools also operated under very difficult circumstances, such
as a shortage of proper accommodation; lack of funds, shortage
of specialist teachers, a short period of school attendance,
problems related to the language of instruction and a belief
that a restricted curriculum, offering less range and depth, was
more appropriate for the "needs" of particular groups (Levy,

1984; Clark, 1989).

4.4 SUMMARY

The history of school geography in South Africa, until the early
twentieth century, should be seen within the context of both the
history of the discipline internationally and the context of the

dynamics of the local colonial society.

The kind of geography that was taught in South African schools
was merely a reflection of the nature and scope of geography in
Europe. Geography was introdudced into the South African school
system in 1839 when the country was under British rule. School
geography in the Cape Province and Natal largely reflected, the
then current British practice. According to Webster (1939) the
curricula could be seen as an instrument of social control, i.e.
to ﬁaintain the existing order and imposing, in the case of

geography, the view of the natural and social worlds held by the
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dominant groups. Seen in this light,the "Eurocentric" content of
the early Cape and Natal syllabuses, with their focus on the

Britisthmpire, can be understood, ..." (Webster, 1939, p. 46)

In the geography curricula of the Boer Republics specific
courses on Britain or the British Empire were completely
rejected. Physical geography was de-emphasised while the focus
was placed on descriptivé regional geography and "fatherland"
geography. English textbooks were also rejected and Dutch
textbooks were used as far as it was possible. The differences
of the curriculum content in the Boer Colonies could be seen as
a manifestation of the deep rooted conflict which existed
between the British and the Boer societies and which found its
expression in tﬁe rejection of the anglicisation policies of
Great Britain. In its efforts to establish hegemonic control
over the Afrikaner, the British Authority totally neglected

black education.

It is clear that geography, as a school sugject could not
proceed beyond the elementary school. Some appreciation of the
status of geography as a school subject at the turn of the
century, is, therefore, necessary in order to establish the
basis from which geography began the road to academic
respectability. The next chapter focuses on the perceived status
of geography as a school subject and the need for the training

of geography teachers.
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5. THE STATUS OF GEOGRAPHY DURING THE LATE NINETEENTH AND

EARLY TWENTIETH CENTURY

5.1 INTRODUCTION

The previous chapter focused on the development of school
geogfaphy, within the context of the colonial society, until the
early twentieth.century. It highlighted the dominant role of the
English in the development of education in South Africa
generally, and in geographical education in particular. This
role, as far as geography was concerned, became even more
prominent after the Anglo-Boer War. The syllabi which were in
use in the Cape Colony at that time served as the basis on which
the syllabi of the new Colonies were developed, and in this way
geography finally established itself as an "English subject".

The first chairs in geography were established during the third
decade of this century. This was preceded by a period in which
geography, as a school subject, was clearly occupying a
peripheral position. It was regarded by some as a subject which
deserved no place in the school curriculum beyond the elementary
level. In contrast to such devastating sentiments there were,
however, several teachers and academics who did a lot to prove
the merits of geographical knowledge in education. The endeavour

of these individuals was greatly enhanced by the positive
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attitude of various bodies including, the Cape Education

Department and the South African Teacher's Association (SATA) .

Against the background of the relatively peripheral status of
geography as a school subject within the overall educational
system, it is necessary to consider the factors that contributed
to its survival. Three interrelated aspects appear to have been
of particular importance in this regard, (1) geography's role in
legitimising colonial society, (2) the theoretical and
methodological innovations which greatly enhanced the status of
geography as a "science" within the South African context, and
(3) the institutional support, which sustained the need for
geographical education. However, before considering these issues
some appreciation of the status of geography at the turn of the
century is needed, in order to establish the basis from which
geography started on the road to academic respectability. Two
aspects will be dealt with: (1) the divergent views regarding the
value of and need for geographical knowledge within the overall
educational system, and (2) the extent té which provision was

made for the training of geography teachers.

Education, and the need for geographical knowledge, provided the
basis for the development of geography since 1839. At the turn
of the century, geography was still primarily a subject for the
elementary school. However, the post-Anglo-Boer War period was
characterised by a dramatic change in the needs of the South
African society, which resulted in demands for educational

transformation and curriculum renewal. 1In order to locate
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geography within the context of the "new" educational debate, it
has been necessary to analyse various educational documents and
publications, as well as the publications of various scientific
and cultural associations. Publications which were found to
contain useful information on geography include The Education

Gazette, The FEducational Times of South Africa, The Educational

News, De Unie, and the South African Journal of Science. The

Education Gazette, was the official publication of the Cape

Education Department. Due to the problems experienced in the
dissemination of information through the pages of the Government
Gazette, it was decided to issue, since 1901, a separate

periodical publication, The Education Gazette. It incorporated,

in a collected form, information which appeared as Education

Office Notices in the Government GCazette, or which formed the

subject of printed circulars. A very important additional

function of The Education Gazette, was to include reviews of all

accessions of new educational books to the Education Office

Library.

The Educational News, first published in 1890, was the official

organ of the SATA, established in 1887. The SATA, through its
conferences and journal, contributed immensely towards renewal

and change in the educational system. The Educational News, is

a valuable source of information as it provides the perspective

of teachers on educational issues. The Educational News, was

preceded by The Educational Times of South Africa, which was

first published in 1886. It was the first publication of its sort

and it took upon itself the task of promoting education in "this
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part of the Majesty’s Dominions" and to address matters
concerning the local teaching profession. Because the educational
system in general, and geography, in particular, was dominated
by the English, there were no substantial inputs for geography
from the éide of the Afrikaner. An analysis of De Unie, first
published in 1905, an organ of the Zuid Afrikaanse Onderwiijs
Unie, revealed a total lack of contributions which were likely
to have influenced the nature and scope of geography as it
developed in South Africa. It did, however, contain various
general views on the need of geographical education. The status
of geography within the academic community, and the extent to
which it contributed to scientific research, could be established

by working through the South African Journal of Science, organ

of the South African Association for the Advancement of Science,
established in 1902. The establishment of the South African
Association for the Advancement of Science, was an important
occasion for the development of scientific research in South
Africa, and its annual congresses could be regarded as the most
important forum for academic debate which existed during the

early years of this century (Groenewald, 1984). The Educational

News commented on its establishment in the following way: "We
believe it would be difficult to overestimate its importance,
either as a ’sign of the times’, or as an impulse to scientific
progress and to the appreciation of the value of scientific. work
to South Africa in particular" (The Educational News, 1903b, p.

53).

An analysis of articles on and references made to geography in
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the above publications reveals that geography was not always
highly regarded as a school subject. The next section endeavours
to contrast the various opinions regarding geographical education

in South Africa.

5.2 DIVERGENT VIEWS ON THE VALUE OF AND THE NEED FOR

GEOGRAPHY: A RECIPE FOR STRUGGLE

After more than half a century as an official school subject in
the Cape colony, at the turn of the century geography could still
not claim a worthy place amongst those subjects taught beyond
elementary school 1level. The dubious status of geography is
reflected in the attitude of the council of the University of the
Cape of Good Hope towards the end of the nineteenth century. At
a meeting of the convocation of the University, on the 26th
October 1895, a new set of regulations was proposed regarding the
University school examinations (The Educational News, 1895a, p.
110) . In the proposed regulations, both physical and commercial
geography were included under the group of science subjects for
the School Higher Examination. However, when the University
announced the subjects for the school examinations for 1896, only

physical geography was included, with Geikie's Elementary Lessons

for Higher Examinations, as the suggested textbook.

Despite major advances in the discipline in Britain towards the
end of the nineteenth century, the University authorities in

South Africa could still not be convinced of the value of

142

http://etd.uwc.ac.za/



geographical education beyond the elementary school. Geography
had still to prove itself as a full-fledged science, as it was
at best regarded as merely a "foundation" subject. This attitude
is reflected in an article published in the first issue of the

Educational Times of South Africa in October, 1886, in which Shaw

(1886), realising the importance of geographical knowledge and
the contribution it could make to the teaching of natural
science, expressed the opinion that, "Geography teachers need be
no great natural science students ...", implying that there was
no need for specialised training in geography. Despite his high
regard for Erdkunde (earth knowledge), as a school subject in
Germany, Shaw (1886) maintained that geography should merely be
the foundation wupon which teachers should build special
scientific knowledge. Geography was seen to be ideally suited for
preparing scholars for specialised courses in geology, botany,

and even chemistry.

An attitude such as the above, which did little for the image
of geography, was echoed several years later by Reynolds (1904)
in an article, "Natural Science in a Revised Curriculum". He
stressed the importance of and the right of natural science to
a place in the curriculum, but foresaw major problems for its
incorporation into the curriculum as it already suffered from a
congestion of subjects. Reynolds (1904) suggested that certain
subjects would have to be eliminated, unless a more rational
system and better methods were adopted, so that the knowledge
obtained could be more instructive, the mental discipline more

valuable, and so that less time would be required to teach the
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subject. Geography, was one of the subjects which Reynolds
(1904) had in mind. In reference to the importance of the
educational process in securing both interest and educative
results Reynolds quoted at length from an address given by Prof

Ramsay at the Scottish Classical Association:

"Take Geography. What subject can be more interesting
to the young mind, more educative, if treated in a
large and simple scientific way, with reference to the
great determining features of our planet and its
conditions? But what is commercial geography? I
found an admirable specimen of it not long ago. I was
shown an elaborate series of maps, the latest things
out for teaching commercial geography. From one of
these maps, a class was being instructed in all the
railway lines, main and branch, which intersect the
fens of Lincolnshire; while from another, a class was
to learn that cakes are made at Banbury rock at
Forfar, bicycles at Coventry, pins and bobbins at
places otherwise unknown to fame. Could anything be
more dull and senseless? It would be more useful, and
quite as educative, to use Brandshaw's Railway Guide
as a textbook; or to instruct children, by way of
~geography, where to find the sweetie-shops in their
own locality" (Ramsay, in Reynolds, 1904, p. 161).

The kind of geography, as described by Ramsay, together with the
problem of an overcrowded curriculum, seemed to have been enough
reason for many teachers, and for the University Council for
that matter, to be disgruntled with the presence of geography in
the curriculum: "We understood that the inclusion of History and
Geography as compulsory subjects in Std A and B is regarded with
universal dissatisfaction by teachers in High Schools, and with
the greatest surprise by those of them who had previously
conferred with the Superintendent-General on the subject" (The

Educational News, 1890, p. 64).

The fundamental value and need for geographical knowledge was
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however not altogether dismissed. The fact that every child
should have a knowledge of the world it inhabits, was generally
accepted. The concern, therefore, was not so much with the value
of geographical education per se, but rather with the level at
which it ought to be taught, as well as the kind of geography
that needed to be included in the curriculum. Shaw (1886),
suggested that geography should be taught at the lower levels of
education. He also felt, that as soon as the child knew the
"general divisions of land and sea", it ought to be introduced
to the intellectually, more stimulating, physical aspects of the
subject, and in that way, the value of geography as a practical
subject could be enhanced. The focus, according to Shaw (1886),
should be placed on outdoor lessons, in which pupils could be
taught such things as the different kinds of rocks, the effects
of running water and the different kinds of waves raised in
masses of water. Excursions should also be organised during
which specimens could be collected, in order to facilitate an

understanding of the South African environment.

An editorial in The Educational Times of South Africa expressed

a totally different view. It, first of all suggested to the
Council of the University, that geography be included in the
Matriculation and higher and elementary examinations as an
obligatory subject. It further stated that, "We are perfectly
aware that there is an objection to Geography being placed on
the list of Matriculation subjects, but its introduction both in
the Higher and the Matriculation examinations would certainly be

an advantage, as at present no Political Geography is taught for
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examination" (The Educational Times, 1886, p. 2). The request
for political geography in the curriculum, was based on a need
for more local geography, especially aspects of the commercial
activities within the colony. This was seen to be of fundamental
importance to any scheme of a general and sound education. The
extent to which this deviated from the perception Ramsay had of
geography is not clear. The fact of the matter is that British
political and commercial geography had been given new content at
about that time, in particular in relation to Mackinder's

article: "on the Scope and Method of Geography" (1887), and the

publication of Chisholm's "Handbook of Commercial Geography"

(1889) .

Comments, and reviews of articles in overseas journals,

published in The FEducational Times, reflected its continued

support for more and better geography in South Africa. It also
underlined the need for competent geography teachers. The March
1887 edition of The Educational Times, for example, reported on
the positive developments in geography teaching in Europe and
expressed the hope that geography would soon be able to take its
rightful place in university programmes in South Africa: "There
has been quite a revival of late of the subject ... and its
importance. We trust that the European wave of agitation will
radiate hither. Some years ago geography was in the university
programme, but it has entirely vanished from representation.
And that in a country in a continent as yet only partially

explored" (The Educational Times, 1887a, p. 19).
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Despite the wavering attitude towards geography, the South
African Association for the Advancement of Science, deemed it
fit to recognise geography as a science in 1903. Geography was
incorporated in Section B, together with anthropology and
ethnology, bacteriology, botany, geology and mineralogy, and
'zoology. The extent to which the recognition of geography as a
science by the South African Association for the Advancement of
Science enhaﬁced its status as a subject, is not very clear.
There was, however, since the middle of the first decade, a
substantial improvement in the image of geography, and the need
for geography in the education system was realised more widely.
Chubb, a former president of the South African Teachers'
Association, saw a definitive place for geography in the
curriculum: "... it should always be remembered that it is a
science, and the mere hoarding up of lists of names should be
distinctly discouraged. It is meant to make its students think,
which is about the last thing required in an ordinary geography

lesson" (Chubb, 1905, p. 148).

Although the Afrikaner realised the need and importance of
geographical knowledge, it clearly did not have priority status
for him. At the conferences of the 2zZuid Afrikaanse Onderwijs
Unie, there was the usual odd -comment on the neglect of
geography teaching, but without any substantial suggestion as to
how to improve it. This negligence was brought to mind in a very
forceful way at the fifth congress of the Zuid Afrikaanse
Onderwijs Unie, in 1910. The president registered his

dissatisfaction with the state of affairs in the following way:
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"En zo gebeurt het, dat de grootste onkunde aan de dag wordt
gelegd aangaande zulke nuttige onderwerpen als aardrijkskunde,
... dat het met recht een nationaal schandaal kan worden
genoemd" (De Unie, 1910, p. 193). This strong conviction should,
however be seen against the background of a generally grave
concern among the Afrikaner regarding the quality of their
education: "Er wordt heel wat geklaagd oor ons lager onderwijs:
in de regal kommt 't daarop neer, dat het onderwijs niet deeglik
genoeg is, als 'n jongen deur z'n zesde standaard is, kan hij
noch Engels noch Hollands behoorlik schrijven, en hij weet heel
weinig van Geschiedenis en Aardrijkskunde. Kortom, hij is

nergens toe in staat" (De Unie, 1906a, p. 21).

The debates in De Unie, however, reflected a much greater
concern with mother-tongue education and religious instruction,
fatherland history and issues surrounding the "volk". However,
De Unie, for example, supported the Synod of the Dutch Reformed
Church in 1906, when it requested the Council of the University
to include physical geography in its proposed final examination

(an equivalent to the matriculation examination)l.

What had crystallised thus far, is the fact that the prlace of
geography in the curriculum could not be taken for granted.
Strong views existed against the incorporation of geography as

a subject for the University's higher examinations, with, of

The extent to which this request was to be in support of
a teleological world view among the Afrikaner, needs to be
further investigated. To establish such a link was in any event
in conflict with the dominant English conception of geography.
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course, severe implications for its institutionalisation as an
academic discipline. On the other hand, however, geography was
seen to be an important and indispensable component of the
curriculum. The contrasting views regarding the value and need
for geographical education, presented those intimately involved
in promoting geographical education, with the main ingredients
for a severe struggle - a struggle to convince the critics of
the inherent value of geography as a school subject and as a
science and, in doing so, to secure geography's place in the
curriculum for the University's higher examinations. It should
be understood, however, that the status of geography in South
Africa was merely a reflection of the status of the subject in
Britain. While The Geographical Teacher (1901/2), announced that
hardly a school existed in which’the subject was not taught,
Wilkinson wrote that "All who desire to further the interests of
true geographical education keenly regret the present position
of the subject in our schools. Educationalists deem it of little
value; teachers handle it in a dull mnemonic fashion; whilst
parents value it only for its supposed practical importance"
(Wilkinson, 1901/2, p. 39). Wilkinson (1901/2) suggested that
the  topographical nature of geography was probably at least
partly responsible for its less than favourable image. He found
that at many schools more than 70% of examination questions
consisted of "memory" (topographical) questions, and was of the
opinion that "The examiner who fills his paper with memory
questions debases the subject, encourages cram and discourages
thought" (Wilkinson, 1901/2. pp. 40-1). On the other hand

rational questions would call out the pupil's intelligence and
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reasoning powers, treat the subject worthily, encourage thought
and discourage cram. A more rationally taught geography was
severely hampered by the comparatively few teachers with a
special training in geography. Most of the geography teachers
were compelled to teach geography because of its inclusion in
the curriculum: "They have had to teach themselves before they
taught their pupils" (The Geographical Teacher, 1901/2, p. 38).
In a joint meeting of the Geography and Education Section of the
British Association in 1903, Mackinder identified at least the
essentials for the progress of geography teaching: (1)
University schools of geography should be encouraged, where
geographers could be made, many of whom would become secondary
school teachers; (2) Secondary schools should be persuaded to
place geography teaching of the whole school in the hands of one

geographically trained master.

With School geography in a relatively peripheral position at the
turn of the century, here and in Britain, the question which
arises now, concerns the structures that existed for geography
to develop inside South Africa. The next section briefly reviews
the extent to which students could be trained as geography

teachers during the late nineteenth and early twentieth century.
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5.3 THE TRAINING OF GEOGRAPHY TEACHERS

5.3.1 A brief review of the origin and early development of

teacher training in South Africa

The training of teachers in South Africa is of very recent
origin, although the Afrikaner endeavoured to establish training
facilities for teachers as early as the middle of the eighteenth
century. Their plans were never implemented due mainly to the
British occupation of the country at times when these plans were
about to materialise. A plan to improve education, developed by
Ds Fleck in 1791, had, for example, to be abandoned in 1795.
During the time of British occupation (1795-1803) 1little
progress was made in training of teachers. When the country came
under Dutch Management again, commissioner J A de Mist drafted
his School Ordinance (1804) for the Cape of Good Hope, which
explicitly provided for the training of teachers in seminaries
(Bot, 1919). Unfortunately these plans did not materialised as
the country became a British colony on January 10, 1806. Aall
contact with Holland ceased and British soldiers, among others,
were given the responsibility for education. In 1813 the Bybel-
en Schoolkommissie (previously the Kommissie van Schoolarchen)
revitalised the idea of a seminary. Sir John Cradock responded
positively but the idea also came to nothing. When Cradock left
in 1814, his successor, Lord Charles Somerset, showed 1little
interest (Bot, 1919). During the period 1814 to 1839 nothing
was done regarding the training of South African teachers.

Teachers were rather imported from Scbtland.
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In 1842 a Normal School was opened in Cape Town, three years
after John Bell, Colonial Secretary, first mentioned the idea.
The school consisted of two sections: a primary school (for
children between 6 and 14 years), and a training department:
"The main object of this department is to afford to the servants
opportunities of witnessing, wunder the most favourable
circumstances, the development of the principles adduced in the
lecture room, and of practical training in the art of teaching
and the whole economy of a school" (in Bot, 1919, p. 249). Due
to low salaries and the fact that teachers for senior posts were
continuously imported, there was a lack of interest in the local

teaching profession and the school had to close down in 1860.

However, the establishment of the Normal School could be
regarded as the origin of the local pupil-teacher system, which
took on greater proportions after 1858, when the introduction
was formally announced by the government (Behr and MacMillan,
1971) . The duration of the course varied between three and five
years. The system required pupil-teachers, apart from following
the ordinary curriculum, to spend part of their time observing
the teaching of their teachers, to whom they were apprenticed.
It was also required of pupil-teachers to attend classes after
school, during which they were introduced to the subject matter
of the lessons still to be taught and during which the students
were also prepared for the Elementary Teachers' Certificate (the
later Third Class or T3 Certificate). During the limited amount

of teaching pupil-teachers undertook, they were encouraged to
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imitate their teachers slavishly (Behr and MacMillan, 1971).
Pupil-teachers had to commence their apprenticeship at the age
of thirteen or in Standard 4. The duration of the pupil-teacher
course was changed to three years in 1894, with Std VI the year
of entrance. In 1901 the year of commeﬁcement was raised to

Standard VII.

To supplement the pupil-teacher systemn, the government
established a normal school in Cape Town in 1878 under the
rectorship of J R Whitton. The training of teachers was
gradually upgraded and further certificates introduced, namely,
the Middle Class Certificate (the later Second Class or T2
Certificate) and the First Class Teachers' Certificate (the
later T1 Certificate). Pupils preparing for the Middle Class
Certificate did not qualify as teachers, but attended the Normal
School to prepare for the matriculation examination (Behr and
MacMillan, 1971). They were at that time examined in the
following subjects: English, arithmetic, geography, writing,
school management, Latin, science, and drawing. Dutch, French,
and German were optional subjects. Teachers in possession of the
Middle Class Certificate could take charge of second class
schools, or served as assistants in first class schools. The
First Class Certificate was introduced to encourage the better
educated teachers, especially graduates, to improve their
professional skills. From the end of the nineteenth century,
special certificates were also issued to students who attended
vacation courses. These courses were meant for both uncertified

and qualified teachers. Since 1908, vacation courses were
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limited to only a few special subjects, such as music,

needlework, gymnastics, woodwork and later, nature study (and

geography) .

The training of teachers in the Transvaal, the Orange River
Colony and Natal was only seriously considered after the Anglo-
Boer War. In Transvaal and the Orange Free State, under the
directorship of Sargant, Teachers' Certificates similar to those
in the Cape were issued, but they were of a higher standard. The
Middle Class Certificate, for example, was meant for the normal
college student who had reached a matriculation standard and who
had for a year concentrated his attention on the practice of

general teaching.

In Natal, the pupil-teacher system never really got off the
ground, which resulted in a large scale employment of teachers
from England and Scotland. Since 1904, women teachers were
trained for the Middle Class Certificate in Pietermaritzburg and
Durban. This was discontinued in 1908 with the establishment of

the Natal Training College at Pietermaritzburg in 1909.

This brief historical overview of teacher training in South
Africa highlights the recency of teacher training as well as the
standard of the various certificates that were issued. The
training of geography teachers, within this general context,

will be discussed in the following section.
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5.3.2 The pupil-teacher system and the training of geography

teachers

Considering the status of geography during the early years of
the twentieth century,(i.e. that it was only taught at the
elementary school level), and the opportunities that existed for
the training of teachers, it is clear that geography teachers
could at best qualify with a Third Class Certificate. It was
also mainly in the Cape Colony that the best opportunity, via
the pupil-teacher system, existed for the training of geography

teachers.

Although geography was officially recognised as a subject for
the Standard VI curriculum in 1895, the publication of a set of
three pupil-teacher question papers in The Educational News,
towards the end of the same year, indicated that geography was
already unoffipially taught in Standard VI and beyond. In all
three papers geography was combined with history in single three-
hour papers. Remarks on the geography section of the first year
include: "The geography questions were general and well chosen,
and aimed at working on the intelligence of candidates" (The
Educational News, 1895b, p. 194). The third year paper drew the
following remark: "Almost every candidate should score in this
paper, as it was entirely book work and did not require brains"
(The Educational News, 1895b, p. 195). The papers include mainly
map work, topographical descriptions, questions of the "what-

do-we-get-where" variety and questions on aspects of physical
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geography. Since the beginning of this century separate
examinations were written for history and geography. The
examiners’ comments on the 1901 examinations were not very

positive. Comments include the following:

First year: "The questions demanding intelligence
were much less satisfactorily answered
. The general impression given by the
papers is that the subject is ‘crammed’
instead of being intelligently taught
and graphically illustrated" (The
Education Gazette 1902, p.188).

Second year: "A few sets show that the subject had
received some attention, but in many
cases it cannot have been studied at
all (as one candidate confesses), or it
must have been studied without the help
of maps ... Physical Geography was
poorly done (The Education Gazette
1902, p.188-9).

Third year: "Map-drawing is still as a rule rather
disappointing ... The questions on
products for example, gave occasion for
much haphazard and comprehensive
guessing" (The Education Gazette 1902,
p.189).

In 1904 The Fducation Gazette, published new requirements for

geography (The Education Gazette, 1904a). The change in the
syllabus was deemed necessary on account of the higher standard
that was demanded of pupil teachers. The new syllabus was

structured as follows (APPENDIX 2):

First year: Africa, with South Africa in greater
detail.

Second year: The British Empire

Third year: The World

The Department of Education also suggested appropriate books and
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atlases for both student and teacher use and for school
libraries. It was also stressed that, in order to cultivate an
intelligent interest in geography, pupil-teachers had to be
motivated to use the suggested books. The following textbooks
were suggested:
First Year:
Black's School Geography (the volume on
Africa)
Longman's School Geography for South Africa
Second Year:
Black's School Geography (The British
Empire)
Meiklejohn's The British Empire
Blackie's Survey of the British Empire
Third Year:
Black's School Geography (Elementary
Geography of the World)
Black's School Geography (the World)
Meikeljohn's School Geography
Olivier and Boyd's A New Geography of the

World
McDougall's Outlines of Geography

Atlas: Advanced Atlas for South Africa (T. Nelson

and Sons)

By the end of the first decade of this century there was still
no real change in the quality of the teaching of geography in
the teachers' course. According to the annual report by
Inspector Anderson, "Geography ... is still apt to be treated
too much as a matter of memory, an enumeration of facts and
places. Its advantages as a means of training the reasoning
powers are lost. ... fundamental ideas were often vaguely

apprehended by the students themselves; it was rarely found that
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a teacher could give a clear account of the system of colouring

in a physical map" (The Education Gazette, 1910, p. 172).

Although geography was not an official subject for the Second-
Class Teachers' Certificate, according to Inspector Anderson's
report, it seems that geography was taught to these students.
This indicated the existing need for more and better qualified
geography teachers and the willingness of the authorities to
even bypass school regulations: "The Second-Class Certificate
students; many of whom have not renewed acquaintance with
Geography since leaving school, were very little if at all
superior to the pupil-teachers. It is strongly felt that all
the students should be infroduced before the end of their course
of training to a systematic treatment of the main principles of
modern geographical science" (The Education Gazette, 1910, p.

172).

The quality of "pupil-teacher geography", its nature and scope,
was dramatically upgraded with the introduction of the Third
Year Senior Pupil-teacher's examination, in 1912. This afforded
the authorities with the opportunity to introduce "the
principles of modern geographical science", in line with the
"new" geography in Britain (for an analysis of the syllabus, see

Chapter 6).

In the light of examination reports, the training of geography
teachers proved to be no great success. However, more and better

qualified teachers remained a pressing need. This is reflected

158

http://etd.uwc.ac.za/



in Inspector Anderson's report of 1910, as well as the Cape
Education Department's decision to incorporate the "new"
geography in the curriculum for the Third Year Senior Pupil-

Teacher's course.

5.4 SUMMARY

Despite the divergent views regarding geography, and the less
than ideal - circumstances which existed for the training of
geography teachers, geography remained fundamentally important
to general education in the elementary school. What sustained
the need for geography and its further development in South

Africa? This question will be the focus of the next chapter.
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6. THE MAKING OF A DISCIPLINE: THE MANIPULATION OF GEOGRAPHY

TO S8ERVE THE NEEDS OF EMPIRE

6.1 INTRODUCTION

Reference has already been made to the anglicisation of society
at the Cape, and in South Africa in general. Education played a
major role in supporting this process, and geography, in
particular, was seen to have had a legitimating function in this
regard. Geography was highly regarded for its role in justifying
Britain's territorial actions, both within South Africa and
globally. Its role in frontier expansion, "to conquer and
civilise the wilderness", was also Cclearly realised. In 1887 The

Educational Times, expressed its astonishment at the vanishing

of geography from wuniversity programmes, realising the
contribution it could make to exploration in Africa (The

Educational Times, 1887a).

The need for geographical education in South Africa ought to be
seen within the context of the development of the discipline
internationally. It has been shown (Harvey, 1984; Hudson, 1985;
Capel, 1981) that geographers, and geography organisations did
much to encourage the development of overseas empires, especially
during the last quarter of the previous century, after the

introduction of the so-called "new" geography. The study and the

160

http://etd.uwc.ac.za/



teaching of the new geography was, according to Hudson (1985),

vigorously promoted at that time.

This chapter addresses the role of geography in empire education.
It also outline the response of those intimately involved with
promoting geographical education in view of the demand for more

science education during the early years of this century.

6.2 GEOGRAPHY AND THE IDEOLOGY OF EMPIRE

Prior to the establishment of the Oxford School of Geography in
1899, Sir Thomas Holdich at a meeting of the Royal Geographical
Society gave some striking illustrations of the uses of practical
geography in frontier operations and the delimitations of

boundaries. In commenting on Holdich's speech, The Times wrote:

"The serious mistakes made and the risks of war
incurred by geographical ignorance have often been
referred to; with the establishment of [the Oxford
School of Geography] there will be no excuse for such
ignorance among those who may have the conduct of the
Empire's affairs. Men who think of entering on a
political or military career, or who intend in one
capacity or another to take service in some part of
the Empire beyond the seas or who look forward to
having dealings with foreign countries, might find it
greatly to their advantage to avail themselves of the
opportunities which, it is hoped, will shortly be
presented at Oxford" (The Times, 1899).

Eight years later, in a confidential document, the
representatives of the University on the committee for the

instruction in geography (C H Firth, H A Miers, J C Myers, A J
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Herbertson) considered requesting the council of the university
to ask The Civil Service Commission to make geography one of the
optional subjects for the Class I examination, the reason being
that "the practical value of geography in certain departments in
the Civil Service is obvious. For the Foreign Office, and no
less for the Colonial Office, it is essential. By excluding this
subject from the examination for the highest branches of the
Civil Service, and from the courses of studies which brepare men
for them, we shall run the risk of limiting our men's chances of
qualifying for the higher posts, or of fulfilling the duties of

them adequately" (Oxford University, 1907).

In the colonies, however, education in general and geographical
education in particular, had to respond to imperialism in a very
specific way. The context for geography's contribution to
"empire education", was already clearly outlined by Lt -Colonel
H. Elsdale of Natal, in an article published in The Educational
News of March 1895. In the article, "Higher Education: Its
Present Deficiencies and Future Improvement", Elsdale (1895)
expressed his concern about the contents of the education
provided in the colonies and proposed a syllabus which could
effectively promote empire sentiments. He justified his views

on an empire oriented education in the following way.

"The British Empire is tending steadily to become, and
is certain to be in future, an aggregation or union of
self-governing communities, and among these the Cape
Colony and Natal have taken this place by the
introduction of Responsible Government. It is of the
very first importance, therefore, that their Minister
and legislators should duly weigh the responsibilities
of the position betimes, and take all such measures as
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will tend to educate the constituencies and the public
generally and enable them to take their proper place
and efficiently perform their duties, whether as free
and enlightened electors or legislators in a local
self-governing community, or as citizens of a great
world-wide empire" (Elsdale, 1895, p. 236).

This according to Elsdale could best be catered for by an
effective higher education which would not "turn out students
learned, it may be, in Latin and Greek and in all the ’ologies,
but ignorant of the fundamental duties of a citizen, and knowing
little or nothing of the great questions, whether political,
commercial, social, or economical, on which the fortunes of the
whole empire, for weal or woe, must inevitably depend in future"
(Elsdale, 1895, p. 236). While complimenting the London School
Board for its efforts in promoting empire education he suggested
that all colonies should follow this example and so, "... widen
the horizon of their children, and train them adequately for
their future duties ... This, while England is careful to train
her children to a better knowledge of each distant colony and its
needs, the colonies should apply themselves to learn more of the
position and requirements of England, and of the great question
which must largely determine her future, and vitally affect the
fortunes of all her colonies in the coming century" (Elsdale,

1895, p. 236).

Elsdale proposed a rough curriculum which could be used in the
higher schools during ordinary working hours or by special
courses of evening lectures. The curriculum included the

following main themes (APPENDIX 3.A):
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A - The position of the South African Colonies under
Responsible Government
- The more general position and interests of the
Cape Colony and Natal
- The British power elsewhere in Africa.

B - The position of England in relation to free trade
- The grave responsiQ}lities of England
- The past position of England at the centre of
gravity
- The position of England in relation to the war
between Japan and China

C - The present position of the continent of Europe
- The position of various countries in Western
Europe

- The position of the United States

D - The great question of the federation of the
Empire

Addressing such issues, according to Elsdale, would have been
of vital importance to the future of the British empire, and
could powerfully influence the future of the whole human race.
The subjects Elsdale regarded to be the most suitable to teach
his syllabus were geography and history. Regarding the role of
geography, he noted: "Much can be done by an intelligent
teaching of geography. For it will be noted that a great deal
of the ground above is covered by, and comes properly within the
province of an enlightened geography lesson. Thereby the dry
bones of geography will be clothed with a much more attractive
skin, and the geography lesson will become far more interesting
to the boys, and will be much better assimilated and remembered"
(Elsdale, 1895, p. 238). Realising the need for Latin, Greek,
French, Mathematics or Science, Elsdale felt that it was "... of
more importance that our higher schools, and all our schools,
should set themselves to train up a race of well-informed,

patriotic, and enlightened citizens, who know something of the
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history, the present position, responsibilities, and
requirements of the empire, who are prepared to do their part
worthily and well in carrying it on in the future ..." (Elsdale,
1895, p. 239). The fact that this plea came from a Lt. Colonel
is not insignificant. The involvement of military men in
geographical matters was a commonplace British phenomenon.
Officers of the armed forces, acting through the Royal
Geographical Society, were amongst the most energetic champions

of advanced geographical education (Hudson, 1985).

After the war, the inculcation in school children of a single-
minded loyalty to British rule, emerged as a very high
educational priority. The promotion of this, was seen as the
first object of all education, especially in the new
territories. It was regarded as the duty of the state to devote
its attention first and fbremostAto the fashioning of a loyal
and contented population (The Educational News, 1902a). The
anglicisation of society was a very high priority as far as the
British authorities were concerned, and teachers were "imported"
from all over the British Empire, "... 'to win over the young
generation of Dutch Africanders to English ways of thought and
speech', and to get them to understand 'the greatness of the
English Imperial Idea'" (Behr and MacMillan, 1971, p. 269).
Geography responded positively to this need and many lessons on
the British Empire were included, not only in the school
geography syllabi, but we have also seen that a full year was
set aside for empire geography in the pupil-teachers' course.

Literature for use in schools was regularly suggested in
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The Education Gazette and in The Educational News, for example:

The Royal Wall Atlas for South African Schools (the
Concluding Atlas, for Std VII, dealt with the British

Empire).
For junior classes : Parkin’s Round the Empire
For senior classes : Nelson’s Royal Osborne Geography

Reader (Book VI).

Of particular significance was the introduction of the Duke and
Duchess Prize for geography. The Duke and Duchess Prize
originated at the beginning of this century after the visit of
King George V and his wife. After all the expenses had been met,
in connection with the children’s celebrations on the occasion
of the Royal Visit, about 800 pounds was left. This money was
used as an endowment fund for the purchase of prizes for schools
of Cape Town and Sea Point, in existence at the time of the
visit. The prizes were to be in commemoration of the Royal
visit. The trustees of the fund decided that the prizes be given
for proficiency in an examination on the "Geography of the
Empire". Eligible pupils would have been those in Std VII, or
where a Std VII class did not exist, std VI. The paper for the
latter class consisted of a few simple questions on the geography
of the empire, combined with questions on the Cape Colony. Due
to the existence of the Victoria League Prizes it was decided to
combine the two schemes (The Education Gazette, 1903). Two
papers were set, one for the Senior Examination (identical to
that for the Victoria League Prizes for Std VII) and a Junior
Examination (Std VI) (APPENDIX 3.B). The following schools (and

number of children) were the first to partake:
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Rondebosch Girls High School 24
Sea Point Boys High School 9
St Agnes' School (Woodstock) 2
South African College School 1
Franschhoek High School 9
Riebeeck West Public School 14
Uniondale Public School 7
Stellenbosch Boys' High School 1

Total: 67

The quality of the work done by the students and the number of
students enréled for the course varied substantially over the
years. 1In 1909 the examiner felt that, "... the quality of the
pupil's answers was much inferior; in fact it was difficult to
believe that many of the candidates were serious competitors for
the Duke and Duchess Prizes" (The Educational News, 1909a, p.
545). After 1911 the examinations for the Duke and Duchess
Prizes have been treated as mere competitions without any

certificates being issued.

A major goal for geography was, therefore, to foster among the
public, and the Afrikaner in particular, an acceptance of their
status as part of the British Empire. The representation of the
interests of the English community as universal, constituted a
significant component of geographical education. This was an
idea also nurtured by G R Parkin. Reporting on his address to

the Annual Meeting of the Geographical Association, The

Geographical Teacher writes:

"On his travels, after a long day in an express train
through a new and not very populous country, he often
thought, not so much of the potential greatness of
this new land, but of the astonishing little United
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Kingdom which managed to support so many millions. For
these millions geography was surely important. In the
lowest common school and in the highest they should
learn about the great Empire and its relations to the
rest of the world" (The Geographical Teacher, 1905/6,
p. 144).

Geography, at this very early stage in its development in South
Africa, abstracted itself from society. It, thereby, failed to
account for the social relations within the broader society, and
by doing so, contributed to the obscuring of systems of
domination which existed. The theorem, that, "... the ideas of
the ruling class are in every epoch the ruling ideas" (Marx and
Engels, 1970, P. 64), is very appropriate in this regard. A
concern with sectional interests introduced into geography a
clear ideological component. This was enhanced by the distortion
of communication i.e. "Facts" were presented to suit the
interests of the English. However, this educational strategy was
challenged on various occasions from within the Afrikaner
community. In an anonymous article, very critical of the
educational system, published in De Unie.in 1906, the writer
had the following to say about the nature of geography: "“Of
wellicht in standaard B, waar de kinders van de aardrijkskunde
O0.a. leren moeten, dat al wat op de grote landkaart rood geverfd
is tot het Britse Rijk behoort, terwijl al het andere behandeld
word alsof het onbekende gewesten zijn door woeste barbaren

bewoond" (De Unie, 1906a, p. 21).

Some members of the Afrikaner community tended to accept the

status quo. 1In an anonymous letter, published in De Unie, the

writer was of the opinion that, "...We zijn hier sinds 't begin
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van de vorige eeu 'n Britse kolonie. En je weet toch wel, dat
de ouderwetse opvatting altijd geweest is: de kinderen Qan de
kolonies moete 't 1land van hun koning beschouen als hun
vaderland!" (De Unie, 1906b, p. 49). Others were, however, of a
different opinion: "Als britse onderdanen zijn we loyaal als
afstammelingen van Geus en Hugenoot blijven we onszelf" (De

Unie, 1907, p. 229).

Information provided in text books was a major concern for the
Afrikaner. In most cases the English were regarded in a very
positive light, while they felt that the Afrikaners were very
negatively portrayed. In a letter to De Unie, under the heading
of, "Zo leren onze jongelieden aardrijkskunde en geschiedenis",
the writer quoted at length the following passage from Gill's,

"Student's Geography" (translated):

"Toen de Hollandse Boeren de Kaapkolonie verlieten om
'het Beloofde Land te soeken, zoals de Joden in de
oude tijd, staken niet minder dan 10,000 trekker de

Oranje Rivier over. Vreselike konflikten grepen
plaats tussen hen en de krachtige Matabelen en
Basoeto's. Verschrikkelike schlachtingen

("massacres") waren gehouden; ¢ehele kafferdorpen
werden uitgeroeid; en elke lijn van voortgang was een
lijn van bloed. Over de Oranje Rivier stichten de
trekker een nieuwe staat, doch de Britten volgden de
vluchtelingen, en in 1848 verklaarden zij de
suvereiniteit van de koningin van Engeland over dit
land. De Boeren geholpen door de Grikwa's, boden
weerstand, doch waren te zwak en velen onderwierpen
zich tijdelik.

De "Oranje Rivier Kolonie" werd gesticht in 1854 als
"Oranje Vrijstaat" en is sedert in welvaart
vooruitgegaan. (Dus de "Vrijstaat" was een kolonie!!

Echter waren een aantal niet tevreden met de britse
toestanden, n.l. de afschaffing der slavernij en de

erkenning der kaffers als vrijen. Zij trokken dus
over de Vaal, waar 2ze de Transvaalse Republiek
stichten, en dese werd in 1852 door het britse
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Goevernement erkend. 1In 1877 richtten de Boeren een
gruwelike slachting (!) aan onder de kaffers, en dit
was de reden, dat de Britten het gebied dat jaar
annexeerden. Doch weer willen de Boeren vrij zijn en
hesen de vlag der onafhankelikheid te Heidelberg in
1880. Zij wonnen de slag van de Majoeba, waarna vrede
gemaakt werd in 1881, waarbij de Boeren de
suvereiniteit van Groot-Brittanje in buitelandse
betrekkingen erkenden. Ten gevolge evenwel van een
poging in 1899 om de Britse suprematie af te schudden
werd een lange strijd gevoerd tussen de twee
Boererepublieken en Brittanje waarin de twee landen
hun onafhankelikheid verloren" (De Unie, 1908, p.
385).

The writer of the 1letter commented on the excerpt in the
following way:
"Dus:
1. De slechte Boeren waren ontevreden, omdat
de goede Britten de slaven vrijmaakten ("hoe"
word niet gezegd).
2. De slechte Boeren slachten goede Kaffers.
3. De Transvaal Republiek werd in 1877
geannexeerd, omdat de Boeren weer zo aan 't
slachten waren.

4. De oolog was dus een gerechte straf voor
ongehoorzame onderdanen!

Hemel geve, dat we spoedig een Afrikaner als Hoofd van
ons onderwijs krijgen. Het tegenwoordige
Onderwijsdepartement doet geen moeite om leugenboeken
uit de school te houden" (De Unie, 1908, p. 386).

Despite the severe criticism from the Afrikaner, school
geography remained committed to the ideology of empire well into
the second decade (see Chapter 7). In the meantime, however,
other needs had also developed within the broader society, which
demanded a philosophical and methodological re-orientation as

far as geography was concerned.
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6.3 THE COLONISATION OF GEOGRAPHICAL 'THOUGHT

6.3.1 Change within the educational environment inside South

Africa

With the advent of the twentieth century, various other demands
were placed on the agenda of the educational system in South
Africa. It was realised that in order to facilitate industrial
and commercial development in a very competitive world, the
development of science ought to be of paramount importance. This
led to a greater recognition of the value of training the powers
of observation and of thinking, rather than the amount of

knowledge conveyed in a given period in school.

Many voices were raised in favour of renewal in and
transformation of the educational system. The dominant position
of the classics was one of the major issues that was addressed,
and sentiments in favour of a more 1liberal education were
explicitly expressed. A point was reached where it was realised
that Victorian subjects would have to be replaced by science and
other modern subjects in order to prepare the youth for the
demands of the modern world. It was argued that the reasons for
Latin in the curriculum, for example, had ceased to exist
altogether, or had lost in their relative importance, "... the
introduction of fresh subjects of study, literary and
scientific, presses increasingly on our attention and raises
doubts as to whether the classics shall hold the dominant

position in our educational system that they have hitherto done"
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(The Educational News, 1903a, p. 41).

The first meeting of the South African Association for the
Advancement of Science, in 1903, had brought the importance of
the study of science prominently before the minds of academics,
teachers, and the public. A major catalyst in this regard, was
Dr Muir's presidential address at the above meeting, entitled,
"Education and Science". According to Muir (1903), the history
of education in ﬁngland revealed three main streams of tendency,
namely nationalisation, organisation and modernisation, i.e.
Education became a function of the state, it tended to be better
organised, and the attitudes  towards . subjects altered
significantly. A change in attitude was experienced regarding
the position of modern languages and science in secondary
schools, the development of technical education, and the

widening of the curriculum in universities.

In an editorial in The Educational News, which reflected on the

first meeting of the South African Association for the
Advancement of Science, support was expressed for more and
better science education: "All will admit the right of science
to a place in the curriculum - the only question being what
place and whether any radical changes are necessary to give it

its proper place ... there can be little doubt that radical
changes will be necessary ... the congestion of subjects in our
present curriculum will prevent science from receiving such
recognition as would be necessary to give it its proper

educative value" (The Educational News, 1903b, p. 53). All of
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this had severe implications for geography, in view of the fact
that people were around who would have seen geography removed
from the curriculum, in order to make place for "proper" science

subjects (see section 5.2).

By the middle of the first decade, the importance of science
education was readily accepted. However, various new foci
started to develop, namely, a realisation that local needs ought
to be addressed to a far greater extent, that education should
be more practical, and, above all, that mental training should
form part of the foundation of a sound education. In a lecture
to the Closer University Society, Marais (1908), stressed the
need for a South African educational system in which the young
could be trained in such a way that they would be thoroughly
equipped for their 1life-work in Africa. They also had to be
provided with the necessary skills to develop the resources
within South Africa. He pleaded for more technical training in
the school courses, particularly for those classes of children
whose future lives would undoubtediy be spent on the soil. In a
significant response to Marais's lecture, Kipps (1909), editor
of The Educational News, was of the opinion that the principles
regarding practical and manual work, were already recognised,
and that much had been done within the confines of several
subjects, for example, nature study, the natural sciences and
geography. He also emphasised the growing conviction among
educators that text books could no longer be regarded as the

sole materials required for mental development.
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The importance of mental training was highlighted by Sutherland
in his presidential address to a SAT2Z conference in 1909. He
expressed the following opinion: "... the best education they
can receive in schools is one that train them to observe
accurately, to reason soundly, and £o act promptly and to good
purpose - in short, an education that will train them so that
when the times come for them to leave school they shall do so
with a feeling that they are endowed with the means of adapting
themselves to any situation in life that may lie open to them"

(Sutherland, 1909, p. 89).

It was, according to Sutherland, the duty of the educator to see
to it that the various faculties of the mind received their due
share of attention. In order to achieve this goal, he suggested
a model curriculum which should include at least one language
subject, one of art, and one subject of science. Concerning
language, art and science, he felt very confident about Latin,
geometry, and drawing. The choice of a science subject was,
however, not so easy. Subjects, 1like botany, chemistry, or
geology were, according to Sutherland (1909), too specialised,
as any one such subject will exclude all others. The solution
would have been the discovery of a subject that treated a
variety of branches in a general way. Sutherland (1909),
couldn't find a suitable subject in the 1list for the
matriculation syllabus of the University, and suggested a
subject in the science syllabus of the South Kensington College,
and of which he had personal experience, namely , physiography:

"It does not take up any branch in great detail, but it gives a
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sound fundamental instruction in a great variety of branches,
such as heat, sound, light, magnetism, electricity, astronomy,
chemistry, geology, and physical geography, generally. I can
testify from experience to the value of physiography as a solid

groundwork in science instruction" (Sutherland, 1909, p. 90).

The concern with mental, manual, and practically oriented
education was in response to the South African realities, but
it was rooted in the European experience. Kipps (1909) quoted
Sir Philip Magnus, who was president of the educational section
of the British Association: "We seemed to have erred in
neglecting to utilise practical pursuits as the basis for
education, and in failing to build upon them and to evolve from
them the mental discipline and knowledge which would prove
valuable to the child in any subsequent occupation, or as a
basis for future attainment" (Kipps, 1909, p. 139). The extent
to which geography could respond to the changing educational
environment and to the needs of the society, is the concern of

the next section.

6.3.2 British geography: A tradition transplanted

The introduction of "modern, scientific" geography in South
Africa dates back to the early years of this centufy, deeply
rooted in the British tradition of that time. The renascence in
British geography since the publication of the Keltie Report in

1886, and Mackinder's propagation of a '"new" geography,
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initially had no impact on the discipline in South Africa.
Geography teachers were, however gradually exposed to modern
developments in British geography, especially through

publications such as The Education Gazette and The Educational

News. The South African geography teacher was, for the first
time, introduced to the work of a professional geographer,
through a reprint from School World of Herbertson’s article:
"The Geography of South Africa" (The Educational News, 1901, p.
117). In this article Herbertson discussed the physical
features of the country and also suggested literature of
relevance to the study of South Africa. This was followed by
another reprint from School World in The Educational News
concerning geography for Matriculation at London University, in
which the writer expressed the opinion that students who took
up matriculation geography in the future would be expected "to
study the subject in a rational and scientific way; that the era
of the why and wherefore, cause and effect, is inaugmented, and
that principles must be learnt and the capacity for applying
them shown" (The Educational News, 1902, p. 165). This concern
for a "scientific" and "modern" geography, culminated in the
publication of the "Syllabus of Instruction in Geography" in The

Education Gazette, produced under the auspices of the Royal

Geographical Society in Britain. The Department of Education
regarded it as such an important document, that the permission
of the Royal Geographical Society was asked to reprint the
syllabi for both the elementary and the higher examinations
(APPENDIX 3.C). In the introduction to the syllabus for the

higher examination, the following very important argument
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concerning the nature of geography, was presented:

"Geography, at any rate in the school, must be
considered from the human standpoint. The object of
the teacher is to build up a conception of the surface
of the earth as the product of inter-acting physical
forces, in order that the surface may be intelligently
viewed as the scene of social activities. It is
therefore clear that the geographical teaching should
be related to the teaching on the one hand, of natural
science, and, on the other, of history. A frequent
practice is to treat physical geography or
physiography as an introduction to natural science,
and for the rest to be content with the employment of
atlases during the teaching of history. The result is
that the two sides of the subject are not habitually
connected in the mind of the pupil. The remedy
probably lies in the teaching of geography on a
regional basis, with such a distribution of the
physiographic explanations as shall not obliterate the
regional interest. At every step in the treatment the
learning of the topographical data, their physical
analysis and their application to the facts of human
society, whether commercial, political, or historical,
should be closely correlated" (The Education Gazette,
1904, p. 322).

The "man-environment relationship" was presented as fundamental
to an understanding of the nature and scope of geography, and it
undoubtedly set the scene for the future development of
geography in South Africa. The man-environment theme was readily
accepted within the South African context. In his endeavour to
prove the intellectual value of geography, Chubb argued as
follows: "We do not teach geography in order to show the way to
Grahamstown ... But the boys who learn geography may think why
it is that South Africa and North America, discovered by
Europeans at the same time, are today so vastly different, and
thence rise to some perception of the influence of man on the
world, and of the world on man and his character" (Chubb, 1905,
p. 147).
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This initial contact with the British "new" geography, through
the pages of The Educational News and The Education Gazette, was
later established with the founding of a South African Branch of

the Geographical Association.

6.3.2.1 The Geographical Association : The 8South African

branch

In many West European countries various geographical societies
vigorously promoted the study of geography in schools and in
universities. In Britain the Geographical Association was
established in 1893, not only to promote the study of geography,
but also to improve the methods of teaching the subject.
Geography in South Africa was, however, introduced into the
school system, and taught for almost seventy years without the
assistance of any such organisation. The first steps towards
the establishment of a geographical society for South Africa
were, however, taken in 1905. 1In September of that year Dr A J
Herbertson, then reader in geography at the University of
oxford, visited the country on behalf of the British
Geographical Association, of which he was the Honourary
Secretary. Dr Herbertson addressed a meeting specially convened
for the purpose of discussing the advisability of starting a
branch of the Association in South Africa (The Education
Gazette, 1905a). After his address a resolution was adopted
that a branch of the association be formed in South Africa.

This was gladly welcomed by the Education Department, and it
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gave its entire approval and sympathy to the movement.

At a meeting held on the 10th of November 1905 at the S A
College, the S A Branch of the Geographical Association was
officially founded. 1Its aims, with the focus on the diffusion
of knowledge rather than actual research, were set out as

follows (The Educational News, 1905a, p. 152):

1. To stimulate interest in the teaching and study
of Geography by means of papers, lectures,
discussions and excursions.

2. To gather books together for a geographical
library and to recommend suitable ones to
schools.

3. To make a collection of lantern slides suitable

for use in educational institutions.

4. To secure the deletion of uneducational questions
in geographical examination papers.

5. To keep the outside world ccrrectly informed on
questions of South African geography, and revise
incorrect statements in textbooks.

6. To work for the publication of a reliable series
of divisional geographical books by South African
authors if possible, and at any rate suitable for
South African Schools.

The working committee of the South African Branch of the

Geographical Association consisted of the following people:

President: Prof A Young, MA, BSc, SA.
College, Cape Town.

Vice-Pres.: C M Stewart, BSc, Secretary of
the Meteorological Commission
R Marloth, PhD, Analyst, Cape Town.
J Smith, MA Vlce-Prlnc1ple, Normal
college Cape Town.
F MacDermott, Editor, "Agricultural
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Journal"

Hon. Tres.: James Rodger, MA, Education Office, Cape
Town

Hon. Sec.: W H Taylor, SA College School, Cape
Town.

The working committee of the newly founded South African Branch
of the Geographical Association, regarded geography as so
important for the future development of the Colony that an
appeal for support was made to several prominent public "men".
Besides the acting Superintendent General of Education several
prominent people expressed sympathy with the Branch (The

Education Gazette, 1905b, p. 313):

Sir W Hely-Hutchinson, Governor

Dr Smart, Acting Premier

Sir David Gill, HH, Astronomer

Sir W Bisset Berry

A H Cornish Bowden, Esq, Acting Surveyor-General

Dr W Darley Hartley

D E Hutchins, Esq, FR Met Soc, Conservation of

Forests.

A W Rogers, MA (Geological Survey).
With respected educationists and scientists on the working
committee, and the support of "prominent men", geography had
gone a long way in improving its image. The involvement and
support of all these people, could be interpreted as an
endorsement of the value of geographical education in South
Africa. The endeavour of the Geographical Association to
establish branches not only in the United Kingdom, but also in

the Colonies should, however, be seen in a wider context: ", ..

it seeks to unite teachers in different parts of the empire in
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a common effort to further the true principles of Geographical
Education. The aim of the Association is ‘to improve the
teaching of geography by spreading the knowledge of all such
methods as call out the pupils' intelligence and reasoning
powers, and make geography a real educational discipline,
instead of merely loading the memory with names and isolated
facts'" (The Education Gazette, 1905b, p. 313). But there was
much more behind these stated educational objectives. About the
same time as Herbertson visited South Africa, G R Parkin,
Organising Secretary of the Rhodes Scholarship Trust, addressed
the Annual Meeting of the Geographical Association, of which he

was a former vice-president!. He informed the meeting about his

world travels and in particular his travels in the British
Empire and concerned himself with the work of the Association in
promoting a better knowledge of the geography of the empire. He
was of the opinion that the significance of geography in
imperial matters was receiving more adequate recognition. He

also felt that,

"The efforts of the Association were prospering, but
they were merely the beginning of a work to which
there was no 1limit. If in every town of 10 000
inhabitants in these islands and in the colonies
branches of the association were formed for the study
of local geography, and if this were coordinated with
general geography, a great work would be accomplished.
A close and careful study of local conditions was
necessary for the understanding of the local problens
and the continuance of local prosperity. It also
stimulated an interest in wider issues and led to a
recognition that each region was ultimately bound up
with a greater whole" (The Geographical Teacher,
1905/6, p. 143).

lprof a Young, first president of the South African branch
of the Geographical Association, attended this meeting.
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It was also hoped that teachers in Britain would feel that in
the members, and especially the officials, of colonial branches
they might find correspondents who could help them in connection

with the geography of the Britains beyond the sea.

The Geographical Teacher, of which Dr Herbertson was the editor,
was the official organ of the Geographical Association and it
also received the full approval of the Department of Public
Education in the Cape Colony (The Education Gazette, 1905b). It
was held in such high esteem by the Education Department, that
it was prepared to contribute fifty percent of the subscription
fee, "Teachers may again be reminded that, if they desire to
subscribe to this excellent journal, the Department is prepared
to refund half the annual cost. It is well to remember that, if
one's teaching is to continue fresh and suggestive, one must
read and keep in touch with the latest development of the

subject" (The Education Gazette, 1906a, p. 41).

The South African Branch of the Geographical Association ceased
to exist in 1907 and its membership transferred to the parent
association. In communicating this information the secretary

writes:

"That there is plenty of scope for a branch in South
Africa is only too painfully evident from the report
of the examiner in geography to the Cape of Good Hope
University. Even that examination has now been
cancelled, and the subject receives no official
recognition whatever even as an optional subject from
the University. The country is now in a very depressed
condition and you would scarcely credit the apathy
shown, not by the department, but by individual
teachers in anything educational" (The Geographical
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Teacher, 1907/8, pp. 49-50).

The transference of membership, however, assured the continued
influence of British geography in the development of the

discipline in South Africa.

6.3.2.2 Herbertson and the aftermath

Dr A J Herbertson was the first professional geographer to visit
this country and to address a group of local people interested
in geography, among them teachers and academics. In his lecture
at the South African College in 1905, Herbertson identified
various issues to be addressed by 1local "geographers" (Cape
Times, 1905). First among them was the question, "What is
geography?" Although many would regard geography to be the
mother of the sciences, Herbertson stressed the fact that it has
a field of its own and that it should be regarded as an
independent science. Another very important issue Herbertson
touched on, was the question of local geography. He emphasised
the ethical value of geography as well as the extent to which it
could encourage patriotism. Knowledge of one's home region,
according to Herbertson, could evoke an interest and a concern
for that region. Commenting on this, the Cape Times wrote: "The
opinion was widely expressed in South Africa that the home
people did not understand the country; a study of geography
would greatly remedy that" (Cape Times, 1905). Other issues

dealt with by Herbertson include the importance of map and globe
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work (he congratulated Dr Muir and Mr Bartholomew on their
atlas, which, according to Herbertson, was one of the best in
the world), the teaching of physiography in the lower schools,
topographical formation and climate in South Africa. He warned,
however, against the teaching of political geography because it
was so difficult and the less it was dealt with at school level
the better. In retrospect, one might say that Herbertson's visit
to South Africa and the establishment of the South Africa Branch
of the Geographical Association provided the necessary impetus
for the development of geography on "modern" and "scientific"

lines.

In 1906 The Education Gazette, carried an extensive commentary

on a British document concerning suggestions for teaching

geography (The Education Gazette, 1906b). The Education Gazette

(and by implication the Department of Education) was highly
impressed by the document and especially with its value for
stimulating the teaching of geography in South Africa, as it
was, "... inspired by broad views of the great educational value
of the subject even in the elementary school course" (The
Education Gazette, 1906b, p. 622). The nature and scope of
geography, a fundamental concern among many South African
teachers and educationists at the time, was clearly stated in
the document, and was in 1line with the Royal Geographical
Society's conception of geography, referred to above. The

Education Gazette highlighted the following definition of

geography in the report: "Geography is concerned with the

earth's surface, the condition of its various parts, their
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relations to one another, and the influence of those conditions
and relations on plant life, on animal life and specially on
human life" (The Education Gazette, 1906b, p. 622). What is
significant of this definition is the fact that it went further
than merely a concern with "relations". The influences of the
environment on, among others, human life, are explicitly

mentioned.

The document also provided the Education Department with the
ideal opportunity to relate geography to the changing
educational environment in South Africa. The opportunity was
grasped to show how geography could contribute to the mental and
intellectual development of the child. It anticipated, on the
basis of the suggestions, that the study of geography might
become a "high means of mental culture": "To be able to
reproduce in imagination pictures of wvaried scenery the earth
presents ... is one of the purest and most natural forms of

aesthetic pleasure" (The Education Gazette, 1906b, p. 622).

The contribution geography could make to the development of
intellectual reasoning was particularly emphasised. To show the
extent to which geography could be taught in an intellectual
satisfying way, the following passage 1is quoted from the
document: "The influence of geographical conditions in history
is more clearly evident in the great movements of world history,
and the teaching of geography may properly include some rapid
surveys of the general march of civilisation westwards from the

most ancient times, of the great migrations of races, and of the
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rise of modern nations" (The Education Gazette, 1906Db, p. 622).
The extent to which the Department of Education was prepared to
follow the suggestions slavishly is revealed in the following

excerpt:

"If we read in the following passage Cape Colony
instead of Great Britain, the recommendations will
serve to define, as exactly as may be, the lines on
which the teaching of the geography course for
Standard IV should proceed ... ‘The systematic study
of our own country should now begin. It has long been
recognised that a bare enumeration of unconnected
facts, such as a list of capes and bays, and the names
of mountains with their exact heights, is of no
educational value. As a preliminary step, Great
Britain should be divided into its natural regions as
determined by the relief of the land, and each region
should be treated separately. The influence of the
physical features of a region upon the occupation of
its inhabitants will then be seen, and incidentally
much light will be thrown upon the history of our
country'" (The Education Gazette, 1906b, p. 623).

Another fundamental component of the "new" geography that came
to the fore in the above excerpt was a particular emphasis on
the concept "natural region". The significance of this is that
the concept "natural region" is directly linked to Herbertson's

geography. The FEducation Gazette also felt that the document

provided the necessary guidelines as to the kind of topics that
ought to be included in geographical lessons, especially for

older scholars:

"In this stage of the teaching the general conceptions
of the bearing of geography on history which will have
been touched on in the earlier teaching may be more
systematically developed. For example, the relative
importance of seas and mountains in keeping men apart,
and their relative importance as political boundaries;
the influence of climate, soil, and extent of seaboarad
in determining national occupations and national
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characteristics; the study of communications -
artificial, such as roads, railways, and canals, and
natural, such as seas and rivers - leading up to a
knowledge of the great trade routes of past and
present times, and to reasons for the growth and decay
of certain of them; the causes of the growth and decay
of towns: all these will afford a wide field of ideas
which can be introduced with advantage into the
teaching of older scholars" (The Education Gazette,
1906b, p. 623).

Inherent in the above quote is the suggestion that geography
could also be taught to pupils other than those in the lower
classes, as was suggested by Shaw (1886), twenty vyears

previously.

A major shortcoming of the document, according to The Education
Gazette, was the omission of the industrial and commercial
aspects of a school geography. A focus on such aspects, at least
in South Africa, was seen to be necessary, especially in the
light of a continued process of economic growth since the
beginning of the twentieth century. In particular, the process
was marked by the commercialisation of white agriculture and the
establishment of the manufacturing sector, ideal themes for
geographical lessons within the context of the "new" geography.
In general, however, one could regard the report in The

Education Gazette as being an official sanctioning of the nature

and scope of geography, presented in the document. This was
indeed reflected in a vacation course held later during the same
year, during which the methods of the "new" geography and their
application to the Cape Colony were introduced. The "Suggestions
to Teachers", was employed to give support and authority to some

of the principles laid down (The Education Gazette, 1906b) .
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The idea of a "new" geography was later picked up by The

Educational News, which was Cclearly impressed by the 1latest

developments in the discipline: "A great deal of attention is
now-a-days being directed to the teaching of geography. The old
days of cram are rapidly passing away, and thanks largely to the
geographical and similar associations, people are recognising
that geography, scientifically taught, can be made an excellent
mental training" (The Educational News, 1908, p. 20). To

underline this "modern spirit" in geography The Educational News

published in full the new syllabus in geography for the Elemen-
tary School Teachers’ Certificate (for 1909) of the Education
Department in England. As was the case with the "Suggestions to
Teachers" this syllabus also clearly stressed the connection of
physical geography with historical, political and economic

geography. (APPENDIX 3.D).

Towards the end of the first decade it became clear that
geography as a school subject, had finally made a breakthrough
in South Africa. This is reflected in an editorial article,

published in The Educational News of December, 1909:

"The ideas of educationalists on the Ffunction of
Geography in the school curriculum have undergone a
complete and fundamental change during the past few
years. The subject was often neglected, and where it
received attention it was taught from a purely utili-
tarian point of view. If the student had a suffi-
ciently large supply of facts stored in his brain the
teacher had attained his object. The subject was not
catalogued as a "science", and therefore the question
of teaching it scientifically was not often con-
sidered. It was regarded as a utilitarian subject
like spelling, and the idea of teaching it for the
sake of the mental training it afforded had hardly
been conceived" (The Educational News, 1909b, p. 167).
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Via The Education Gazette, geography teachers were regularly

introduced to the latest publications on the "new" geography.
They were encouraged to acquire the books and to study the
improved methods of teaching geography. During the early years
of the second decade, a major concern for those promoting the
teaching of geography, remained the question of its field of
study, in particular the vastness of the subject-matter as well
as its vague outline. This, according to The Education Gazette
(1913), could have been the reason why certain scientists refused
to recognise geography as a science. In defence of geography, The

Education Gazette referred to J A Thompson, who argued that

sciences were not distinguished from one another by their
subject-matter, but by its point of view. The point of view which
distinguished geography from any other scientific endeavour, was
its concern with "... the earth and all its attendant phenomena
as conditioning the life of man", or as it was familiarly

defined: "The earth as the home of man".

In summary, what has been revealed in this section is the extent
to which the Education Department and the SATA were instrumental
in promoting the teaching of geography on modern lines. This was
mainly done by publishing British geography syllabi, and
reviewing and printing articles from British publications, such
as The Geographical Teacher. This, together with Herbertson'’s
personal influence, resulted in a transplantation of the Oxford
geography tradition of the late hineteenth and early twentieth

centuries.
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Since the Herbertson visit, and the establishment of the South
African Branch of the Geographical Association, various
"geography enthusiasts" took it on their shoulders to promote
and facilitate the academic debate regarding geography within
the South African context. With the necessary support of the
Education Department, and the Scuth African Teachers'
Association these enthusiasts became the main advocates for

academic geography in the pre-academic phase.

6.3.3 Faithful followers: Contributions by South African

scholars

The first academic contribution to the debate regarding
geography in South Africa came from James Flowers. In a paper
delivered at a meeting of the South African Association for the
Advancement of Science, Flowers (1905/6) addressed the question
of "Geography as a Factor in Higher Education". His main
objective was to stimulate an interest in the claims that
geography had for admission in the curricula of the colleges and
University of the Cape of Good Hope. Among the more important
issues addressed in the paper were the negative attitude of the
University of the Cape of Good Hope and the problems associated
with defining geography as a field of study. Concerning the
former the paper noted, quoting from an article in the "Star",
that "... the official opinion of the chief Educational
Institution in South Africa is that Geography is a study neither

suitable nor necessary for boys above the age of 12" (Flowers,
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1905/6, p. 213). This attitude, according to Flowers, was
largely based on misconceptions, but also on a lack of a clear
definition of the field of geography. As a working hypothesis,
he suggested that, " Geography is the science which details the

earth's dictation to life"

To support his views on geography, Flowers (1905/6) gquoted
freely from the work of prominent British geographers such as A
J Herbertson, S Mill and Sir Clement R Markhan. The work of
writers such as these was also used to generate the necessary
support for the introduction of geography in higher education.
It is, in the light of this, perhaps relevant to repeat some of
the quotations Flowers used. Geographical knowledge was seen to
be of fundamental importance because, according to Sir Clement,
geographical ignorance, "... is the cause of loss in commerce,
of disaster in war, and blunders in administration. Until
merchants, soldiers, seamen, engineers, lawyers, and above all,
statesmen, are also Geographers, these evils will continue" (in
Flowers, 1905/6, p. 213). This utilitarian value of geography
was further underlined by quoting from Herbertson: "Surely it's
only common sense to see that it is properly studied by those
who will direct great enterprise. When its educational and
practical value are both taken into account, only ignorance or
inertia or the influence of vested interests can explain its
omission from the higher classes of schools, or from the
Universities" (in Flowers, 1905/6, p. 213). Reflecting on the
nature of geographical enquiry, Flowers sought support from

Mill:
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"... the glory of Geography as a science, its
fascination as a study, and value in practical affairs
arise from the recognition of the unifying influence
of surface reliefs in controlling the incident of
every mobile distribution of the Earth's surface; and
that the grand problem of all must be the
demonstration and quantitative proof of the control
exercised by the forms of the Earth's crust upon the
distribution of everything which is free to move or be
moved; that is to say, the physical conditions of
environment to organise response" (Flowers 1905/6,
p.213/4).

Flowers concluded his paper by'expressing the hope, "... that
geography in some co-ordinated form will soon find a place in
our educational institutions, which becomes a positive necessity
if the dream for South Africa's future is to be realised ..."
(Flowers 1905/6, p.214). There was no follow up on this paper
and the debate on "Geography and Higher Education" was again

restricted to the limited confines of The Education Gazette and

The Educational News.

In 1905 the Rev Datry, in a lecture to the members of the
Oudtshoorn Teachers' Association, emphasised the "complete
revolution" in the method of teaching geography which had taken
place and was of the opinion that the teaching of geography was
becoming more and more the work of specialists (The Educational
News 1905b). This sentiment was shared by Ritter, teacher at the

George Boy's High SChOOlz, in a letter to The Educational News

2Biographical notes:

Date of birth: 6 February 1877

Teaching: 1-1-1898 - 30-6-1902: George Blanco School
1-7-1902 - 30-6-1910: George Boys' High School
1-7-1910 - 30-6-1924: Robertson's Training

School

1-7-1924 - 31-3-1931: Oudtshoorn High School

Retirement: 1931
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in 1907 in which he was very concerned about the position
geography occupied in the schools. He referred to the positive
developments in geography in Britain, and felt that for any real
success with geography, it would be necessary to do everything
possible to promote the development of geography as a science.
Only as such, according to Ritter, could it be an effective
educational power to promote the training of the powers of
observation, and description (Ritter 1907). To substantiate his
plea for more and better geography, Ritter (1907) quoted from

Herbertson:

"For the world’s sake, as well as for our country’s
and our own, we must have in this 20th century as full
and intelligent a knowledge of the world as possible.
Ignorance of geography produces freguent friction and
occasional wars, stupidity in commercial enterprise,
hasty and reckless councils in our journals and loss
of life ... Be it politics, finance or commerce,
missionary zeal or the mere pursuit of health and
pleasure, our end will be more effectually attained if
we have studied environment" (in Ritter 1907, p.154).

To achieve this, Ritter (1907) argued that geography teachers
needed specialist training and that geography should therefore
be a compulsory subject for all teachers’ examinations. He also
urged the University Council to consider the question of
introducing it into the School Higher and Matriculation examin-
ations. Ritter’s concern with geography was clearly related to
his experience at the University of Oxford, at which he was a

student in 1907 (APPENDIX 3.E).

Two years later, in a lengthy article, Ritter (1909) again
concerned himself with the way geography was treated in South
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Africa, this time, however, in a much more systematic manner.
He wrote about the status of geography in other countries, the
concept geography, the value of studying it and how to deal with
it in the classroom. Ritter (1909) emphasised the fact that in
Germany, the United Kingdom, France and in the United States,
geography had already developed into a respected discipline
within the universities and that much was being done to
establish the subject in schools and in the universities.
Clearly influenced by writers such as Mill and Herbertson,
Ritter described the nature and scope of the discipline in the
following way: "It is the science which deals with problems of
distribution - more particularly on the surface of the earth -
the distribution of lénd, water, air, animal and vegetable
life, and man; and it investigates the relationships which exist
between these and their influence upon one another" (Ritter
1909, p.100). Ritter saw the importance of a geographical
education in terms of three facets: (1) its "discipline" i.e. as
a mental discipline, according to Ritter, it trains the
observation, it directs attention and it develops the reasoning
powers, (2) its role in preparing the student for practical
life. Geographical knowledge is needed by the merchant, the
manufacturer, the politician, as well as by professional men
like doctors, clergymen, journalists, (3) its pleasant nature
i.e. learning about>the environment in a very practical way
ought to be interesting to all children. In this article Ritter
pleaded again with the Education Department and the University
Council to recognise geography for the University School

Examinations.
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Ritter’s conception of geography was in direct response to the
demands of the "new" education debate, which concerned the need
for science education, the practical value of subjects, the
development of the mental faculty and imagination. Ritter went
so far as to develop an alternative syllabus in geography
(APPENDIX 3.F). The Education Department regarded the syllabus
in a very positive light, but warned that "Teachers who may feel
inclined to profit by it in this way will, of course, understand
that the requirements of the Department’s syllabus must receive

undiminished attention" (The Education Gazette 1909, p.603).

Apart from having promoted modern and scientific geography in a
very rigorous way on paper, Ritter was also heavily involved in
presenting vacation courses for teachers for both the Education
Department and the SATA (Ritter 1904, 1905). This afforded him
with the ideal opportunity to introduce teachers to modern ideas,
and teaching methods. Having been most actively involved in
advocating the value of scientific geography and the need for it
in the higher examinations of the University, Ritter could well -

be regarded as the first pioneer in the history of South African

geography.

The long and arduous struggle for a proper place for geography
within the educational system of South Africa, culminated in
three very important papers, delivered at different conferences,
towards the middle of the second decade. The significance of this
lies in the fact that the presenters of these papers wére

afforded the ideal opportunity of presenting pleas for the
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inclusion of geography in the higher examinations, from very

important public platforms.

In a paper, "On Geography", read to the Cape Division Teachers'
Association in 1914, J Hutcheon® introduced the topic with a
brief review of the history of geographical thought and
education, with particular emphasis on the academic nature of
geography. He, discussed the extent to which geography had been
established at wuniversities in France, Germany, Austria,
Switzerland, Italy, Denmark and the Netherlands. He concluded
that, the fact that geography was not yet an university
discipline in South Africa, could be ascribed to the bad image
it had among some South African scholars: "Of recent years, in
educational circles, perhaps no subject has been more frequently
discussed than geography. Some have condemned it without a
hearing, probably because their ideas of the subject were based
entirely on the mechanical, dry-as=-dust, teaching of which they
were the victims some ten or twenty years ago" (Hutcheon 1914,
p.56). Hutcheon (1914) saw the task of the geographer in the
following terms: (1) to explore the earth, sea, and air, and to
cartographically express the results of his investigation, (2)
to trace the connection between the land forms and subterranean
and climatic forces, (3) to explain how the distribution of
vegetable life is dependent on soil and atmospheric conditions, °
and how animal life receives its sustenance from the vegetable

world. On the basis of such investigations the geographer should

3James Hutcheon, a Scott, was appointed at The South African
College School in 1914, to teach the newly subject of geography
in the elementary classes (South African College, 1914).
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then be lead to the conclusions that, "... the distribution of
man is directly.influenced by the presence or absence of certain
animals, plants or minerals. The combinations of all these
(i.e. land forms, climatic conditions, vegetation, etc.) brings
about the development of certain characteristics in races,
religions, and governments, the rise of industries, the
gravitation towards city-centres, the foundation of states, and

the establishment of commerce" (Hutcheon 1914, p.56).

Hutcheon recognised the difficulty of defining geography
precisely, because of its particular relationship with other
disciplines and fields of interest for example discovery,
surveying, geology, meteorology, botany, history and
anthropology. While the critics of geography saw the question
of definition as a fundamental weakness, Hutcheon saw
geography's relationship with other disciplines, and
consequently its interdisciplinary nature, as a point of

strength.

In a paper, entitled "Geography", read at a conference of the
SATA, Jamieson (1914) suggested two reasons for geography's
failure to be incorporated into the curriculum for the
University's higher examinations, namely, a congested
curriculum, and the problem of classification. As far as the
latter is concerned, Jamieson argued that geography is left
aside largely because of the arbitrary division of subjects. He
had no doubt that geography was and will remain important,

because traces of the subject was found in many other lessons,
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like reading, history, mathematics, drawing, etc. Geography,
according to Jamieson (1914), must and will be taught, it only
depended on whether or not it was sufficiently valuable to have

a definitive place in the curriculum (Jamieson 1914, p.124).

In order to address this problem, it was imperative, according
to Jamieson, to clearly understand what geography was. He agreed
with Hutcheon (1914) that the indifferent attitude towards
geography existed because people did not clearly understand what
the subject was. Many still regarded geography as a long,
meaningless succession of names. To counter this perception, he
suggested various ways to make the subject more popular and to
raise its academic status: (1) geography had to be rationalised,
so as to show some 1link of association between physical
features, (2) geography had to be humanised. The study of
climate, natural products and physical surroundings of a country
had to be shown to affect the people of that country, (3)
geography teaching should involve the making of source-books,
(4) practical work should supplement the study of '"true
Geography", (5) suitable text books (i.e. with a South African
perspective) needed to be written, and (6) geography had to be
correlated with other subjects, especially with literature and
history. He concluded his paper on a very positive note: "... I
think the subject of Geography is about to experience a most
welcome and deserved revival, not only in our day-schools, both
primary and secondary, but also in the highest colleges and
universities. It has everything to recommend it; it is useful;

it is interesting; it requires logical reasoning; in short it
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affords one of the most vulnerable and educative features of the

curriculum" (Jamieson 1914, p.126).

Almost a decade after Flowers addressed a conference of the
South African Association for the Advancement of Science on the
topic of geography, Hutcheon was afforded the same opportunity.
This ought be seen as a significant breakthrough for those who
were intimately involved with promoting the cause of geography
in South Africa. In his address Hutcheon (1915a) claimed that,
in South Africa the day of geography was just dawning. To
substantiate his claim, he mentioned the new courses for the
training of teachers, established by Provincial and Union
Education Departments, as well as various other aspects of
geographical endeavour, for example, the detailed contour maps
that were available for several districts as well as school

books written from a South African point of view.

Until the time of Hutcheon's address geographical research was
clearly not a priority. All energy was spent on promoting the
discipline in South Africa in the light of its status overseas
and the contribution it could make to general education within
South Africa. However it was gradually realised that, in order
to make a "scientific" impact, geographical research will have
to be put on the agenda. In his address, Hutcheon divulged
details of a Geographical Census under the auspices of "several
men" who had already formed themselves into a nucleus of a
Geographical Society, with their main aim to consider the

pPreparation of South African geographical monographs. Hutcheon
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included in his paper a resumé of a proposed scheme of local
investigation. It covered aspects such as climate, production
land under cultivation, animals, minerals, industries, exports,
imports, means of transport, chief trade routes, means of
communication and centres of population. Such work was regarded
as of immense importance, as a knowledge of "home geography" and
the need for text books with a South African perspective, became
more and more important. Hutcheon (1915a) regarded research and
the dissemination of geographical knowledge and information as
of such tremendous importance, that he proposed the establishment
of an Imperial Geographical Information Bureau (The Educational
News, 1914). This was clearly in line with Herbertson’s sugges-
tion in his presidential address to the British Association for
the Advancement of Science in 1910 (Hudson, 1985). In his
address, entitled, "The Geographical Factor in Imperial Prob-
lems", Herbertson advocated the establishment of Geographical
Statistical Departments in various countries, especially those
within the British Empire, to undertake research concerning the
economic value of these countries (see also Parkin’s suggestion

on pp. 181/82 above).

Hutcheon, himself, became increasingly involved in developing
ideas for the study of local geography (Hutcheon 1915b). He was
particularly interested in aspects of climatic control, as his
notion of the scope of geography indicated: "The true sphere of
the geographer is the study of man’s relation to his environ-
ment, both ’passively’ and ‘actively’, and of all the

geographic controls which constitute that environment, e.qg.

200

http://etd.uwc.ac.za/



position, elevation, area, distance from the sea, rivers,
configuration, surface-imposition and climate, the last is the
most important" (Hutcheon 1915 b, p. 74). The importance of
climatic control was also reflected in his paper to the South
African Association for the Advancement. of Science: "Of all the
external modifying forces which influence mankind, there is
little doubt but that climate is, in the main, responsible for
the different stages of his physical, mental and moral
development" (Hutcheon 1915a, p.328). This conception of
geography, i.e. the study of the influence of the environment
on man, also enunciated by Ritter and Jamieson, and promoted by
the Education Department and the SATA was solidly embedded
within the environmental or geographic determinist tradition of
the late nineteenth and early twentieth century. The influence
of the physical environment on man was one of the most important
concerns of both European and American geographers, during this
time. This period also saw the publication of three of the
classics of deterministic geography, namely, Ratzel's

Anthropogeographie (1882-91), Semple's Influences of Geographic

Environment (1911), and Huntington's Civilisation and Climate

(1915). These publications were never quoted in the South
African literature. However, the main ideas, included in these
publications, reached the South African geographic scene, via
the contact with British geography. It is perhaps significant to
note that a reprint of Semple's article, "Mountain Peoples in
Relation to their Soil", was published, in full, in The

Educational News of 1906. The fact that the article was

published, is an indication of the importance attached to the
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kind of views espoused by geographers like Semple:

"Fundamental to the study of geographic environment
is the relation of a people to its soil. From the
nature of that soil, the proportion of it available
for economic purposes, the possible methods of its
exploitation, the amount and kind of its products, and
the ease or difficulty in marketing the same, spring
a long time of direct and indirect influences of
geographic conditions which leave their stamp upon the
national life and character" (in The Educational News,
1906, p. 156).

Hutcheon's concern with climatic control is in line with the

main argument in Huntington's Civilisation and Climate. It is,

however, not clear by whom Hutcheon was influenced. In an

article, "Some Aspects of Climatic Control", he stated that,

"Anthropologists inform us that man's physique is
largely the outcome of adaptation to environment, and,
although there is a tendency in such studies to
formulate generalisations without sufficient data, it
is admitted by most authorities that climate and the
other factors regqgulated by it, such as food and
occupations, have had no inconsiderable influence in
modifying both size and colour of the various branches
of the human family. ... the influence of climate on
sports, customs, social conditions, intellectual
pursuits, temperament, and religion is full of
interest ..." (Hutcheon, 1915b, p.75).

A concern with climatic control, within the context of
geographic determinism, was, according to Hudson (1985), an
attempt to give scientific support to the widely-held belief
that high levels of civilisation could only be achieved in
regions of stimulating climate and that monotonous tropical heat
had a stunting effect on human development. The implications of

such a belief has been analysed by Hudson (1985) in a very
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illuminating way. Climate was regarded as the main single
determinant which gave Europeans their supposed superiority in

the struggle for survival:

".,.. it was a widely-held view that the character and
achievements of the peoples of the world were largely
determined by physical or ‘'geographical' factors,
especially climate. The supposed superiority of the
European and their descendants in suitable
environments overseas had been determined by Nature
which had also condemned less fortunate peoples to
inferior status. The white man, therefore, saw himself
as the natural inheritor of the world's wealth and
master of its peoples" (Hudson, 1985, p.39).

Thus, according to Hudson (1985, see also Peet, 1985)
environmental or geographic determinism was used as an
ideological buttress for imperialism and racism. The idea of
environmental control found fertile breeding ground in South
Africa after the establishment of Union in 1910 as there was a
concerted effort since 1910 to eradicate the British - Afrikaner
divide in the South African society. This was gradually replaced
by a white - black divide. With a long history of legitimising
imperialism, and aspects such as racism, class domination, and
exploitation (Peet 1986), geography was seen to be ideally
suited to address these issues within the South African
situation. It is perhaps not too far-fetched to argue that it
might be the environmentalist paradigm, as was the case in
Western Europe, which "rescued" geography from its peripheral
position within the South African educational system, and which
gave it some "respectability" among academics. Environmentalism
provided geography with a framework for explanation, a basic

component of any science. This more "scientific" geography paved
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the way for geography's incorporation into the curriculum for
the university's higher examinations, as was made clear by
Hutcheon himself: "... there is certainly no occasion for
dissatisfaction, for a survey of the progress of the subject in
South Africa during the past two years leads to the conclusion
that slowly but surely are being laid the foundations of a
geographical education which shall be wide in range, scientific
in method, and, 1let us hope, productive of much good,

commercially, civically and culturally" (Hutcheon 1915a, p.332).

In the light of our analysis thus far, it is clear that the
foundation of modern and scientific geography, was definitely
not laid over a two year period, as Hutcheon would like us to
believe. The laying of the foundation was a long process, which
originated at the turn of the century. With the influence of the
Royal Geographical Society firmly in place in geographical
education in South Africa, the colonisation of geographical
thought entered a new phase with Herbertson's visit and the
subsequent establishment of the South Africén Branch of the

Geographical Association in 1905.

Although Hutcheon could claim a philosophical and methodological
breakthrough for geography in 1915, a final question that
remains to be answered is: To-what extent did the new ideas
filter through the educational system. In the following
sections we will endeavour, not only to answer this question,
but also indicate the extent to which a need had been created

for more and better training in geography.
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6.4 THE INTRODUCTION OF THE "NEW" GEOGRAPHY

Since the beginning of this century and especially since 1905,
much has been said and written regarding the "new" geography.
Geography was also actively promoted on the basis of its
scientific and ﬁtilitarian value and on various occasions the
authorities were approached to include geography as a subject for

examinations beyond the elementary school.

Through the publication of British geography syllabuses, book
lists, and article reviews in The Education Gazette and The
Educational News, geography teachers were kept informed about the
new developments in geography, both on a theoretical and
methodological 1level. However the first concrete step to
implement the new ideas and concepts, generated by the "new"
geography debate, came about with the establishment of a
committee by the South African Teachers Association to develop
a scheme for the "Revision of the Syllabus in Geography" (The
Educational News, 1910, p.47. APPENDIX 3.G). This committee was
set up in 1910 and consisted of:
T Young
McRgbbie
Jamieson

G
H
G B Kipps
H G Eaton

The committee’s conception of geography, was very well located
within the geographic deterministic framework. As a basis for
their own work, they adopted, verbatim, the definition of

geography in the British document, "Suggestions for Teaching
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Geography"; reported on in The_ Education Gazette, in 1906. The
committee felt very strongly about the fact that geography
should not be taught in isolation, but that it should be seen to
be closely connected to all the subjects of the school course,
for example, history, arithmetic, nature study, woodwork,
physics and chemistry, domestic economy, and reading. The
committee further emphasised the threefold aspect of geography,
namely, physical, political and statistical, but that it should

not be treated as separate entities.

The purpose of a geographical education could, according to the
committee, be best served if the teaching of the subject could
be: (1) Inductive, i.e. the children should be led, under the
guidance of the teacher, to .form their own conclusioné from
personal observation of the natural phenomena surrounding them,
(2) Realistic, i.e. no method should be neglected whereby
geographical conceptions may be vitalised. (3) Practical, i.e.
every encouragement should be given to careful observation of
natural phenomena. All these aspects were eventually
incorporated in a detailed outline of how geography should be
treated from Below Standard to Standard VII (APPENDIX 6.M).
Geographical relationships and the inter-relatedness of history
and geography were particularly emphasised. The scheme was

eventually adopted by the Cape Division Teachers' Association.

The "new" geography also found its way into the Third Year
Senior-Pupil Teachers' Course, in 1912. The theoretical basis

for this course was clearly modeled on the ideas presented by
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the South African Teachers’ Association committee. The syllabus
was accompanied by a detailed, and up-to-date book list (APPENDIX
3.H), which had much in common with a similar booklist published
in an article by J F Unstead, and reported on, in The Education
Gazette (1908, p. 373. APPENDIX 3.I). The suggested literature
for the Third Year Senior Pupil-Teachers’ Course, differed
altogether from that of the Pupil-Teacher Examinations of 1905,

and included the following:

General and Regional Geography

* Guide to Geographical Books and Appliances
Mort, F.: A Regional Geography for Intermediate Classes
Young, E.: A Rational Geography
Reynolds, J.B.: Regional Geography
Unstead and Taylor: General Regional Geography
L’Estrange, P.H.: A Progressive Course in Comparative
Geography
Heaton, E.: The Senior Scientific Geography
Fry, G.C.: A Text Book of Geography
Mackinder, H.J.: Elementary Studies in Geography
Herbertson, A.J.: Senior Geography
Herbertson, A.J. and Herbertson, F.D.: Descriptive
Geography
Webb, E.J.: Africa as seen by the Explorers
Newblgln M.: Modern geography

* %k ++  + 4+ 4+ + +

* ¥

Human Geography
* Chisholm, G.G.: Handbook of Commercial Geography
* Lyde, L.W.: Man in Many Lands
* Herbertson, A.J. and Herbertson, F.D.: Man and his Work
* Peeps at Many Lands and Cities. A. & C. Black
*+ Brown and Johnston: The New Outlook Geographies
* Readable Books in Nature Knowledge. McMillan & Co.

* Readable Books in Nature Knowledge. McMillan & Co.
Physical Geography
Huxley and Gregory: Physiography
Mill: The Realm of Nature
Herbertson, A.J.: Outline of Physiography
Gregory: Geography: Structural, Physical and Comparative
Rogers and Du Toit: The Geology of the Cape Province
Bonacina: Climatic Control
Geographical Pictures. A. & C. Black
Farmer (ed): The Book of Nature Study
Carey, W.M.: A First Book of Physical Geography

+ % %* * *
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The Teaching of Geography
* Laurie: The Teacher’s Encyclopaedia

Welton,J.: Principles and Methods of Teaching
Suggestions for the Consideration of Teachers
Lyde, L.W.: The Teaching of Geography
Mackinder, H.J.: The Development of Geographical
Teaching out of Nature Study
The Geographical Teacher. Publication of the
Geographical Association
* The Scottish Geographical Magazine. Publication of the

Scottish Geographical Society

¥ ¥ % *

*

* Books specially useful as text-books (either for teachers or
pupils

+ Books which should be considered essential for a large
Training College reference library

The person closely involved with the drawing up of this booklist
was A B Lamont, Departmental Instructor in Nature Study, and
teachers were referred to him for further information. Lamont
drew up a similar list of geography books as part of a reading
list for his nature study course in the upper standards, for 1912
(Lamont, 1912. APPENDIX 3.J). Lamont regarded physical geography,
especially climatology and geomorphology, as integral components
of his nature study courses. His courses were very practical and
all examples were drawn from the South African environment. Apart
from the specific climatological or geomorphological aspects, his
courses also included topics such as the natural regions of South
Africa, aspects of transport and economic geography, and the
historical geography of South Africa. Such topics were generally
dealt with in relation to climatological and geomorphological

conditions of the country.

Lamont contributed significantly to the development of
geography. He was not only up-to-date with the latest
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publications in British geography, but he also always emphasised
the modern point of view in his course work and vacation
courses. Lamont's vacation courses in geography were mainly for
teachers involved in pupil-teacher training and with teaching in
the higher standards (The Education Gazette, 1913). He also
supported the notion of geography as being éoncerned with the
earth's surface, the climates, products and varieties of life
which exist and especially the extent to which human activities

are determined by the physical conditions.

The British influence on the status of geography within the
South African context, is clear. It is perhaps appropriate, at
this point, to be more specific about this influence on the
above syllabi. During the last quarter of the previous century
the emphasis on the centrality to geography of the society-
environment relations, provided the subject with a powerful new
direction for growth. Initiated by the Royal Geographical
Association and promoted by individuals such as J Scott Keltie,
Sir Halford Mackinder and A J Herbertson, the revival of British
geography 1led to the establishment of the Geographical
Association in 1893, and with Herbertson the Secretary, to the
publication in 1901, of the Geography_ Teacher. Both Mackinder
and Herbertson spent much of their work and time on developing
and promoting school geography. They are regarded as the
founders of two major features of subsequent geographical
enquiry in the English speaking world, namely, the unity of the
society-environment relationship, and the region as a framework

for study. The "society" and the "environment" were, however,
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never afforded equal status in the "unity" they sought. While
Mackinder realised the importance of political (human)
geography, the physical was always emphasised at the expense of
the social. Herbertson was the more influential of the two and
it was the need for a precise and more scientific basis for
regional division which led to his most influential contribution
to English geography, namely, the idea of the natural region. It
was this framework which, when combined with the Darwinism of
the time, entrenched in geography teaching the foibles of
environmental determinism, the view that human activity is

shaped by the physical environment.

The syllabus, as well as the reading list, for the Senior Pupil-
Teacher Course, should be seen within the context of the "new"
geography debate, initiated by Mackinder in a paper, "On the
Scope and Methods of Geography", read to the Royal Geographical
Society in 1887. Many of his underlying ideas regarding the
"new" geography are found in the introduction to the syllabus.
The rapid changes in the method of treating geography was
explicitly acknowledged and the new and old geography contrasted
with one another:

"The old point of view which laid stress on mere

topography is rapidly being displaced. ... The old

type of teaching, treating geography almost wholly as

a memory subject, had not much in its methods which

appeals to modern ideas. ... In contrast to thlS, the

modern method seeks to present geography in its

natural aspect, in its relation to the earth, to refer

every aspect to cause and effect, and so to provide a

training in reasoning which enables the pupil to think

geographically" (The Education Gazette, 1911a, p.
510).
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Apart from a concern with relations, the syllabus recognised
another principle in Mackinder's "new" geography, namely the
unity of the discipline: "Again, from the modern point of view,
the old division of Geography into watertight compartments -
mathematical, physical, and political - is no longer observed;
and these parts are not treated as separate entities, but are
considered in their interrelations as parts of complete
science." (The Education Gazette, 191l1a, p. 510). The above
mentioned aspects, namely the study of relations and geography
as a unified discipline, are a clear reflection of Mackinder's
notion of geography:
"Mackinder relished the challenge, insisting that
instead of being split into a general geography
(consisting of lists of facts about countries) and a
limited physical geography (taught by geologists), the
subject should be a single unified discipline, a
'continuous argument' which embodied the complex
reality of the world - a world undivided into academic
specialisms. It was the duty of the geographer to
build one bridge over the abyss which lay between the
natural sciences and the study of humanity. Geography
... studied the interaction of communities and
environments, manifested in @ the character of
particular places or regions" (Coones, 1989, p. 18).
Against this background it is possible to understand the working
definition which is offered in the preamble to the syllabus:
"Geography deals with the surface-relief of the earth, and the
influence that relief exercises upon the distribution of other

phenomena, and especially upon the life of man" (The Education

Gazette, 1911a, p. 510).

An analysis of the syllabus further reveals a strong focus on

the "region", both locally and globally. The Herbertsonian

influence in this regard, is best illustrated by the concern
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with natural regions. It was, for example, expected that "new
words" such as tundra, steppe, savanna, prairie, pampas, etc.
should be described and explained, and, "Comparisons should be
instituted between similar regions that occur in various
countries, e.g., the 'mediterranean characteristics of Southern
Europe, Northern Africa, the Cape Peninsula, parts of the south
coast of Australia, and of the Pacific coast of America..." (The
Education Gazette, 191la, p. 510). A perusal of the reading list
reveals that the general and regional geography books were
regarded as necessary reading material for either the teacher or

the pupil. Mort's A Regional Geography for Intermediate Classes,

was specifically suggested as textbook. Most of the other books
were seen as essential reference material for large Training
Colleges. Most of the books were available at the Library of

School Text-books at the Education Office.

The Education Department did not see its way open to implement
the SATA-syllabus, because the teachers were not adequately
trained to teach the "new" geography. Instead, it was decided to
introduce the "new" geography on the level of the Third Year
Senior-Pupil Teachers' Course. However, the basic problem
remained unresolved i.e., who were to teach the senior-pupil
teachers? Considering, therefore, the need for properly trained
geography teachers, the geography enthusiasts, like Hutcheon and
Jamieson, with the support of the Education Department and the
SATA, had additional reason to request the University Council

to incorporate geography for its higher examinations.
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In the light of the above it can be argued that the syllabus for
the Third Year Senior Pupil's Course, represented a watershed in
the development of geography in South Africa. It represented, at
least in theory, a very clear divide between the "old" and the

"new" geography.

6.5 THE PROSPECTS FOR GEOGRAPHY AS AN ACADEMIC DISCIPLINE

The extent to which the new ideas and methods filtered through
to the class room and influenced the quality of geography
teaching can, to a certain extent, be gathered from inspectors'
reports. In his annual report of 1910 Inspector Andersdn
recorded "some improvement" in the character of the lessons
given in geography by student teachers. However, "In lessons on
descriptive geography there were still occasional traces of the
old tendency to give mere topographical lists" (The Education
Gazette, 1911b, p. 873). This, according to Anderson, could be
ascribed to the fact that a treatment of the whole subject of
geography on modern lines, according to climatic regions and
products is not always met, not even in the lessons given to the
pupil-teachers themselves. The inadequate time allotted to the

teaching of geography was also regarded as a major problem.

It gradually became apparent that the status of geography within
the whole educational system needed to be reconsidered as, "The
geography of the P.T.3 Senior Syllabus presents to many teachers

and to most pupils quite a new aspect of the subject; and the
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difficulty of getting pupil-teachers to adapt themselves to the
new method has proved greater than was at first anticipated"

(The Education Gazette, 1912, p. 1076).

The 1913 inspectors' reports on progress in the teaching of
geography differed substantially. On a more positive note
Inspector Young reported that, "A much-needed stimulus has been
given to the teaching of Geography ... by the newer methods with
which students are now becoming more acquainted in the Training
Schools. Instruction in this subject is becoming more practical
in aim and at the same time really more educative: it is
becoming less bookish and merely informational"™ (in The
Education Gazette, 1914a, p. 284). This view was echoed by
Inspector Anderson in his report, "... that there is no doubt
that the new P.T.3 Senior course in geography, with the
consequent modifications in the earlier years of the course, has
led to a more intelligent treatment of lessons in this subject"
(in The Education Gazette, 1914b, p. 1170). A less optimistic
report was tabled by Inspector Logie who noted that, "Much
improvement in the condition of ... Geography teaching is not to
be expected until the effects of the new course in (geography]
required of Third Year Senior Pupil Teachers begin to be felt in
the schools ... most of the teachers [do not have] the breadth
of knowledge necessary to teach [geography] properly" (in The

Education Gazette, 1914a, p. 284.).

It became abundantly clear that, in order to produce better

equipped geography teachers, the subject needed to be offered
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at a higher educational level: "it is not without reason and not
in vain that the Inspectors look to Training Colleges for the
imparting of the desirable and necessary training to persons who
will eventually be placed in charge of schools or classes ... "
(The Education Gazette, 1914a, p. 284). Geography had therefore
reached a point where, in the 1light of its institutional
support, its utilitarian value, its qualities as a "science" and
the need for better qualified geography teachers, the University
Council could be approached to reconsider its stance on the

inclusion of geography for the University's higher examinations.

6.6 PARADIGMS AND THE HISTORY OF PRE-~ ACADEMIC GEOGRAPHY IN

SOUTH AFRICA

To evaluate the information in this chapter, it is perhaps
appropriate, at this stage, to relate it to Clark's article on
the history of school geography in South Africa. In an invited
paper to commemorate 150 years of geography teaching in South
Africa, Clark (1989), traced the history of geography as a
school subject since 1839. Clark (1989), presented the history
as a smooth and unproblematic process, within the framework of
Kuhn's model of scientific development. He forced the history of

the subject into the following paradigms:

Descriptive Geography, 1839 - 1859
Emergence of Physical Geography, 1859 - 1910

Science of Relationships, 1910 - 1940
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Regional Geography, 1940 - 1973

Clark based the appropriateness of the paradigm model on Kuhn's
later views on the constitution of a science i.e., "What the
members of a scientific community share" (clark 1989, p.46).
Clark's conception of the history of school geography in South
Africa does not reflect the fact that geography only became an
institutionalised discipline, as well as a subject for the
matric and junior certificates, during the second half of the
second decade of this century (see Chapter7). Although the
introduction of the syllabus for the Third Year Senior Pupil-
Teachers' Course in 1912, represented a major shift in the
thinking about geography, the teaching of the course proved to
be problematic, as there were no teachers, adequately trained,
to teach the "new" geography. Despite the efforts of certain
institutions and individual teachers, geography, 3judged by
inspectors' reports, remained "descriptive" well into the second
decade. The first real change occurred during the latter half of
the second decade, when the University Council was convinced of
the value of and need for geographical knowledge, not only at

matric, but also university level.

Clark's "paradigm hunting", obscures the societal context within
which geography developed. What Clark identified as paradigm
shifts, indicated merely particular phases in the process of
colonising geographic thought in South Africa: descriptive
geography provided the necessafy facts to 1legitimate the

ideology of empire; physical geography was employed to lend some

216

http://etd.uwc.ac.za/



measure of scientific respectability to an "unwanted" subject;
geography as a science of relationships, especially the concern
with "climatic control" was fundamental in promoting in a subtle

way the ideology of white domination.

6.7 SUMMARY

Fundamental to the early history of geography in South Africa,
especially since the beginning of this century, are three
interrelated aspects: firstly, the endeavour to prove the
intellectual value of geography; secondly, the struggle to
secure a proper place for geography in the school curriculum;
and thirdly, the utilitarian wvalue geography had for the
hegemonic group. It has been indicated, as far as the third
aspect is concerned, that geography could positively contribute
to the ideology of empire, as well as the demands for a more

"scientific" education after the war.

This chapter has revealed that geography ought not be treated
as an abstract intellectual exercise, an autonomous body of
theoretical propositions to be categorised by paradigms, but
rather that it has definite conditions and consequences rooted
in the society of which it is a part, and to which it is in some
measure responsible. Geography in South Africa, was made to
comply with the needs of the hegemonic groups. When geography's
contribution in this regard had been proved, the University

Council was prepared to incorporate geography into the curricula
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for its higher examinations. The next chapter traces the
specific route, which geography has taken, after having been on
the periphery for a very 1long time, to becoming an

institutionalised academic discipline in South Africa.
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7. THE INSTITUTIONALISATION OF GEOGRAPHY AS AN ACADEMIC

DISCIP1INE

7.1 INTRODUCTION!

The history of geography thus far reveals a long period during
which geographical ideas and methods of teaching the subject
were merely "transplanted" from Britain and passively accepted
by the educational authorities in the Cape Colony and elsewhere.
It was only after the founding of the South African branch of the
Geographical Association in 1905, that geography enthusiasts
started to actively debate the role and value of geography within
the South African context and argue for the incorporation of
geography as a subject for the higher examinations of the
University of the Cape of Good Hope (UCGH). They were, however,
confronted with various problems: (1) On many occasions an
overcrowded curriculum was put forward as an objection towards
its inclusion for the higher examinations. (2) Geography was not
regarded as a "failing subject" and as such it came to be
neglected by teachers and despised by principals. (3) Due to the
vastness of the country it was not possible to bring specialist

geography teaching within the reach of all pupils with the result

lpue to inadequate archival sources many of the dates in
this and the next chapters, especially those regarding the
appointment of lecturers and the introduction of syllabi, are
based on entries in university calenders.
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that the rural areas suffered the most. (4) The education
authorities had to cope with negative attitudes from the side of
the Afrikaner. The Afrikaner regarded geography as a "English"

subject. Most of the books were also in English.

By the beginning of the second decade of this century, despite
various requests to have geography introduced as a subject for
the University's higher examinations, the Council of the
University was still not convinced of the academic merits of
geography. In South Africa, as in most other countries, and in
Britain in particular, geographical education had to fight
against prejudice. It was only towards the middle of the second
decade that people in South Africa started to see geography not
as a mere collection of unrelated facts, but as a systematic
science which focuses on cause and effect relationships. It is,
therefore, necessary to establish the conditions which finally
moved the Council of the University of the Cape of Good Hope to
introduce geography as a subject, not only for the certificate
and matric, but also for the degree examinations. The purpose of
this chapter is, therefore, to locate the origin of academic
geography and to trace its development until the establishment
of the first chairs in geography. In doing this one runs the risk
of chronologising the historical process (it applies also to
chapters 8 and 9). However, it is done, not out of any intrinsic
or vaguely "antiquarian" concern for the subject's past (see
Cloke et al, p. 4), but rather because these chapters provide
information necessary to understand the institutionalisation and

establishment of geography as an academic discipline in South
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Africa. This chapter, as well as those mentioned above, provide
factual proof of an academic geography which was literally

transplanted from Britain during the early years of this century.

7.2 ACADEMIC GEOGRAPHY: THE VICTORIA COLLEGE CONNECTION

The first concrete steps to have geography recognised as a
subject for the university's higher examinations were taken
during the early years of the second decade. On the 13th of May,
1912 the Senate dealt with a letter from the chairman of the
Students Representative Council at Victoria College requesting
it to introduce a course in physiography for theology (admission)
students. This request was a reaffirmation of the possible link
which the Afrikaner saw between theology and geography.2 The
- request brought with it an interesting new dimension for the
institutionalisation of geography. Apart from the ardguments which
existed at the time to have geography institutionalised there was
now also the need to formalise the 1link between theology and
physiography (geography) at tertiary 1level. The matter was
referred to the chairman of the Senate, Dr Cillie, who, at that
stage, did little about the whole issue. Nine months later, on
19th February 1913, the request was again considered by the
Senate and this time referred to the chairman's committee under
the chairmanship of Prof Morrison. One month later (17th of

March) the Senate was presented with an outline of a course in

2The extent to which this request was a manifestation of a
teleological world view needs to be further investigated
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physiography, as well as the names of the lecturers responsible

to teach it:

Physiography : Junior Admissions Students
1. Dr Shand : Meteorology, geography and geology
2. Prof Malherbe : Physics

3. Prof Van der Merwe : Chemistry
4. Prof Morrison : Astronomy

During the same Senate Meeting, Dr Shand, lecturer in the geology
department and who had been in the country since the 15th of
August 1911, moved that a course in geography rather be offered
instead of physiography, which was also in line with the nature
and content of the discipline in Britain. This was agreed to and
the syllabus, submitted by Dr Shand, was provisionally approved

(Victoria College, 1913a):

SYLLABUS OF A PROJECTED
PRELIMINARY COURSE IN GEOGRAPHY

(APPENDIX 4.3)

1. Theoretical Course:

Astronomical/ Mathematical Geography
The Earth as a Planet
Consequences of Planetary Relations
Determination of Position and Altitude

Geomorphology
Surface Features
The Cycle of Erosion
Earth Structure
Useful Rocks and Minerals
Strand Line Displacements
Landforms Developed by Folding, Elevation and
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Subsidence

Regional Geography
Description of Existing Continents

Meteorology and Climatology

"Relational" Geography
Climate and Topography in Relation to Plant and
Animal Life

Climate and Topography in Relation to Man and his
Activities

("Ethnography, Bio-geography, Political and

Commercial Geography, and the History of

Geographical Discovery remain for Later Treatment")
2. A Practical Course:

Surveying, map-drawing, section-drawing,

interpretation of maps, and meteorological
observations to run parallel with the above.

The dquestion regarding the implementation of the theoretical
course was referred to the chairman's committee who, in
consultation with Dr Shand, had to come up with ways and means
of how to do it. Issues surrounding the practical course were
referred to a special committee consisting of Dr Shand
(Convenor), Prof Blommaert and Prof Goddard. The 120 pounds
needed to buy the necessary equipment for the course in
geography, could, however, not be provided by the Education
Department. Instead, the Department suggested that funds be made
available by the departments of zoology, botany and geology
(from a 15 000 pounds grant by the Department of Education to

these departments).
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The course consisted mainly of physical geographical aspects.
The only reference to "man", was in its relationship to climate
and topography, more specifically, a concern with the
geographical factors which affect early civilisations and
migrations. This initiated an important new dimension to the
development of geography in South Africa, namely, a more overt

focus on Ratzel's conception of geography.

At a Senate Meeting on the 12th of May 1913 the chairman
reported, "That the Council had approved of the institution at
this College of a course in geography, the cost in connection
therewith to come out of the 15 000 pounds" (Victoria College,
1913b, p. 254). On the 28th of May a special committee for the
"Further Development of the Geography Course" (with Prof Shand
as convenor), made several very important recommendations: that,
(1) the institution of a course in geography involve the co-
operation of the departments of geology, zoology, and history,
(2) the course was to commence in the first term of 1914, (3)
that the provision made for the teaching of geography be
regarded as of a temporary nature only, and that as soon as a
proven demand existed for geographical instruction, that demand
be met by the appointment of an independent professor or

lecturer of geography.

Of particular importance was the total restructuring of the
geography course. The <course now consisted of physical
geography, bio-geography and anthropogeography, and political

and economic geography as well as the history of geographical
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discovery. The course was taught by academics from other
departments: Shand from geology, Goddard from =zoology, and
Blommaert from history. In the interim, geography had to be

taught as follows (APPENDIX 4.B):

1st and 2nd terms - Physical geography, meteorology,
climatology and cartography,
theoretical and practical course

¢ Prof shand (3 or 4 hours

weekly)
3rd term ~-Biogeography and
anthropogeography, with the

elements of ethnography

: Prof Goddard (3 hours weekly)

4th term - Political geography (a) in
general, (b) of South Africa in
detail Economic geography of

South Africa or other country. A
subject from the history of
geographical discovery (for 1914
the discovery of the sea route to
India).

: Prof Blommaert (3 hours
weekly)

Of particular importance in the further development of geography
as an academic discipline, was a report to Senate by the Special
Committee on Geography, tabled at a Senate meeting on the 9th of
June 1913 at which it was "further resolved to recommend that
the University authorities be approached with a view to
obtaining recognition for geography among the subjects for the
Intermediate and BA Examinations. The Committee suggests that
geography be added as an alternate science to section (d) of the

Intermediate Syllabus, with the proviso that geology and
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geography may not be taken together" (Victoria College, 1913c,

p. 227). This report was approved by Senate.

The Committee was further of the opinion that on account of its
close connection with history and economics on the one hand, and
geology and biology upon the other, place should be found for

geography in both Literature and the Science courses.

7.3 THE UNIVERSITY OF THE CAPE OF GOOD HOPE (UCGH) AND THE

INTRODUCTION OF GEOGRAPHY FOR ITS HIGHER EXAMINATIONS
7.3.1 Geography as a subject for the Junior certificate

By the time the Victoria College request reached the University,
the University itself had initiated a process whereby geography
would become a subject for its certificate and matriculation
examinations, paving the way for its introduction as a degree
subject. Until this time geography had been officially taught
during only the first two of the five years of the secondary
school course. Increasing pressure on the University to
introduce geography for its higher examinations, led it to
seriously consider the introduction of geography for its
certificate examinations. This was also in 1line with the
specialisation which was gradually becoming a feature of

education in South Africa.

At a council meeting on the 4th of November 1912, the following
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report by the School Examinations Committee was tabled:

"that in view of the desirability of furthering the
study of geography in the schools, the Council be
asked to appoint a committee to consider and report
upon the possibility of including it as a subject in
the Junior and Senior Certificate and Matriculation
Examinations" (UCGH, 1912, p. 142).

The Council responded positively and the request was referred to

the following special committee:

Rev Dr Jenkins (Chairman, School Examination
Committee)

Prof Notcutt

Mr Whitton

Mr H J Anderson

Mr Baxter

Mr Mason

Prof Shand

The name of Mr Anderson was later omitted and Baxter, Mason and
Shand indicated as assessors. The Special Committee submitted
a report on the 30th of June 1913, recommending the introduction
of geography as a subject for the certificate and the
matriculation examinations. Also included in the report were the

syllabi for the various examinations:

MATRICULATION AND CERTIFICATE EXAMINATIONS
(APPENDIX 4.C)
MATRICULATION AND SENIOR CERTIFICATE
1. POLITICAL AND PRACTICAL
1.1. The Geography of the British Empire, and of the rest
of the world in outline
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1.2. Practical
2. PHYSICAL
The earth and the solar system
The earth's surface
The atmosphere
The sea

The land
The work of water on land

JUNIOR CERTIFICATE

1. POLITICAL AND PRACTICAL
1.1. The geography of Africa south of the equator, and of
the rest of the world in outline.
1.2. Practical
2. PHYSICAL
The earth and the solar system in general
The earth's surface
The sea
The land
The work of water in its various forms

A striking characteristic of the above syllabi was the fact that
they were still cast in the mould of the "old" geography.
Teaching about the British Empire was also still regarded as

serving a very important need.

The Council resolved that, (1) authority be granted to circulate
the draft syllabus among teachers of the subject, with the view
to obtaining their suggestions, and (2) the report be referred
to the School Examinations Committee for consideration. On the
10th of November 1913, the School Examinations Committee
reported on the issues referred to it by the Council regarding
the recommendations of the Special Committee on geography. The

School Examinations Committee confirmed the recommendations of
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the Special Committee but suggested alternative ways to group the
various subjects (APPENDIX 4.D). The Examinations Committee was
more inclined to have geography classified as a science subject.
The report was not adopted by Council and again referred to the
Examinations Committee for their consideration of a proposal to

combine the subjects of history and geography.

Of particular importance in the above report was the inclusion
of the criticisms from "certain" teachers (APPENDIX 4.E). The
following teachers responded to the confidential document:

Mother General, Dominican Convent, New Castle

Head Master, Durban High School

Principal, Durban Ladies’ College

Principal, Maritzburg Girls’ Collegiate School

Head Master, Boys’ Government School, Dundee

Head Master, Senior Government School, New Castle

Principal, Training College, Robertson

J Hutcheon, South African College High School, Cape Town

H H Van Rooijen, Bloemfontein

Principal, Public School, Darling

J Lyle, Grey College School, Bloemfontein

Head Master, Boys’ Government School, Ladysmith
H D Sutherns

The response of the teachers was generally very favourable. Only
one teacher, the Head Master of the Durban High School, felt that
geography had no place in the mentioned examinations, except,
perhaps, in the Junior Certificate Examination. He felt that
"...already sufficient attention has been paid to the wishes of
individuals whose theories of education are unproved, and which

verge on the suggestions of cranks" (UCGH, 1913d, p. 255).

Two other teachers, the principals of the Durban’s Ladies’
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College, and the Maritzburg Girls' Collegiate School, could
agree with geography as a subject for the certificate
examinations, but could see no real need for geography in
matric. The principal of the Maritzburg Girls' Collegiate School
had, for example, problems with geography as an alternative to
history, as she considered history to be of much higher
educational value than geography, particularly to girls. Both

principals regarded the practicals as too difficult.

Five teachers gave their unconditional support to the
recommendations while five others who supported the
recommendations, felt that the syllabi could be improved in
certain respects. Suggestions included the following: to focus
more on natural regions, to focus on the effect of climate on
human activity and national character, to study, in addition to
the British Empire, also the other countries which colonised
South Africa, namely, the Netherlands, Belgium, Germany, and

France, and to focus more on local geography.

Hutcheon produced the most comprehensive response3. Although
very supportive of the University's recommendations, he regarded
the syllabi to be inadequate in the sense that they did not
reflect the spirit of the "New Geography" in South Africa. He
found it necessary to modify the syllabi in accordance with the
work he was doing in preparing students for the Scottish Higher

Leaving Certificate and university examinations. The following

33 Hutcheon started geography as a separate school subject
at the South African College School

230

http://etd.uwc.ac.za/



is a summary of Hutcheon’s re-arranged syllabi:

HUTCHEON’S SYLLABUS PROPOSAL
(APPENDIX 4.E)
JUNIOR CERTIFICATE
1. Theory
The geography of the world in outline and of Africa in
detail, with the emphasis on the physical, commercial,
and political.

The earth as a planet

Representation of the form and features of the world’s
surface

General knowledge of the great mountain systems, river
systems, and coastlines of the countries of the world

Factors affecting climate. The great climatic regions.
The belts of vegetation. The distribution of animals and
the races of man

Rise and development of the great industries of the world
with special reference to those of South Africa

Causes leading to the rise and importance of towns.
Commerce. Trade routes on land and sea

2. Practical

SENIOR CERTIFICATE
1. Theory
The geography of the world in general and of the British
Empire in detail with special emphasis on the physical,
commercial, and political
The earth as part of the solar system

Representation of the form and features of the world’s
surface

The factors affecting climate

General knowledge of the influence of climate and the
environment on plant and animal life, and on man

The conditions necessary for the successful cultivation
of certain plants and the rearing of certain animals
(with special reference to South Africa)
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The distribution of plants, animals, and races of
mankind. The natural regions of the world

The growth and development of the industries of the world

Man's reaction to his environment with special reference
to South Africa

The distribution of population. The rise and growth of
towns. Influence of geographical environment on the
development of states

Commerce. The markets of the world. Transport on land and
sea. Storage. Trade routes.

2. Practical

Although Hutcheon retained the main themes of the proposed
syllabus, his suggestion was clearly within the context of the

"new" British geography.

The progress made thus far, was seriously derailed by the
recommendations of the Examinations Committee's Report that
geography be included as a subject for Junior Certificate, but
not for the matriculation and senior certificate examinations
(UCGH, 1914b). These recommendations were adopted by Council
and the question of a syllabus was referred to the Committee of
Studies for admission to the School Examinations Committee. A
sub-committee of the Committee of Studies was appointed to
consider the draft syllabus in geography and the criticisms of

it. The committee consisted of the following persons:

Prof Notcutt
Canon Jenkins
Mr Whitton
Prof Shand
Mr Baxter

Mr Hutcheon
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The recommendations of the committee were confirmed at a Council
meeting on the 17th of April 1914, and it was resolved that
geography be included as a subject (Group III) for the Junior
Certificate examination in 1915 (UCGH, 1914b, p. 298). At the
same meeting the Examinations Committee tabled the Junior
Certificate syllabus (developed by the Committee of Studies,
Chairman, Prof Notcutt). The syllabus was adopted (APPENDIX
4.F). James Hutcheon was appointed the first examiner for the
Junior Certificate examination in geography with Prof Morrison
as moderator for the physical sciences (Physics, chemistry,
physical science and geography). The first Junior Certificate
Examination, with examination papers compiled in Cambridge
(APPENDIX 4.G ), drew only 27 candidates (APPENDIX 4.H). There
were no failures and the average mark was 54 percent (UCGH,

1916) .

7.3.2 Geography as a subject for the BA Pass Examination

In the meantime, the question of introducing geography as a
degree subject was referred to the Joint Literature and Science
Committee. On the 22nd of September 1913 (three months after the
Victoria College’s request), the Committee submitted their
report on the inclusion of geography as a subject for the
Intermediate and BA Examinations. It was recommended that, (1)
the subject of geography be included amongst the subjects for

the BA degree. A syllabus was devised, strikingly similar to

233

http://etd.uwc.ac.za/



the Shand syllabi at Victoria College (APPENDIX 4.I), (2) the
present Intermediate course in geology serve as an introduction
to the BA course in geography as well as to that in geology. The
syllabus was referred to the Examination Committee for their
consideration while the rest of the recommendations were adopted

by the Council (UCGH, 1913b).

Concerning geography as a subject for degree purposes, the
Examination Committee reported as follows on the 10th of November
1913: (1) that in the Pass Examination it be included among the
science subjects (2) that the committee be empowered to arrange
for the preparation of detailed recommendations and syllabi on
the foregoing basis (UCGH, 1913c). The recommendations were
adopted by Council and the preparation of the syllabi was

entrusted to the following sub-committee (UCGH, 1913):

Prof Beattie
Prof Morrison
Prof Goddard
Prof Shand

Prof E A Walters
Prof G Young

Mr J Hutcheon

At this meeting Prof Notcutt (Chairman, Committee of Studies)
also submitted a report regarding geography as a subject for
degree purposes. It was recommended that geography be a subject
for the BA Pass Examination in and after 1916 with the proviso
that no candidate shall be allowed to take geography unless he

has passed in geology at the Intermediate Examination at least
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one year before his BA Examination. Apart from a minor adjust-
ment, the recommendations as well as the syllabus were adopted

in full (APPENDIX 4.J)%:

FIRST SYLLABUS FOR THE BA PASS EXAMINATION OF THE
UNIVERSITY OF THE CAPE OF GOOD HOPE

First Paper
Astronomic basis of geography
Meteorology
Climatology
Physiography
Second Paper
Biogeography
Anthropogeography and Ethnology
Social and economic conditions and their dependence upon
the physiographic environment
Political and commercial geography of a selected area
History of geographical discovery in outline

Practical Examination

Geography was the twentieth discipline to be offered for the BA
pass examination in 1916, and geography candidates could present
themselves for three out of the four subject groups (APPENDIX
4.K). In 1919 UNISA was organised into various faculties which
resulted in geography being offered in both the arts and the
science faculties. In the arts faculty geography was one of
eleven major subjects in which three qualifying courses could be
taken (UNISA, 1919). Students who majored in geography had to do
at least one qualifying course in one of the following subjects:
history, mathematics, physics, botany, zoology. It is

interesting to note that students who majored in economics had

4The syllabus was in line with what was current practice in
Britain (See chapter 9)
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to do a qualifying course in either history or econonic
geography. In the science faculty, geography was one of nine
major subjects. Students who took geography as a major subject
in the science faculty had to do at least one qualifying course
in one of the following subjects: mathematics, physics, botany,

zoology (UNISA, 1919).

The Committee of Studies also recommended that geography be
introduced as an Honours subject in and after 1917. The
preparation of alternative Honours syllabi has been referred to

the following sub-committees (UCGH, 1914b):

Literature sub-committee Science Sub-committee

Prof E. A. Walker (convenor) Prof Shand (convenor)
Prof Fouche Prof Goddard
Mr Hutcheon Prof Young

However, both sub-committees could not see their way clear to
develop a Honours syllabus for geography (UCGH, 1914a). The
Literature sub-committee reported that it was of the opinion
that no such course should be attempted for the following
reasons: (1) To create an adequate Honours Course in this
discipline, it would be necessary to duplicate much éf the work
being done in the Honours History and Economic Courses. It
would be better for students to take one (or both) of these
courses as a continuation of the Pass Geography Course. (2) The
‘Pass Geography Course was itself in the experimental stage and
it seemed to them inadvisable to draw up an Honours scheme until

it had proved itself in practice. The Science sub-committee
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reported that it was also of the opinion that it was inadvisable
to attempt to draw up an Honours syllabus until some experience
had been gained in the working of the Pass syllabus. The
recommendation was finally confirmed by Council at a meeting

held in Bloemfontein on the 25th of June 1914.

The decision to commence with geography in 1916 was, apparently,
in anticipation of the students who registered for the first
course in geography at the Victoria College. As matric was still
regarded as a prerequisite for university study, geography was
still in a severeiy disadvantaged position. However, the
recognition of geography as a university subject, made the
struggle for its introduction as a subject for the Senior and

Matric Examinations so much easier.

7.3.3 Geography as a subject for the senior and matriculation

examinations

On the 23rd of April 1917, Mr Whitton, on behalf of the School
Examination Committee, submitted a report in which the Council
was urgently requested to introduce geography as a subject for
the Senior and Matriculation Examinations:
"The educational value and general usefulness of the
subject of Geography, as understood at the present
time, is so well known that the Committee does not
think it necessary to enlarge on these phases of the
question.
The Committee, however, wishes to draw the attention

of the University Council to the unsatisfactory
treatment of this very important subject in the
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regulations for the various examinations, and most
strongly desires to recommend that this be rectified
as early as possible by the inclusion of this subject
in the Matriculation and Senior Certificate Examin-
ations" (UCGH, 1917, p. 159).

The recommendation was referred to the Committee of Studies for

its consideration and to report on the best way of introducing

the subject into the scheme of the Senior Certificate and the

Matric Examinations.

At a special meeting of Council on the 15th of March, 1918 the

Committee of Studies (under the chairmanship of Prof Ritchie)

reported that it had considered the syllabus in geography for

matriculation referred to it by the council and recommended the

adoption of the syllabus:

SYLLABUS IN GEOGRAPHY FOR MATRICULATION EXAMINATION

THEORY

A.

B.

2.
3.

1.

2.

(APPENDIX 4.L)

The earth as a part of the solar system.

Distribution of land and water.

Climatology.

General knowledge of the distribution of vegetable and
animal life : natural regions.

The races of mankind and their chief characteristics;
distribution of population; human activities'and their
relation to geographical environment.

Commercial products and the conditions affecting their
production and distribution.

(Candidates will be expected to make a practical study
of their own districts in relation with the various
points dealt with above).

A general knowledge of the geography of the various

continents.
The geography of Africa south of the Zambesi in detail
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PRACTICAL

The syllabus reflects the teachers’ suggestions of 1913, and
particularly those made by Hutcheon. Of special significance is

the omission of courses on the British Empire.

7.4 THE STATUS OF GEOGRAPHY AT TERTIARY EDUCATIONAL
INSTITUTIONS BEFORE THE PROCLAMATION OF UNIVERSITIES IN
1916 (ACTS 12, 13 AND 14) AND THE IMPLEMENTATION OF THE

ACTS IN 1918.

Geography was offered at three tertiary educational institutions
before the implementation of the University Acts in 1918. The
introduction of geography at the Victoria College has been dealt
with in an earlier section. Scientific geography was offered at
this College as a course of instruction for the first time in
1914, despite the fact that it was at that time not yet
recognised by the University as a qualifying subject for
graduation. It was also offered as a subject for the Teachers’
First Class Certificate in 1914 and it was hoped that it would
also be of interest to others, "as constituting an essential part

of a good general education" (Victoria College, 1914).

There was no intermediate course in geography. The Calender of

1915 indicated that the intermediate course in geology was
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regarded as a suitable introduction to the study of geography.
Students who wished to take geography as a BA subject had to pass

the Intermediate examination in geology.

Instruction in geography was divided into two phases: (1) a
Junior Class for junior BA and Teacher Certificate students (see
APPENDIX 4.B), and (2) a Senior Class for senior BA students. The
syllabus for the Senior Class was as follows:
Astronomical Geography and Sur&eying (Theory and
Practice)

Prof Morrison

Political and Commercial Geography of a selected area
Prof Blommaert

Anthropogeography and Ethnology
Prof Goddard

Other branches as may be prescribed

A striking characteristic of this syllabus was the absence of
courses in geomorphology and climatology. Mr E T Stegman took
over from Prof Morrison in 1917 to teach the courses in astro-
nomical geography. The Year Book of 1917 also indicated the

prescribed literature:

Salisbury, Barrows and Tower: Elements of Geography
Bartholomew: Advanced Atlas for South African

Schools

The groundwork for geography at the Rhodes University College was
done long before it became an autonomous discipline at the
240

http://etd.uwc.ac.za/



College in 1937. In the Year Book of 1915, it was already
announced that geography would be a subject for the BA Pass
Examination in and after 1916. The announcement at this stage
was clearly in anticipation of the introduction of geography as
a subject for the BA Pass Examination by the University of the
Cape of Good Hope. Although geography appears in the Year Book
of 1916, no syllabus is included and no indication is given of
lecturers responsible for teaching the subject. In 1917,
geography could be taken in the departments of geology, physics
and history (Rhodes University, 1917). However, geography was
only mentioned in the geology syllabus. By the end of 1917 there
was still no indication of lecturers who would have the specific

task of teaching geography.

Because of the restricted scope of the South African School of
Mines and Technology, namely to teach only science, technology
and later commerce, the citizens of Johannesburg decided, at a
public meeting on March 1916, to take steps to persuade the
authorities to also provide courses in arts and medicine. The
Council of the School of Mines and Technology responded
positively and towards the end of 1916 the Council made several
appointments to develop and carry on the necessary courses.
Geography was one of the new courses introduced, and J Hutcheon,
then lecturer in the Department of Economics, was given the
responsibility for the geography course in 1917. Hutcheon was
ideally suited for this position due to his lively interest in

geography as a discipline.
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The introduction of geography at the South African School of
Mines and Technology coincided with a demand by the Institute
of Civil Engineers in London: "The Institute of Civil Engineers,
London, recognises the First Year Preliminary Engineering
Examination as equivalent to the Studentship Examination of the
Institute, provided that candidates attend courses and satisfy
the examiners in English, history and geography, French or
German, in addition to the ordinary first year science subjects"
(South African School of Mines, 1918). Civil Engineers,
therefore, needed a course in geography in order to further

their studies at British universities.

Although Hutcheon started the geography course in 1917 (WITS,

1920, pp. 14-15), no evidence of a syllabus could be found.

7.5 UNIVERSITY REFORM IN SOUTH AFRICA AND THE STATUS OF

GEOGRAPHY AS AN ACADEMIC DISCIPLINE

University education in South Africa originated in 1858 with the
establishment of the Board of Public Examiners. This developed
into the University of the Cape of Good Hope, incorporated in
1873, and was merely an examining body. Teaching above
matriculation level was, however, done at various colleges, some

of which developed into university colleges.
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7.5.1 The establishment of new universities and university

colleges

After Union in 1910, the establishment of a national university
became a hotly debated issue and the authorities were under
pressure to reform the tertiary educational system. This
resulted in three Acts being passed by the Union Parliament in
1916 which reconstructed the whole university system in South
Africa. Acts Nos. 13 and 14 of 1916, granted autonomous status
to the South African College (which became the University of
Cape Town) and Victoria College (which became the University of
Stellenbosch) - two of the eight colleges which had prepared

students for the University of the Cape of Good Hope.

Under Act No. 12 of 1916, the six remaining colleges were
incorporated into a federal examining university, entitled the

University of South Africa. These colleges were as follows:

- Grey University College, Bloemfontein

- Huguenot University College, Wellington

- Natal University College, Pietermaritzburg

- Rhodes University College, Grahamstown

- Transvaal University College; Pretoria

- South African School of Mines and Technology,

Johannesburg

The Potchefstroom University College was made a Constituent

College of the University of South Africa in 1921, while the
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Huguenot University College ceased to exist as a university

institution in 1950.

The development of universities in South Africa cannot be
divorced from the nature of the society in which they developed.
Language, religion and colour or race, played a very important
role in the kind of university which developed. Groenewald
(1984), in a detailed analysis of relevant literature,
identified two concepts which could be employed in an analysis
of the university system in South Africa, namely: universalism
and particularism. Universalism refers to, "... 'n primére fokus
op nie-spesifieke veranderlikes waarin die algemene aard en
dienskarakter van die universiteit in belang van die bevordering
van wetenskap en kuns beklemtoon word" (Groenewald, 1984, p.
100) . Particularism, on the other hand, refers to, "... 'n meer
spesifieke fokus wat die universiteit sou hé in belang van die
bevordering van die belange van besondere groepe of kategorié&e"
(Groenewald, 1984, p.100). Groenewald regards these concepts not
as mutually exclusive, but rather as representing the poles of
a continuum:

"Binne die Suid-Afrikaanse situasie, waarin skerp

verdelings van taal en kultuur aangetref word, blyk 'n

sodanige konseptuele skema 'n bruikbare instrument te

wees om die opkoms en ontwikkeling van

universiteitswese aan te dui. Sodoende sou aangedui

kan word in welke mate, en met welke kwalifikasie die

bevordering van wetenskap ten grondslag van hierdie

proses en die instelling en vestiging van bepaalde
universiteite gelé het" (Groenewald, 1984, p. 100).

Generally, wuniversities in South Africa tended to be more
particularistic to the extent that there was a clear
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distinction between English and Afrikaans medium universities.
Although the English medium universities (Universities of Cape
Town, Rhodes, Natal and Witwatersrand) could, in many ways be
regarded as having a more "open" attitude towards issues such
as language and race, they most definitely served the needs of
the English community to a far greater extent. The Afrikaans
medium universities (Stellenbosch, Pretoria, Orange Free State,
Potchefstroom) were clearly more "volksgebonde". Afrikaans, as
a medium of instruction was actively promoted while people of
colour were barred from enroling at any of the Afrikaans
universities. The Afrikaans medium universities were committed
to, "... die daarstelling van inrigtings wat in terme van Kkleur
eksklusivisties moes dien as heimat waarin die volle ontplooiing
van Afrikanernasionalisme, geskoei op die lees van christelik-
nasionale onderwys, tot verwerkliking sou kom" (Groenewald,

1984, p. 148).

Since their establishment, the Afrikaans medium universities
were actively engaged in ridding themselves of English
domination and influence. They were very successful in this
regard and according to Thompson, "The Afrikaans-medium
universities were the first in sub-Saharan Africa to be fully
decolonised. That was a notable achievement. For this purpose,
they emphasised particularism at the expense of universality..."

(in Groenewald, 1984, p. 148),

In contrast to the above mentioned universities, the University

of South Africa, being a federal examining body, was consciously
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striving for neutrality, at least as far as language and
religion were concerned. However, most of the lecturers employed
by the University during the early years were Afrikaans speaking
(Boucher, 1973). This state of affairs, according to Boucher
(1973) , could be explained by the greater degree of bilingualism
among the Afrikaners, the hostility towards the new method of
university teaching among English-speaking graduates, and the

generally larger number of Afrikaans-speaking candidates.

7.5.2 The first chairs in geography

Chairs in geography were not created immediately after the
discipline's institutionalisation. The first chair in geography
was instituted at the University of Stellenbosch in 1920,
followed by a chair at the University of the Witwatersrand five
years later, in 1926. The chairs were, in both instances,
occupied by professional geographers from overseas. They were
appointed at univérsities wﬁere the groundwork for academic

geography had already been done.

7.5.2.1 The University of Stellenbosch: Prof P Serton

Shand's idea that a professor or lecturer be appointed once
geography could prove itself to be a viable academic discipline,
was echoed by the Council of the newly established University of

Stellenbosch in 1918. Geography was one of the first chairs
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requested by the University Council, and its establishment in

1920 was widely acclaimed (Thom et al, 1966; US, 1920).

P Serton, a graduate from the University of Utrecht in the
Netherlands, was appointed as professor of geography in July
1920. His appointment as professor came only six months after he
graduated with a doctorate from the above mentioned university.
Having been one of only two students who graduated with a
doctorate from a Dutch university at the time, made him the most
suitable candidate for the professorship in geography at an

Afrikaans oriented university in South Africa.

Serton arrived in South Africa a relatively young and inexperi-
enced academic. He found himself, however, in a situation where
he had to establish a new geography department at a university
committed to the cause of the Afrikaner. It therefore fell to him
to lay the foundation for an Afrikaner oriented geography in a

country where an anglicised geographic tradition prevailed.

7.5.2.2 The University of the Witwatersrand: Prof J H

Wellington

The geography which Hutcheon (1888 - 1921) introduced at the
School of Mines and Technology was primarily concerned with
economic and commercial geography, and was mainly intended to

serve the needs of other departments. After Hutcheon’s death, J
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H Wellington (1892 - 1981), a graduate from the Universities of
London and Cambridge, was appointed to the post of senior
lecturer in the department of geography in 1921, at the then

University College of Johannesburg.

Wellington came to South Africa shortly after having been
awarded the first class pass in Parts I and II of the Cambridge
Geographical Tripos. His research interest was in the field of
physical geography, particularly geomorphology. Wellington
studied under Philip Lake and is also described as one of his

disciples (Baker, 1984).

Geography at the University of the Witwatersrand was, therefore,
set to change significantly. Wellington is regarded as one of
the scholars, together with J A Steers and G Manley, who
contributed largely to the improvement in the image and quality
of geography at the University of Cambridge (Stoddart, 1986).
This ought to be understood against the background of the fact
that geography at Cambridge was never regarded as being on par
with Oxford geography. The fact that Wellington was highly‘
regarded as a student of geography is born out by the fact that
he was elected a fellow of the Royal Geography Society on 21
February 1921. In a country where geography was dominated by the
Oxford tradition, Wellington's appointment added an interesting
new dimension to the further development of geography in South
Africa. Five years after his appointment as senior lecturer, he
was promoted to the first chair in geography at the University

of the Witwatersrand in 192e6.
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It is clear from the discussion thusfar that the establishment
of geography as an academic discipline was far more complex than
Fuggle (1971) has made it out to be. Fuggle maintains that three
events in 1917 mark the establishment of geography as an
academic discipline in South Africa: (1) the recognition of
geography as a subject for the BA examination, (2) the
establishment of the South African Geographical Journal, and (3)
the foundation of the South African Geographical Society. This
does, however, not reflect the true nature of the
institutionalisation process. It is not only wrong on facts, but
it is also clearly biased in favour of The University of the
Witwatersrand. The idea is created that academic geography in
South Africa originated at The University of the Witwatersrand
with the appointment of Hutcheon. The important role of Shand at

the Victoria College is nowhere considered.

7.6 SUMMARY

The institutionalisation of geography as an academic discipline
was the culmination of a 1long process in which a few
individuals, with the support of the Cape Education Department
and the S.A.T.A., took it upon themselves to prove the value of
and the need for geographical education in South Africa. With
the University Council still not prepared to introduce geography
as a subject for its higher examinations, the Senate of the

Victoria College introduced it as a course of instruction in
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1914. A request by the Senate of the Victoria College, to have
geography recognised as a subject for the BA degree was
seriously considered by the University Council. The urgency
accorded to the matter is reflected in the fact that geography
was officially recognised as a subject for the BA Pass
Examination, even before it was introduced as a subject for the

matriculation examination.

While Hutcheon remained one of the main protagonists of the
"new" geography in South Africa, Shand, at the Victoria College,
emerged as a key figure in developing geography on academic
lines. The syllabus he introduced at the Victoria College
provided the framework for the syllabus later adopted by the

University Council.

Academic geography originated in South Africa, very well
embedded in the geographic determinist mould of the British
tradition. Physical geography (geomorphology),
anthropogeography, biogeography and commercial/ economic
geography, became the foci of the syllabuses that were

developed.

The establishment of geography departments and the appointment
of Serton at The University of Stellenbosch as the first
professor of geography in South Africa, and Wellington at The
University of the Witwatersrand during the early twenties,
finally gave geography the academic status fought for over many

years.
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The autonomy and identity of an academic discipline is, however,
not guaranteed by the mere fact that it is officially recognised
as such. Maintaining the status of an academic discipline
depends very much on organisational efficiency, in the form of
societies, publication channels, and its general development
within the particular community of scholars. The next chapter
addresses these issues and concerns itself with the
establishment of geography departments, the staffing of
departments, the content of academic geography, societal

organisation and the establishment of publication channels.
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8. THE ESTABLISHMENT OF GEOGRAPHY DEPARTMENTS AND THE
EMERGENCE OF A COMMUNITY OF SOUTH AFRICAN

GEOGRAPHERS

8.1 INTRODUCTION

Geography was finally recognised as a University discipline, more
than 75 years after it had been officially introduced as a school
subject in 1839, and 43 years after the establishment of the
University of the Cape of Good Hope. The previous chapters have
shown that the institutionalisation of geography must be seen in
its societal context. The need for geography, first as a school
subject and later as an university discipline, was clearly
related to the contribution it could make to the needs of
society. It was at first seen as a subject which could be used
to further the aims of British hegemonic control. As science
education became more important in an evolving South African
society, geography gradually justified its demand for university
status in the light of the "scientific" explanations it could
offer regarding man-environment relationships. Environmental
determinism provided a convenient analytical framework for
understanding social reality in South Africa. What is important
now, is the process by which geography established itself as an
academic discipline at South African universities. The analysis,
however, will be limited to the universities which originated as

autonomous universities or constituent colleges of the UNISA
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after the proclamation of universities in 1916. Geography had
eventually been introduced at all the institutions which had been
proclaimed universities or university colleges in 1916, except
at the Huguenot University College. Students, in both the arts
and science faculties at this institution could present
themselves for examinations in geography since 1923. However, it
was not a field of study in which instruction had been given.

Students had to enrol for geography at UNISA.

The history of geography, according to Grand (1981), ought to
be an analysis, over time, of the relationship between
geographers, geographical research, and the content of geography
(see Chapter 3). Thus far, an account has been given of the
process which led to the recognition of geography, by the
university authorities, as an academic discipline. However,
although geography was officially recognised as an
institutionalised discipline in 1916, it only gradually
established itself as an independent field of study. An
understanding of the nature of the discipline, which had been
introduced into our university system, therefore, necessitates
a knowledge of the geographers who were involved, as well as the
teaching content of the discipline. As may be the case in other
disciplines, research did not play a determining role in either
the institutionalisation of geography or its establishment at the
various universities in South Africa. The institutionalisation
of geography was not a reward for scientific performance. Its
institutionalisation was an act "from above", motivated by

expectations related to geography's potential educational value

253

http://etd.uwc.ac.za/



at school and for the public in general.

This chapter deals with developments within the community of
geographers. Geographers are regarded as a sub-community within
the community of scientists, which is itself a subset of a wider
society (Grand, 1981). The community of geograbhers is an
"institutionalising social group", a context within which
individual geographers are socialised and which defines the
internal goals of their discipline in the external structures

within which they operate (Johnston, 1987).

The establishment of geography as an academic discipline at South
African universities is complicated by four inter-related
factors: (1) geography did not originate at all universities and
university colleges at the same time, (2) geography originated
at some universities and university colleges as a discipline
taught in conjunction with other disciplines, (3) geography was
initially taught, in many instances, by academics who received
their professional training within the confines of related
disciplines, and (4) most geographers who were initially
appointed to positions in geography, received their education in
Western Europe. This section is, therefore, an endeavour to
identify the main events which, and people who, gave rise to an

identifiable community of geographers in South Africa.

254

http://etd.uwc.ac.za/



8.2 THE ORIGIN OF GEOGRAPHY DEPARTMENTS

8.2.1 The earliest beginnings

Geography was officially instituted as a field of instruction
at university level by the University of the Cape of Good Hope
in 1916. The Victoria College was the only institution of higher
learning which recognised geography as a course for instruction
before this time (Table 3). It was introduced at the School of
Mines and Technology one year after its introduction at the
University of the Cape of Good Hope. Geography at the other
institutions appeared only after the 1916 University Acts had
been implemented in 1918. The University of Cape Town was the
last of the universities under discussion at which geography was

introduced as an academic discipline.

TABLE 3: THE DATE OF ORIGIN OF GEOGRAPHY AS A FIELD OF
INSTRUCTION AT TERTIARY EDUCATIONAL

INSTITUTIONS
INSTITUTION YEAR
Victoria College 1914
University of the Cape
of Good Hope 1916
S.A. School of Mines and
Technology (SA S M T) 1917
Rhodes University College 1919
Transvaal University College 1920
Natal University College 1921
Grey University College 1921
Potchefstroom University College
For Christian Higher Education 1927
University of Cape Town 1936
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8.2.2 Geography and related disciplines

It will be safe to argue that geography as an academic discipline
originated in South Africa with a very strong inclination towards
the natural sciences. Although there were initially closer links
between economics and geography at the Universities of the
Witwatersrand and Pretoria, physical geographers were later
appointed to teach the discipline at these institutions. The
first syllabus in academic geography in South Africa was drafted
by a geologist at the Victoria College and was later exclusively
taught by natural scientists. There was also a close link between
geology and geography at various other institutions. Geography
was combined with geology in single departments at the
Universities of Rhodes, Natal, Orange Free State and
Potchefstroom (Table 4). In all these instances the departments

were chaired by geologists.

TABLE 4: GEOGRAPHY IN COMBINATION WITH GEOLOGY

UNIVERSITY YEAR HEAD COMBINATION
Uus - -
Rhodes 1936- Schwarz, EH L Geology/Geography
Wits - -
Natal 1921- Sayce, R U/

Jehu, R M Geology/Geography
UOFS 1930~ Von Bonde, W Geology/Geography
UpP - -
PU 1935~ V D Merwe J S Geology/Geography
UCT - -
Unisa - -

US=University of Stellenbosch; Wits=University of the
Witwatersrand; UOFS=University of the Orange Free State;

UP= University of Pretoria; PU=Potchefstroom University;
UCT=University of Cape Town; Unisa= University of South Africa
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8.3 THE TEACHING OF GEOGRAPHY PRIOR TO THE ESTABLISHMENT OF

INDEPENDENT GEOGRAPHY DEPARTMENTS

8.3.1 The University of Stellenbosch

The pre-1918 development of geography at the University of
Stellenbosch, has already been dealt with in the previous
chapter. During the period 1918, the time Victoria College was
granted university status, until the appointment of Serton in
1920, geography syllabi had been omitted from the University
Calendar. It has been indicated, however, that the various
courses in geography were taught within the departments of

several related disciplines.

8.3.2 The University of South Africa

Until its reconstitution in 1952, the University of South Africa
(UNISA) functioned as the examining body for the various
university colleges in SA. Until this time study committees were
instituted to handle the concerns of the individual disciplines.
Most of the academics on the Committee of Study in Geography,
were also actively involved in the teaching of the discipline
(Table 4). As an examining body, UNISA was responsible for
setting the standard for geography teaching at the various
university,colleges. The first committee of study in geography

was appointed in 1921 (UNISA, 1921) with J Hutcheon as its first

257

http://etd.uwc.ac.za/



chairperson. The first Afrikaans speaking member of the committee
of study, appointed to the position of chairperson, was J S van
der Merwe of the Potchefstroom University College for Cristian
Higher Education, in 1949. It is interesting to note that three
of the four appointments to the committee since the appointment

of Van der Merwe, were Afrikaners.

TABLE 5: ACADEMICS ON THE COMMITTEE OF STUDY IN
GEOGRAPHY UNTIL THE RECONSTITUTION OF UNISA IN
1952
NAME CH/MAN |PERIOD YEARS| HEAD |LECTURER
Gamble, EG 1921-22 2 Uup
Hutcheon, J 1921 1921-22 2 Wits
Sayce, RU 1923/24(1921-29 9 Natal;UP
Schwarz, EHL 1921-28 8 Rhodes
Morgan, CD 1922-23/24( 2 - -
Von Bonde, W 1923/24-51| 29 UOFS -
Plummer, FE 1923/24-31 ° UPp
Du Plessis, DJ 1928-29 2 - -
Jehu, RM 1932 1929-49 21 Natal -
Mountain, ED 1930-41 12 Rhodes
V d Merwe, JB (1949 1935-51 17 PU
Grobbelaar, ASJ 1939-51 13 - -
Rennie, JV 1940-51 12 Rhodes
Maritz, S 1941-48 8 - -
Smit, CB 1947-51 5 - -

For two years prior to the establishment of the Committee of
Study in Geography, the interests of the discipline were seen
to by internal examiners (Table 6). E H L Schwarz was responsible
for geography at Rhodes and Hutcheon at the South African School
of Mines and Technology. A particularly important development for
geography was the unanimous recommendation by the Committee of

Studies in 1919 that geography as a major science subject be
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made a three year course instead of one covering two years,

TABLE 6: INTERNAL EXAMINERS : 1919 - 1922%

Univ.Col. 1919 1920 1921 1922
Rhodes Schwarz Ford/Sellon Schwarz Schwarz
SASMT Hutcheon Hutcheon - -

Tvl - Vaughan,A.W Gamble, E Morgan, L
Natal - - Sayce Sayce
Grey - - - von Bonde
Potch - - - -

* Minutes of Council Meetings: July 1919, 1920, 1921, 1922

preceded by a one year's course in geology (UCGH, 1919). It was
also recommended that Prof A Young be appointed external
examiner for science students in geography. Geography as a
fully-fledged science subject should, however, also be seen in
relation to a new system of faculties introduced at Unisa in
1919. Since 1919 therefore, geography was offered in both the

arts and science faculties.

8.3.3 Rhodes University

The establishment of geography as a course of instruction at
Rhodes University was greatly encouraged by the Cape Education
Department, as it realised the need for the training of teachers
in the discipline (Allanson, 1989). Although the University
Calender of 1916 stated that the geography curricula at UNISA
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would be followed, no mention was made of any particular person
to teach the discipline. The earliest indication of geography
being taught at Rhodes University College, was 1919. Schwarz was
then appointed as internal examiner for geography (Table 5).
However, in 1922 Schwarz (professor in Geology since 1905) was
given the additional responsibility of co-ordinating the
teaching of geography. Schwarz, described as a "real geologist"
had no academic degree, but gained great distinction as a
student of the Royal College of Science (Currey, 1970). He was
particularly well known for his "Thirst Land Redemption" scheme.
By 1922 a geography curriculum was also included in the
University Calender for the first time. Three years later new
geography courses for the Higher Diploma and for the B.Com. and
B. Econ. degrees were implemented. After the death of Schwarz
in 1928 the teaching of geography continued (Fox and Mc I
Daniel, 1989). No information could, however, be found on who
the lecturers responsible for the teaching of geography were.
The status of geography became more formalised in 1936 when the
Department of Geology and Geography was established with Profs

E D Mountain and J V L. Rennie as the first lecturers.

Rennie came to play a very important role in the eventual
establishment of a geography department. Being a trained
geologist, with a Ph.D. from Cambridge, Rennie was released from
his duties in the geology department, enabling him to spend one
year at the University of London. He used this opportunity to
complete, in one year, a normal two-year course for the academic

diploma in Geography (Allanson, 1989). During the first half of
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1936, geography was taught by E D Mountain. On his return from
London, Rennie assumed responsibility for the teaching of
geography during the second semester (Fox and Mc I Daniel,

1989) .

8.3.4 The University of the Witwatersrand

The geography which Hutcheon (1888 - 1921) introduced at the
University of the Witwatersrand in 1917, was primarily concerned
with economic and commercial geography, and mainly served the
needs of other departments (see Chapter 7). Geography was taught
within the Department of Economics, to which Hutcheon was

appointed as lecturer, mainly to teach to technology students.

8.3.5 The University of Natal

A Department of Geology and Geography was officially established
in 1921. While a geology curriculum existed, no reference was
made to any geography courses. R U Sayce was the first to be
appointed in the Department of Geology and Geography. He came
to the College as lecturer in geography and geology from the
University College of Wales, Aberystwyth, in January 1921
(Brookes, 1966). This, according to Brookes (1966) had
apparently set the tradition that the professor of geography had
to be a Welshman, as his successors, R M Jehu (who held the

chair until 1962) and Owen Williams, were both Welshmen. Sayce
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was succeeded by Jehu in 1929. Since 1932 geography was offered
in three faculties, i.e. in the Faculties of Arts, and Science
in Pietermaritzburg, and in the faculty of Commerce in Durban,
taught by E S Metcalf. L C King joined Jehu in 1935 and also
lectured in both geology and geography. Since 1939 geography
was also taught to "non-European" students at Sastri College by

N Hobson.

8.3.6 The University of the Orange Free State

A first year geography course, especially for students doing
teacher courses, was introduced at the Grey University College
in 1921. This followed on a proposal by Dr D F Malherbe, which
was adopted by Senate the previous year (UOFS, 1920), that A
Francken be asked to teach a one year course in geography. In
1922 W von Bonde, a geologist, was appointed as lecturer in
geography. His name was then also added to the list of Heads of
Department for 1922 (UOFS, 1922). N Mudd, an applied
mathematician, joined the staff in 1923 but left a year later.

Von Bonde was then the only lecturer responsible for geography.

A department of Geology and Geography was established in 1930.
The 1930 University Calender mentions the teaching of geography
at second and third year 1levels although the curriculum for
these courses was available only on application. Since 1931 a
separate course in Economic Geography was offered for B.A.

students and was extended to include B.Com students the
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following year.

While a sub-committee of senate recognised the important place
of geography in the schools, it decided, in 1933, not to go
ahead with the implementation of Geography II & III (UOFS,
1933), mainly due to a lack of staff. This decision was later
reversed and the first second year course introduced in 1936.
This, apparently, necessitated the appointment of Maartins (a
geologist) and F Fourie (from the department of "Bedryfsleer")
in 1938, in order to assist in the teaching of geography. By

1939 geography was also taught at the third year level.

In 1945 all the disciplines at the university were organised
into faculties. The Department of Geography and Geology was
located in the Faculty of Science while a course in Economic
Geography was offered in the Faculty of Law, Commerce and
Administration. By this time the lecturers, apart from Prof von
Bonde, included B M Le Page (Miss) and B M von Bonde (Miss). A
A Schmidt the first professional geographer to be appointed to
a lectureship in the department in 1947, was a graduate from the
University of Stellenbosch. He was mainly responsible for the
teaching of Economic Geography. By 1952 Schmidt was the only
lecturer 1left to teach geography. Geology and Geography
separated in 1953 with Schmidt as the acting head of the new

Department of Geography.
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8.3.7 The University of Pretoria

Geography was introduced as a course of study at the University
of Pretoria in 1921. However, a course in economic geography
was already taught in the Faculty of Commerce and Public
Administration in 1920, by A W Vaughan (Miss) (Hattingh and
Horn, 1989). A first year course in geography was introduced in
1921 as part of a three year major for both the B.A. and B.Sc.
degrees and was taught by R E Gamble. 5ayce succeeded Gamble in

1922 as the first senior lecturer in geography.

8.3.8 Potchefstroom University for Christian Higher Education

There are indications that geography courses were periodically
taught at the Potchefstroom University College since 1926. It
was, however, officially introduced only in 1935 (Du Plessis,
1975), one year after the establishment of the Potchefstroom

University College for Higher Education.

While the Minutes of Senate reveal that the introduction of
geography as a course of instruction was discussed since 1924,
it was only in 1926 that the College authorities responded
positively to a request by students to h1ave a course in economic
geography introduced in their curriculum. J V Coetzee, a teacher
at the Hoér Gimnasium, had the responsibility for the course,
which lasted only for one month, as it was felt that students

doing such a course, needed at least a first yYear course in
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geography. The authorities were quite eager to appoint someone
to teach geography at first year level. What they had in mind,
however, was to appoint a lecturer in economics with a knowledge
of geography. They were not successful in this regard and
conseqﬁently appointed Dr D J du Plessis, lecturer in the
Department of Physics, to teach geography. He was temporarily
assisted by Coetzee. A first year course was thus officially

introduced in 1927.

The establishment of a Department of Geography was seriously
considered in 1931 (Du Plessis, 1975). Although the need for
such a department was clearly realised, the idea could not be
implemented. The Minister of Education was again approached in
1933, this time for the establishment of a Department of Geology

and Geography, as there was a great demand for these subjects.

In 1934, J S Van der Merwe, with science degrees from UOFS and
Unisa, was appointed as the first temporary full-time lecturer
in Geology and Geography. Due to the greater number of students
who enrolled for geography in 1935, the temporary lectureship
was upgraded to a full-time senior lectureship in geography in
1936. The establishment of a Department of Geography and
Geology was, therefore, accomplished and Van der Merwe appointed
as senior lecturer and head of the department. It is interesting
to note that Van der Merwe was appointed to the Committee of
Studies in Geography in 1935. Geography II & III were also added
in 1936. Due to an increase in geography students and a greater

demand for geology it was decided to promote G Yssel, who worked
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as an assistant in the department since 1937, to a lectureship
in 1940. During the same year Van der Merwe was promoted to the
position of professor (The South African Geographer, 1988/
1989). Further appointments ih 1940 were P B Ackerman as
assistant, while J P Duvenhage assisted on a temporary basis.
When Yssel resigned during the second half of 1940, Ackerman was
promoted to the lectureship with specific responsibilities in
geology. Duvenhage replaced Ackerman as assistant in geography.

He was promoted to the position of lecturer in 1945.

By 1946, the staffihg situation and student enrolment were such
that geology and geography could be separated. Van der Merwe

remained head of geography while Ackerman became head of

geology.

8.4 THE EMERGENCE OF A COMMUNITY OF ACADEMIC GEOGRAPHERS

The first autonomous geography department was established at the
University College, Johannesburg, in 1919, three years after it
had been officially recognised as an university discipline by
the University of the Cape of Good Hope. It was only appropriate
that Hutcheon, 1longtime advocate for the proper place of
geography in the educational system of South Africa, be
appointed to this position (Table 7). This was followed by the
establishment of a department at the first autonomous university
in South Africa, namely, the University of Stellenbosch. The

first professor of geography in South Africa was also appointed
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at this university. The departments at the above institutions
were for many years the only autonomous geography departments in

the country.

TABLE 7: FIRST HEADS OF INDEPENDENT GEOGRAPHY

DEPARTMENTS
UNIVERSITY HEAD YEAR OF APPOINTMENT
Us Serton, P 1920
Rhodes Rennie, J V L 1945
Wits Hutcheon, J 1919
Natal Jehu, R M 1942
UOFS Schmidt, A A 1953
up Plummer, F E 1930
PU V d Merwe, J S 1941
UcCT Talbot, W J 1936
Unisa Smit, C B 1952

The origin and academic background of the first professors in

geography reveal a very interesting pattern (Table 8). At

TABLE 8: THE ORIGIN (PER COUNTRY)/ACADEMIC BACKGROUND OF
THE FIRST PROFESSORS IN GEOGRAPHY

FOREIGN GEOGR. NON-GEOGR. S.A. ED.
Us *
Rhodes *
Wits *
Natal * .
UOFS *
UP *
PU *
UcCT *
Unisa *

most of the wuniversities these positions were occupied by

foreign geographers. At only two departments were South African
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geographers the first professors. They were, however, appointed
to these positions several years after geography had been
established as an autonomous discipline at these universities.
At two universities the first professors of geography had not

received any formal professional training in geography.

The nature of geography was, therefore, mainly determined by
academics who received their professional training either abroad
or in related disciplines. Since the 1950s the situation changed
somewhat, in the sense that the successors to the first
professors received their training as geographers, either
partially or fully inside South Africa (Table 9). Those who

graduated from universities abroad, came mainly from British

TABLE 9: FIRST SOUTH AFRICAN EDUCATED GEOGRAPHERS AS
HEADS OF DEPARTMENT

UNIVERSITY [HEAD , PERIOD UNIV. GRAD.

us Nel, A 1960--72 Stellenbosch
Rhodes Forbes, V S 1967~71 Cantab.; Rhodes
Wits Jackson, S P 195868 Rand; London
Natal Williams, O 1963-82 Wales; Natal
UOFS Schmidt, A A 195367 Stellenbosch
UP Scheepers, G H| 1950-75 S.A.;Pret. ;Han.
PU Van Brakel 1974- S.A.

UCT Davies, R J 1975- Rhodes; London
Unisa Smit, C B 1952-61 U.P.

universities. Of those who studied abroad, only one, G H
Scheepers (an Afrikaner), completed a higher degree on the

continent, namely at the University of Hamburg, West Germany.

Geography was for many years dominated by scholars who were
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either specialists in a related natural science or in physical
geography. The situation changed dramatically since the 1950s
(Table 9). With the emergence of a second generation of

professors in geography, human geography became the new focus.

TABLE 10 : FIRST SOUTH AFRICAN EDUCATED GEOGRAPHERS AS

PROFESSORS
UNIVERSITY |YEAR OF APP. PROFESSOR PHYS. /HUM
PU 1941 Van Der Merwe, JS Phys.
UP 1950 Scheepers, G H Phys.
Wits 1958 Jackson, S P Phys.
us 1960 Nel, A Human
UOFS 1962 Schmidt, A A Human
Unisa 1962 Moolman, J Human
Natal 1963 Williams, O Human
Rhodes 1967 Forbes, V S Phys.
UCT 1975 Davies, R J Human

By 1962 three of the departments at Afrikaans-speaking
universities were chaired by human geographers, all products of
the geography department at the University of Stellenbosch. It
is perhaps interesting to note that the physical geographers who
chaired the departments at the University of Pretoria and
Potchefstroom University, were later also succeeded by human
geographers. A similar change also occurred at the English-
speaking University of Natal. By the mid 1970s geography

departments were predominantly chaired by human geographers.

What follows is a more detailed analysis of changes which
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occurred within departments at the various universities, since

autonomy was granted.

8.4.1 The University of the Witwatersrand

In view of his academic background, Wellington concerned
himself, right from the beginning, with a systematic study of
mainly the physical geography of southern Africa. Through
various regional studies, Wellington established an
international reputation as an authority on southern Africa -
(Jackson, 1990). Wellington made his mark as an international
academic when he was invited, together with several other
distinguished South Africans, to attend the centenary meeting
of the British Association in London, in 1931!. At this meeting,

Wellington read a paper on "Land Utilisation in South Africa".

The paper was later published in the Geographical Review. He
became known to American geographers and was later invited by
Isaiha Bowman, then president of the American Geographical
Society, to write a chapter on, "Possibilities of Settlement in
Africa" for the Society's report on "Limits of Land Settlement",

submitted to the Tenth 1International Studies Conference, in

Paris, 1937.

In a country where geography was dominated by the Oxford

tradition, Wellington's appointment added an interesting new

! General smuts was president of the British Association

at this time.
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dimension to the further development of geography in South
Africa. Five years after his appointment as senior lecturer, he
was promoted to the first chair in geography at the University
of the Witwatersrand, and was initially assisted by P L Bell-

John (Miss).

Although Wellington was seemingly an excellent teacher of
undergraduate students and especially a keen researcher, he did
not, prior to WW II, produce many post graduate students
(Murray, 1982). In fact, under Wellington's direction, the
department did not really develop into a very large one
(Jackson, 1990). One of his first post graduate students,
Stanley Jackson, was appointed as lecturer in 1931, the first
appointment of a South African educated English-speaking
geographer to an academic post. Wellington retired in Aapril
1957. The high regard for Wellington's contribution to the
geography of the sub-continent, is underlined by the fact that
the University of Cambridge conferred on him the DSc after his

retirement.

Jackson was promoted to professor and head of the Department of
Geography in 1958, after more than thirty years of geography
under Wellington. He was a physical geographer with degrees
from Wits and the University of London. When Jackson took over
as head of the department, he was not very happy with the way in
which the department was developing. He was particularly
concerned about the descriptive nature of geography and the lack

of explanation and specialisation (Jackson, 1990). He started to
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focus on climatology and regarded himself as the person who
introduced the quantitative revolution in South Africa (Jackson,

1990) .

Jackson joined the Department of Geography during the same year
as he received his B.A.-Hons degree, after having held teaching
posts with the Transvaal Education Department. After having
completed a MA degree (Geography) at Wits in 1937, he enrolled
at the Imperial College in London in 1938. He obtained the
Diploma (DIC) in Advanced Meteorology. During the following year
he joined the Royal Navy as a meteorologist and served in South
East Asia as Lieutenant Commander. After the Second World War he
obtained his Ph.D. at the University of London. He was then
senior lecturer in the Department of Geography at Wits. When
Jackson was promoted to professor in 1958, he was the only
lecturer in the department. This is an indication of
Wellington's commitment to his personal research instead of
developing his department. It contrasts strongly with the
development of geography at the University of Stellenbosch, for
example, where, on the retirement of Serton, there was a strong

indigenous component of academic geographers in place.

Since physical geography was the main focus of the department
since the appointment of Wellington human geography was never
seriously considered as a sub-discipline. The first movement in
this direction came with the appointment of Fair as Reader in
regional geography in 1965. T J D Fair left the department after

a period of two years and was succeeded by P D Tyson (1967), a
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physical geographer. The Department was then also joined by G

Hart, a human geographer.

8.4.2 The University of Stellenbosch

Shand's idea that a professor or lecturer be appointed once
geography could prove itself to be a viable academic discipline,
was echoed by the Council of the newly established University of
Stellenbosch in 1918. Geography was one of the first chairs
requested by the University Council and its establishment in

1920 was widely acclaimed.

Serton was appointed at a time when physical and deterministic
geography had established itself as the foundation of geographic
discourse inside South Africa. Having been largely influenced by
the environmental determinist paradigm of early twentieth
century English geography, geography in South Africa was merely
a replica of the English tradition. Serton was, however, trained
as a human geographer within the context of the then newly
established Utrecht School of Social Geography in The
Netherlands. The question which arises is: How did Serton
reconcile his training as a human geographer at the University
of Utrecht with geography in South Africa, dominated by an
English tradition. In order to answer this question one has to
have an understanding of the nature of Dutch geography during
the early years of the twentieth century and thus the academic

milieu within which Serton received his academic training as a
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geographer.

At the time of Serton's appointment academic geography in The
Netherlands was clearly in a state of flux. There was no
consensus concerning the nature of geography (Heslinga, 1983).
Not only did’the dualism of physical and human geography became
entrenched in the very nature of Dutch geography, but there were
also various opinions concerning the nature of human geography.
In Amsterdam, Steinmetz developed his own particular notion of
geography, namely sociogeography with a strong sociological and
socio-cultural focus. In Utrecht, Niermeyer was' preparing the
ground for a geography which was to reject the German geographic
tradition, in particular Ratzel's anthropogeographie. He was
more in favour of the French tradition in geography, in
particular Vidal de 1le Blache's "geographie humain" and
specifically the concept genre de vie. Niermeyer's conception of
geography was more ecological and socio-economical in nature.

While Niermeyer was openly opposing the dogmatic geographical

perspectives of German geography, namely those which
characterised "Kulturgeographie", "Ldnderkunde", and also
"Environmental Determinism" itself, the German influence

remained very strong in Dutch Geography, and Niermeyer himself

was not entirely free of its impact (Heslinga, 1983).

Apart from his concern with the pedagogical aspects of
geography, Niermeyer developed expertise in mainly three fields
of geographic endeavour, namely colonial geography, cartography

and economic geography. His interest in economic geography
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assured his appointment as professor of economic geography at
the Handelsch-Hoogeschool in Rotterdam in 1913. He was joined
there by Hendrik Blink, as lecturer in capita selecta of
economic geography, in the same year. Blink is particularly well
known for his contributions to the establishment of the
Tijdschrift voor Economische Geographie in 1911, which later
became the Tijdschrift voor Economische and Sociale Geographie
(TESG) . Rotterdam thus became the centre of economic geography
during the early years of the twentieth century. It was also
here that Serton, under Niermeyer, worked for his Ph.D. in

economic geography with a dissertation on: "Rotterdam als Haven

voor Massale Goederen" (Serton, 1919). It is within this context

that Serton was finally shaped as an academic geographer. He was
also the first to obtain a doctorate in geography in The
Netherlands, and as an assistant to Niermeyer it is quite
understandable that Niermeyer was only too eager to recommend
Serton as professor of economic geography at the University of

Stellenbosch in 1920 (Heslinga, 1983).

With the appointment of Serton at Stellenbosch, very little of
the French tradition in Dutch geography had been transplanted.
In fact the syllabus which Serton introduced in 1921, which
differed substantially from what was previously taught at the
Victoria College, was gradually transformed to reflect more
explicitly the German and British traditions. In a Serton
Memorial Lecture at the University of Stellenbosch, Nel (1990)
reflected on the content of Serton's lectures during the late

twenties and early thirties. What Serton taught his students was
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largely determined by the work of Germans, such as Richthofen,
Hettner, and Ratzel, as well as the work of British geographers
like Herbertson, Mackinder, Fawcett, and Baker. Classifications
were a very important geographic theme at the time. Climatic,
plant, economic, and racial classifications were largely based
on the work of English and German geographers. The social
context of racial classifications in geography is specifically
emphasised by Nel: "So ook is die rasseklassefikasie van Von
Eickstedt onderhoudend vir 'n rasbewuste Afrikaanse
studentegemeenskap voorgehou aan die hand van 'n gedetailleerde

kaart" (Nel, 1990, p. 5).

It is clear that Serton had to conform, academicaly, and that
he had to be.responsive to the needs of the Afrikaner society.
However, Niermeyer's influence did filter through in some
respects, in particular as far as environmental determinism and
possibilism were concerned. According to Nel: "Ook Ratzel se
organiese staatsteorie, aansluitend by Darwin se biologiese
evolusieleer, en 'n hoeksteen van die omgewingsdeterminisme
konsep, is breedvoerig deur Serton aan studente in die politieke
geografie oorgedra, maar sonder veel geesdrif" (Nel, 1990, p.
2) . Nel put forward two reasons for the lack of enthusiasm with
which Serton taught the work of Ratzel: "(1) die organiese
staatsteorie het die hoeksteen geword van Hitler se nasionaal-
sosialisme soos gepropageer deur Haushofer, en na 1939 was
Serton se vaderland een van die eerste slagoffers daarvan, en
(2) die konsep van possibilisme soos ontwikkel deur die Franse

skool van Vidal de la Blache (1845 =1918), Febvre en Vallaux het
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'n al groter ondersteuning van Serton gekry" (Nel, 1990, p. 2).
This explanation does not take Serton's academic background into
consideration at all. Serton's reluctance to teach environmental
determinist perspectives, an aspect which needs further in depth
investigation, ought also to be seen within the context of the
parameters set by the academic and socio-political debate of the
time, not only in South Africa, but also at the University of
Stellenbosch. In view of his academic background, Serton might
have been a captive of such a debate, that is, that he did not
feel free to develop his own perspectives in geography. This is
also reflected in the fact that he had to teach the work of
English geographers, which were never at issue during the time

he studied in The Netherlands (Heslinga, 1983).

Serton was initially assisted by M Le Roux (Miss), who also
lectured in the history department. Geography was, initially,
represented in two faculties: Arts and Philosophy, and
Education. Six years after the establishment of the geography
department, D J Conradie, a student of the department, was
appointed as temporary lecturer. When Conradie was appointed as
full-time lecturer in 1928, due to a rapid increase in both the
number of students and lectures (Thom et al, 1966), Le Roux left
the department to teach geography on a full-time basis to

students in the education faculty.

Serton and Conradie were the only full-time lecturers in the
department until 1940, when J H Moolman, graduate of the

department, joined the staff on a permanent basis, as a lecturer
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(Nel, 1960). Moolman had assisted in the department on a
temporary basis, for various periods of time since 1935 (UNISA,
1960). He assisted, for example, as temporary lecturer in
History and Geography in 1935. Moolman left the department in
1948 to take up a position as Director of the Division of
Planning in the Natural Resources Development Council, a
position he held until 1959. During this period he contributed
significantly to research concerning planning and development in
South Africa (UNISA, 1960). He also served on various government
commissions, among others, the Mentz Commission (1954),
Tomlinson Commission (1956) and the Small Holding Commission
(1957) . Apart from his contributions to academic geography,
Moolman is also highly regarded for his contributions to
governmental planning, as he was one of "... daardie klein groep
van staatsamptenare wat die fondament vir die skouspelagtige
ekonomiese groei van die sestigerjare help 1& het" (Journal for

Geography, 1970, p.682)

The late 1950's turned out to be a significant period for
geography at the University of Stellenbosch: (1) An "Afdeling
Krygskunde" in the Faculty of Science was established in which
military geography was offered as a course of study. The
establishment of the "Afdeling Krygskunde" provided new
challenges for the teaching of geography. Both Serton (1956-
1959) and Nel (1960-1961) served on the Committee fof Military
Studies which investigated the need and possibility of
establishing a "Krygskunde afdeling" at the university. The

first lecturers to be appointed to teach "Military Geography"
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were D E Nel, H Jansen and W F Senekal (previously appointed as
technical assistant in the Department of Geography). They were
joined by C J Swanevelder in 1961. After the establishment of
the Faculty of "Krygskunde", located in Saldanha, J C Kotze was
appointed as head of the new department which offered a degree
in Geography (Mil). (2) When Serton retired in 1958 after 38
years of service, Nel was promoted to professor and head of the
department. The further development of geography was then
firmly in the hands of Afrikaner geographers, all of them
graduates of the department. Nel concerned himself with the
relationship between academic and educational (school)
geography: "In sy persoon het hy die versoener geword tussen die
akademiese en die opvoedkundige, die man na wie sowel die
onderwyser en die navorser hom met vrymoedigheid wend" (Journal
for Geography, 1970, p. 682). Academic geography, he believed,
could only be strong if it had a solid basis in schools. This
was at a time when geography at Afrikaner Schools was grossly
neglected. Nel was one of the first Afrikaner human geographers
to be appointed as professor and head of a geography department
at a South African University and was a great driving force as
far as Afrikaner geography in South Africa was concerned?. It
was the energy of his leadership that made Stellenbosch such a
major formative influence on Afrikaner geography in South

Africa.

2The genealogy of Afrikaner academic geographers strongly
suggests a dominance of Stellenbosch graduates teaching military
geography at the University of Stellenbosch. Stellenbosch
graduates dominated the department at the Orange Free State and
later also at UNISA and the University of Pretoria

279

http://etd.uwc.ac.za/



A significant appointment was that of W A Nieman in 1966. He
was the first non-Stellenbosch graduate that was appointed to a
lectureship in the department. Nieman graduated from UNISA and
the University of Pretoria. He was appointed in an effort to
develop physical geography (climatology) in the department.
Because of the department's emphasis on human geography, it had
to rely on "imported" physical geographers. Although Shand was
partly responsible for laying the foundation for geography in
South Africa, he disappeared from the geography scene after the
appointment of Serton. One of Shand's students and colleagues,
M S Taljaard, later specialised in geomorphology and
stratigraphy (Journal for Geography, l1966a) . However, nothing
could be found to indicate any co-operation between the
departments, despite the fact that Taljaard was elected as
president of the South African Geographical Society in 1948
which is an indication of his status as an academic within the
geographical fraternity at the time. He also hosted the visit
of Erich Obst, a German geographer and a high ranking official

in the Hitler Administration, in 1930.

W S Barnard became the third professor in the department in
1971. He was promoted to the position of head of department in
1973 to replace Nel who had been elected as full-time dean of
the Faculty of Arts and Philosophy. When Barnard took over the
staff included the following lecturers: Swanevelder, P G Jooste,

Nieman, I J Van der Merwe, G L De Kok, J N Steyn and L Zietsman.
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8.4.3 The University of Pretoria

F E Plummer succeeded Sayce as acting professor in 1924. He was
joined by C F Hugo (a Stellenbosch graduate) in 1926, and
together they formed a team for more than twenty years. Hugo and
Conradie were the first two Afrikaner geographers to be

appointed to university posts.

While Plummer was away on war leave, between 1940 and 1946, Hugo
acted as head of the department. To assist him, a former
student of the department, G H Scheepers and J H Voster were
appointed as temporary lecturers. On the return of Plummer,
Scheepers was appointed to a permanent position. With the
introduction of a two year course in meteorology in 1949,
Scheepers was promoted to senior lecturer. Plummer retired in
1949 and Scheepers took over as head of the department in 1950,
despite the longer service of Hugo. Vorster was appointed as
third lecturer in 1950. Vorster graduated with a BSc (geography
and chemistry) from the University of Potchefstroom in 1942.
After three years as an assistant in the Department of Geography
at the University of Pretoria, he joined UNISA as lecturer in
1§47. He returned to the University of Pretoria as lecturer in
1950, and was promoted to senior lecturer in 1956 (The South
African Geographer, 1982a) and lectured in geomorphology and
climatology. When Hugo retired at the end of 1963, he was

replaced by M P Van Staden who took office in 1964.

Scheepers, an outstanding student, graduated from the University
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of Pretoria with a MSc in 1935 and with a B.A. degree from Unisa
in 1936. Two years later he received a DSc degree from the
University of Hamburg, West Germany (Du Toit Spies and
Heydenrych, 1982). Until the appointment of Smit the department
was characterised by severe personal conflict, which undoubtedly

influenced the development of the discipline at this university.

An interesting development as far as geography at the University
of Pretoria was concerned, was the separation of physical and
social geography. The University Calender of 1940 indicated
"Geography" as two departments: Physical Geography and
Cartography, with Plummer as head, and Social and Regional
Geography, with Hugo as head. These sections were, however,
again combined in 1946. Meteorology became very prominent
towards the end of the 1940s, and the department's name changed
to the Department of Geography and Meteorology with Scheepers

responsible for meteorology.

8.4.4 The University of Cape Town

W J Talbot was appointed as professor and head of the Department
in 1936. Talbot graduated from the University of London in 1928
with a BSc~Hons degree. He studied geography under L W Lyde, C
D Forde and Margeret Schackleton, and geology under E J Garwood
(Journal for Geography, 1966b). After having lectured under
Alexander Stevens at the University of Glasgow for a period of

three years, Talbot undertook extensive research at the
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University of California under C O Sauer and the Historian H E
Balton. He returned to his previous position at the University
of Glasgow in 1935. At the time Talbot was the first professor
of geography in South Africa with extensive research experience
in the United States of America. The nature of the geography he
introduced at UCT was clearly a reflection of this experience.
Marshall, initially appointed as demonstrator in 1941, was later
(1944) promoted to lecturer. After 1944 several foreign
appointments were made for short periods. A second UCT graduate,
L L Impey, was appointed to the department in 1957. When Talbot
retired in 1975, he left a strong and dynamic department. The
academic staff at that time included M Marshall, K S O Beavon,

N Dewar, F L Ferrario and Impey.

8.4.5 Rhodes University

Geography became an autonomous discipline under the chairmanship
of Rennie, in 1937. After 1939 he was assisted by A Ruddock who
lectured in both geology and geography. Rennie was promoted to
the position of professor in 1944. Five years after the
establishment of the Department of Geography, V Forbes, a close
friend of Rennie from their student years at Rondebosch Boys'
High School in Cape Town (Fox and Mc I Daniel, 1989), joined the
department as the second full-time lecturer. When Rennie
eventually resigned from his position in geography in 1966 (in
view of his position as the first full-time Vice-Principal)

Forbes was promoted to professor and head of the department.
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Forbes had completed a first class degree in the geography
tripos at Cambridge University in 1929. He later also studied
geology and petroleum technology at Berkeley and mineralogy at

UCT .

The staffing of the department remained the same until Ruddock's
departure in 1961. After 1962 geography was also offered in Port
Elizabeth under the caretaking role of Rhodes University. Forbes
occupied the position as head of the department for only four
years during which time only one lecturer, G Cook (Miss), was

appointed.

8.4.6 The University of Natal

The foundation of geography as an independent discipline at the
University of Natal was laid during Prof J W Bew's office as
Principal (1928 ~ 1938). During this time seven new departments
were created, amongst them, geography, which had been separated
from geology. Three new senior lectureships were also brought
into being, one in geography (Brookes, 1966). Jehu was
appointed to the professorship in geography in 1941. A year
later he was Jjoined by Metcalf, a part-time 1lecturer,
responsible for economic geography in Durban. Two full-time
lecturers were appointed under the chairmanship of Jehu before
the establishment of the University of Natal as an autonomous
institution. Jehu remained head of the department in

Pietermaritzburg, assisted by N Niddrie. Fair was appointed as
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lecturer at the Durban Campus in 1949. Other appointments made
before Jehu's retirement in 1952 include the following: in
Pietermaritzburg, O Williams, P M Hobson (Miss), Tyson and B S
Young; in Durban, R J Davies, -J B Daniel and H C Brookfield.
Williams was appointed as head of the department in 1963 after
almost 20 years of geography under Jehu. By the time he was
promoted to this position, he was already teaching in the
department for twelve years. Williams, born and educated in
Wales, was a graduate from the Department of Geography and
Anthropology at the University College of Wales, Aberystwyth
(The South African Geographer, 1982b, p. 104). He later
graduated with a Ph.D. from the University of Natal. On
Williams's assumption of office the lecturers in the department
included: Davies, Daniel, Young and Tyson. After the
establishment of the Durban campus of the University of Natal,
geography developed into an autonomous department there. The
Durban campus was finally separated from Pietermaritzburg in
1973. Williams remained the head in Pietermaritzburg, assisted
by O S McGee and R E Schulze. Davies became the head of the
Department of Geography at the Durban Campus with R A Preston-

Whyte, Young, and G B Slade as the staff members.

8.4.7 Potchefstroom University for C.H.E.

P Verhoef was the first permanent appointment following the
establishment of the independent geography department. Soil

geography had become a very popular subdiscipline in the
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department. This contributed to.Verhoef's decision in 1960 to
further his studies in geomorphology and soil geography in the
Netherlands. On the completion of his Ph.D. in 1966 he returned
to the department. Very eager to introduce new ideas, Verhoef
soon found himself in a situation of unbearable conflict. This
was aggravated by his changed views on religion and politics.
As a result, Verhoef resigned his position in 1967. 1In the same
year W J Voordewind, still busy with his Ph.D. and in the
department since 1961, was promoted to senior lecturer.
Voordewind started his career as a mine geologist, but entered
the teaching profession in 1952 (The South African Geographer,

1987/88a).

F J Potgieter was appointed as senior lecturer in 1965 after the
death of Duvenhage the previous year. He was involved in the
establishment of a Department of Planning and the development of
undergraduate courses in this field. This also led to the
establishment of a Department of Geography and Regional Planning
in 1969. Soil geography remained important and was mainly taught
by part-time staff. A B de Villiers was latér appointed as

junior lecturer in order to assist in this field.

After Van der Merwe's retirement in 1973, Voordewind acted as
head until J P van Brakel, who was lecturer in the department
since 1968, was appointed professor of geography. During the
early seventies several graduates from other universities, for
example, A Nieuwoudt (Stellenbosch) H P van der Westhuizen

(Pretoria) and E van Loggerenberg (Potchefstroom and Port
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Elizabeth) were appointed to positions in the department.

8.4.8 The University of South Africa

The department of Geography and Economic Geography was
established after UNISA had been reconstituted in 1952. The
first lecturers were C B Snmit (head) and R D Tromp, both
graduates from the University of Pretoria. Smit was also a
Member of the Committee of Study in Geography since 1947, and
one of the first lecturers to be appcinted at Unisa. He was
previously on the Staff of the Pretoria Technical College. This,
together with the fact that the principal of the College, J P
Duming, was a supporter of the new university venture (Boucher,
1973) may have positively influenced Smit's appointment at the
time. The staffing situation remained unchanged until 1st
December 1959 when Moolman was appointed to the vacant chair in
geography. Prior to his appointment as Prof Moolman visited
Europe in 1956, in connection with the construction of an
international population map of Africa. During 1958 and 1959
Moolman visited America with a Eisenhower Exchange Fellowship in
order to learn more .about the American way of 1life. This
international exposure together with his stature as researcher
and previous involvement in important government agencies made
of him an ideal candidate for the professorship at Unisa. He
remained interested in planning issues, in particular issues
regarding Bantustan development (Nel, 1960). He was a respected

academic and is eloquently described as, "... die stem van die
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Afrikaner gewete, reguit, eerlik, vreesloos onafhanklik. Sulke
manne verryk aardrykskunde nie net met hul werk nie, maar ook
met hul persoonlikheid" (The Journal of Geography, 1970, p.

682) .

Other staff members apart from Smit and Tromp as senior
lecturers, included Nieman and J N Scheepers. They were later

joined by D E Nel and M J Louw.

8.4.9 The University of the Orange Free State

A A Schmidt acted as head of the Department of Geography from
1953. He was promoted to the position of professor and head in
1962. While Schmidt was acting head, he was joined by J A
Coetzee (1954), J A van 2yl (1959), and since his promotion to
professor, by Jooste (1962) and Senekal (1964), all graduates
from the University of Stellenbosch. Van 2yl left the department
in 1960 to take up the position as head of geography at the
University of the Western Cape, while Coetzee became professor
of geography at the néwly established University of Port

Elizabeth in 1965 (The South African Geographer, 1988b).

During the sixties, J S Le Roux and W J Du Toit, both science
(physical geography) graduates from the University of the Orange
Free State, were appointed to the department. Schmidt retired

in 1967 and was succeeded by D E Nel (previously at UNISA).
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8.5 THE COMMUNITY OF SOUTH AFRICAN GEOGRAPHERS: SOME
CHARACTERISTICS

The establishment and early development of geography departments
has been characterised by (1) the diverse academic background of
those who were responsible for the teaching of the discipline,
and (2) the divide which existed between Afrikaans and English-
speaking geographers. It also took a long time to establish an
indigenous community of geographers, i.e. geographers educated
within the country and occupying senior positions in geography
departments. The following paragraphs endeavour to highlight

some of these issues.

8.5.1 The establishment of a South African community of

geographers: A periodisation

Geography in South Africa was initially dominated by academics
who either received their professional training in related
disciplines or who were trained in geography, but in European
countries. The earliest beginning of academic geography dates
back to 1914 when geography was proposed as a course of
instruction at the Victoria College. After that geography was
introduced to other tertiary educational institutions at a
relatively rapid pace. Three distinct phases in the development
of a South African community of geographers, based on the
appointment of heads of department, can be identified (Fig. 2).

The first phase is characterised by the introduction of courses
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in geography which were taught by academics in related
disciplines. During the second phase geography was established
as an independent field of study, headed either by foreign
professionally trained geographers or geologists. During this
phase a locally trained core of geographers gradually emerged,
which, during the third phase, moved into senior positions and
thus finally established the basis for a "South African"
community of geographers. The latter phase had its origin in
1950 with the appointment of Scheepers at the University of
Pretoria. By 1967 most universities in South Africa had a South
- African educated geographer as head of department. It is also
interesting to note that geography existed as a field of
instruction before most of the universities became independent

institutions.

8.5.2 Diversity in academic background

Table 11 reveals the general academic background of the
lecturers who taught geography since its institutionalisation
until about the time the first South African educated
geographers retired as heads of departments (see Table 8). The
figures indicate the total number of degrees obtained at a
particular institution by those who 1lectured in geography
departments at the various South African universities. Although
the majority of those who lectured had South African degrees, a
substantial number had degrees from overseas. The latter group

consisted of those who immigrated to this country and those from
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South Africa who studied abroad. As far as the distribution of

TABLE 11 : UNIVERSITIES WHERE LECTURING STAFF GRADUATED

WITS NATAL RHODES UCT UNISA US UP UOFS PU TOTAL

Unknown 8 1 2 7 3 1 1 23
South Africa

Wits 8 1 1 10
Natal 1 5 2 8
Rhodes 1 1 4 1 1 8
uct 1 1 2 5 2 3 14
UPE* 1 1
Unisa 2 11 31 2 7 6 32
us 7 24 2 5 3 41
Pretoria 5 2 2 1 9
UOFS 2 1 1 3 7
PU 1 7 8
U.S.A.

Louisiana 1 1
Columbia 1
Wisconsin 1 1 2
Chicago 1 1 2
California 1 1
Britain

Oxon 1 1 2
Aberdeen 1 1 2
London 3 2 1 4 1 1 12
Cantab 1 2 5 1 3 1 13
St Andrews 1 1 1 3
Wales 3 1 2 1 7
Dunheim 1 1
Birmingham 1 1
Liverpool 1 1
Edinburgh 1 1
Netherlands

Amsterdam 1 1 2
Utrecht 1 1
Belgium

Ghent 1 1
Australia 0

Melbourne 1 1
Sydney 1 1
New Zealand

New Zealand 1 1
Italy

Milan 1 1
West Germany

Hamburg 1 1
Wirzburg 1 1
Minster 1 1

*UPE=University of Port Elizabeth

South African degrees is concerned it is clear that there was
very 1little if any cross fertilisation between English and

Afrikaans geography departments. Of those who 1lectured at
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English-speaking universities, none graduated from an Afrikaans
university. The reverse is also true to a large extent. The
great number of UNISA degrees are indicative of the many people
who graduated through the system of constituent colleges before

1952.

Of particular importance is the number of lecturers who
graduated at the Universities of the Witwatersrand, Cape Town,
and Stellenbosch. The scholarly scene was particularly dominated
by graduates from the University of Stellenbosch. This could be
seen as an indication of the influence of Stellenbosch
geography, especially as far as the geography departments at
Afrikaans-speaking universities were concerned. While graduates
from the Universities of Pretoria and the Orange Free State
lectured at various other Afrikaans-speaking geography
departments, the same cannot be said for graduates from

Potchefstroom University.

Graduates from the Universities of the Witwatersrand and Cape
Town dominated in the teaching of geography at English-speaking
universities. Of particular importance, however, is the fact
that graduates from the University of the Witwatersrand were
mainly concentrated at the university itself. This is in
contrast to the more "even" distribution of geography graduates
from the University of Cape Town and other English-speaking

universities.

Lecturers with degrees from overseas universities represented a
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substantial input in the teaching of geography in South Africa,
especially at the English-speaking universities. They also
represented three continents: North America, Western Europe and
Australasia. The majority of such degrees (83,5%) were obtained
from universities in Western Europe. British universities were
most important in this regard. Almost 85% of the West European
degrees were obtained in Britain, most of them at the

Universities of London, Wales and Cambridge.

8.5.3 The language divide

The language division among South African geographers is clearly
shown in Table 1. Geographers at Afrikaans-speaking
universities graduated mainly from geography departments at
Afrikaans-speaking universities. The reverse is also true in the
case of those who lectured at English-speaking universities.
Geography departments at English-speaking universities were also
to a large extent fed by overseas graduates. The divide is even
more dramatic if one considers Table 13. No lecturers who
graduated from Afrikaans universities lectured at English
universities. Table 12 also indicates the extent to which
inbreeding occurred, for example, 88% of Wits graduates taught
at the University of the Witwatersrand. The same tendency could
be established for the Universities of Stellenbosch, Rhodes,

Natal, and Potchefstroom. This tendency is also revealed in
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TABLE 12: ORIGIN (PLACE WHERE GRADUATED) OF LECTURERS AT
8.A. UNIVERSITIES

% FROM AFR. % FROM ENG. |% FROM FOREIGN

UNIVERSITIES UNIVERSITIES UNIVERSITIES
Us 69 (88) * 8 (6) 23 (6)
Rhodes - 54 (64) 46 (36)
Wits 10(11) 45(47) 45(42)
Natal 29(23) 29(36) 43 (41)
UOFS 69(100) 23(=-=) 7(--)
UP 60(75) -=(==) 40(25)
PU 87(87) 7 (7) 7 (7)
UcCT -=(-=) 31(31) 69 (69)
Unisa 52(80) 12 (--) 36(20)

* The figure within brackets indicates the situation
after the establishment of independent geography
departments

TABLE 13: THE DISTRIBUTION OF GRADUATES AMONG
UNIVERSITIES (S.A. GRADUATES ONLY - %)

US [RHODES |WITS |NATAL |UOFS |UP|PU|UCT|UNISA

US* 60 13 25 71 4
Rhodes 50 14 14

Wits 13 88 14 9
Natal 13 12 72 7 35
UOFS 14 40 21 13
UP 4 20 |25 9
PU 7 12{83]| 7 17
UcT 29

Unisa 14 20 (381714 13

* "Krygskunde" included

Table 14 if the distribution of graduates in terms of language

division is considered. All the lecturers who graduated from

Afrikaans universities lectured at these universities. Graduates

from English universities, on the other hand, lectured mainly at

English universities. The divide between Afrikaans and English
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TABLE 14: DISTRIBUTION OF GRADUATES IN TERMS OF
LANGUAGE (8.A. GRADUATES ONLY - %)

AT AFR. UN1V. AT ENG. UNIV.
Us 100 -
Rhodes 14 86
Wits - 100
Natal - 100
UOFS 100 -
UpP 100 -
PU 100 -
UCT 50 : 50
Unisa 57 43

speaking geographers was also manifested in the establishment of
two separate geographical societies: the South African
Geographical Society (1917), based at the University of the
Witwatersrand and The Journal for the Teaching of Geography
(1957), based at the University of Stellenbosch. Both societies
originated with the main aim of promoting the educational value

of geography.

8.6 SUMMARY

South Africans (whites)?® gained control over geography as an
academic discipline almost four decades after the first steps
towards its institutionalisation were taken at the Victoria
College in 1914. By the early 1950s independent geography
departments existed at all the universities in the country and

the community of South African geographers became sharply

31t should, however, be noted at this point that until this
time blacks were in no way involved in the institutionalisation
process or in the establishment of geography departments at the
various universities.
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divided along language lines. A final question which needs to be
addressed concerns the nature and content of the geography which

has been introduced into our university system.
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9. THE NATURE AND CONTENT OF ACADEMIC GEOGRAPHY

9.1 INTRODUCTION

While the previous section dealt with geographers as a community
of scholars, this chapter analyses the nature of the geography
that was introduced into geography departments at tertiary
educational institutions. 1In order to gain some insight into the
content and nature of geography taught after the early twenties,
a content analysis of entries into university calenders has been
made. The geography which was introduced in South African
universities cannot be divorced from the development of the
discipline at British universities. The last section of this
chapter is, therefore, a brief reflection on the nature and
content of geography at leading British universities at about the
time when geography became an institutionalised discipliﬁe in

South Africa.

9.2 GEOGRAPHY A8 THE STUDY OF MAN-ENVIRONMENT RELATIONS

9.2.1 Geography at UNISA and its constituent colleges

The first UNISA syllabus was published in the Year Book of 1921

(APPENDIX 5.A), two years after Hutcheon introduced his syllabus
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at the University of the Witwatersrand. There was no substantial
difference between the UNISA syllabus, recommended by the
University of the Cape of Good Hope in 1913, and the one
introduced at the University of the Witwatersrand. Hutcheon's
role is particularly important in the sense that he was the first
chairperson of the Committee of Study in Geography at the
University in 1921 (Table 5). His previous close relationship
with the University of the Cape of Good Hope and his position as
chairperson, afforded him the opportunity to promote his own
conception of the discipline. Other members on the Committee at
that time were E G Gamble, R U Sayce and E H C Schwartz, none of
whom were professionally trained geographers. 1In fact, not one
of the chairpersons who succeeded Hutcheon was a professional
geographer. All of them, Sayce (1923-1931), Jehu (1932-48) and
J S Van der Merwe, had their professional training in geology.
This perhaps explains the strong emphasis on physical geography
and the adherence to the environmental determinist conception of

geography that was so prevalent at UNISA.

Geography was introduced at UNISA as a first year course in 1921,
consisting of (1) geography as a subsidiary subject (one year
course), (2) commercial geography (one year course), (3)
geography as a major BA subject, and (4) geography as a major
BSc subject. Apart from the specific emphasis on commercial
geography, the courses included aspects of physical geography as
well as topics such as "The geographical factors in human
activities", "Natural regions", and "Anthropogeography". These

topics, together with the books that were recommended, clearly
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indicate the alignment of geography to the environmental

determinist paradigm.

The University Calender of 1922/23 included geography for the
first time as a three year course with only the basic outline of
the various topics that were taught. The University Calender of
the following year reflected a reworked and expanded, well
defined syllabus, covering three years of study as well as a
separate course in economic geography (APPENDIX 5.B). During the
first two years the syllabus covered four main topics: (1)
physical geography, (2) cartography, (3) biogeography, and (4)
regional geography. In the third year biogeography was dropped
and courses in human geography and the history of geography
included. Books that were recommended included the following:
Biogeography:

Herbertson: Man and his Works

George: Relations of History and Geography

Keane: Man, Past and Present

Ripley: Races of Europe

Stone: Native Races of South Africa

Semple: Influences of Geographic Environment

Human Geography:
Brunhes: Human Geography
Chisholm: Handbook of Commercial Geography

Bowman: The New World

Economic (commercial) geography was regarded as so important
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that it justified a separate course and included topics such as
the influence of climate and soils on agricultural products, the
distribution and exploitation of the world's mineral resources,
the world's resources of power, labour supply, colonisation of
new countries with special reference to the colonisation and
exploitation of the tropics by white people; and the economic

development of the major natural regions.

It was also possible to do a Masters degree in geography which

required a thesis and coursework.

Environmental determinism and a concern with race provided an
important framework for many courses of a human geographical
nature. Over the years the contents of anthropogeography,
biogeography, human geography and other courses of non-physical
geography became more clearly defined. Topics which specifically
referred to man-environment relationships include the following:

- Life of man in the natural regions.

- The influence of geographical environment on the
life, arts, social organisation and migration of
certain peoples.

- The influence of man on his environment, e.q.
distribution of crops, trade (transport communication
and colonisation), origin and growth of towns.

- Classification of races of @ankind and the physical
characters on which it is based; the geographical
distribution of races.

- Regional geography: The influence of physical
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conditions upon the economic and political
development of regions.

The influence of physical features, climatic factors
and economic resources on the settlement, development
and lines of communications in regions.

Methods for rendering man's environment more
beneficial to him.

Social geography: The importance of race and
environment in determining the habits and
organisation of peoples; the philosophy of
determinism.

Political geography: The factors of physical, racial
and social geography which have influenced the
establishment of nationalities and states; the
principles of frontier making.

The influence of environment upon the economic and
political development of regions.

The combined influence of ... location, altitude and
relief, the nature and distribution of soils and
minerals, proximity to bodies of water, and climate
... on the distribution and growth of vegetation, and
of animal life; and on the occupations, health and
efficiency of man.

Climate, and its influence on rivers, vegetation,
animals and man.

Importance of environment and race regarding habits
Culture and natural regions.

Influence of environment on mode of life.
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Man's reaction to environment.

Man's attempts to exploit nature.

Geographical factors in historical events.

Physical, racial, social geography - influence on
location and growth of nationalities.

Frontiers - race and environment.

Determinism/ indeterminism.

Classification and distribution of the races of mankind.
Influence of geographical environment on man and his
activities - man and state.

Study of racial groups, their distribution and their
relation with the geographical environment.
Philosophy of determinism.

Life of man in the natural regions.

Geographic factors in human activities.

Geographic influence on cultural history.

The influence of migration and environment upon
racial development.

Distribution of plants, animals and man.

Influence of geographical environment on people.
Influence of man on environment.

Anthropogeography (classification of races).
Vegetation regions of the world.

Floral and faunal regions.

Plants and animals of economic importance.
Distribution of animals in relation to geographical
conditions.

Distribution of races and peoples.
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Modes of life in relation to environment.

- Human races.

Economic/commercial geography.

Plants and animals.

An analysis of the UNISA syllabuses until the early 1960s reveals
that no substantial changes, in the nature and content of the
discipline were introduced. All universities in South Africa,
except the Universities of Stellenbosch and Cape Town originated
as constituent colleges of UNISA. It is therefore to be expected
that geography at these university colleges would have been
greatly influenced by the nature and content of the discipline
at UNISA. What follows is a brief overview of the main features

of geography at these institutions.

The University of the Witwatersrand: It has already been
indicated that the syllabus which was introduced at UNISA in 1921
was similar to the one introduced by Hutcheon at the University
College of Johannesburg in 1919. Whether this syllabus had been
introduced at UNISA prior to 1921 could not be established.
Hutcheon introduced a very detailed curriculum for geography in
1919 (APPENDIX 9.C), in line with the ideas contained in the
curriculum that was developed for the University of the Cape of
Good Hope. Of fundamental importance is not only the main courses
that were offered, but also the fact that geography was offered
in both the Arts and Science faculties right from the beginning.

The following courses were offered:
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1. Geography as a subsidiary subject (one year)
2. Commercial geography (one year)
3. Geography as a major subject in
(a) Arts
(b) Science
4. Course for technological students
5. Special courses for teachers

6. Ethnology

The commercial geography course was offered to BA students as a
one year course as well as to BCom I students. The special course
for the technology students was of course in response to a
request by the British Institute of Civil Engineers and consisted
of topics in general geography, and industrial geography. It
included lectures on the basis of manufacture, some important
industries, and the main features of the industrial geography of

a selected region. This course ceased to exist in 1921.

After Wellington’s appointment in 1922, the syllabus was slightly
changed. The syllabus resembles the 1923 UNISA syllabus, but with
greater emphasis on physical geography, especially in the honours
year. Following the appointment of Jackson in 1931 climatology‘

developed into a major component of the geography courses.

Rhodes University: The first course in geography at the
University of Rhodes was introduced in 1916 (Rhodes University,
1915). It consisted of two sections (APPENDIX 5.D): (1) the

astronomical basis for geography, i.e. meteorology, climatology
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and physiography, and (2) biogeography, i.e. anthropogeography
and ethnology, social and economic conditions and their
dependence upon the physiographic environment, and the history
of geographical discovery. A practical course was also offered

in addition to the above theory courses.

There was a slight change in the syllabus for 1917 making the
intermediate stage the same as that for geology. The geography
course was therefore spread over two years and offered within
the department of geology, physics and history. From 1922, in
accordance with the curriculum at UNISA, geography was offered
as a one year course and as a major subject to both BA and BSc
students. Most striking of these courses was their strong
geological and physical geographical emphasis. The first year
course was still the same as that for geology, while the second
and third year courses included topics such as the earth as a
planet, weather and climate, hydrography, the distribution of
animals and plants, and general physical geography. The only
non-physical geography topics included the world's peoples and
the geography (ethnography) of Africa. This was also the first
complete curriculum published under the chairmanship of professor
Swartz. Geography students had to do at least one qualifying

course in: history, mathematics, physics, botany and zoology.

Three new courses were added to the curriculum between 1925 and
1936, namely, a new course for the Higher Diploma, a first year
qualifying course for BCom and BEcon students and a separate

course in economic geography. With the establishment of the
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Department of Geology and Geography in 1936, with Mountain and
Rennie on the staff, only two courses were offered in geography,
namely the separate course in economic geography and a first-year
course. Both courses were entirely modelled on the UNISA
curriculum. The second and third Year courses were to be offered
in 1937. Geography became an autonomous department in 1938 with
Rennie as the only lecturer. The UNISA curriculum was then fully
implemented. With only minor changes to the curriculum it
remained, in terms of overall content, basically the same until

the retirement of Rennie in 1971.

The first honours course was introduced in 1952. Students had
to choose two topics from human geography (including social,
political and historical geography), geomorphology (plus a major

course in geology), and economic geography.

The University of Pretoria: The UNISA syllabus was included in
the 1921 Year Book (APPENDIX 5.E), although a lecturer still had
to be appointed. Sayce was appointed in 1922 and had the
responsibility of teaching the syllabus to BA, BSc, and BCom
students. He was succeeded in 1923 by Plummer. There were nd

significant changes to the syllabus under Plummer.

In 1957, after the appointment of Scheepers as head of the
department (1950), the curriculum changed slightly. Meteorology
was introduced on all levels, while in the first year "new"
lectures were given on South Africa and other major countries

(political units) from a military viewpoint. “Biogeography and
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anthropogeography remained important components of the
curriculum. Except for a few additions to the curriculum such
as courses on Africa, urban and political geography in 1973, the
curriculum remained basically the same until the retirement of

Scheepers in 1975.

The University of Natal: A Department of Geology and Geography
was mentioned in the University Calender as early as 1921. By
1926 geology and geography existed as two separate courses with
Sayce lecturing in both. The UNISA curriculum was followed until
1949/50, when several changes to the curriculum were implemented.
The implementation of a new curriculum was preceded by two new
appointments, namely, Jehu as professor in 1942 and Fair as
lecturer in 1949. The implementation of the "new" curriculum
also coincided with the granting of autonomous status to the

University College on 15th March 1949.

Although new topics were introduced for the different courses,
the underlying environmental determinist philosophy seems not
to have been changed at all. Two new courses were introduced
at the first year level, i.e. "Human Geography", consisting of
lectures on landforms and man, climate and man and resources and
man, and "The Geography of Africa', including aspects such as the
native people's of Africa, European and non-European immigrant
communities, European and native economies and problems of
development. The second year course was again divided into
physical (meteorology, climatology and oceanography), human

geography and regional geography. A more radical change occurred
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in the third year course. Physical geography was completely
eliminated and the whole course consisted only of human and
political geography, world regional geography and a regional
study of South Africa with special emphasis on the province
Natal. The former included lectures on geographical concepts,
the determinist and possibilist concepts, a study of
environmental influences through an examination of the habitats
and economies of primitive and advanced communities, and the

principal zones of tension in the modern world.

The curriculum remained the same until 1964 when the third year
course was slightly changed. Under the chairpersonship of
Williams (appointed in 1963), physical geography (geomorphology)

was brought back into the third year course.

The University of the Orange Free State: Geography at the
University of the Orange Free State had a very slow start. It
was introduced as a first year course in 1922 (APPENDIX 5.F) and
was taught as such until 1935. A third year course was only
introduced in 1944. There was no significant deviation from the
UNISA curriculum. There were minor adjustments to the curriculum
after the College became an autonomous university in 1950 and
Schmidt’s appointment as acting head in 1953, the same year as

geology and geography were separated.

Although the UNISA geography was still very dominant, Schmidt
introduced several "Stellenbosch topics". This included lectures

on the following: "Natural Regions of the World", "Geography of
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Africa and Australia on the basis of natural regions, with
special reference to South Africa". Other aspects that point to
a Stellenbosch influence included seminar exercises, and
"landsbeskrywings". The first separate economic geography course

was also introduced by Schmidt in 1954.

The University of Potchefstroom: Van der Merwe, a geologist, who
was appointed to teach geography at the University of
Potchefstroom in 1935, was also, at the same time, appointed to
the Committee of Studies at UNISA. This had a direct influence
on the nature and content of geography that was taught. Until the
early fifties the UNISA curriculum was followed slavishly
(APPENDIX 5.G). It should, however, be mentioned that Van der
Merwe discarded the first year biogeography course in 1946 and
replaced it with a course in economic and commercial geography.
This course included 1lectures on agricultural geography,
industrial geography and aspects of commercial geography, like

communication (transport) and trade centres.

After the College gained its status as an autonomous university
in 1951, the geography courses were largely restructured,
although major components of the UNISA curriculum were retained.
On the human geographical side, anthropogeographical perspectives
remained of central importance. 1In the second and third year
courses, a major section was set aside for anthropogeography.
Topics included the classification of races, race and environment
(determinism and indeterminism), and political geography and

geopolitics. Africa remained an important regional study and also
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included a section on "Race and Economic Activities".

A major philosophical shift is reflected in a revamped third
year course published in 1963. Apart from courses in
geomorphology and soil geography the main emphasis was on the
"Region" and the "Planning of Regions". This was apparently an
outflow of a course, "Modern concepts and streams in Geography",
introduced in 1951, and in which aspects such as "The Regional
Concept" and "Applied Geography" were discussed. Of particular
importance in this regard was the course in "Planning of
Regions". This included lectures on geography and planning,
planning problems, and regional planning in the Republic of South
Africa. This concern with regional planning eventually led to
the appointment of Potgieter, a specialist in the field, in 1966,
and the establishment of a Department of Geography and Regional

Planning in 1969.

Van der Merwe's retirement coincided with the publication of a
new curriculum in 1972. A new course in "Natural Regions of the
World" was introdgced together with general regional geography
courses. New systematic fields that were introduced include
urban geography in the second and third year and political

geography in the honours course.

311

http://etd.uwc.ac.za/



9.2.2 Geography at the University of Stellenbosch

From its establishment as an autonomous department in 1921,
geography was taught by Prof Serton and Le Roux (miss) from the
history department. The latter was mainly responsible for courses
in the history of geography (2nd year) and general political
geography. Serton's outline of the geography courses differed
markedly from those of his predecessors. The geography syllabus
introduced by Serton, was clearly not a continuation of what had
been taught at the university until then and it also differed
markedly from that which was introduced at the University of
South Africa. Environmental determinism, and in particular the
concern with anthropogeography, which provided the context for
the earlier Stellenbosch syllabi and which formed the basis for
the UNISA geography, did not feature so explicitly in Serton's
geography. The only reference made to "geographical influences"
related to a third year course on "General Political Geography'
introduced in 1921. The course specifically emphasised the
geographical influences on history and was taught by Le Roux.
However, Serton gradually accommodated perspectives and courses
similar to that at UNISA. Various new courses were introduced
after 1925, amongst them a course in ethnography and a separate
course in economic geography taught by Conradie in 1929. An
interesting new addition to the economic geography course was
"Geography of transport" in 1933, Serton's field of
specialisation. Very significant, however, is the shift towards

more explicit environmental deterministic and racial issues in
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1934. The geography of Europe, Asia, America and Australia, was,
for example, dealt with on the basis of a classification
according to climatic types in the first year course. The second
year theory course was also supported by exercises and
discussions on such topics as problems ("vraagstukke") of race,
population density and cultural relationships. Similar topics

were more rigorously introduced since 1945:

1945: "Geography of Asia, America and Australia based
on natural regions"

"Climatology, plantgeography and population
distribution"

"Plant and animal geography and racial

relationships"
1946: "Climatology and population distribution"
1957: "Population distribution and 'rasverhoudings'"
1959: Military Geography - "Introduction to race

geography and political geography".

Although, with the appointment of Nel as professor and head of
the department in 1960, courses in geography were radically
restructured. In terms of content they were clearly in line with
the Serton "tradition". Most significant was the continuing
emphasis on regional geography, based on natural regions and the
"geographical influences in the econonmic geography course:
"Climatology with special reference to economic aspects".

Serton's emphasis was clearly on Human Geography. Physical
Geography ("Natuurkundige Aardrykskunde") featured only in the
general discussions of the various continents and then only as

background to human geographical aspects.
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Under Nel’s leadership geography was also recognised as a
discipline to be taught in the Science Faculty (from 1963). 1In
1965 the department differentiated between Physical
(Geomorphology and Climatology) and Human Geography (urban and
political geography) on the third year level. The same
differentiation also existed at Honours level except that

political geography was replaced with regional planning.

9.3 GEOGRAPHY AS THE STUDY OF LANDSCAPE: A LATER INNOVATION

Geography was introduced at the university of Cape Town in 1936.
Talbot was the only lecturer in the department and he had to

teach a first and second year course to both BA and BSc students.

Talbot’s courses were markedly different from the courses which
were offered at the time at other South African universities. His
courses consisted mainly of physical, cultural, and economic
geography, illustrated by regional studies of Africa, Europe and
North America. His first second year course also included
lectures on the British Empire with special reference to Africa.
A third year course was added in 1941 with the focus on
geomorphology and the cultural geography of Europe and Asia.
Apart from the introduction of lectures on colonial development
in Africa in 1944 the syllabi remained basically the same until
the early fifties. A separate course in economic geography has

been introduced for BA and BCom students in 1952.
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Geography courses were gradually restructured since 1954. A BA
and BSc Honours course was added as well as various other
undergraduate courses such as climatology, oceanography, bio-
geography and pedology, elements in cultural geography, the
history, scope and methodology of geography. Since the early
seventies, geography was again restructured in line with the
notion of geography as a spatial science. Location theory became
important, while issues such as economic development,
urbanisation, application of geography in urban and regional

planning were also dealt with.

The environmental determinist philosophy which formed the basis
of geography at UNISA and at the University of Stellenbosch,
could not be detected in the UCT geography courses. The only
"geographical influences'" course was taught to Honours_students
after 1963, namely, "Geographical influences in cultural
history". Instead, Talbot's academic training in British and
American cultural geography came to the fore clearly in courses
such as, "An Introduction to the Scientific study of Scenery",
"The relation of culture and habitat to the economic life of
hunting and gathering, pastoral and agriculturallpeoples", "The
domestication of plants and animals", "The spread of European
commerce and colonisation", and "The evolution of the cultural

landscape".

A summary of human geography courses offered at the different

universities in South Africa, is presented in Table 15. Courses
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TABLE 15: HUMAN GEOGRAPHY COURSES AT SOUTH AFRICAN

UNIVERSITIES

US UN UP WI RH NA UD UC PU
Human Geography L S 2

Systematic Geography
- Political
- Economic
- Commercial
- Population
- Social
- Urban
- Rural/Agriculture
- Cultural
- Regional Planning
- Applied

* % % % % %
* * % * ¥
* % * %
*
*
* % % %
* *

* *
* % * ¥ ¥ % % %
*
* * %
* * *

Regional Geography
- Africa (S.A. incl.)
- Europe
- America
- Asia
- Australia
- World geography * .,
- Soviet Union
- Middle East * *
- World econ. regions *
- Eurasia *
- British Empire (Africa) b
- Common Wealth *

* % % * *
* %
*
* & %
® % * %
* % % % %
* % * * * *
* % % % ¥ % *
* % ¥ % * *

*
»

Anth rmeogramy * * * * * * * * *
Bi oge% ramy * * * * * * * * *
Ethnology/Ethnography * kB T &
Race geography /relations * ¥ *

History and Philosophy of
Geography
- History of geography/
ideas/thought/method
- History of geographical
discovery/exploration * * * % * * w
- Historical geography *
- The nature of geography/
geography as a science/
purpose/ modern trends * * * *
- Evolution of the map of
the world * * *

*
*
*
»
*
*
*
»*

*
*
*
*
*

US= University of Stellenbosch; UN= University of Natal; UP= University of Pretoria; Wi= University of the
Witwatersrand; RH= Rhodes University; NA= University of Natal; UO= University of the Orange Free State; UC=
University of Cape Town; PU= University of Potchefstroom for CHE.

included in this table are those which were taught until the

316

http://etd.uwc.ac.za/



retirement of most of the first generation of heads of department

educated in South Africa (i.e. late 1950s to early 70s)

9.4 THE BRITISH CONNECTION

The nature and the content of the academic geography which became
institutionalised in South Africa, was fundamentally linked to
the content and nature of the discipline in Western Europe, and
in Britain in particular, during the second decade of this
century. This link was established as a result of the contact
between the educational authorities at the Cape, as well as
individual scholars, and institutions of higher 1learning in
Britain. Geography departments which came to play an important
role in influencing, indirectly, the final drafting of geography
syllabuses in South Africa were the Universities of Oxford and
Cambridge. The Oxford School of Geography could perhaps be
singled out as the most important catalyst for the development
of geography in South Africa, particularly as far as direct
contact was concerned. Herbertson played no minor role in
stimulating an interest in academic geography inside South
Africa. He was, for example instrumental in the establishment of
a South African Branch of the Geographical Association. The
Geographical Teacher, on the other hand, was very successful in
influencing the educational authorities and convincing them of
the value of geographical education. In Britain, The Oxford
School of Geography dominated the field of geographical education

for many years. Before 1920 Oxford had furnished the whole of the
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teaching staff of six departments of geography in universities
or university colleges in Britain, and one or more members of

staff of six more (Oxford University, 1954).

To show the extent to which South African geography syllabuses
resembled those in Britain, syllabuses from three universities,
namely Oxford, Cambridge,iand London have been selected for
comparison (For more detail and more syllabi see APPENDIX 9.H).
The syllabuses were for the year 1913/14, about the time that
geography in South Africa was to be institutionalised. The
British syllabi remained the same until after the

institutionalisation of geography at the University of the Cape

of Good Hope in 1916.

UNIVERSITY OF OXFORD
School of Geography

History: Reader since 1887, Department since 1899

Staff: A J Herbertson (Professor and Director)

F Mackenzie (Instructor in Surveying)

H O Beckitt (Assistant to the Professor)

N E MacMunn (Modern history)

A G Ogilvie (Junior Demonstrator in Geography and Librarian)
A

W

J Toynbee (Ancient Geography)
G Kendrew (Metereology)

Coursework:
Part I : General and Regional Geography (Two written papers and one practical paper)

- Cartographic analysis of the physical regions of the
world

- Chief generalisations regarding the surface-forms of
the land

- Movements of air and water

- Distributions of plant-associations, animals and man

- Chief factors of modern economic and political
geography considered in relation to the influence of
physical and biological conditions.

- The British Isles and British Lands beyond the Seas

- Principles of field map-making, by plane-table, prismatic compass, clinometer, and aneroid;
the presentation of relief; the preparation of distributional and statistical maps;
the orientation, reading and measurement of maps.

PART [I: Subject below 1 and any two of the other nine subjects, in each of which there will be two papers,
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one of which may be wholly or partly practical.

1. Geographical Account of a Selected District

2. Special Regional Geography

3. Climatology and Oceanography

4. Geomorphology

5. Biological geography

6. Economic and Political Geography
(a) Conservation and development of regional resources
(b) The internal conditions and the external relations

(economic, strategic, and political) of a selected region.

7. Ancient Historical Geography

8. Modern Historical Geography

9. The History of Geography, including the history of

Discovery
10. Surveying

UNIVERSITY OF CAMBRIDGE

Department of Geography

History: Lecturer 1888, Reader 1898, Board of Studies 1903

Staff: P Lake (Secretary and lecturer in Regional and
Physical Geography)
H T Oldham (Lecturer in Historical and Economic
Geography)
A C Haddon (Reader in Ethnology and lecturer in
Anthropogeography (Nat. conditions in
Human societies)
J E Marr (Lecturer in Geology)
J S Gardiner (Professor in Zoology)

Coursework:
Schedule for the Special Examination in Geography for the Ordinary BA Degree and Part I of the
Examinations for the Diploma in Geography

Physical Geography

Historical and Political Geography
Economic and Commercial Geography
Cartography

History of Geographical Discovery
Races of Man

[« SRV IS TR N Y

Schedule for Part 11 of the Examination for the Diploma in Geography
Regional Geography

Surveying and Mapping

Geomorphol ogy

Oceanography and Climatology

History of Geography

Anthropogeography

OOV WNN -
P e 4 s e &

UNIVERSITY OF LONDON

Staff: Appointed teachers in geography
L W Lyde (University College)
H J Mackinder (London School of Economics)
J F Unstead (Birkbeck College)

Coursework:
Intermediate Arts Examination
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1. General Geography
2. Regional Geography

Arts (Final Pass), BA
1. The subject for the intermediate examination plus:
- Regional geography in greater detail
-~ Cartography
2. Practical

Intermediate Economics
1. General geography
2. Regional Geography

Economics Final Pass and Honours
- Geography with special reference to the economic and
political development and present organisation of
Europe and North America

London School of Economics and Political Science

Staff: J H Mackinder
A J sargent (Professor of Commerce, University of
London)
Prof Gerwood
Prof Lyde
Miss H Rodwell Jones (Demonstrator)

Coursework (Geog Certificate)
1. Intermediate course (Lyde)
2. The British Empire in Geographical Perspective (Mackinder)
3. Historical Geography of Europe (Mackinder)
4. Historical Geography of Europe for Teachers (Mackinder)
5. Modern Historical Geography (Sargent)
6. Origin of Scenery (Lakes) (Gerwood)
7. Geography of European Railways (Sargent)
8. Practical Work (Sargent)
9. Defaulted Geography (Mackinder & Sargent)
10. Research (Mackinder)

University College

History: Department since 1903

Staff: E J Gerwood
Yates - Goldsmith (Professor of Physical Geography)
L W Lyde (Professor of Economic Geography)
M T M Ormsby (Lecturing in Surveying)

Coursework:
Physical Geography (including metereology)
Regional Geography from the economic point of view
Regional Geography from the political point of view
Regional Geography with special reference to the relations of Physical Geography to Political and
Historical Geography

Practicals:
Mathematical geography and other aspects of the Science of importance in their educational bearing.
A course on climate and climatic control.
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Birkbeck College
Staff: J F Unstead

Coursework:
1. Principles of Geography, with special reference to the most important regions
2. Advanced Studies in Physical and Human Geography

King's College

Staff: F Sibly (lecturer)

T
A H Cox (Ass lecturer and demonstrator)

Coursework:
- Physical Geology

That there are clear similarities between the British and the
South African geography syllabuses is unquestionable. It is,
however, important to note that the South African syllabuses
placed much more emphasis on bio- and anthropogeographical

aspects.

9.5 SUMMARY

This chapter has indicated a clear link between early twentieth
century academic geography in Britain and that which has been
developed inside South Africa. While the foundation for this
relationship was laid by Shand in 1914, Hutcheon played a major
role in fu}thering the cause of the discipline in South Africa.
He was the first to be appointed to a university post to teach
geography. He was also the first chairperson of the Committee of
Studies at the University of South Africa. These positions made
of him a very influential geographer. The principles on which the

first South African syllabuses were built remained intact for
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many years after Hutcheon's early death in 1922. The first
substantial shift in the content of university geography
syllabuses came about towards the end of the 1960s and early
1970s. This coincided with the retirement of the first generation
of South African educated heads of geography department, but also
with the gradual filtering through, from the United States of

America, of positivism and the quantitative revolution in

geography.

The institutionalisation of geography in South Africa, within
the context of the environmental determinist paradigm represents
another phase in the imposition on South African society of a
particular geographic world view. It was another important step
in the colonisation of the geographic mind. Based on an
understanding of the history of geography in South Africa, the
final chapter is an endeavour to also reflect on the discipline's

future development.
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10 SUMMARY AND CONCLUSION :
THE COLONISED NATURE OF GEOGRAPHY - PROSPECTS FOR ITS

FUTURE DECOLONISATION

10.1 INTRODUCTION

The existence of geography in South Africa, both as a school
subject and as an university discipline, is fundamentally linked
to the contribution it could make to schooling during the period
of British colonial rule. After the establishment of British rule
in South Africa, and particularly in the aftermath of the Anglo-
Boer War (1899 - 1902), the British authorities realised that
people could not be ruled by political force alone, but that the
control of ideas played an equally important role. It was,
therefore, also necessary to colonise the minds of people, and
the best way the ideology of empire could be promoted, was to
harness the educational system. Geography, as a school subject,
was seen to be an important medium through which imperial
ideology could be inculcated in the minds of young people, and
it was, therefore, moulded to serve the needs of the colonial
rulers. Geography was made, not only in a physical and spatial

sense, but it was also made in the mind.

This, to a large extent, confirms the interrelationship between

knowledge and social structure referred to by Grand (1981) in his
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contextual model for geography (see chapter 1, p.8). However, the
process of geography’s institutionalisation as an acadenmic
discipline, which is for Gran® (1981) an outflow of his model,
does not concur with the discipline’s institutionalisation
process in South Africa. Grand (1981) sees the process of
institutionalisation as taking place in three phases: from an
originally unorganised body of knowledge from which the
scientific content of geography has developed, to practical
action from which research praxis has evolved, to finally, a
social institution, which is geography as an academic discipline.
However, in South Africa, geographical research practice did not
create the need for an institutionalised discipline. In South
Africa, geography has been introduced into our educational system
to serve the needs (educational) of the British colonial
authority, and it also clearly reflected the processes involved
in the historical development of the discipline in Western Europe

and particularly in Britain.

Geographical education, as part of an educational system, devised
to promote the ideology of empire, became instrumental in also
colonising the geographical mind. The institutionalisation of
geography in South Africa was not preceded by Grand’s first two
phases. It, therefore, differs substantially from the early
histories of, for example, sociology (Groenewald, 1984) and
criminology (Van zyl Smit, 1989). Sociological and criminological
research, and the needs in South African society of such
research, was fundamental in establishing sociology and

criminology as academic disciplines. Geography, on the other
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hand, became an institutionalised discipline after a long period
of struggle to convince the educational authorities of its

scientific and educational value.

Very little research has been done on the history of geography
in South Africa. Especially in the present context of
decolonisation, it is necessary also to decolonise our minds,
and this begins with an understanding of how current thinking
came to be. We cannot effect a process of change without first
knoﬁing how changes came about in the past. This research is
mainly concerned with the institutionalisation of geography in
South Africa and in particular the process by which ideas,
geographical ideas or ideas about geography, were imposed on
people in order to justify imperialism. It has been shown how,
with the intensification of British imperialist influence during
the nineteenth century, geography was seen to be an important
instrument in establishing British hegemonic control. It is also
suggested that the changing educational eﬁvironment in South
Africa during the early years of this century, prompted by socio-
economic and political transformation, provided the basis for
continuous British influence in geographical discourse and that
this led to the introduction of the "new" geography and,
eventually, the establishment of geography as an academic

discipline.

The main purpose of this chapter is to summarise the main
findings of the research. In the light of the growing debate

regarding the decolonisation of education and scientific
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discourse in South Africa, this chapter will also, in conclusion,

briefly reflect on the decolonisation of geography.

10.2 EMPIRE EDUCATION AND THE HISTORICAL ROLE OF GEOGRAPHY AS

A SCHOOL SUBJECT

Geography was granted official status in the curriculum for the
elementary classes when the Cape Education Department was
established in 1839. The inclusion of geography in the curriculum
was regarded as important, not only in view of the contribution
it could make té a more "liberal education" in South Africa, but
it was also seen to be relevant as far as the inculcation of

empire sentiments in young people was concerned.

However, during the mid nineteenth century, geography was not
highly regarded as a secondary school subject in the schools of
the Cape Colony. Secondary geography did not exist although
geography of secondary standard was offered by the Board of
Public Examiners in Literature and Science (previously the Cape
Public Service Board) in 1858. In 1873 the examining powers of
the Board were transferred to the newly-constituted University
of the Cape of Good Hope, which was modelled on the University
of London, and geography was gradually phased out as a subject
for the University examinations. From 1901 geography was no
longer ©prescribed for the secondary examinations of the

university.
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Comparable information on the teaching of geography in the other
territories (Natal, The Orange Free State and Transvaal) is,
however, not readily available. It could, however, be argued that
the nature and the content of the geography which was taught in
the Cape Colony was merely duplicated in the other colonies. Of
particular importance is the more explicit emphasis that was
placed on empire geography in Natal since 1877, and in the Orange
Free State and the Zuid Afrikaanse Republiek, after the end of
the Anglo- Boer War. The teaching of empire geography should not
be seen in isolation. It was part of the overall strategy of the
colonial authority to anglicise society and to portray South

Africa as part of the British Empire.

Despite the peripheral status of geography, i.e. as a subject
for elementary school only, the educational authorities remained
convinced of the value of geographical education. During the
Edwardian period, more than previously, imperial sentiment in
Britain and abroad was systematically promoted and mobilised. At
the forefront of the "Imperial Studies Movement" were three
London-based imperial societies: the League of the Empire, the
Victoria League, and the Royal Colonial Institute. Both the
League of the Empire and the Victoria League were very active in
South Africa, where the subsequent reestablishment of education
occurred within the context of the development of the discipline
in Europe. There the study and the teaching of geography was
vigorously promoted during the latter part of the nineteenth
century, largely, to serve the interests of imperialism. In the

colonies, however, education in general and geographical
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education in particular had to respond to imperialism in a very
specific way. The context for geography's contribution to "Empire
Education", was clearly outlined by Lt -Colonel H Elsdale of
Natal, in 1895 and was underlined by similar sentiments expressed
in the annual report of the Council of the Royal Colonial
Institute in 1898, namely, that "... they were deeply impressed
with the fact that it is incumbent on the greatest and most
successful colonising nation of the world to impart to the rising
generation a full and accurate knowledge of geography, more
especially as regards the British possessions" (Andrews, 1900,

p. 103).

The Royal Colonial Institute was never directly involved in
promoting the teaching of geography in South Africa. However,
it was very supportive of the geography department at the
University of Oxford and in particular the establishment of The
Geographical Association, and its official organ, The
Geographical Teacher, both of which were influential in South
Africa. In his presidential address to the Annual Meeting of the
Geographical Association in 1903, Freshfield noted: "They must
remember that the business of the Association was to rub into the
British public the practical importance of geographical
intelligence, whether in war or in politics, in commerce or in
colonisation" (Freshfield, 1902/4, p. 10). It was one of the
first objects of the Association to "give British citizens a
clear understanding of the territories oversea that constitute
the British Empire" (The Geographical Teacher, 1902/4, p. 12).

The cordial relationship which existed between the geography
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department and The Geographical Association, made it possible
to infiltrate The Geographical Teacher in order to promote empire
sentiments. During the early twentieth century, The Geographical
Teacher became the sole medium on which the Cape Education
Department based its conception of geography. Many articles in
this journal were, for example, reprinted in local journals such
as The Education Gazette and The Educational News. Teachers were
also regularly urged to subscribe to The Geographical Teacher,
and the Cape Education Department was even prepared to subsidise

subscription fees.

After the Anglo-Boer War, the inculcation in school children of
a single-minded loyalty to British rule, emerged as a very high
educational priority. The promotion of this was seen as the first
object of all education, especially in the new territories. It
was regarded as the duty of the state to devote its attention
first and foremost to fashioning a 1loyal and contented
population. It was the purpose of early twentieth century
education "to win over the young generation of Dutch Africanders
to English ways of thought and speech, and to get them to
understand the greatness of the English Imperial Idea" (Behr and
Macmillan 1966, p.126). The Anglo- Boer War could have played a
major role in the establishment of patriotic societies such as
the League of the Empire (190i), as the moral credibility of the
imperial idea was clearly at stake. Britain had suffered heavy
Continental criticism, argues Greenlee, "because this was a war
waged not against Zulus or Afghans, who could it was held, be

expected to profit by the imposition of white rule, but against
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the European inhabitants of two small nation states" (Greenlee,

1987, p. 10).

Geography responded positively to the idea of "Education and
Empire", and lessons on the British Empire were included in the
school geography syllabuses. A full year was, for example, set
aside for empire education in the pupil-teachers' course. While
empire sentiments had to be inculcated, there was a parallel need
to justify the Anglo-Boer War. Information provided in textbooks,
for example Gill's "Students' Geography", was generally used to
create positive images of the English, while the Afrikaner were
portrayed inhuman. The English were presented as the freers of
slaves, while the Afrikaner indulged in the killing of blacks.
The annexation of the Boer Republics was, therefore, justified,
because the Boers were killing blacks, and the war was, a

necessary punishment for disobedient subjects (De Unie, 1908).

The importance of geography, as far as empire education is
concerned, is also reflected in the introduction of the Duke and
Duchess Prize for geography which was instituted following the
visit of King George V. A major role of geography was, therefore,
to foster among the public, particularly the Afrikaner, an
acceptance of their status as part of the British Empire. The
representation of British interests as universal, constituted a

significant component of geographical education.

Although the Boers protested vehemently against the anglicization

of society in general, and the way geography was taught, school
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geography remained committed to the British ideology of empire,
well into the second decade. A major portion of the first
syllabus for the matriculation certificate, drafted in 1913,
consisted of the geography of the British Empire. In the
meantime, howeve:, other needs had also developed within the
broader society and these demanded a philosophical and

methodological re-orientation of geography.

10.3 THE CHANGING ROLE OF GEOGRAPHY
10.3.1 Introduction of the "new" geography

By the turn of the century the educational system had to be
transformed in order to accommodate new demands. It was
increasingly realised that in order to facilitate industrial and
commercial development in a very competitive world, the
development of science would be of paramount importance. This
clearly echoed a more general concern with efficiency in British
society at the time. Those who were concerned with linking
education and imperial unity, according to Greenlee (1987), also
took a keen interest in the promotion of scientific education for
the sake of efficiency. The two priorities, imperial unity and
efficiency were therefore not seen as mutually exclusive, but as

two sides of the same coin.

The quest for science education placed a heavy responsibility on

the shoulders of those who advocated the necessity of
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geography in the school curriculum. What follows is a brief
outline of the process by which "modern" and scientific geography
was introduced to serve the "other" needs of the colonial
society. The introduction of "modern, scientific" geography in
South Africa dates back to the early years of this century,
deeply rooted in the British tradition of the time. The need for
a "scientific" and "modern" geography, culminated in the
publication, in The Education Gazette, of the "Syllabus of
Instruction in Geography" produced under the auspices of the
Royal Geographical Society in Britain. The "man-environment
relationship" was presented as fundamental to an understanding
of the nature and scope of geography, and this undoubtedly set
the scene for the future development of geography in South

Africa.

The teaching of geography was further nourished by the
establishment of a geographical society in 1905. In September
of that year Dr A J Herbertson, then Reader in Geography at the
University of Oxford, visited the country as the Honourary
Secretary of the British Geographical Association. Dr Herbertson
addressed a specially convened meeting with the purpose of
discussing the advisability of starting a branch of the
Association in South Africa. The Geographical Association sought
to unite teachers in different parts of the empire in a common
effort to further the principles of geographical education, and
after the address a resolution was carried that a branch of the
Association be formed. The establishment of the South African

branch of the Geographical Association was welcomed by the
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Department of Education, but it was shortlived. The South African
Branch of the Geographical Association ceased to exist in 1907
and its membership transferred to <the parent association,
furthering direct British influence in the development of

geography in South Africa.

Nonetheless, in retrospect, it is evident that Herbertson's visit
to South Africa and the establishment of the South African Branch
of the Geographical Association provided the necessary impetus
for the development of geography on "modern" and "scientific"
lines. This was reflected in the contents of various articles and
documents published in the Education Gazette. The first concrete
step to implement the new ideas and concepts in geography, came
about with the establishment of a committee by the South African
Teachers Association in 1910. They were charged to develop a
scheme for the "Revision of the Syllabus in Geography". The
committee's conception of geography was distinctly determinist.
As a basis for their own work they adopted, verbatim, the
definition of geography in the British document "Suggestions for
Teaching Geography". The SATA scheme was eventuélly adopted by
the Cape Division Teachers' Association, but not throughout the
country. The Education Department felt that the SATA-syllabus,
would have created chaos since the teachers were not adequately
trained to teach the "new" geography. Instead, it was decided to
introduce the "new" geography on the level of the Third Year

Senior-Pupil Teachers' Course.
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10.3.2ngnvironmental determinism: A conceptual framework for

-

S geography as an academic discipline

Since the Herbertson visit, and the establishment of the South
African Branch of the Geographical Association, various
"geography enthusiasts" took it on their shoulders to promote
and facilitate the academic debate regarding geography in South
Africa. With the necessary support from the Education Department,
these enthusiasts became the main advocates for academic
geography in the pre-academic phase. Towards the middle of the
first decade the teaching of geography was becoming more and more
the work of specialists. This served as additional motivation for
the geography enthusiasts, like A Ritter, J Jamieson, and J
Hutcheon, to pressure the authorities of the University of the
Cape of Good Hope to introduce geography as an academic

discipline.

Geographical research was never a priority. The discipline was
promoted in reference to its status overseas and the contribution
it could make to general education within South Africa. However
it was gradually realised that, in order to make a "scientific"
impact, geographical research and not simply teaching would have
to be put on the agenda. In his address in 1915 to the South
African Association for the Advancement of Science, Hutcheon
divulged details of "several men" who had already formed
themselves into the nucleus of a Geographical Society, with their

main aim to «consider the preparation of South African
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geographical monographs. Hutcheon himself became increasingly
involved in developing ideas for the study of local geography,
and was particularly interested in aspects of climatic control.
The focus on climate is significant given its larger role in
contemporary environmental determinist ideology which legitimated
supposed European superiority in the struggle for survival.
Environmental or geographic determinism was, therefore, a
significant ideological buttress for imperialism and racism, and
it found fertile breeding ground in South Africa. This paved the
way for geography's incorporation into the curriculum for the
University of the Cape of Good Hope's higher examinations as well
as its institutionalisation as an academic disciplinel. Geography
became an institutionalised discipline in 1916 (at The Universityv
of the Cape of Good Hope) and a subject for the Matriculation
Certificate in 1918. The syllabi for both the B.A Pass
Examination and the Matriculation Certificate were clearly in the
mould of the environmental determinist philosophy. The principles
on which these syllabi were based provided the context for
geography courses in South Africa until the 1late 1960s.
Environmental determinism could conveniently explain the dynamics
of a racist society. White supremacy, economic exploitation, and
the exploitation of blacks in particular, could be justified.

This, initially, also served British imperialist needs inside

lyntil this time the University authorities and many school
principals and teachers could not be convinced that geography was
essentially scientific in nature. Many teachers of other subjects
also felt threatened by the inclusion of geography in an already
overcrowded curriculum. The "new" geography, and environmental
determinism in particular, provided the necessary scientific
basis for geography and it was therefore more readily recognised
as a science to be institutionalised within the South African
context.
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South Africa. The institutionalisation of geography as an
academic discipline in South Africa, should therefore be seen
as a result of a process in which the needs of the society on
the one hand, and developments in the nature and scope of the
discipline, internationally, on the other hand, played an
important role. The syllabi established at South African
universities were largely a duplication of what was offered at
British schools and universities. The British influence was
further entrenched by the fact that many of the academics who
were responsible fof the teaching of geography during the early
years were either British in origin or received part of their

geographical training at British universities?.

While Afrikaners largely rejected "Empire Education" in the
British mould, they could identify with environmental determinist
geography. The Hebertsonian concept of “natural regions", for
example, became the hallmark of Afrikaner geography in the early
decades of the twentieth century. It was, however, not until the
late thirties that a specifically Afrikanerised geography
emerged. In July 1939, at a congress for Christian National
Education (C.N.E.), organised by the Federation of Afrikaans
Cultural Organisations (a Broederbond offshoot), strategies were
discussed to counteract the Hertzog government's plans for dual
medium education. These plans were seen as a renewed attempt to
Anglicise Afrikaner children. The congress set up an Institute

(I.C.N.E.) to investigate issues concerning Afrikaner education.

2Phe international impact on the historical development of
geography in South Africa is supported by the international
perspective dealt with in chapter 3.

336

http://etd.uwc.ac.za/



In 1948 the I.C.N.E. issued a report in which geography featured
very prominently. Fundamental to the report was the recognition
of Christian-Nationalist principles in education, i.e. that
Nationalism ought to be rooted in Christianity, and that a love
for one's own language, history and culture should be instilled
in the Afrikaner. Concerning the content of education, the report
urged that in no subject may anti-Christian or non-Christian or

anti-Nationalist or non-Nationalist propaganda be made.

Geography turned out to be one of four core subjects identified
by the I.C.N.E. The other three were religious teaching, mother-
tongue, and history. Concerning the content of geography the
report stated: "Every nation is rooted in a country (Landsbodem)
allotted to it by God. Geography should aim at giving the pupil
a thorough knowledge of his own country and the natural objects
pertaining to it, in such a way that he will love his own
country, also when compared and contrasted with others, and be
ready to defend it, preserve it from poverty, and improve it for
posterity" (in Bunting, 1986, p.246). An apparent teleological
conception of geography may be detected here. This may also
explain the need to forge a link between geography and theology

on previous occasions.

10.4 GEOGRAPHY AND BLACK EDUCATION

3

The above pertained to white education® only, and was meant to

[
3Blacks had no part in either the institutionalisation of
geography or the establishment of the discipline at South African
universities. However, within the context of this chapter it is
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include English speakers as well as Afrikaners. As far as blacks
were concerned, education was, according to Bunting (1986) to be
based on trusteeship, non-equality, and segregation; its aim was
to inculcate the White man's view of life, especially that of the
Boer nation, conceived as the senior trustee. An assumption
implicit in the I.C.N.E. report was that the world view of the
Broederbond was to be imposed on the rest of the population.
Although spokespersons for the newly elected Nationalist
government tried after 1948 to distance themselves from the
report, Bunting (1986) argues that the government itself
proceeded with the implementation of the C.N.E. programme almost

to the letter.

Whilst Afrikaners were seriously engaged in the decolonisation
of education, and with it geography, vis-a-vis British control
after 1948, they were at the same time set to impose - an
extraordinary recolonisation of black South Africa and the black
mind. The development of apartheid brought not only a new system
of social controls along race lines and new social fissures, but
also a new brand of racial ideology. This involved a
recolonisation of the mind, asymmetrically organised between
blacks and whites. Education was restructured and if
environmental determinism remained central to geography, the

stage was nonetheless set for a reoriented "apartheidgeography"

The Government Memorandum on Education of 1839 stipulated a

system of public instruction with the white colonists in mind.

necessary to briefly reflect on geography and black education.
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Elementary education for those who were not white was left to
the various missionary societies. At most of the mission
stations, apart from religious instrﬁction, pupils were taught
basic skills and a 1little handiwork. No set courses of
instruction were followed, though there are indications that
some form of geography was taught. When the Nationalist
government took control of black education, the contents of
subjects, like geography, were largely based on the syllabi that

were in use in white schools.

With the passing of the Extension of University Education Act
in 1959, for the first time provision was made for non-white
universities. All black universities originated as constituent
colleges of the University of South Africa in the early 1960s.
Most of the lecturers appointed to the departments of geography
at the black university colleges were graduates from the
University of Stellenbosch or one of the other Afrikaner

universities.

As shown in the arguments presented above, the geography current
in South Africa at this time was one that was rooted in the
European traditions of the discipline. This was the geography
that blacks were confronted with. After a long history of an
educational system dominated by foreign interests, and which was
later more complicated by the introduction of apartheid, it
becomes imperative that the decolonisation of education, and
geography (the geographical mind) in particular, should receive

serious attention. While realising that this dissertation is not
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the place to come to final conclusions regarding a decolonised
geography, it is, however, felt that on the basis of research to
be published soon (Wesso and Parnell, 1992) it could provide the
intellectual context for considering the decolonisation of the

discipline of geography in South Africa.

The next section is, therefore, an endeavour to highlight some
of the issues which ought to be considered in developing a
"geography" more appropriate to the needs of the South African

society.

10.5 THE DECOLONISATION OF GEOGRAPHY

The late nineteenth and early twentieth century eurocentric
notion of geography, is still deeply entrenched in the minds of
many teachers and academics alike. The legacy of that period
remains in terms of philosophy, ethnocentrism, racism, and
support for state activities expressed in geographical education.
But apartheid is crumbling at the edges, and this has provoked

a consideration of the decolonisation of the geographic mind.

In the late sixties and early seventies the overt environmental
determinist focus of university geography syllabi was largely
replaced by a conception of geography as a spatial science,
inspired by developments within the discipline especially in the
United States of America. Geography as spatial science was in

various ways supportive of a utilitarian geography that still
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buttressed a society built on inequalities of race, class and
gender. It was largely a dehumanised and depoliticised geography
- to such an extent that it tended to become irrelevant as an
academic and political endeavour in which the oppressed of South
Africa could engage. Various attempts were made to' address the
consequent sterility of recent geographic discourse in South
Africa. Ten years ago, McCarthy (1982) invited geographers to
engage in critical (marxist) debate. There was no substantial
response. Others ventured to initiate relevant research projects,
mostly informed by liberal perspectives regarding the socio-

economic and political reality of the South African situation?.

Recently, some geographers considered the decolonisation of
geography, but mainly in terms of a "relevant research agenda

(Crush et al, 1982; Wellings, 1986; Crush, 1991). Others have

tried to focus on the extent to which the "masses", the "people",
or the "oppressed" could contribute to a‘Fecolonised geographic
discourse, or how they could be empowere& to produce their own
geographies (Crush, 1986; Wesso, 1989, 1991) . Nothing substantial
has crystallised as yet. }

)
The colonisation process has been varied and very complex and
the decolonisation process will have %o be equally rich. Any
contribution to the decolonisation of exducation, and scientific

discourse, generally, will have to be tied to a consideration of

the contribution we could make to. critical thinking and

p
?
empowerment. Two aspects seem to be ot}

4
i

fundamental importance:

4For a review of literature see:

.??

6gerson and Parnell (1989)
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(1) geography will have to be Africanised, and (2) the current
conception of geographical space will have to be reconsidered.
Since an exhaustive discussion of this topic is beyond the scope

of this study only a brief review of the issue is given.

For imperialism, white domination and capitalist exploitation
to flourish, the colonised, the dominated, and the exploited had
to be alienated from their indigenous culture and their past. The
educational system was the most appropriate means to establish
cultural and political hegemony, and geography had an important
role to play in this regard. While South African society is
currently in a process of radical transformation, geography will
have to be radically transformed as well. Euro-American
theoretical constructs will have to be carefully scrutinised and
critically evaluated. The influences of Western society,
imperialism and racism have been so entrenched in the South
African lifestyle that most of the valuable aspects of African
culture and experience have been undermined. The SA geographical
environment (both human and physical), and geographical space and
spatial phenomena in particular, are generally interpreted in
terms of the legacy of imperialism and apartheid (Magi, 1990).
Such interpretations are also rooted in theories and philosophies

devéloped in Western, developed countries.

The decolonisation of geography in South Africa involves a
deliberate effort to africanise the discipline and to empower
people geographically. This should form part of the great

challenge to transform the established academic culture in order
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to meet the demands of a changing political and social
environment and to reflect the changing power structure in
society. The process of transformation within the South African
context is denoted by the concept "Africanisation". As far as
geography is concerned, the institutional structures as well as
the practice of geography is completely dominated and controlled
by whites. The concept of "Africanisation" recognises the
imperative of transforming, not only the institutional structures
of the discipline of geography in South Africa, but also the
nature and scope of the discipline so as to more accurately
' reflect the national composition of the population. It is,
however, not only about changing the racial composition of
institutional structures, but also the curriculum and the whole
way in which learning and teaching is organised. Geography and
geographies have been socially produced to serve the needs of
empire, capital and apartheid. People will have to empower
themselves geographically and develop the conceptual tools in
order to produce their own geographies. If the restructuring of
apartheid space, for example, is regarded as important in a "new"
South Africa, the conceptualisation of space needs to be
seriously considered within the African context. Geographical
space, like geographical knowledge, is socially produced, and is
a direct result of material production. It is, however, more
than this: the production of space "also implies the production
of the meaning, concepts and the conscicusness of space which are
inseparably linked to its physical production" (Smith, 1984,
P.77). Africanisation, therefore, also means the geographical

empowerment of the oppressed and disadvantaged in South Africa.

343

http://etd.uwc.ac.za/



People need to understand and realise their capacity to produce
their own geographies. In this way a genuinely people's
geography can be produced. According to Harvey, geography is
"far too important to be left to generals, politicians, and
corporate chiefs" (Harvey, 1984, p.7). The geography we have to

develop must be a people's geography which is

"not based on pious universalisms, ideals, and good
intentions, but a more mundane enterprise that
reflects earthly interests, and claims, that confronts
ideologies and prejudice as they really are, that
faithfully mirrors the complex weave of competition,
struggle, and cooperation within the shifting social
and physical landscapes of the twentieth century. The
world must be depicted, analyzed, and understood not
as we would like it to be but as it really is, the
material manifestation of human hopes and fears
mediated by powerful and conflicting processes of
social reproduction" (Harvey, 1984, p. 7).
Our debates regarding the future of geography in South Africa
must, therefore, reflect contemporary needs and challenges. 1In
line with Harvey's (1984) historical materialist manifesto we
must (1) build a popular geography which is free from prejudice
but reflective of real conflicts and contradictions and which
promote mutual understanding, (2) develop an applied people's
geography, i.e. geography which is not supportive of narrow or
powerful special interests, but which will be broadly democratic
in its conception, and (3) accept a dual methodological

commitment to scientific integrity and non-neutrality.

To conclude: It is suggested that an understanding of the
history of geography in South Africa cannot be divorced from an

understanding of the dynamics of the society in which it
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functions. The Anglicisation, the Afrikanerisation and the
Americanisation of geography, resulted in the total neglect of
African needs and African culture. Any move to decolonise
geography in South Africa should involve the Africanisation of
the discipline and the geographical empowerment of the people.
Precisely what this might mean and how it might be accomplished

is a question of geographical practice as much as theory.
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APPENDIX 2

PUPIL TEACHERS' GEOGRAPHY REQUIREMENTS.

ats in geography for the Pupil
Te'f,chlfe:seﬂ Kea:l?nationsgto e pheld in 1903 will
be as follows :—

First Year—Africa. with South Afriea in

" greater detail. i

Second Year.—The British Empire,

Third Yeur.——The World.

There is no texthook which provides exactly
what is wanted for the First Year's course. A
good approximation. however, is the volume on
Africa in Black’s School Geography (1s. 4d.)
which, however, would have to be supplemented
in regard to South Africa. A very full treat-
roent of the latter is given in Longman's School
Geography for South Africa. 3s. 6d.: ‘and
‘teachers would do well to make mnse -of it or
of some other large textbook to supplement the
book used by the pupil teachers.

- For the Secoud Year the supply of texthooks

is much better, but here in the volume in
Black’s School Geography ( The British Empire,

la. 4d.) seems most suitable. Teachers would -
do well: to use Meiklejohn’s The British Empire

(2s. 6d.), which is very good, but too :full for

pupil teachers’ use, Another excellent book,
which might also be used as a reader, is Blackie's

Survey of the British Empire (2s.): it is not

purely geographical, but deals with history and

commerce as well. . S R

. For the Third Year there is still greater

choice. As Africa and the British Empire have

already been studied, the quantity of matter in

the Elementary Geography of the World in

Black's School Geography is scarcely suffi- |
‘cient ; but the contents of the book arc of the :
kind desired, and the teacher can supplement .

362

them from the larger book on The Horld in the
same series (35 6dli. Another excellent larger
book is Meiklejohn's Nehool Grography (2s. 6d.5.
Two other small books mav be recommended—
A New  Cevyraphy of the Iorld, published hy

- Oliver & Boyd (1s.). and MeDougall's Outlives

uf Geoyraphy (1s.).  Both are notably inexpen-
sive, and the latter is vervatuaetively illustrated.

The Adgunced Atlos fur Nonth {frican Selowls
(T Nelson & Sons. 4s.) should Ve carefullv
studied throughout the course 1 and the =tudy of
eeography should be wade o five one by special

_attention to apny rewions which rise ito pro-

nunence by reason of currvent events.  The
school library <hould be =upplied with a good
series of geography readers ¢ Black's Deseriptive
Geograplues, Nelson's The Horld und its People,
Chambers’s Geographies of the Continents and
Ticenticth  Century Geograpiy Realers, and
Blackie's HHlustrated Continentul (Geographics
may be mentioned);, and also with a good
reference text-book such as The International

- Geography (George Newnes. 13s.), and a good

atlas—e.y., Newnes's Trwenticth Century Atlas.

-The ‘possession of these, however, ix of verv

little advantage unless the pupil teachers learn to
usc  them; the cultivation of an inotelligent
interest in geographv, and of the hahit of
consulting books and atlases for information
about places of current interest, is an important
element of the training of pupil teachers in the
subject. .

The question of veyuirements in physical
weography is under coosideration, and an easv
three-year course in that branch of the subject
may be added to the syllabns as given above.
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ATGHER"EDUCKTIONT
1ITS PRESENT DEFICIENCIES AND FUTURE
IMPROVEMENT; :
By Lt.-Colonel H. ErspacLe, R.IE, Natal.

The British Empire is tonding steadily to become, and
is certsin to be in the future, an aggregation or union of
self-governing communities, and among these the Capo
Colony and Natal have taken their place by the introduc-
tion of Responsible Government. It is of the very
first importance, therclore, that their Ministers and
legislators should duly weigh the responsibilitics of tho
position betimes, and take all such measures as will tend
to educate the constituencies and the public generally,
and eneble them to take their proper place and efficiently
perform their duties, whether as frec and enlightened
electors or legislators in alocal self-governing community,
or as citizens of a great world-wide empire.

In these measures the question of higher education is a
leading _iﬁten_l. - .

LR s aplypalour sysarel SOTER,
AT vjz f%""i'n“mm%xgtﬁé"@d‘ (108, Are Kohind the
&l They are still trammetled by the traditions of che
PREESR past” in which the legislation and fortunes wf the
Empire were in the honds of comparatively few anew,
Lelonging to a small privileged class ; and, so long as these
were educated to their duties, it did not mucl signify that
the nation gererally should be tied down to & narrow,
uuintelligent, and fopsided system of higher educatigo
whether in_school Ull' un‘i\'cr) 1 WM‘"Q&

3 TR aleuluted t%g%&
FUEAtE IETRIE 1L Ay be, i Latin and OrcckeREd v
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APPENDIX 3.A

2
3351

§ o T R i i AT AT S
ST oYsEesrRRE IR TNt of [T} .MQ&Q}.QHM«@L&W
w TRV HAACITIRTT O NTTRS S TP 0T
‘ it mﬁgg'""""uwm-@ PRy
. ” Ltuncs ~ol-the-wloledampire, for.
. N s & i e . Pat-ar P A
weal or woe. must e ably depeind in the future,
“Tt i vastly To tha éredic of the London School Beard
that, as 1 understaud, it is making nn effort to get a little

Coutside the old stercotyped groove of school eduention by

introducing a more unlighteued and incelligent study of
the position and requirements of the whole lmpire, and of
each several part ol it, South Africaincluded, a3 » regular
pars of the school cnrriculum in London.

It is before all things to be desired that the scatrevad
local communities included in the vast British Empire
should follow the cxample thus happily given them at the
heart and centre oi the BEmpire, and should set themselves
on their side to widen the horizen of their childven, anil
train them ndequarcly for their future duties, whetler as
ciectors, legisiators, or  Responsible Minizters, hy a
corrospunding widening of the seope and aren of =choul

1.

adneation. ‘"ﬁég:"i\fﬂ‘\’ﬂe"’f‘fiﬁ;ﬂii’fiﬁ Ty ”("n»l"_'e"ff‘iT'"fa"??g."lﬁ“"'}”x?»‘f‘"”
r ' Y IR ERLE 5 Aeplonyaen.
lonicn shouls th 63 tolear,
i1y a‘zﬁ TOruILe) ucuts ol Jingiand,-and-of

e~ s t-dnrgel y-doleriliii der-
firgnaitowitellyaifect the Tortunes ol eil hor colonics
Ui.Lhe coming CERnITy,”
TEts eihmitted that, in some form or othor, swhethar as 2,
regular part of the school curriculum in ordinavy workiny
hours, or by special courses of evening lInctures, the
subjacts of which the foliowing is n rongl syllubuy, shonid
be tanght ix‘u Lhr»’hf;&}:\g{&ghgm,g3&(‘))!})}19:’”0‘ *1,-\.”.:#:.\9.‘.1'4
az will suflice 0 D rent hoys R FoodgpTasy - of

i S A ) .
s q"?\h.-'-ca-(m et g

oS ald ¢ )

A L o o ot e m st s
v T e B AP CBTo T ea ronder Responaiole
Qovdinment, the rolative Tunctions of Wis fxeolleney T
GSeERET AN his Ministers. and their position in relation
to Tler Majesty the Queen nnd her Miass , the position
of AMinisters in relation to the Legislative Council and
Logislutive  Assembly,: the position of the Judiges  as
administrators of the Taw and not Luv-makers, the lunetions
of jurymen as advisers and assessors of the Judge on
questions of fuct, hut not on questions of punishmoent
following on%ﬁ:ts giver.
s Govieral Posilion and Inferests of the Cupe Cotony

The il
al In relation to eacli other, to the Free State and
a1, Zululand, Swaziland, Basutolund, &e. The
question of railway extension und harbour improvemens
as nffecting the future of Natal. "The questiou of Sourh
African fedevation. as following upon Canadian federation.
now successfully completed, and Australian federatizn
likely to be complut GLy, shortly.

TR Brites "Porwer clscwhere 1w Afriea.—Lhe position and
prospects of the Chartered Compauy in * Rhodesin,’ its
relation to the Cape Colony and to the (rown. The
position and resources of Nyassa-Land, and the nesw
empire now opened up to us in Uganda: its importance s
dominating the greal Lakes aud the upper waters of the
Nile. The Niger Company and its claims, and the colonizs
on the westorn coast.

Tivery intelligent and educated white boy in Alri
should know something of the above subjects; bus ev
Briton in ench remotest corner of tho Bmpiee should lesin
wlsy the followinyg :— ;

TRETsst st England o velahiod iy
genedal arguments in favour of Free Tradeversus Protac.
tion—the veault of Free Trade—to make Fngland the
wourkshop of the workd, but to cause hev growing miliions
to depend continually more and more on a worid-widz
commerce, and ocean-borne food supply, and naval
supremacy to protect and secure thewm,
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55,‘ cﬂ‘&?ﬁ“ﬁ%{fé’”ﬁmmﬁﬁ“ﬁfﬁfﬁfﬁ—uu vzt emipiro
in THARHA-RA ‘ﬂ:n"?ﬁrih:‘“f‘dﬂ'fl’ﬁﬁt’&‘«{*uf\ the north by the
grawing might and continual torward progress of Ruasia,
and on the south by the aoeressive policy of Franee in
Cochin China and Siam. Her position in Eeypt, asivide
ol the neck which dominetes the world’s eommerce from
east Lo west, el secures hee connmunications with India
and the East @ French chidms and wnbivions in Egypt: the
alternative ronte to the Lase rennd the Cape of Good
T oo e oo —

’m‘as( I'S:;l'l[dli fE:TyLind '(Il the I‘Cllh‘(;??!_? Jfﬁﬁf} of the
woRlPE et E AT VE T Toeated inthe centre-of tht hemi.
sphere of maximum land-avea throughout the globe: her
present position as injurionsly atfected by the Sues Canal,
tending to un eastward-shifting of the centre of gravity :
her future position when the Nicaragua Canal s opened
to restore the balsnce hetween cast and west, and place
England-guee more ag the centre ol gravity.

gete TR

RS R JCN PRy Y i
T .w‘l?%il;an“zsf.mﬁgnam‘;n veladton to the YWar beliween
Japan aid - Ching; and Russiv's hold on the Amdar and
Tdivostock : the probable awakening of the slecpy
Finpire of China cauged by the war; the possible ruinous
effect of that awakening on the comumercial supremacy of
Britain, when the icon, coal, cotton and sitk of China are
praperly utilized. and her frupal and hard toiling millions
hroucht into move intelligent and well divected industrial
conmpetition with the Western Powers,

Sach subjects ax the above wre of the first importance to
the future of the British Empive, including the Colonies,
which must share in its prosperity or its downfall. Butno
intelligent gragp or alloround view of the real position of
the Winpire ean be obisined without some insight into its
position in relation to its euvironment.,  This involves the
lollgying - sddittoua] SUb]CClsamm wemes spmmrumomimenms

The Present Position of the Continent of Iuropefas domi-
kit ind concrolled by two great standing antagonismy—
the antagonism of Vrance and Germany in respeet of
Alsace-Tovraine and the ‘revanche,” and the antugonism of
Russin and Austrin in respeet of the Balkan Peninsula and
the hegemony or leadership of the Slavonic populations
outside Russin Proper, with o thivd and lesser but import-
ant antagonism between France and Italy in the Mediter-
rancan.  The effeet of these three standing antagonisms, to
divide Furope into a central coalition of Germany, Austria
and Ty, againgt France and Russin, - The net result—to
turn all Furope info a vast camp with steadily growing
preparations for war on every side. The position of the
neutrals, the well established and well defended neutrality
of Switzerland, and the more precarious position of Belgium

8-l 0gition dncé, astride of iwo seas, looking
northiward and westward on the Atlantic, and southward
on the Mediterranean, with an industrious, highly intelli-
gent, and frugal population, but a gigantic debt, due to the
extravagance of the Republic. Her failing population,
which, after o whole century of continuous and nearly
uniform decline, bus now reached the point wherethe death-
rate hay overtaken the birtherate, so that unless this long
exporience is to he reversed, her population will continue
to decline henceforward.  Wer huge army recruited up to
the maximum limit: her vast ambitions beyond her
prasent powers, which have led her, by a Russian alliuncee,
1o seck to wed her failing numbers and stationary strength
o the isexbanstible tereility and growing might of the

youus .‘nul' .\.!!.’;}l):k";:)‘kw;&!%)‘%}'llf‘“[.u_(_. o
Thel-iids;[t_on v;fy]u-,r_@ssu.z.——l e age-long ambition of the
Clang, expauon towatrds the sunny south, an outlet Lo

the southern sens, in the possession of  Constantinople :
the more modarn and recent Pan-Slavie movement @ the
Russian conquering march across novthern Asia, and its
Learing on the peace of Dndin and China southwards
her high bivtherate and vast population, increasing over
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tsvo millions a year, and its threatening aspect for the
future of the western powers.  Its probable higher rate of
increuse in futnre, whenever, by improved sanitation, the
present excessive deatherate is reduced. The bizarre and
extraordinary alliauce between an antocratic Czar, the
personification of conservative despotism, and a Republican
France largely influenced by athieistical and revolutionary
clements, o PR e —

T'h}:al’ébfhon of Austria.Hungary.—A dual or bipartite
empire, threatened with disintegration, both from within
and from without: from within by the struggles of com-
posite and e¢laghing nationalitics, from without by the
aggresive designg of Russia.  Austria, embarking upon a
Home Rule policy to reconcile the conflicting claims of
German and Magyar, has committed herself to a thorny and
perilous path in which she can neither go forwards nor back-
wards withont grave dangers. The rapid increase and
growing power of her Slavonic population is an important
factor. They ave gaining on the Magyar and German
elements, and clamouring for their share of Home Rule.
Austria stands committed to oppose Russian propagandism
and Russian supremacy in the Balkan Peninsula, for, if she
once allowed the Russian hegemony to be declared, the
attractive power of o hall-realised Pan-Slavic ideal would be
8o great that her own Slave populations would soon follow
guit, which would mean the final ruin and break-up of
her, ir

i

y € or o MRS T IRTRERY

A n of Gepmany—Commitied tosupport Austria
as againgt Russia, knowing that, if once she allowed Austria
to he cast down, her own turn would infallibly come next,
and desiring Austria’gsupport as against France.

e Postiinn of Italy.—Committed, asa growing maritime
POIVEr, t6 "sppose Fitheh designs to predominance in the
Mediterranean, and driven thereby to join the Central
Alliance.  Her financial state on the verge of bankruptcy,
an.overgrown expgenditure on armaments.

1’} ition of Ingland.—1In face of the very threatening
Buropcan situation, coiimitted to a benevolent neutrality
towards the Central Alliance by the antagonisn between her
interests and French claims or Russian designs.  Her
neutral attitude as desiring to steer clear of the Continental
embroglio if she can. Her friendly attitude towards Italy
as desiring to support her, and receive her support, in the
Mediterranean, to prevent the French from turning it into
a

g d
e Uuited States—Happily clear of Turo-
the growing rapprochement between
Epgland and her eldest daughter, as shewn by recent arbitra-
tions for the settlement of disputes, and by the very friendly
tone of the leadin Qﬁi@nﬂ;ﬁmﬂ.‘-’é‘m'gq"»QX«'&l_l)'..,,,_m_,.-mm

Lastly, comes the greal question of the Federation of the
Epire, with or without the admission of the United States,
intoa great Pan-Anglican or Pan-Anglo-Saxon Confederacy.
Its beneficent effect on the peace of the world and the
fortunes of mankind.  The federation of the Empire is called
for at present by the necessities of its defence, demanding »
supreme navy which, as the Colenies share in its benefits, it
is unfuir that Bngland shonld provide alone, so that
Australin hasalveady taken her share.  Representation goes
with tasation, and if the Colonies ave to bear their share of
the expense they must also have their fair share in the
councils of the Empire, which can only be attained by
Federation in some form.

These are the great questions which must largely deter-
mine the dostinies of the nations in the coming century.
They ave all-important to the future of the British Empire,
el will powerfully intluence that of the whole human race.
It is here argued that it i preposterous that we should teach
bovs at o high school Tatin and Greek and mathematics,
and leave them in ignorance of all such snhjects as these
which are necessary to fit them for their position ag cibigens,
clectors, or possible legislators, in a \gsga“d"ﬁ"i{"‘" Di
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e done by an intelligent teaching of
i For it will be noted that a great deal ot the
Wdhove is covered by, and comes properly within the
~proviuce of, an enlightened geography losson.  Thereby the
dry bones of geography will be clothed with a nich more
attractive skin, and the geography lesson will beeome far
more interesting to the boys, and will he much better
assimilated and remembered.

for the history “woHand in ]

! ¥ Thus, when the reigns of Queen Flizaheth an

e1§irecosgbry ave under consideration, the dvingsof Raleigh,
Drake, Hawkinsg, Frobisher and Cook—those hold mariners
who presided over the dawn of our Colonial Empire—should
be explained and illustrated by the maps. The teacher
should read in this eonncetion such a work as Professor
Secley’s Expansion of England, and give the pupils o short

_ summary ol the leading points derived from his stwly ol if.

Again, when, in George the 'Third's reign, the American
War of Independence comes up, the difference between
the narrow and illiberal colonial policy which caused that
unfortunate war with the resulting separation of the
United States, and the modern colonial policy of Great
Britain, adopted since the bitter lessons of that strugple
were digested—and the vesults of this more liberal policy
in the subsequent vast and peaceful expansion of the
“Colonies—should be passed in review., .

(® Those parts of the above subjects which donot come
within the legitimate province of the ordinary lessons in
Geography and History ean be taught, and the whole of
the subjects further explained and bLrought together in
their proper political connection, by
pupils, or afternoon lecturcs after™® 2
These lectures, if well handled by a competent lecturer,
would be most interesting to the boys, and would be an
agrecable interlude to the somewhat dry, and to many
boys, dreary monotony of their ordinary studies.

A competent and well infomned headmaster could not
possibly employ his time to betier advantage than by
greparix.lg and delivering such & course of lectures in the

ark winter afternoons.  Or, if the headmaster or his
assistants be unequal to the task, a specially qualified and
competent lecturer could perhaps he found outside the
college altogether.

The whole of the above subjects, within the limits con-
templated hiere, could be brought well within the compass
of a coursc comprising an afternoon lecbure once
a week for three months in the winter. But, in order to
aid the lecturer, and lay a good fouudation for a better
and move anent Jng lLic :

ending political 1ssues.
. Inovder to expliin the limits within which instruction
in the above subjects shonld appavently be confined,
whether in the geography and history lessons, or lecturea
as suggested, and the way in which intelligent students
may be expected to correet, expand and supplement theirv
then accpured foundation knowledge in after life. by an
enlightened reading of the newspapers and current liteva-
ture of the day, I may perhaps be permitted to give an
tllustration.

. Sappose a paragraph were to appear in the Continental
mtettigence in the Mome newspapers to the effect that one
of the leaders of the young (!zech party in Bohemin, such
as Herv Teckly, had been making another very violent
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abtnck on the Governmeni in ithe Austrian Clammber of
Daspraties, and that Uhis parly ic likely to envey the next
eleetions against the Govermment, by o lege majority.

We may =afely, pevhaps, conehude that such o paragraph
would he passed aver summarily by nine ous of ten of all
the hest cilluented people in South Africa as nnintevesting
and dull. Jtis in Fact, more or less meaningless to them,
beeanse they luve never had atschool, or acquived in afrer
lite, the éosmopolitan knowledge of Eurvopean poliries
necessary toappreciate it. . Now no one wouhd, it is hoped,
be =0 foolish as to pretend for a mowment that we oushe to
waste the precious time of boys at school in teaching them
auything about the young Czech pavty in general, ov
Deputy Teckly in purticular.  Nevertheless, we should
teach the students, as part and paveel of their AT

. o !

FEaraphy tessoton Continentul Burope, that the Austreian
Empive (sce the syllabus above under Austria) is a conge-
ries of diverse races, held togethier under the sawe flag by
loyalty to the Honse of Tlapshurg and by the wrmy. Alzo,
that it is athwart Lhe stream of modern progress, which i
sotting steadily in the divection of contmdizdion, and the
aggregation of race nationalities into one cmpive—see the
cases ol the Amervican War of North versus Soutle vesult-
ing in the consolidation of the United States. and the more
recent unifieation of Germany and lialy. The students
shonld learn that the Czechs i Boliemin, aomong others, wre
rising and troublesome young nationalities, clamouring, wid
likely to elamour, for their share in the Home Rule which
the Emperor has alveady been driven to concede to the
Hungearians,  Then those of these pupils, inafier life, who
may have any turne for politics, or auy mind to vead the
newspapers mtelligently, will not be slow to note wnd
understind such-a paragraph ws the above, which would
mean that the Emperor of Aunstrin was in a fair way of
heing forced to divide up his Empirve still fnrether by fresh
concessions of 1Tome Rule to the Crechs and other similarly
situnted nationalities, or else by vefusing it, to bring on a
dangerous political crisis which might strain the alleginnee
of these aspiring young races to the breaking poiut, and
drive them to transfer 1t to the Czar, or declare themselves
indepeundent.

Similarly, for all the other subjectsabove, a good founda-
tion knowledee ouly should be aimed at at school, eildendated
to fiv the student in after life for acquiring veadily that
further and more extended knowledge necessary to make
him o well informed man of the world, or possibly an
Sitatesman.

X h VHe I ™ i .
it tHe-hest gieTi-

§ i oF tentch
o BHEL subjects is amatter which shiould be left to the
dizeretion of an able and well-informed [Tead Master, but
that mode should be one well caleulated to stimulate and
guide the fmagination of the hoys.

Lt is one of the most glaving deawbacks to our modern
system of so-called education that while it cultivates the
memory, the observation, and the reasoniug {aculty, is
largely neglects that whole large side of human nature
represented by the words imagination and seutiment, iguor-
ingr or forgetting che supreme importance of diveeting these
aright. .

FFor, after all, whatever a coliland vigid political econmist,
trained in the school of Sttt Mill may <ay, scuthnent and
rungcination rule the world, aud ave ab bortom the most
potent engines in hoan stewgeles il hunan progress.

I any one douis this tet him look at thelist of important
guestions which we have” given above, whevein he will find
thar these arve really the ruling factors. 1t s the highly
striung sentiment and imagination of the Frenely, fived by
the afterglow of Napoleot's victories, which still blinds the
eves ol every Frenelonan, that prevenrs them from aceept-
ing the well establi=hied vesnlts of 1570 and keeps all westeru
Furape inoa state of uneest, until Alsace-Lorvraine be
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re-fonght fore Tt i ihe widespread sond powerfol sentinient
in Bussin represenied by the word Pan-Shviso which isa
ruling element in the unzstable cquiliveinm of Fastern Lurope
an this monwenr, Similavlyvo it was rhe power of the imagina-
tion, and the Fuseinaion of e anhow . which deove Those
hardy old Euglish mariners, whose nanees | have Hquoted
above, to exploration and conyuest i cvery distane sea. aned
without that ecogent impnlse one vt Colonia Fmpire.
elnding the Sonth Airican Colonie=, wonld never, in all
probability, have existed,

Poepeat that it = of supreme biportance that higher
edaeation should be specially divected to stimulate, inform.
contral, and dircet aright the senfinmene and imaginition of
the yonng.

" And Lerein we are broneht expecially to the spirie in

- B i .
which history shonid be <tndicd and el The ercut
daads of our torefuthers, wha Iid 1he foundations of this
Fanpive, now grown so vast, with toil and swoeat. and
cemented it together with their hlood. should he reverently
dwelt upon, that these stodents, their descendints, may be
enconraged Lo hear their part worthily and well in taking
up the great work and enrving on (his Fanpire to still
higher stagres of dignity and Tenew,

All this hecomes muieh more inportant when we consider
the sordid and uiilitarian tendeneios of the age, itz
increasing luxury and mimmon-worship. There is the
greatest dinger thai vhe sonls of our boys witl e huried in
fater hife in money-grabbing, in the puesuis of case and
pleasure, that they will be enervaded by sickly over-
stratned humanitavianism and elfewnmacy which shrinks
from  toil, hardship, and  danger, o carried away by
danzerous atheistical and revolutionnry movements, unleas
we are earelnl to imbue them botimes with higher ideals
and nobler aime.

Above all, we should he earveful in dending with History

to inculeate the unotion of duty, duty to God, wd duty to
man, as the raling prineiple. For it will not be denied by
any thoughtnl and well-informed  moralist, that thoesc
besetting tendencies of the age just mentioned, and other
collateral tendencies, espeeially the demoeratic spirit of
individualisi, whereby the man and his individual and
personal interests are heing eontinually exalteld at the
cexpenee of fnily, nadionad, or palriotic obligations, nre
teydine steadily Lo undermine the spivit ol daty,
OHUIUP] then, it hus bhere been argued that heyond
and above any question of Latin, Greck, French,
mathematics, or science, it is of far more importance that
our higher schools, and all our schools, should set them-
selves to train up a race of well-informed, patriotie, and
enlightened citizens, who know somaething ol the history,
the present position. responsibilicies. and requirenents of
the BEmpire, who are prepaved to do their purt worthily and
well in carrying it on in the futire. 1o fear God and honour
the Queen in the devout spiric of their ancestors. and to
set the spirit of duty to God and man always hefore their
own personal and zellish interests.

H. Iispavs.
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SPECIAL EXAMINATION N THE
GEOGRAPHY OF THE BRITISH
‘EMPIRE.

(Fou tHe Victoria Lreseur Prizes awp
For THE Care Tows Duke axn
Drcness Prizes)

Turvke Hours ALLowen,

“All competitors who have passed Stundard VI, ape
asked to tuke the Nenior Paper: those who bure pot
passad Standard VI, the Junior Paper.”

I. SEX1OR PAPER.

{-V.B.—Answer fully Questions 1. Apswer also any
thiee of the remaining questions. )

. Deseribe a journey round the Empire,
commencing at (_npc Town, aud returning to
Cape Town,

2. Describe a milway journey either (1)
from London to L«lmhm"h or (2) across
India, or (3) across the Dominion of Canada.

3. Give an account of an maginary  visit
to Malta,or to St, Helena, or tnCv\lnn [Do
not (]cum:hr- the voyage to the sland vou
.\(‘I('(‘t hegrin with the ]m(lnm}

(n\e n<hort aceount of the arigin and
his rm\ of the Calony of New South Wales,
and _deseribe the .'l]nt'll of - the Cealonr,
mentioning to uhnt other port< it hias o diveet
~t("lm=]n|1 service.

o Give an aceonnt of - Newfoundland,
meluding @ reference to (15 its discovery, (2)
its aequisition by Gireat Dritnin, (35 the
3 n neh shore, (43 the Great Banks,

What British possessions lic on or near
tlu ~t(-'1m&|n]» route hetween Cape Town and
Southampton * Tlow  did  ench of  them
Lecome o British possession. an:l what is the
use of each

- What is (1) aself-gov crning eolony. (3)
n ( rown colany. (33 d(ln'mloncr v Mention
an_example of cach,

JUNIOR BAPIA.
(V.8 —Answer any £ questions. ]

Dexerite a ratlway }(num\ from (ape
Tm\n to I'ort Elizaleth, mentioning the towns
passed, the nature of the country, aml any-
thing else that vou consider lmpmtnnt

2. “w hat would a visitor g0 to see (1) at
Simonstown, (2) at Sl(llcnhm('h (3)at Kim-
herley. (43 at Grahamstown ?

3. Draw a map of the Cape Colony, show-
ing the principal monntain ranges and rivers
(\nth their naumes) and nmll\m'r the railway
lines and the most important towns on them.

4. Name the Australian colonies and their
capitals, and say what are the chief industries
of the different colomies,

3. Tell where each of the following tows?
15 sitnated, and sav whether it i lnr"'(‘l or
smaller than Cape Town : Melbowrne. (rla'-"""“'
Demerara, Toronto, Durban, Sydney. Cal-
cutta, Dublin, Bulawavo,

6. Tell what vou know ahout New /A"llﬂ“‘)]
nnder the following heads :—( 1) people : 2)
climate : (3) sceners @ (4) the principal town?
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SYLLABUSES OF INSTRUCTION IN GEOGRAPHY ISSUED BY THE ROYAL
' GEOGRAPHICAL SOCIETY.

IL—IN ELEMUENTARY SCHOOLS,

A. PRELTMINARY STAGLE.

14 « ~
Fonr CHILDREN BETWEEN FIve axp Eienr
: . YEARS., C

At this stage children listen with eagerness to
narratives of adventure by land and sen, to the
tales of travellers in Australian or Asian deserts.
or in the Arctic Ocean ; to stories whose scencs
lie on coral islands or in tropical forests; to
nccounts of combats with tigers, lions, and other
wild animals; to tales of heroism and endurance
in face of danger; to descriptions of the
appalling effects of volcanic outbursts, earth-

uak.s, cataracts, floods, and similar incidents.
For this purpose, it is best to make use of
suitable extracts from books of famous travellers
— Livingstone’s . adventure with a lion ;
McClintock’s account of the last of the Franklin
Expedition;  Wallace's description  of  the
mysterious sounds of the tropical forest; and
Sfimilar famous narratives.  Sometimes the
readings may be from cuttings from the daily
press, but these will have to be chosen with care.

The readings should be accompanicd by simple
explai-ations of geographical terms used in the
narratives. and descriptions illustrated by models,
figcures ade with the aid of sand-trays, ete., and
the childven themselves should be prictised in
modelling. But the teaching of geography atthe
first stage will have fulfilled its main purpose if
it has been attractive, and has made the ¢hildren
think of other countries besides their own. '

B. FOUNDATION FOR
STUDY.
BETWEEN Eigur
YEARrs QLD

The Necessity for .IIIaJIJs.

It is a serious difficulty in geography that the
mind has to deal “with facts that cannot be
directly observed.- The relations of places
hundreds of * miles npnei, and sepnrated. by
surfaces of very diverse charncter, have- to be
grasped in a single mental operation, but the
observations by which these relations have bheen
determined can be made only piecemenl, and
only in o few cases hy any onc individual,
Hence arises the necessity for representing on n
map the facts—of—nature _which_are_the.veal
subjects of study. It is very important, there-
fore, that the Tearner should be brought to realisc
two things: first, that geography is actually
based on the observation of nature; and, sccond,
how the map is connected with such observations,
and may be made to stand for an extent of
ground that no individual can directly observe.
This can be done to a large extent at this stage.

SYSTEMATIC

CHILDREN AND BLEVEN

Observational preparation with a riew to this
’ necessity.

With this olject in view, it is of vital jm-.

portance to lay a foundation for geographical
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tenching on the actual ohservations of the
children themselves. Childeen will, in the
course of their ohservations, hecome acquainted
with the methods of recording what is ob_erved on
maps, and they can be brought to see how this
third function of geography determines what we
try to express on maps.  Though the observa-
tions of children can he made only in limitel
areas, the observation of sueh arens i as mueh a
function of ccography as that of the most
extended areag, and the method is the <ame with
the big and the little.

Opportunities shonld certainly be found for
making n number of observations that will
ultimately Tead wp to a just appreciation of the
value of maps and of what is expressed on maps.
The teacher will bear in mind that whatever
affects in a constant or more or less regalar
manner thé value ol local conditions and place
relations ix a fact in @eograpliy, but he will, of
comse, direct speeial attention to those facts

‘which are most wide-reacling or otherwise most

important in their effects of that nature. Children,
whether living in town or conntry, can have
things pointed out to them at schoaol : they can
look at things on the way hetween schooi and
home : they can make shert expeditions ; and
they ean make “ neliool Jowrneys” The nature
of the obgservations that ean be made will differ
grestly according as a child lives in town or
conntry, and as the majority of 1nglish children
are town'children, it may he uselnl o hegin by
considering  what ean he  observed  even by

“children in towns.

GROGRAPIICAL, OBSERVATIONS WITHIN THE
Reacu or Towx CHinbrex.

Use of f/l("/(:'/ufm.

_ From the first children should he made familiar
with the globe, which has the advantuge of
making intelligible & number of observations

which even town childten can make for them-.

sclves.  For example, they ean be wade to
understand the apparont movements of the sun,
Lven in London the dun shines often cnongh iy
i school year to make/it possible for a teacher to
conneet  both its daily and annual apparent
movements with the aetual movements of the
Farth as represented by a globe.  Some method
stould be adopted for indieating the direction of
the zenith on any part of the ‘wlobe, such, for
example, as o strap with a few “pins stuck
vertieally in i, rutting this strap over the
most northerly point of the celiptic wonld enable
the teacher to show where a persen standing”
there would have to look for the sun at midday
at the rummer solstice, and shifting the strap to
the latitnde of the observer, he would then be
able to show the difference in the divection of the
zenith at his standpoint. In the absence of 3
regular quadrant, the same strap might be made
use of at a later stage to chow why, in sailing,
say, from Vancouver to Yokohaina, vou begin
by steering iu o northerly divection, ~ ‘
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The Idew of Direetion and its Representation on
1‘//!/).\'.

Further, town children  equally -with
country children ean aequire from their own
observations the idea of direction, and can he
shown how direction is rvepresented on a map.
Streets serve  this purpose as well as  roads.
Certain streets ean be seleeted as peculiarly fitted
to show the relation of certain directions to the
position of the sun.  In the ease of strects
mnning cast and west, childre: ean see for them-
selves that throngh ut the winter and for the
greater part ol the day in summer the shadows
are always on one side of the street, but vary in
direction at different hours,  They can sec that
about 12 o'clock the shadows ave at right angles
to the street, and with reference to that the
convention by which divections are represented
on maps can he explaindd to them.

Differences in Elevation and the Modes of .
Representing them on Maps, ’

_In the preat majority of cases town children
ean also be tanght to understand, with the aid of
their own ohservations, the importance and the
mode of representing differences of elevation on
maps. Most towns’have sloping streets a3 well
as level or nearly level streets.  This distinetion
camot he too strongly insisted on or too eoften
repeated.  The fact referred to is one of the

most. important of those which modify the value

of harizontal place relations, and has thus had a
marked cffeet on human development from the
remotest prehistorie times to the date of the
latest inventions,  Therefore, though it may he
long hefore childrven ean grasp all the significance
of differences in altitude, every effort should he
made to get them to notice these differences, and
why and how we try to indicate them on mays.
Now that so many children cycle, it should he easy.
to bring home, at least to such as do cycle, some
idea of the importance of the distinction. On a’
level, smonth and hard-surfaced street, all that
has to he overcome by the eyelist is air-resistance
and friction, but wheve there is the slightest
upward slope, the eycelist at once {feals the eflect
of having to lift 1 oth himself and his cycle. If
“there are steep streets in a town, children can see
for themselves how horses hiave to strain the m-
selves in pulling uphill.  On some parts of the
tramway lines they ean see that extra horses
have to he nsed, and the cost of that will be
readily understood.

The importance of sueh facts being in some
degiee grasped, children will then be interested
in learning how they ave indicated en a map.
With the aid of their own observations they can
he most. easily tanght to understand contour-
lines.  In a faivly steep street, the boys might he
taught to mark oft” approximately the points in
that strect at intervals of 3 or 4 feet in height.
Let one hoy stand erect at the bottom of the
street, and another bhalance on his shonlder a
straight, uniform stick. . Liooking along it up the
street, the latter will be able to direet a third to
stand with his feet at the level of the first hoy's
shoulder.  The opposite «ide of the street will
probably be at the xame level, and the line
jo-ning these will be part of a contour-line at a
level above the starting-point equal to that of
the first hoy's shoulder.  With this basis of
ohservation, the meaning of vor1thti[-|(ﬁ_r7’¢etrdlgu

other modes of indieating aurface inequnlities

ean he expounded with some chance of their
being property apprehended,

Rivers as hindrances to communication.

Where there are rivers, the teacher can show
how they prevent communication by land except
where they are bridged. '

IWater as a means of facilitating communication,

This shows them how water may hinder com-
munication ; but they can also learn at river-
banks or on ponds in town parks how water may
also assist communication.” If a bhoat is afloat,
the smallest child can learn that he can move it
with a touch of his finger, whereas he will find
that a good deal of strength is required to move
it when it is drawn’up on shore. From that
alonc he will get some idea of the advantages of
rivers, seaports, and canals.

} Physical Changes modifying the value of local
conditions and place relations.

Many of the important changes which regularly -
or from time to time modify the value of local
conditions, and even place relations, can also be
ohserved in towns. Children can, for example,
bt taught to notice the rise of water and its
rapid flow in guttery during heavy rains, There
are very few towns in which it is not also possible
for them to obscrve the effect of long-continued
rains in raising the level of a river; but even
where that, is not possible, their observations on
gutters may lead them to that iden. They can
s-e the mud in rapidly running water, and sce
how it iz deposited in the streete when the rain
is over. They know thnt in wet weather they
cannot eross certain parts of a public park which
they can freely walk over when it is dry.

Town children know also the difterence between
winter and summer, and could be made to observe
that some plants do not thrive in cold summers,
They know, also, that even in summer plants are
apt to wither.in dronghts unless they arc watered. -
They may therefore be taught that wliere both
warmth and moisture are found, vegetation is
likely to be abundant and varied. 8o, also, they
can learn from observation the advantages of a
southerly aspect.

Trurther, they knbw the difference, or at least
can he tanght to observe the difference, hetween
cold and warm winds, and could alse be got to
observe the advantage of shelter from cold winds.

Eridences of Interchange Products.

Then town children know that things are
houglht in shops, and that some of these, eggs,
milk, hutter, flonr, frnit, come from a distance ;
and even London gardens and parks may assist
in giving them some iden of the different aspect
presented by the distriets in which such things
are produced from that of the town in which
they are sold.

ORSERVATIONS MORE EASILY MADE BY
CHILDREN IN THE COUNTRY.

Use of the Compass.

Children in the country generally have the
opportunity of making shorter or longer walks
amidst varied features. The use of the Compass
can be learnt in towns, but it can be more fully
demonstrated in such walks. Children should
learn tn take the oearings of objects from the
(o ofz hills, and to plot their observations on’

prper, .
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Comparison of Ordnance Mups of the same
« district on different scales.

Work of this kind should be aided by ordnance
maps of various scales, and great pains should be
taken to get the children to understand the
different degre- s of gencralization m the repre-
sentation of the country on different scales. The
same means of comparison will serve to show the
ratio of the horizontal scales to the areas repre-
sented on different scales on maps of the same
size. On the more comprchensive smaller-seale
maps, parallels of latitide and meridians are of
course marked, and the practical use of a know-
ledge of latitude and longitnde in indicating
positions may be explained before the study of
mathematical geography. With the aid of a
contour map a relicf map of the district may be
constructed, without which the surface of a
region ns a whole can hardly be adequately
comprehended.  The frequent attention, in the
course of walks, to river-banks and hill-sides will
lead to the observation of the How of warter and
the way in which rivers hollow out valleys,
receive tributarics, and spread ont mud into
p'ains.  Special attention should be called to
such actions of rivers as tend to modify their
value for man. On the one hand, the great
fertiity of flood-plains should be pointed out
but on the other hand, children shonld he tanght
to notice that deposits make rivers shallower in
different places, and thus made to understand
why constant dredging is reguired to keep
navigable channels clear.

Connected with the ohservation of wind, the
formation of mist, cloud, and rain should he
noted. Quarries and railway cuttings will reveal
variation of soil. Tt should be pointed out that
woods, scrub and marsh, grassy meadows, culti-
vated lands, and varied types of agriculture
depend on configuration, soil, and local climate,
and their position should be shown on the maps
made by the children. There may also be
opportunities to show the connection between
local conditions and other industrics than agricul-
ture. In some cases it may be found profitable
to study, even at this stage, the parish boundaries
with some care. Historical remains should, of
course, be examine!. Children should learn to
trace the conrse of roads and railways from place,
to place, and to note where bridges are needed,
where embankments, where stcep gradients are
avoided or nccessitated, where “saddles” in a
range of hills form a pass, where ronds are made
to deviate in order to avoid steep gradients or to
reach the easiest saddle or the most convenient
bridge ; and on this part of the work great stress
should be laid. Such information, if obtained
first-hand, renders the description of  forecign
lands and their products a subject for reasoning,
not for mere memory.

Steny or GEograrny
Mars as a Basis,

By such obsmr\'ation&l work as has heen in-
dicated, the child will be' brought to understand
the relation between maps of different kinds and
the region which they represent. Further geo-
graphical knowledge must be built up on maps as
a basis. From the necessities of school-life, this
further knowledge must be acquired concurrently
with that which 1s gained by observation,

From the study of their owii [pamelCellildiend]

may rise to that of their own country or some
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well-defined geographical region. At this stage,
some general knowledge of the continents, and of
the relative distribution of land and water, shonld
also be azquired. ' .

In the study of maps, the same ideas to be empha-
sized as in observational work, )

In work based upon maps, it is important to
remember that prominence should be given tothe
same ideas as are emphasized in the ohservational
work. Unless that is doue, the observational and
practical work is thrown awnay.

This consideration determines the point of view
in the study of physieal features.  In our own
country, at least, mountainous and even hilly
reg.ons must first of all he thought of as having
very few inhabitante.  The pupils must learn that
the geeat hulk of the popnlation live in the low
grounds.

Mountain and il ranges to be considrred firsl as
hindrances to communication,

Where mountains or hills separate low grounds,
they shoulid, therefore, be regarded as a hindranee
to communicatipn between the people living on
opposite sides, !

River-lusins.,

Some river-basins will be found  specially
worthy of study, and the main facts connected
with two or three of those in o own country are
of a kind t at can be grasped even by children
under cleven, It will be pointed out that the
importance of a rviver-hasin is pot confined to
what determines the direction and voline of the
vivers, - [t ghould also be noted that where the
country has varvied surface features, the general
slope of the land is more or less in accordance
with the How. of the rivers, so that roads and
railways run in much the same direction,

Importance of rainfall and temperature,

The importance of rainfall and temperature
with resp.ect to agricultnee, and of facilities for
mining and manufactures, will, of course, not be
overlooked.

Even in the most clementary study of conti-
nents, emphasis should be laid on the great facts
that affect the distribution of population.  Ior
this reason it is sometimes important to note that
rain does not fall everywhere at all periods of the
‘year, as in o own conntry, hut is mostly contined
to certain seasons. In the dase of Asia, it should
always be noted that throvghout the south-east
the rains are very heavy in summer, and that for
that reason enormous quantities of food are grown
there, and that o comparatively small part of that
hure continent contnins the great bull of the
population. ' '

Dictures,

At this stage mnch more nse may be made of
wall and lantern pictures, hut it should be remem-
bered that they are distinetly havmful if they
cannot be made to illustrate the value of local
conditions or place relations  Thus, a view of
Glasgow cathedral may be of wse if the children
are at such a stage as to appreciate the circom-
stahces that favoured the spread of Gothic arch-
itecture in a cer ain region ; but if it iz shown
merely as the picture of a building in a particular
Ctasen, it does not instruct, but serves only to
burden and confuse the mind,




C. CHILDREN T'ROM ELEVEN TO
FOURTELEN YEARS OLD.
Ohservational 1ork,

Tn:one important particular observational work
may he carried Further at this stage, and in this
particular town children may even he said to have
an advantage over econmtry ehildren.  The obsery-
ations referred to are those on the convergence
of street Lraflic,

Consergence of Traffie,

Town children know the difference hetween
main streets and l)y-\tn(‘(h\ They can casily he
taught. the advantage bl a corner shop. ~ In
London the nnpmtm(o of snch ceéntres of eon-
vergenee as the Bank of England and the
Elephant and Castle can be brought home to
them,  When they pass from what they can
actnally see to what they are obliged to imagine
with the aid of & map. it is only one step from
this idea to that of a town looked uwpon as a
centre of trade.

Dridges.,

In London, Glasgow, Bristol, and other towns,
children can he made to observe the special im-
portance of hridges st the Towest point. where a
river ean he lnul;:ul They ean he made to =ce
how not mercly the trafhe that goes more or less
direetly neross the river, bt also a great deal
from points downstrem on one xide of the river
to other points downstream on the other side of
the river is bronght to a hridge so situated.
They can thus e brought to appreciate the
special importance attached to such points of
convergence.

SysTEMATIC STUDY 0F VArIoUs ParTs or
Tt WOoRLD AT TIIS STAGE.
In drawing up syllabuses for this stage, it is

not desirable to attempt to fix any hard-and-fast
Jines cither as to the scope of the syllabus ov the

order of presentation, but it will; no doubt, he .

generally recognized that such o syllabus on"hl
tn provide at Teast. Tor a general knowledge of the
distrthution of land and water, rainfall and tem-
peraturesand the main (-h:n'mtf(n isties of the con-
tinents, and o more detwiled bnowledge of the
United Kingdom, the more impo.tant. parts of
the British Fmpire, =ome of the countries of
Western and Central Farope, and of the United
States,

The important, thing, however, is (o note the
main facts on which stress should he laid in the
study of any of the regions mentlonod The
nee cs~|f_) lor ealling attention to the agricultural
sand mineral resowrees of any country or region
need not he emphasized. Sich points are never
overlooked, and perhaps the only suggestions
that, need he oftered under these heads : are that
due emphinsis shonld he daid on the most important.
of such resonrvees, and- that in many cases
precision is a matter of importance with regard
to the situation of minerals.  Th are /l Wever,
one or two other points to \\'hi(‘.h(ﬁ: m{' ﬁgifbﬁft\{v
while to direct the attention of teachers at
greater length,

a

Detailed study of Physical Features. Importance
of the loirest points and lines in monntaincus
and hil y country.

At this stage the study of our own country will
under every liead be more detailed than at stage
B. There will accordingly be a more detailed
study of the physical features, and under this
head the teacher, keeping in mind the roal of
the study of geography—the estimation “of the
value of local conditions and place relations—will
dirvect. attention, not to the highest points of
mountain ehains or ranges of hills, but their
lowest points, or at least those points which
mike them less of a harrier to communication
hetween opposite  sides than otherwisec they
would be. In the case of the Pennine Chain,
for example, Cross Fell und the Peak nced never
be mentioned, hut attention should be carefully
and emp]mtlcqll) drawn to thelinesalong whichthe
casiest communication is established hetween such
towns as Lieeds and Manchester. There can he no
geographical study of the means of communication
in a country unless these are studied with
reference to the physical features.  Important
deviations from the main route brought about by
the character of the physical features, should be
carefully ohserved ; and this by constant repeti-
tion should besothoroughly instilled into the minds
of hoys and girls, that they should come to feel
it _to he ns absurd to draw a railws ay (say) from
Lxcter to Plymouth as running over Dartmoor,
ns it would be to try to find the squnre of a
number by dividing instead of multiplying.
Orvdinary railway maps, without physical fentures,
#uch as accompany the oflicial time-tables of the
railway companics, may be found of great use in
calling attention to the point here insisted on.

Climale.

Bou and girls will now he better able to
understand the laws affecting chmnte, and hence
to get a firmer hold of the main facts under
thia head. = They have already learnt by obsetva-_
tion that winds bring with them, not only rain,
but also heat an1 cold.  They must now learn to
read their physical maps in the light of that and
other facts.

Iiffect of Physical Features on Rainfall.

As to the rainfall they must learh that
mountains have a great effect in causing water-
vapour borne hy “winds to take the form of
clonds and rnin. But they must never he allowed
to think or say that mountaing or hills attraet.
clouds or_wain.  They should he brought to
understand that the eflect of mountains in causing
clonds and rain consists in forcing the winds
upwards, o that the air, exposed to less pressure,
C).p'mds and becomesx v.,ooled, in conscquence of
which the moisture is condensed first nto clouds
and then into rain.  To speak of mountains as
attracting clonds or riin not merely introduees a
false idea, but is apt to prevent the entrance of the
correct idea. Tt ig apt to blind the learners to
the Fact that mountainsg promote rainfall chiefly
on the side direetly exposed to the meisture-
hearing winds, not on the lee side.

Fffect of Physical Features on Temperature,

aCB%%/ and girls have also learnt by observation

that arow of houses, or even a wall, may afford
some protection against cold north or east winds.

371



That will enable them to understand that ranges
of hills and mountains may aford a still more
cftectual protection against cold winds, and they
should be able to pick out on their maps the
parts of the British Isles which are most likely
to enjoy that advantage. They will readily
understand that winds that blow from the north
are likely to be cold, and those from the south
warm, and the’ teacher will not omit to explain
why maritime regions in the northern hemisphere
exposed to south-westerly winds are likely to

have milder winters and cooler summers in conse-

quence of that situation.

Climatic differences betieen onr own Country and
other parts of the World,

In teaching the geography of other countries
than our own great pains will, of course, be taken
to get the children to realize that they differ
from our own in climate in various ways. The
observations on the sun, expounded with the aid
of the globe, will enable them to see how some
countries get more heat from the sun, and others
or parte of others less than our own. The fact
that there are some countries with perpetual
summer should not be difficult to seize. On the
“other land, in describing many parts of the
Larth, it will be necessary to point out how the
value of extensive arcas is greatly reduced hy
their high altitude, and the low temperatures
resulting therefrom.  Where the lesson deals
with a country which differs {from our own in
‘having a well-marked rainy season, whether in
sumrmer or winter, alternating with a scason of
little rain, great stress should be Jaid on that fact.
if the explanation is of such a nature that it can
be grasped by children under fourteen it should
be given.  But even if it is not,’ the distinction
of rainy seasons is one that is important  fo
emphasize with a view to the fundamental freo-
graphical idea which must he impressed on them
by every means. Iiven if the cause eannot he
understood, the effect of winter or summer rains,
as the case may be, in modifying the valuc of
other local cunditions, should never he over-
looked.

" The Peosition of Towns. '

The study of the physical features with special
reference to the means of communication will,'in
many cascs, throw light on the position of towns,
and aflord the best means of fixing that position
in the memory.  When towns are related to any
well-marked physical features, this should abenys
be pointed out, and in kome casex, when that,
relation is once perceived, the precise ‘position
can hardly be forgotten.  This, for instance, can
be confidently asserted of Carlisle when once its
relation to the valleyx of the Trthing and Tyune,
the liden and Petterill, has heen prreetved,
And when such relations are noticed, the town
boy, who has observed the importance of such
a point of convergence as the Bank of Lngland,
may be able to perceive how long streets or roads
running through natural furrows on the face of

the country and mecting at onc point, give more -

or less importance to that point. 1 any case it
should be remembered that a truly geographical

account of what gives importance to towns must.-

vefer first to conditions that were present. hefore

the town wax there, not to thines Bm.én ;:'L:Jon
made by man bécnnso n t(hn l(‘x{( td WS}'
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acquired importance.  Somc snuch things are,
indeed, rightly referred to secondarily. Railways,
for example, are in most cases made to .towns
because the towns are alrcady important, but
once made they add to the importance of the
towns to which they run.

Conrergence of Traffic at the Months of greal
Livers.

At this stage a hoy or girl will he better able
to appreciate the ultimate importance of the fact
pointed out under stage 13 ax to the direction of
the main roads in river-basins with well-marked
physical features. They will be able to under-
stand how this tends to concentrate a large
amount of trathic at the wouth of the main
stream, and thercfore to contribute to the
importance of any seaport that may exist there, .

Connection beticeen Geography and History.

’

Before they have reached the end of this
stage, boys and girls should he able to understand
something of the influence which aeographical
conditions shave exercised on history.  Those.
influences are too manifold to he summarizeild, and
can 0y be briefly indicated. " Regions on which
local conditions have conferred special advantages
are apt to be coveted by stronger powers than
those to which they belong.  Local conditions,
i various ways, mark out the routes by which
they are invaded by foreign armies, and such
rontes arc in many cases the same as  those
followed in peaceful commerce. - [Tustrations
may be taken from many parts of the world, but
none, perhaps, would be more instructive than
that which is offered by Iaypt, a cotntry which
presents a striking example of the value, not only
of loeal conditions, but wlso of place relations,
and of the mode in which the value of hoth may
be modified by difierent  circumstances.  We
haze here a vallev, the bottom of which is
entively composed of n fertile mud-plain, hordered
by elevated deserts. The temperatures ave high
cnongh to allow of cultivation all the year round,
Lvery year inundations supply the necessary
moisture, at Jeast during the colder months of
the year. This moisturc suffices for the less
valuable crops. In modern times the value of
“the local conditions has been areatly enhanced
by the extension of the area that can be supplied
with moisture duaring the warmer months of the
year, and thus renderal available for the cultiva-,
tion of the more valuable crops. ISven in ancient
times, however, the valley was always extremely
productive and very :populons. [t has henee
heen frequently invaded, and in the course of
history lms fallon under the dominion of many
powers. It was coveted, nol merely on account
of its loenl advantages, hut alko heenise it lay on
A great trade route.  IPrankincense, ivory, fine
woods, spices, and other valuable commodities
were from time immemorial introdneed into the
Mediterranean region, partly by way of the Red
sea and through Egypt.  For homdreds of years;
however, the discovery of the sea-way to India
greatly reduced the value of the relation of
Bgypt to the countries producing some of those
commodities ; but again. in modern times BEgypt
has heen pinced ona great frade-route between
the Jasct and West, « route on which the {rade js
once more of the highest consequence, though
aqi(‘.zyat}illi'rvnt inite natnre from what it was in

(

nwmer days,



SYLLABUSES OF INSTRUCTION IN GEOGRAPHY ISSUED BY THE ROYAL
GEOGRAPHICAL SOCIETY.

. —IN“HIGHER "8CHOUDS. 1

The problem presented by geography in
secondary education is complicated by the enstom-
ary organization of the pupils in forms, with the
consequence that ax a hoy ix moved up a school
mainly en his lingwistic results, he may have to
learn about some portions of the Earth's surface
twice, and may chance never to have lessons upon
others. The effect is that geography ix treated
not only incompletely. but also nonprogressively,
With inethods essentially the same- thronghout,

the subject is found to lave small- educational

value. The remedy appears to lie in an arrange-
ment of the boys or girls in special sets for geo-
graphy, as is now the custom for mathematics
and certain other subjects. In this manner it
would be ensured that in hiz or her passa
through the school each pupil would not mcrc‘]:;
learn consistently about the whole surface of the
Earth, and thus obtain a sense of greographical
perspective. but would also gradually use more
concentrated methods, and thus travel more
thoroughly. though rapidly. over the wider
material of the later stages.

A further difficnlty lies in the nature of the
rubject itself. Geography, at anx rate in the
school, must be considered from the hmnan stand-
point. The object of the teacher ix to build up
4 conception of the surface of the Earth as the
product of inter-acting phyzical forces, in order
that that surface may he intelligently viewed as
the scene of social activities. It is therefore
clear that the geographical teaching should he
related to the teaching, on the onc hand. of
natural science, and, on the other. of history,
A frequent practice is to treat physical geo-
graphy or physiography as an introduction to
natural science. and for the rest to be content
with the emplogment of atlases during the teach-
ing of history.  The result is that the two sides
of the subject are not habitually connected in the
mind of the pupil.  The remedy probably lies in
the teaching of geographyv on a regional basis,
with such a distribution of the physiographic
explanations as shall not obliterate the regional
interest. At every step in the treatment the
learning of the topographical data, their physienl
analysis, and their application to the fncts of
human society, whether commercial, political, or
historical, shonld he closely correlated.

In order to carry out the principles enuncinted
in the preceding paragraphs. it js suggested, by
way of example. that the teaching of pupils in
the four years hetween thirteen and seventeen
might he arranged according to some such scheme
ns the following : Tu the first year, the study of
# considerable portion of Britain, that surronnd-
ingr the school ¢ in the second vear, the whole of
Britain : in the third year, Europe, and perhaps
the Mediterranean ¢ in the fourth year, the re-
mainder of the world. Tn cach stage ' compurison
would constantly be made with that which
preceded.  The standards in treating of all Brit-
ain woulll be taken from the xcction of the countrv
learned in detail. those for Europe would he taken
from Britain. and {hose for the outer continents
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from Europe ¢ thas recapitulation would be ep-
sured, and @ colierent and simultancous knowledge
of the whole arrived at.

FIRST YLEAR.

It is assumed that the pupils will have oltaived
such first conceptions of geographical facts and
methods as arc implied by the © Syllabuscs of
instruction in geography in elementary schools.”
That is to say, they will have learnt the use of
the globe and something of the relations of the
Sun to the Earth ; they will understand the use
of the compass : they will be able to read a map
and to connect it with the landscape ; and the
will have had examples of the flow of rivers. their
relation to the rainfall, their action as road ways
and as harriers to human movement. the conver-
gence of traflie to Lridges and the rcsultinﬁ
growth of towns, and other similar ideas we
within the veach of children in preparatory and
higher clementary schools, They will also have
obtained some knowledge of the Tareest facts of
the world's tupography. Tu other words, they
will have Jearnt the rndiments of the world's geo-
graphy.and will have had them illuminated by
an intelligent Heimatskunde, Tt is not suggested
that mere Heimatskunde should he repeated in
the first year of sccondary training.  The portion
of Britain then studied should extend far heyond
the home. Tt might. for instance. consist o
Wales and the Welsh Marches. or of Yorkshire
and Lanecaghire. or of the Thames hasin and the
Weald. 1t should be large enough. in other
words. to contain complete examples of rivers
basins and such lengths of road and rail as will
permit of the demonstration of the influence
physical features on their course. At lcast once
in the yvear, at some favourable opportunity, 8
visit should be mude to a carefully chosen viewe
Joint, in order that the map of the region msy
be correlated with the landscape, and that th€
pupils reading from the map may bhe ask t0,4
imagine what lies in each direction a little bey Er
the horizon of the Iandscape. Such a point ‘
instance, as Cleeve Cloud, tmmediately ab
Cheltenham, would he admirable for this pn
with its views extending down the Severn estusffis
to the Welsh horder, and in the opposite diree
almost to the Wrekin. o

At this stage it would be convenient 1o mtﬁ,
duce such simple geologicnl idens ax are n i
for the explanation of the surface forms, s0¢%
for instance. as the differcnce between limestonsgg
and sandstone : the nature of styata and thesioy
foldings. faults, escarpments, and o-:tliers; it
deposit of alluvium : and so forth, ()bvioss
there wonld he much advantage in one OF B
excursions for the observation of these facts ”
much may he done by photographs and pi€
which shonld, as far as possible, relate to the!
chosen for study. The cssential facts iB
denudation of the surface, and their relati®
the grain of the rock structure, involvings®
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otraet hetween the longitudinal and the trans-
> e flow of the rivers, would then be lnt_rmluccd.
thus & reasoned, and vet conerete, picture of
5 Ph\'sicnl geography of the district would he
wilt ,,',., Geological maps '\wmld. of conrse, ltc
pﬂl'e‘l with contoured relief maps, and for this
< the Index Sheets of the Greological Sar-
ey and Dartholomew’s colonred contour maps.
Mioduced from the (,)r«]nm)«'o Survey, would be
{ {goumd very nseful. - The lie of the villages along
Whe outerop of the water-bearing strata would
"iaext he deawn attention to, and the position of
& the market centres in relation to bridges or to
1 pein hill ranges wonld he pointed out.  Con-
trasts of agricultural 't'.()m]itmnf nx Imt\\'(-(-r'\ np-
tanda and lowlands, tidal facilities npon rivers,
and the relation of the mines to the structure.
world be explained.  The network of railways
and canals would he fitted to the velief {n(xlcl.
Maps showing the distribution of denkity of
mpul:ltion wonld ]n: correlated with relief and

ological maps. Finally. some reference wonkd
be made to the historical factor : for instance. the
frequent adoption of Roman roads as county and

rish boundaries.  In the course of a vear it
would probably be fonud possible. even in the
nne, two, or at most three hours a week which
are available. to obtain a very living coneeption
of a con=iderable section of the Dritish Islands,
and to obtain it by methods which, havirg heen
patiently and thoronghly used, might be agsumed
as available in the subsequent more rapid treat-
ment of larger arcas,

SECOND YLAR.

Britain would he studied as a whole in this
year, its several sections heing traversed by the
comparative method, with the section studied in
the first year as standarmd.  The meteorological
portion of the general physiographical processes
wonld he appropriate to this stage, the greater
moisture of the west and of the hilly districts
being the text.  The movement of the tides round
the coasts would also be noted.  Some marine
charts should be shown, and the weather maps in
the newspapers might be followed for a short
time. and compared with the movements of ‘the
barometer and thermometer at the school. On
the other haml, the geological knowledze obtained
in the first year could he appealed to without the
necessity of delay for parenthetical explanations.
The methads emploved in connection with the
lovation of towns and the lie of ronds would also
he available, but would be applied to the correl-
ation of the larger facts of ceonomic and historical
geography.  Probably it might be possible to
devote three or four lessony to a geographicn!
epitome of the chief phases of English history.
or, on the other haml, if the school were com-
merciul, to a more detailed correlution of the
industrics and the physical geography.

~ —

THIRD YEAR.

This vear would be devoted to the study of
]:]nropc and the Mediterranean, the standard for
tomparison heing furnished by Britain. The
physiographical methods would now bronden to
a study of such contrasts as those involved in the
equable British and the extreme Russian climates,
the tidal Oceanic and non-tidal Mediterranean
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waters, the glacinl phenomena of the Alps, and
the voleanic phenomena of Italy.  Tn this stage,
the applications of geography to human condit-
ions must. obviouxly, depend very largely on the
character of the school.  In a bovs' public =chool
stress wonld be Iaid on the scenes of classical and
sacred history in the Mediterrancan. In z com-
mercinl school greater weight would he given to
such contrasts as are involved in the predom-
inance of agriculture in France, and of the indus-
trics in (icrmany.

FOURTH YEAR.

Thix year would he devoted to the non-Eur-
opean portions of the glohe. The first term
might, perhaps, be given to Asin, the second tn
North Ameriea, and the third to the southern
continents and the ocean, although the order i«
by no means essential.  Obviously, the study of
physieal conceptions wonld now hecome widest
The glacial phenomena of the Alps would have
heen an introduction to those of Greenland and
the Polar sca,  The contrasts hetween the west-
ere and castern climates of Lurope would have
prepared the way for similar contrasts in North
America and in Asia.  The contrast of seasons
in the Mediterrancan would lead natnrally to the
zoonl arrangement of climates along the west
const of Africa. and <o forth. This would be the
time for a recapitulation of the world’s geography
from the standpoint of the British Empire anid
commeree.

In each of the four years the value of the
study of georaphy would be greatly enhanced if
the ~olution of problems were made a regular
part of the discipline. They might be solved
either by the whole class. nnder the stimulation
of the teacher. or by individnal pupils as written
answers to questions, nr as essays. Perhaps they
might most ensily and usefully be sct on topics in
which geography touches the subjects tanght in
other hours.  Thus, by arrangement hetween the
geographical and physical teachers, an essay
might be set involving the explanation of some
physical law. not in general terms, but as applied
to some geographical instance, the topographical
details of which wondd have to he taken into ac-
connt.  Or, by arrangement between the geo-
graphical and historical teachers, a similarquestion
might bhe fornulated as to the scene of some
historical cvent.  For instance, in the first vear
of geographical study in a school near London,
in which the Thames basin and the Weald was
the =ection dealt with, an acconnt of the march
of William the Conqueror from the battle of
Hasting= to his coronation in Westminster Abbey
might be asked for in such & manner as to com-
pel the pupils to connect their geographicai and
historical lessons, instead of keeping them in
scparute pigeon-holes of the mind. Or, in relation
to clementary mathematical teaching, there might
be a computation from given data of the density
and distribution of population’ in some specified
district. .

What is essential throughout is that nothing
should be taught as an isolated fact, and yet that
the line of argnment should be so chosen that in
the end every cscential fact of the world's geo-
graphy which shonld be known to an cducated
man or woman would have been learnt in its duc
setting of related facts, and in its proper per-
spective,
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A MODERN GEOGRAPHY SYLLABUS FOR
TEACHERS IN TRAINING.

A great deal of attention_is now-a-days being directed to the
teaching of Geography. The old days of cram are rapidly passing
away, and thaoks largely to the Geographical aad similar associa-
tions, people are recognizing that Geography, scieotifically taaght,:
cao be made an excellent meatal training. The new Syllabus in Geo.
graphy recently issued by the Eaglish Education Department is cer-
tainly a concession to the modern spirit. We consider it of sufficient
interest to reproduce in full. It forms the syllabus for the Elemen-
tary School Teachers’ Certificate, and comes iato force ip 1909,

FOR PRELIMINARY EXAMINATION.

(1) The elements of Mathematical and Astronomical Geo-
graphy, iacluding the interpretation and drawing of maps and
charts, and a knowledge of map Projections in common nse.

(2) Physical Geography ; particularly leading facts about
climate and rainfall ; tides and currents | common materials for-
ming the Earth's crust; various types of land relief, coast line and
river features; lake systems; the distribution of volcanoes.

{3) Characteristics and distribution of the following vegetation
zones: tundras, coniferous forests, deciduous forests, prairies,
steppe-lands, deserts, tropical forests.

The general distribution of plants, animals and man in
relation to these natural regions. Areas of dense aad scanty
populatioas as determined by land-configuration, climate
geographical position and productions.

(4) Geography of the British Isles :o

A

Physical Conditions.—General kaowledge of the structure of
the United Kingdom ; induence of rock structure on topography.

Distribution of laad forms ; mountaias, plateaux, escarp-
ments and plaigs.

Ceneral distribution of soils as determined by structure
and topography.

The river system ia relation to topography.

Distribution of temperature  and  rainfall over  the
United Kingdom with the chief determining factors. Can-
didates will be expected to kaow the rainfall map of the
United Kingdom, and to be able to inserct the chief isather-
mal lines.

Distribution of migeral wealth : coal, iron, tia, copperand
other minerals.

B
Ecooomic Geography'—Distribution of agricultural products
and industries as determined by the physical coudilif:nsnespecx:'tlly
cereal, fruit and pasture areas : textile industries ; mining industries;
iron and ship-building centres. )
Distribution of towas and their geographical significance.
Distribution of population. Arteriesof commerce, natural
and artificial. .
(5} A fairly advanced knowledge of Europe and Fuher of
North America or Asia, and of the Oceans which wash their shores.
North America should include both Greenland and the
West Indies. Thbe isthmus of Tehuantepec will be regarded
as the southern boundary of the continent. Japan should
be included in Asia. )
The continents should be treated [rora the points of view
indicated under the beading of **British Isles,"’ but only with
reference to the more important features of the wopography
and the leadiog political divisions. Attention should be
directed throughout to the connection of physical geography
with historical, political and economic gecgraphy. )
‘Sketch maps may be required, and importance will be
attacbed to the illustration of answers by simple maps,
sections and diagrams.
Questions will also be set baving special reference to Wales.
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FOR THE CERTIFICATE_ EXAMINATION,

(1) Matbematical and Astronemical Geography, including the
interpretation and drawing of maps and charts, and a koowledge
of map projection.

(2) Pbysical Geograpby; general distribution of laad and
water | principal factors determining climate ; general distribution
of winds, temperature, rainfall, tides and currents; common
materials forming the Earth's crust ; various types of land relief,
coastline and river features ; lake systems ; distribution and effects
of volcanoes.

(3) Characteristics and distribution of the following vegetation
zones—tundras, coniferous forests, deciduous forests, prairies,
steppe-lands, deserts, tropical forests. .

The general distribution of plants, acimals and man io re-
lation t> these natural regions. Areas of dense and scanty
populations as determined by land configuration, climate, geogra-
Phical position and productions.

(4) Geograpby of the British Isles.

{a) Physical conditions.

General knowledge of the structure of the United King-
dom ; influence of rock structure on topography.

Distribution of land forms, mountaiaos, plateaux, escarp-
ments and plains.

Geaneral distribution of soils as determined by structure
and topography.

The river systems in relation to the topography. Distribu-
tion of temperature and rainfall over the United Kingdom,
including a knowledge of the rainfall map and isothermal
lines. ‘

Distribution of mineral wealth : coal, iron, tin, copper
and other minerals. Building stones and materials,

{0) Economic Geography.

Distribution of agricuitural procducts and industries as
determined by the Physical conditions, especially cereal, fruit
and pasture areas: textile industries : mining industries :
iron and ship-buildiag ceatres.

Distribution of towns aad their geographical significance
Distribution of population. Arteries of commerce, natural,
aad artificial.

(s) An advanced knowledge of Europe and, in lesser dezail,

the World as a whole, especially of those portions which belong
to the British Empire.

Candidates will be expected to show a mcre thorough grasp of
geographical principles than is required fer the Prel;mmary
Certificate Examination. They are recommended to pay c}osc
attention to the connection of physical geography with historical,
political and economic geography.

Questions will be s2t having spacial referenze to Wales.
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Below is appended a few books déallng with Geography
on the lines of the inodern method

The Practical Teuching of Geogruphy in Schools and
Colleges, by Alex. Morgan, M.A., D.Sc.,, F.R.S.FE. 6d. net.
(post free, Td.). A useful and suggestive pawphlet (Geurge
Philip & Sons).

Geographical Gleanings, contalning two papers on some
Methods of teaching Geograpby, with numerous sugges-
tions for fellow-teachers and a Mode lesson on India. By
the Rev. Frank Burrows, M.A., Trinity College, Oxford.
[lustrated, cloth, 1s. 6d. net (postagze 3d.). (George Philip
and Sons.)

Ohject Lessons in Geography. An attempt to teach the
elements of Geography by means of Object Lessons, in 3
parts, price 1s. 6d. each. (Longmans, Green & Co.).

Practical Geography, J. & W. Muller. Contains the
principles of map-construction and map reading in as
elementary a form as possible for secondary schools. 2s. 0d.
{George Bell & Sons.) :

The Progressive Course of Practical Geography, L'
Estrange. 2s. 6d. net. For middle and upper forms. The
Principlcs of Geoyraphy. For preparatory forms. 10d. net.
(George Philip & Son).

The 1'raining of Teachers and Methods of Instruction.

The conpection between the teaching of geography and
of liternture was empbasised by Prof. S. 8. Laurie in an
address delivered to the Fellows of the Royal Scottish Geo-
graphical Society and reprinted In the above. - This
address coutalns an important statement of the educational
princlples underlying the teaching of geography. Cambridge
University Press.) LS

s Introduction to Practical Geogr