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ABSTRACT

Arquing that new strategies can improve upon
traditional college and university geography teaching, based on a
"feeding-in-of-information" model, selected assumptions of the High
School Geography Project (HSGP) strategies are presented. The HSGP
has utilized new findings in learning theory and studies of the
structure of knowledge. (1) The college teacher, who is a subject
specialist, produces better instructional materials if aided by
specialists in such processes of teaching as concept formation and
use, value and motive formation, analysis of objectives,
epistemological analysis, and programming. {2) Concept-orientation
should be foremost; that is, information should be used only to the
extent necessary to teach geographical concepts. (3) A wide variety
of instructional media, offering diverse perceptual experiences to
the students' senses, increases the probability that interest will be
maintained and that concepts will be learned, concept formation being
a non-verbal process. (4) Inquiry learning underlies all of the other
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el This paper takes the heretical position that several sirategies of

the High School Ceography Projcct (HSGP) are appropriate to include among:
efforts to improve tue teaching of geography in the colleges and universities.

Tnis is heresy inasmuch as HSGP represents a set of assumptions about

teacliing and learning that is fundamentally different from what one finds
operating in the typilcal college classroom~—~the former is tied closely to
recent research on leamming while the latter is the product of educational

" © . folk-lore and a tradition that rewards research and scholarshlp oftentines

to the neglect of teaching. In the spirit of this tradition, the college

professor typically finds discussion of pedagogy inappropriate if not

!

jejune. 1If this stereotype is too glib, here is a more complex one:

, +».The college teacher is a’patchwork of paradoxes, and the greatest
. . - of these is the claim to be two things simultaneously, pedagogue and |
professional, teacher and speclalist in what he teacher. These

- o
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, *This article is based on the author's paper presented at the 55th
Anmual Meeting of the Natlonal Council for Geographic Education, Houston,

' Texas, November 29, 1969. The author is Associate Professor of Geography
at the University of Colorado, Boulder, 803)2. He received his Ph.D. at
the University of Chicago, and has taught at San Francisco State College and
at Antioch College. In addition to his respomsibilities with the Department
of Geography, he is presently coordinating the efforts of the Center for .
Education in the Social Sciences at the University of Colorado.
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failed in that course and in all the otheys és well; I have come to realize

In the schoals, “Show-and-Tell" has become commwon parlance. But in the

“typlcal college classroom, the only "Show-and-Tell" comzs from the professor

b

counterclaims are rarely rcconciled.

After scven to ten years of higher educatlon, he typically
ezbarks on a teaching caveer with little or no tcchnical Lrainlng'

in pedagogy, the Laoh to vhich he 7ill devote most of his working
hours. If he is sensitive to his failings, he will spznd much of

his career in bux aliag trial and errox, secking the padagogical
password. The output of the task to which he devotes wmost of his

life goes uncvaluated; his incidental resszarch and writing ave likely.
to be assessed vith the greatest carz. He celebrates reason but acts,
persistently, on faith., TFor he assumes that he is alteving others'
behavior, their.wvays of thinking. Yet if he has any evidence on this
score, it is thﬁ flimsiest, self-pers: 1ﬂd3h0 sort of evidence (as
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e.g., a final examination deMﬂvdln« the regurgitation of material
vhose source, relevance, retention, and ultimate uvse are matters of
murky obscurily). Should soireone propoze that this process be
scrutinized in the light of the sawme reason that he elsevhere honowrs,
he is likely to guard the mystic alchemy of the teachlng process,
declaring it an ineffable thing beyond calculation. He would not
hreaten the delicate cquipoise of student-teacher 7c1&t10nsxip by
committing, as Auden put it, 'a social sclence.'

If in his daily work the teache; prefers the sylven shades of
mystery to demoncirable veritas. there will be little 1ux to ghed

rv—

on the question: ‘'What ?vJT—LOLn°7’3

If as cecllege teachers we begin to chn sexious thought to that
questién, ve nay come to %ealize that we hava been teaching in much the
same way as, wve were taught and that all is not right. This was brought

forcefully home to me wnen I recalled a comment made to wme by a student on

the last day of a course I gave in 1963: '"Mr. Hill, you sure do know a_

lot!" He meant to compliment, and at the time I was foolish enough to be

flattered (I was fresh out of graduate school in wy first full-time teaching™

job). "But thinking zbout that comnﬂnt iater, I benﬂn to realize that I had

-

that to demonstrate that ome "knows a lot" is not necessarily to teach, In~

this matter, the public schools ara far ashead of the colleges and universities:
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behind the lectern. Even in the "liberal” classrooms, the conmonplace

"discussion" sessions are teacher-doninated and frequently

.« . the nodern Socrates, like his famous predecessor, plays cat and
mouse with his students, prntcdgiug to misumderstand, constructing
absurd paraphrases, meking ivonic comments vhich amuse some of his
listeners at the expense of others, and -so on.

It is thils situation that leads me to think that the "pedagogical password,"

at least as far as the colleges and universities are concerned, is heretical.

Ve have great need today for methods of education morxe effective than

the pitifully inadequate notion called by Harries the "feedi ing-in-of-
. 3

information model,"” the basic assumption of which is that the lecturer
lectures and the student learns. (This is a good cxawple for Carl Sauer's
recent definition of wodels: “The world as you'd like 1t."4) This concept,
too frequeantly held by college teachexrs, perpetuates z “vicious circle”
of poor education, and leads to gloomy views such as the following by H.
Bentley Glass:

A limiting factor dn_the growth of science is the rapid rate of

educational obsolesccnce forced upon us by the rapidity with which

science and tcchnology grow and bring about change in human society.

An education in science has now about the life of an automobile., A

- sclentist must constantly renew, cxtend, and reoxganize his knowledge

or in approximately eight years he will be beyond hope as a teacher
or practitioner. Our schools and universities scem to have made little

[

change In organization, or even in curricula, to counteract educational

obsolescence in our time.d “{Emphass added]

Kenneth Boulding veports reading, with mi ed pleasure, Lna* the year

1910 was a crucial year in human history because this was the yea1 in wnlch

B&MQ e "L’ “’9
the medical profession began to do nore good than harm, and he” doubts that

the teaching profession has reached this watersh;d yet.§
Notwithstanding such views, therec has been a significant thrust toxard

»

nevw concepts of teaching and learalng in recent years, with particular
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attention to the basic structures of knowledge and to "learning how to
learn.™ éuch idegs are in part a response t6 the challenge of the
"knowledge explosion."

This new ewphasis is, houever, ﬁore than a mere tactic for dealing
with thé dizzying increase of knowledge. Previously reserved for graduate
students, graduate fgculty, and rescarch scholars who comprise the elite
corps of acadeunla, it is a phillesophy and strétegy of teaching and learning
that, as a new pattern, is cﬁpcriencing a re-birth af. other levels of the
eaucatlional system. Many of the elementary and secondary curriculum projects,
building upon knowledge coming from careful descxiptive rescarch oﬂ learning,
have been at the forefront of this impetus., It is perhaps paradoxical but
certainly distressing that most university academicians know virtually
nothing of this nascent pattern, and yet the implementation of this ewphasis
in the séhocls and colleges, if desired, would fequire nasslve attention to
and rethinking of our methods of educating teachers and children and collegé
students in genecral.

The foregoing is én attempt to provide, at least partially, a rationgle

for stewing about geographic teaching and learning. Admittedly, there is

a great deal more to be sald about the problem, but I want to 2o on to say

what i.think HSGP strategles are and why, as college teachers, we should
glve tﬂem serious consideratiop. i do not intené to descéibe the contents
of fhe-HSGthé%erialé, let alone defend them, but‘¥ather I wani to discuss
the methodology of HSGP, i.e., what assumptioﬁs underlie this work in terms

of teaching and learning? These assumptions are characteristic of the

14
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nascent pattern mentloned above, and they are not unlque to HSGP, which is
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referred to here only to ﬁave a specific vehicle~—one familier to some
goegraphers~—with which to discuss some of these basic teaching and learning
assumptions. In a short paper, one canuot -account for the gamut of HIGY
ﬁethodology, and thus a selected few of the points judged most significaant
to coliege iestruction are eunphasized here.

First, and perhaps wmost obvious,.is the assumption that proe-packaged,

carefully-structured, instructional materials develoned by diverse specialists

will dinmprove. teaching and 1earn¢ng in gopgraphy. HSCP materials were developed

by a host of persons, each with different polnts of view and special skillls.

This is significant because of one of the most important outcomes of recent

research in learning, and that is that the total educative process is fa:

0 q ¢ 7 ‘ e
more complex than is implied in our present ways of tecching.’ For the most
part, and particularly at the college level, courseaz are developed by the

professor who is to teach them. The vbquLL) of this indlvidualistic approach

reflects the widely-held aasumgtlon that Lhe educative process is relatively
simple, and that the ebllities to deal adequately with it lie within the

.purview of the individual professor.

-~
»

When vicwed in the light of current thinking about Lcachlng and learning,

however, this assumption is untenable, The college teacher, by virtue of
his typleal tfaining, i1s a subject~matter speclalist, and yet crurse and ’
curriculum development, since it is not an undifferentiated whole field,

requilcs the competencles of not only the subject~matter specialist but

R

also those of the epistemologist, the logiclan the cognitive psychologist,

the pyoordmrer the media specialist, and the curriculum-oriented administrator.

A complex division of labor is ccessitated to deal with Sevcral distinet

N
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processes such as concept formation and use, valuo and notive fornation,

-,

analysis of objectives, eplstemological analysis of the nature of knowledge
and of each field of knowledse, verbal interaction analysis and application

to teachiny, logical identification and use of teaching stratagles, prograuming

for effective perception and understanding, use of stimuli to match the

needs of the perceptual processes, development of self-learning skills, and
. : . s ST TP 8
cultivation of creative abilities.

Ly . 0

Special training is needed for cach of these cfforts and yot many
college professors cling to the dndividualistic approach, perhaps harboring
plaintively a vision of two persons on the log. HSGP represents such an
interdisciplinaxy effort, but in the vieuv of many uuiversity teachers it is

hererical to sugecst that such a "materisls approach' is appropriate for the
[ & - &i

college~level. For example, in response to a proposal that instructional

units compazable to HSGP be produced for the college level, an anonymaous

but probably reputable geographer, woutce:

...any kind of standard tea.hing wnits is out of place at the college
level. If a college teacher is unable to teach well without ready
teaching units, he does not belong at college level. TFurther elaboration
of this polnt seemns unnecessary. )

Despite the implied coup de grace In the above, fiuxther elsboration is

7]
.

necessary, not only because of the fact that there a?e now many college -
teachers who do not "teach well", but nore importantly because the statement
is‘illustrative oi & serious_migunderstanding.. It makes little sense to
prgue‘that all college geogrgphy teachers should in thely courses follow -

religiously a pre-packaged set of imstructional materlals comparable to

HSGP, but it is quite another matter to suggest that such materials, when

used selectively according to local coatexts, can provide an infusion of

k]




new ideas thaL ¢an appreclably improve the quality of instruction, This,
in faét has been the experience of many high ‘school. teuch"“s with H°GV-
gornie of the units have been used directly, some have.been nodified to match
Jocal QLluaL501u, and the materizle have inspired some teachexs to develop
. ent;acly new unlts, all of which is an unhearalded but highly significant
contribution of HSGP. Indeed, it has been said that HSGP will be successful
if, in a few years, none of the materials vill be directly in use but rathex
that they will have stinulated new materials, approaches, and attitudes in
geographic instruction. |

The fextbook (which few reject on the basis that it is the work of
someone elsc) and the lecture too fx -equently comprise the college professor‘s
only stock iun trads. But teaching that is substanéially nore complex in
jts concept and execution than this traditional pattern requires both a more
complé. ncihod of teacher preparation as well as more diverse and imaginative
instruétional materials. 1f we are to broaden both our repertolre of
;nstruét1onai methods aud materials and our attitudes toward education, it
is not likely Lhat it will be done on the ind1VLduallst1c basis that now
exlsts. Well~structured curriculum materials prepared by teams of specialilsts
are no_lésé promising for the“imégééement of college instruction than for
other iebels in the educational éysten;
Thé ney emphasis on the 'use of specialists, an admisgion of the

efficacy of a division of labor in the compl%% educative process, should
ﬂoL be interpreted to mean that the teachex's role is somehow less important

.

or difficult then pr eviou,ly. But: his role is now clearly seen to be far

from the, idea of a methodologist operating with a few traditional pattexras.

y N . 4
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Today's teacher must be, most importantly, a flexible concept user.

According to Woodruff, the tcacher nceds
«voa wlde-ranging set of concepts which give him the background to
recognize the esseatlal nature of cach teaching situation as it
arises, 'to chose procedures appropriate to that partlcular situation
with all of the adaptation that implics, and to carny out thz selected
proceduras effectively under vhatever circumstances exist at that
woment.d

Thls concept-orientation points to a second lISGP strategy vhich is,

L]

ng information or data only to the

Jula

essentially; to cmphasize concepts, us
extent necessary to teach concepts. Clearly, this focus leads away from

the "feeding—in~ofminformation" model mentloned above. That zpproach has

no loglcal limits, and cme using it too frequently wmeasures his teaching
success by the amount of matewial one has "eovered." And when the emphasis
is placed on transuitting geography's 'body of knowledze,” the subject
matter s found to be so vast that no se?ics of couuses, let alone any single
coursc, can contain it, and thuc any selection from this cornucoéia mnay be
quite arbitraiy. HSGP does ﬁo;, aesplte powérful volces vho would have
preferred otherwlse, attempr to "cover the world," but rather it strives to
achieve a more feasible and a more significant set of géals»~to ald the
student to develop his own body of knowledge related to how and why
geogxaphers-do as they do and to convéy;basic geographic concepts. These )
goalg of instruction are no less appropfiate for collége géngraphy,
‘especlally at the introductory level. Since the subject mattex of geography
is also the subject ﬁattér of other discipliﬁes,'it Is necessary in teachiné
geography to emphasize those distinqtive interpfetations of the subgect
natter that are made by geographers. : o

. It is important to note that a concopt-orlented coursc of instruction,
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as excmplified by HSG?, does not necessarily preclude that "facts" will
be lcained. Indeed, evaluation of students In HSGP groups and control
grroups in which instructicn was information-oriented in the traditional

mode shows no significant difference in the leaming of- information, per

.se. ‘Although evaluation techniques ave far frowm perfect, teaching research

generally supports the view that students léarn "faets" in the context of

a' conceptual focus; data can be insiJugted into the problem situvation and will
be learned even though the pfimary objective is concept leaming. More will
be said later about the meaningfulness to the student of data when presented
in this wéy.

A third and highly sigeificant assumption of HSGP is that a wide variety
of instructional media, offering diverse perceptual experiences to the
students’' senses, increases the probabillity that intevest will be maintained
and that concepts will be learned. This aséumption is consonant with onc of
the‘most significant findings from research on'the learing process, i.e.,
that c@nceptwformation‘ié‘a non—vgibal process. In reviewing this reseaxch,
Woodruff stresses that concept f;rmation

" ...occurs exclusively through direct sense-percepiion of real objects
and events, storage of those percepts, organization of the percepts
into meaningful patterms ox c0nceyts, and ‘the enpirlcal testing of those
concepts in adjustive situations.i0 E

Elsewhere I have argued for the importance of fileld training in geographic
instruction in order to capitalize on the fact that direct perceptions are
‘A— K3 11' - . < .
cruclal to concept formation. - "l
This 1s not to say, of course, that verbal behavior has no role in
the educative process, but rather that verbal activity must.not be confused

or equated with concept formation. Verbal behavlor is useful for at least
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three functions?'
ept communication, but only if the
concepts arxe alrcady posscssad by both the seader and the receiver
«».Second, it provides...for verbal storage of information of the
data type, In sywbolic form. This is not conceptual storage...
 (But stoved in comnection wiLh cencepts, | the data can be used in
decision—making behavior to good adventage...Thind, it provides a
channel fer synbolic strategles in the form of short cuts to cenclusions.
This is typicel of logic or statistics, processes in which one junps
by means of formulae from one sct of premise ideas to corwect conclusions
VthOIL going through the conceptual steps between thoin,

FJI t, 1t provides for conc

This lattex function 1s, of course, highiy confusiug when tﬂe concépts are
missing aé anyone will attest to who has trled to get very far in stetistics
using only "coé&~book" méthods. Yinally, this clarification of the xole

of verbal behavior suggests LhaL we should be very cautlous with the use of
terminology in teaching, that it should not be an cnd in itself, and that its
glib usage by studenis is no ouardu;eeﬂtn,u concepts have been learued. One

might even suggest that the ability to discuss and use concepts without

refere;ce to the atteadant Lcrminolony is a principal Indication that

, conceptual learning has occurred.

In addition to the attention-getting value of wulti-midia materdials, the
1

rationale for the diversity of medla content in HSGP--the maps, tables,

raphs, Lego models, role cards, budget sheets, color slides, photos, and,
3 fe) 2 ? L) ? b4 3

" of course, text—-is that it offexs to the studen® many avenues to percéive

the subject matter or, more precisely, surrogates of the subject matter.

Geographic facts, the subject matter, or what is to be perceived by the

student, consist of concrete and specific objects on the earth's surface,

engaged in concrete .2nd specific events, which produce specifle consequences

“on chat surface. We cannot directly observe concepts or processes in the

environment but rather only objects, events, and direct conseguences.

2
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Abstractions, gemeralizations, and principles are all inventions
of a mind, and they remain in the mind that invents ther, where
they operate as ways off understanding what is scea. These
inventions must be made by each mind for itsclf; they cannot be
transferred from a teacher to a student, or frem any person to any

31

other person. They cannol bz percelved for the first tlume in a
lecture ox In a beok., They cen be recognized in the lecture or
book, if one has them even in crude form when he approaches the
verbal experiencc.13
The vital distinction to be made for teaching purposes is that the ideas
or concepts are deriyatives from expesure to the subjcet matter which
nay be perzéived thréugh sevéral senses, and multi-media instructional
materials are meant to provide dive%se stimuli to these senses. 1t can
be argued that multi-media teaching is, with the present state-of~tbe~axt,
only a "shot—gun" approach based upon thé above assuaption. One camot
deny the naed for further researvch on leawxning in oxder to provide more
precise knowledge about matching specific stimuli to sensory perception
and ﬁl;imately to coﬁceétualization.. It is true, howavérs that the HSGP
materials force éhe teacher out of his accustomed "talkexr" role, a fact

which may help to explain vhy college professors are reslstent to the

multi-media strategy.

-

A1l of this emphasis on conceptualization probably sounds faniliar.
Many gecéraphy professors have said they are not mainly concerned to have _
a student leaxn a host of geographic fé@ts, but rathex that hé learn to
"think geographically.” The trouble is that we have not reall& kanown how
'Eo achieve this end, let aione define it Behaviorally. If we did, presumably
ve would have more students who learn to do so. DBut, in fact, we marvel |

when we find a few who we think leaxrn, as we say, to “thinl geographically."
’ > ) &Hiag

Unless we can specify this aim In behavioral terms, e.g., say what a student

s
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is doing vhen he ie "thinking geographically,"” thic is a flép as an
instructional objc&tive.lé

It should also be freely adaitted that conceptualization as 2 goal
of education is not a new ideal. James has vecently reninded us that
Rougseau espoused individual concept formation against.the memorization
of facts handed down, and that Pestaiozzi tauéht that thinking was depeadent
on ob:eyvation and thzt words, to be meaningfui, must be related to
SENsoYy percept:ions.l5 Wha;'is most significant about the new researci
in Jeaming today is its skiliful use of analytical description and the more
precise pictures it is producing of human beha%ior, learning, the nature of
verbal processes, and ofher related phencmena.

‘The stress.on cognitive learning here, to the nazglect of affective
learning (attitude ox value formation) should not be interpreted to mean
that the latter is unimportant but only that this‘is onc facct awong ﬁany
omitted for lack Bf space., One might note, however, that cognitivé and

affective learning are not always easily separated.. This is revealed,

for example, in an HSGP video-tape of students engaged in the Game of .

Faiming: After playing the roles of farmers ma“ing decisions throughout
the_cxigéncies over many years of environmentad: fiuctuations, market
shifts, technological change, and the like, gﬁe students are asked what
they learned. One student 3s obviously tyying ever so haltingly to
respond to the question, but his vgrbal effort is in vain. Then, in what

scems a master—stroke, the teacher asks: . "How did -you fecl?" And as

. - =
thoush some great slulce-gate had been cpened, the student's words come

-~

rushing out to the effect that "I've gone through a lot on this land and

s, .

.-
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so I cer Lainxy.éon t want to leave my land, give up farning, and move to
the ci Ly'“ |

A fourth strategy of ISGP, the last one discussed here, is "imquiry
1earningr" This is perhaps the overall strategy and as such it is related
to mosl of the others. By inquiry learning is neant the basic scientific
atfitude, sométimes‘caltcd problen~-solving, som:ztimos called sciencing.
It jwplies ﬁncertainty as to the outcome of inguirying, in contxast to
discovery-—oricnted learcning and instruction~orlented leaming where oulcomes

.

arc known in advence. Inquiry Jlearning pervades hqu. It lecads to a

recoguition of multiple causes and altemative decisions in the spatial context

of human behavior. As such, i£ is not "answer-eriented" but, rather, 1t
providas uscefel trainins for u'v_,10f~ﬂ'“1“é, not just in geography but
in othcr.contexts'as well., (If "decis sion-making" is a term more properly
reserved for more preclse programming tcchniéueg, ve can simply say that

‘the H3GP strategy calls for student choice.)-

-

This general strategy most certainly is imporiant for instruction in

college geography. The problem-solving approach fulfills the neced for the

-

student at the introductory lcvel to learn to work with the scientific

-

method as well as to use geography as a subject that is very directly
concerned with Important problens of mankind that necessitate skillful

and informed declsion-naking. Bruner writes that '"the most 'natural' unit
Q -

one can isclate in intellectual activity coumsists first in sensing a

}.6 3 ’ e 4
problem,"”  which is to say that~learn1ng is most likely to occur when a
course of instruction is pxoolcm—oricntcd Furthemsove, Mclee guggests

that because of the quick obsolescence of geoaraphic “truths,” Yhabilts of

t




‘students in their laboratories or those eographers tralning students in
slrap o

P
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inquiry f— t] 1tive attitudes toward probleﬂ—volv;ug are of wore

utility to the student in the long run than memorization of the conclusious

s. "‘1'7

of & particular point in time,
In BSGE, inquiry is festcred by the design of the studen’ activities,

by the uvse of materials such as photos, maps, and wodels, and by use of

a variety of formats for class organization such as gawing, role~-playing,

simulation, and model bullding. Again, the rationale for all this active
involvement of the student is to engage him as broadly as possible with a
varicty of perceptions c¢f the subject matter amd thus to increase the |

probability that he will conceptualize. But this str ategy is seriously

nisunderstood. Torx example, the following is a response from another

anonymous geographey .to the afore mentioned proposal to iuntroduce HSGP
strategies into a college-level course: ‘

[Et is propos ljbtla* the HSGP strategies are ‘'particularly geared
to student interest and active involvement'! and should thercefore

be incorporated into college teaching. I have had only limited
contact with the HSGP materials, but I vould like to suggest that s

at college level more emphasis shoula be placed on intellectual
stimulation of thought than on stimulation of 'active involvement'
such as in building the Portsvilie model.

j .

Does ths geographer, whomever he might be, mean to suggest that studeat

activity and intellectual stimulation are mutually exclusive? Is he

4,
A}
i)

fmplying that sitting passively in the Jdecture hall is what 1s most

conducilic To stimulation of the intellect? Have those sclentists directing

the field really been so grossly wrong in their approaches, in their

assumptions about student learning?

H“vjnn dlscusscd some of Lhe strategies and assumptions of HSGP and

%
.




having

sugpested that they be considered fox dncorporation into collage

geography instruction, let me new sinply Jist a few of the several salients

which wight characterize an Improved future geogrephic instruction in our

colleges end uvniversities:

-

1.

2.

- 1 *

Instructicn will enphasize concept development.

BCETE RSP AP

the purpose of conveying information will be minimal and will be
used primarily to clicit inquiry.
Structured curricula, Incorpovating many wmedia-and formats, will

-

provide the context in whdch a student will increasingly work

and advance independently, as he utilizes the teacher as a

consultant, dlagnostician, and coordinator.

We shall know nore thas we do now zbout the structure of gedgraphy

“in pedagogical terms so that we shall have 2 better idea of
logical sequencing of concepts and gkills. It will be more
convinelng to students and to ourselves 1f we can speak of

functional ox operational pre-requlsites, of certaln concepts

Cas pre-requisite to others, rather than saying, as we do now,

that "Geography 150 is the pre-requisite to Geography 160." The
student must uvnderstznd a basic structure of the discipline 1f he
is to find meaning in its individual components. Perhaps it is

in this domain that the teacher-scholar has priméry responsibility

for providing "relevaunca."

v -

There ave, as everyone recognizes, major coustra.nis to moving in
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these directions. One might briefly meantion the following, leaving

to another time and place a fuller discussion

1. 7Tha established and rigid struchture of lecture courses and all

., that this cntails{

2. The lack of eiphasils in graduate training on teaching problens;

3. The relative pay-offs in terms of caveer advancement, prestige,
_anﬂ firancial remmeration betweon teaching and rasearch;

4, The conservativism éf-students; and

5. The

authoritarianism of teachers.

Because of these and other constyaints, it would seem that the wmost

realistic moves will be those vhich begin to introduvce changes in the

context of what is presently possible, while keening

o

]

hopeful eye on mo

ideal and perhaps radical departures that will be possible in the future

>

Therc-is no single strategy, perhaps no set of strategles, that can guarx

success in teaching. But just as éhe geogréphic'research scholar can
quickly become'obsoleteﬁﬁitho?t’pa§§ng constant attention to new ski;Is
concepts, the geograph§ teacher vho does not become informed about éhd
try to implement improved approaches in his instr#ction will be ﬁereliot

in his,rééponbibi}ity to his students, if not dysfunctional, a condition

against which heresy is preferable.

>,
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