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INTRODUCTION

This instructional program has been developed by the staff and consul-
tants of Project Africa, a social studies curriculum development project
commissioned by the United States Office of Education. This project was
originally located at The Ohio State University. It was moved to Pittsburgh's
Carnegie-lfellon University in September 19068.

Project Africa was created on March 1, 1967. It is a 40 month project
designed specifically to develop inquiry-oriented instructional materials
and guides for use in improving learning about Africa south of the Sahara
in grades 7-12 of American schools. The instructional materials contained
herein are the first of a number of such materials intended for use in
teaching about Africa south of the Sahara in 7-10th grade world geography,
yorld history or world cultures courses. (Materials will be developed
later for a senior elective course.) They represent the results of exten-
sive research by teams of experienced teachers, Africanists and education
specialists during the summer and fall of 1967 and of limited classroom
tryouts during the spring of 1968.

Following natian-wide school evaluations of these materials during the
spring of 1969, the results of this research and experimentation, including
all materials and guides, will be submitted to the U.S. Office of Education
for placement in the public domain. They will then be available to all
interested educators. By examining and adapting them to their c¢im situa-
tions local schools will thus be able to include a vital, up-to-date,
stimulating study of Africa south of the Sahara, its peoples and their
culture as an integral part of their secondary school social studies
curricula.

The materials included here are based on research conducted by:

Joseph Cirrincione Herbert S. Lewis

The Ohio State University University of Jicconsin

Richard Ford David Meyer

Clark University Belvidere (Illinois) Public Schools ]
- Sven Hammar E. Paul Morehouse, Jr. E

Carnegie~Mellon University Akron (Ohio) Public Schools i

James W. King Leslie Niel, Jr. ]

University of Utah Tucson-(Arizona) Public Schools

Mary Agnes Lentz Albert Ogren

Cleveland (Ohio) Public Schools Edina (Minnesota) Public Schools

Burton Witthuhn
The Ohio State University



for classroom tryout.

tant

......

Tom Crane.

it

‘Barry K. Beyer, E. Perry Hicks .and Sven E. Hammar designed the teaching
strategies and instructional units and edited and prepared these materials

assistance:

Dr. Fred G. Burke

Center for International Affairs

State University of New York
at Buffalo

/‘r

Dr. Graham W. Irwin

Professor of African History
Columbia University

Dr. Andrev Kamarck

Director, Iconomics Department

International Bank for
Reconstruction & Development

Tashington, D.C.

Dr. Anthony Kirk-Greene
Professor of Anthropology
St. Antony's College, Oxford

Dr. Hibberd Kline
Professor of Geography
University of Pittsburgh

The following Africanists provided valuable consul-

Dr. Vernon licKay, Director

Program of African Studies

School of Advanced International
Studies

The Johns Hopkins University

Dr. Alan P. Merriam

Professor of Anthropology

Chairman, Department of Anthropology
Indiana University

Dr. Roy Sieber, Chairman
Department of Fine Arts
Indiana University

Dr. James Vaughan, Jr.
Associate Professor of Anthropology
Indiana University

Dr. Burton ¥itthuhn
Assistant Professor of Geography
The Ohio State University

The graphics for these materials were done at the Telecommunications
Center of The Ohio State University by Terry Campbell, Dick Cotterman and

teacher and student materials.

with

Rita Pastorelli typed, duplicated and assembled all of these

Photographic, audio and written materials included are being used

the special permission of:

David Aliyn
University of California

S. Earl Broun
The Ohio State University

Michael Fuller
State University of Iova

Folkways-Scholastic Records
New York, New York,

Robert Griswold

State University of New York

Richard Ford
Clark University
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David Hamilton -
Surrey, England

Heinrich Harrer
Kitzbuhel, Austria

Keuffel and Esser Company
Hoboken, lNewr Jersey

James 7. King
University of Utah

Anthony Kirk-Greene
St. Antony's College
Oxford, ZEngland

Herbert S. Leuis
University of 'lisconsin

Lorna Marshall
Cambridge, Massachusetts

Text~Film Division
McGraw-Hill Book Company
New York, liew York

A. J. Nystrom Company
Chicago, Illinois

Xlaus Paysan
Bad Godesberg, Germany

i st e

iii

Peabody lMuseum
Harvard University

Ronald Rehner
Elmira Heights, New York

Leni Riefenstahl
Munich, Germany

Edwvard €. Ross
California Academy of Science

LEdwvard H. Schiller
Nassau Community College

Gilbert Schneider
Ohio University

Carl Schweinfurth
Bethany College, 'lest Virginia

Stanley 'ashburn
Berkley, California

Joey Windham
Glenville State College

Burton Witthuhn
The Ohio State University
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These materials represent the results of the initial phase of Project 1
1 Africa. They are entirely experimental in nature and intent. They are !
' only approximations of finished instructional materials and are subject
to extensive revision and refinement. It is the purpose of the classroom |
tryouts--for which these have been prepared--to provide the experience and E
information needed to develop effective and worthvhile materials for use !
in teaching about Africa south of the Sahara in 7-12th grade social studies
programs.
Dr. Barry K. Beyer :
Director 3

Dr. I. Perry Hicks
Associate Director

January 1969 !
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It must be remembered that the purpose of Project Africa is to design
and evaluate inquiry-oriented materials for improving instruction about
Africa south of the Sahara at the secondary level. A draft of these
materials followus. It is obviously a tentative draft. There are un-
doubtedly some errors in substance and many arbitrary forms and proce-
dures. If you note errors of fact, they should be corrected immediately.

Hovever, the entire purpose of these classroon tryouts is to determine
the workability of a w7ride-variety of procedures and materials. IT IS THUS
IMPORTANT THAT THE LEARNING MATERIALS AND EXPERIENCES HEREIN BE USED AND
CARRIED OUT EXACTLY AS DETAILED IN THIS TEACHING GUIDE. This will be the
only wvay to determine what works and vhat doesn't, what needs to be changed,
omitted or added to, and what alternatives ought to be considered.

Of course, criticism, comments and suggestions are vital. Both teachers
and students will be asked to evaluate these learning experiences and materi-
als. A separate packet of evaluative devices will be provided each evaluator
for this. But, this guide, too, should be used as an additional evaluative
device. You should mark it up freely. Note in it at every opportunity and
iherever appropriate:

What should have been done.

That failed.

What the students responses were to each key question.
What other questions should have been asked.

How much time each activity took.

. The changes needed in the objectives.

+eesand so on,

NN S W e
L)

HOTTEVER, THESE SHOULD BE DOIE ONLY AFTER THE ACTIVITY OR UNIT HAS BEEN TAUGHT
AS DIRECTED IN THZ GUIDE., Zrrors in student materials should be noted in
those included in this guide and communicated immediately to the students.

In addition, it should be pointed out again that:

1. Dach Topic is composed of a number of units--an introduction,
several special unite and a conclusion. Hach unit is composed
of activities--each activity is designed as a one day (40 min-
ute) learning experience.

2, All materials-~student and teacher, alike--are to be returned
to the project as soon as the classroom trials have been
completed. This is very important since most of our permis-
sions to use copyrighted materials stipulate their use only
for this limited experimental effort, They may not be copied
or othervise distributed or retained for any other purpose or
use,

3. This copy of the Teaching Guide should be used to note all
sugrestions, corrections and errors. IT MUST BI RETURHED

TO THZ PROJECT AT THZ COMNCLUSION OF TiHE CLASSROOM TRYOUT.

It vill provide important data for analysis.
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AN EXPERIMENTAL FRAMEWORK
: - ' " FOR THE STUDY OF

AFRICA SOUTH OF THE SAHARA IN AMERICAN SECONDARY SCHOOLS

, Practical apd effective materigls for use in any worthwhile formal
i::zzing experience éannot be develpped,;n a vacuum, They‘ﬁﬁst be directly
related to ;he realities o£ the instructional situations in which they are
] to be used. They must be part of or capaﬁ}e of being fitted in;o the curri-
véuiaf framework in whichi this instruction is'carried on.

Before the instructional materials included heré could be designed,
a suitable framework had to be identified. Extensive resggrch failed #9
locate any programatic structure that adequately reflected'thé realities
6f nation-wide insﬁruc;ion or the requisites of cffective learning about
Africa south of the Sahara. Consewuently, such a frémewqu had go»bé
created. This was ;he firs;,task undertaken by Project-Africa. A brief

discussion of the assumptions and guidelines underlying this framework

follows.

Assumptions Basic to the Development
of this Framework

A number of assumptions underly the development of this framework and

the materials designed to implement it.

First, it is assumed thgt,Afor purposes of study at thehéecondary level,
there does exist a region that can pe designated as Africa south of the
4 | Sahara. This is, of course, a designation of convenience ;ather than a
precise geographigal or‘cqltural ﬂelimitation. Certainly it is true that
Africa does exist as a single, continental 1and‘masso‘ It is true that the
peoples’and lands north of the Sahara and those south of the Sahara haQe a

history of economic'and cultural contact going back at least five millenia

e i g DA
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and that, despite the formidable barrier of this desert, the links betwveen
them have never been severed.

But Africa is too big to be understood with any degree of accuracy
by a contiﬁent-wide survey. Such a survey, especially in the brief time
aQailable for it at the secondary level, would, in fact, tend to obscure
rather than facilitate meaningful insights about its lands and peoples.

It is precisely surveys auéh aé this that have, in fact, led to the erro-
neous stereotypes and misconceptions which typify what most Americans
believe about tﬁis region today. Given the great territorial extent,
humerous cultural groups and other diverse conditions of this land mass
méaningful limits must be‘assumed. One such limit is the immense Sahara
Desert és it gtretches across the breadth of this continent.

‘To the north lie a tier of states predominantly Arab and Berber in
ﬁopulation, culture and affiliation. In modern times their links with other
Arab states in the Middle East have proved stronger than those they possess
with the states of black Africa, pan-Africanism notwithstanding. They have
always been paxt 0£ a aon-African world-~Phoenician, Greek, Roman, Arab,
Turkish-~in a sense that no sub-Saharan area has been, at least until the
mo&ern era. It is indeed virtually impossible to study or understand the
history and culture of northern Africa in isolation from the parallel history
and culture of the ﬂidd1e4East and the lands of the Mediterranean Basin.

To the south are atates which must be regarded as different, culturally,
eﬁhnographically and in their historicai experience, from those of the
north. Sub-Saharan Africa is obviously no ciéar-cuticulture unit. Yet it
does, howeQer,posseés two clearly defineable traditions which mark it off
not only from ﬁofﬁhern Africa but from the rest of the world as well. '"Black
Africa" is éﬁ aﬁalgaﬁ of hundreds of more or less diverse peoples living betwee.

the Sudan and the southern tip of the continent. These peoples possess their

AT
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own languages, political and social organization, and life styles, but they
are all “"black Africans" and, as such, distinct. "ihite Africa', the settler
region of the south and center, is also clearly different from those parts

of the continent inhabited by indigenous peoples and, for that matter,

“from anywhere else in the world. Together these comprise a region that is

unique. An undérstanding of this region is vital to any understanding of
the African continent and, indeed, of the world as a wvhole.

Secondly, it is assumed that Africa south of the Sahara is worth studying
at the secondary level. There are many reasons for this. Accurate, up-to-date
knowledge about this region has an intrinsic value for the citizens of today
and tomorrow. Present knowledge of this region and its peoples is a lamentable
mixture of myth, stereotype and misinformation. Yet, political, economic,
social and other decisions are made at all levels of society on the basis
of these generally inaccurate half-truths, beliefs and fantasies. Certainly
our continued existence in this rapidly changing world requires that deci-
sions which will affect our own future vis-a-vis the peoples of this or any
other region be based on the most accurate and realistic knowledge. False
and inaccurate notions about all people must be eradicated. Only by a scholarly
up~to-date, in-depth study of thiS”région‘will our future citizens secure an
accurate picture of this part of their contemporary world. Only through
such a study wili they develop an understanding of its peoples as human beings
who, like themseives, have a long past and high aspirations in a changing
world, who create things, express themselves in a wide variety of ways and
grapple with the same basic problems as people elsevhere in the world. Then

and only then will they be able to make intelligent and realistic decisions

regarding their future and that of the world as well.
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Finally, study about: selected aspects of Africa south of the Sahara can
build insights thét will enable us to see ourselves as others might see us,
to understand ou;selves befter in relation to other people in our own society
and to other societies as well. And, at the same time, it can also serve as
a medium through which can be examined problems similar to ours but which,
for a variéty of reasons, are closed to dispassionate, rational analysis
and study.

A third assumption is that selected concepts and generalizations rather

than a catalog of factual data should be the prime knowledge objectivea of

. any learning experience. Factual information and data are best used only

as a vehicle for the development of broadly applicable conceptual knowledge.

The study in our secondary schools of Africa south of the'Sahara should point
towvard the development and application of selected analytical conceptp_and
generalizations applicable to and revealing of human behavior everywhere.
Data .about this region and its peoples ought to be used to build conceptual

structures that will serve to organize and make meaningful later learning

“about people and institutions in other cultures, in other times.

Fourth, it is assumed that inquiry-oriented teaching and learning stra-
tegies are the most creative, rewarding and valid instructl onal strategies
for the secondary social studies. Deliberate, conscious utilization of the
skills apd processeé-of inquiring lead not only to the development pf more
meaningful knowledge but to knowledge that is retained longer, that has
greater tnénsferability and that is more relevant and useful to the learner.
Employment of these skills stimulates intellectual curiosity and promotes
active involvement in the seeking of knowledge. It makes possible a
creative dealing with value-laden questions.and issues. Leérning and applying
the techniques of asking questions of data, hypothesizing, verifying hypotheses

and drawing conclusions and the myriad of their associated skills helps develop




better than-any way yet &evised the skills of learning how to learn, skills
of critical importance in a world whose most important feature is rapid,
almost unlimited and unpredictable change.

Finally, the study of Africa south of the Sahara ét the secondary
level, or any topic for that matter, cannot be planned in isolation from
the broader educational program of which it is a part. The study of this
region is merely one small segment of a much larger social studies curriculum.
This curriculum is, in turn, only one of many that comprise the formal educa=-
tional program of our schools. It is the ultimate purpose of this entire
program to prepsre students to participate effectively in a changing world.
It is the role of the social studies in this program to assist in developing
those behaviors that will enable youngsters to function as effective citi-
zens in this changing world. 1In order to accomplish this the social studies
today aim to develop:

a) Knowledge of our own and other cultures;

b) Understanding of selected conceptual knowledge drawn
from history and the social sciences;

c) Intellectual skills and abilities; and

d) Attitudes and values supportive of these skills and
behaviors.

The study of any body of information should be viewed as something

more than an end in itself. It must serve the ends of the course and of

the broader social studieé program of which it is a part; it must aim to
introduce, develop and/or reinforce the generalized and conceptual kmoviledge,
intellectual skills and attitudes and values that are the basic objectives

of the entire social studies sequence. The proper role of content is as a
vehicle for accomplishing broader goals as well as an object of learning

itself.
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Realities of the Teaching-Learning Situation
Basic to the Development of this Framework

s

Design of this framework has also taken. into account relevant charac-
teristics of the secondary social studies curriculum as it now exists and
1s evolving. Foremost among these factors are those related to the structure
and conduct of the programs in which the study of this region is normally
Included. There are few schools, indeed, that offer courses exclusively on
Africa south of the Sahara. There are, however, 'a Smail but increasing
number of schools that do offer some type of course on selected aspects of
the non-Western world in general, including Africa. Yet; all of these
courses are commonly reserved for the senior year of school and usually only
the better students gain entrance to them.

If the study of Africa south of the Sahara is found anywhere in a social
studies program today, it is generally as part ofvﬁorld geography or non-
western studies surveys customarily offered in the seventh, eighth or ninth
grades or in world (European) history or area studies courses offered at
the tenth grade level. There now appear to be several trends affecting
these particular courses--on the one hahd a'trend toward the globalization
of the European or wofld history course and oﬁ'the other a trend toward
creating a regional stgdies approach to replace the world geography survey.
In all of these coﬁrses? time allotted to the sﬁudy of Africa»south of the
Sahara may vary anywhere from two to twe1§e wéeks. |

The study bf thié region in érades 7-10, regér&less of tﬁe title of
the course in which.it is presently found, usually follows a commoh pattern.
It is introduced vith a geographical survey followed by quick surveys of the

people, economy, government, culture, history and current problems. The

traditional world (European) history course usually touches on Africa south




of the Sahara only vhen it figures in European history, which customarily is
during the "Age of Exploratior.,' the '"Partition of Africa," and the problems
associated with twentieth century natibn-building. In general, the content

selected for study in all of these is basically descriptive and emphasizes

things rather than people. 1In most instances;‘too, its acquisition represents

thg principal goal of the learning experience.

'In many schools the content about Africa south of the Sahara iﬁéluded
in thésé»courses usually is determined largely by whatever textbodks the
schools use and/or movies they can afford to schedule. The vast.majority of
teachers have little or no academic preparation in the history, geography or
culture of this region; only a few have any significant academic training

in the disciplines of anthropology or geography. Opportunities for indepen=-

dent study about this fegion are quite infrequent. Consequently, instruction

about Africa south of the Sahara tends to be that of "covering the text" with

little deviation at all from it. And, in most instances, these texts are
considerably outdated, superficial and didactic.

A second group of factors which are reflected in the design of this
program are those related to the nature of the subject matter to be studied
and used--in this instance, facts and information about Africa south of the
Sahara. This region is one of vast size and diversity. It consists of over
three dozen independent nation-states in which live at least eight hundréd
distinct cultural groups each speaking a language and observing a set of
customs and laws of its own. The various facets of its political, economié,
cultural and social development and life that could be studied are virtually

unlimited. Yet, the time available in most schools for the study of this

region may vary from two to a dozen weeks, hardly enough time to get more than

a smattering of knowledge about it.
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While there is an increasing amount of knowledge and information

available about Africa south of the Sahara, it is by no means complete.
There are significant gaps in what is now known about this region and its
peoples. Scholarly research, however, is narrowing these gaps, and each
year vast amounts of new information become available. Not only does this
add o vhat is already known--it very often challenges what was thought to
have been true; not only does it help ansver questions that already exist-=-
it also raises new questions. Africa south of the Sahara, as a body of
content, is in essence an immense amount of information that is being'daily
enlarged in both qqantity and quality.

A third group of factors relate to the nature of the learners and of
learning. Many students who take courses in which this region is studied
are not there bgcause they elect to be so; their attendance is required.
Furthermore, man& learners in these courses are of average or below-average
academic ability. This is especially true in many world geography courses
vhich are customarily required of the '"slower'" students while the college-
bound are channelled into European history instead.

Moreover, these learners are rarely intellectually involved in these
courses. Learning in most secondary school geography courses often con=
sists almost solely of coloring maps, outlining boundaries and memorizing
capital cities, major products and the names of famous people. Learniug
in many other social studies courses consists largely of memorizing what
teacher or text asserts is meaningful, significant, true or just to be
learned! There seems to be little purpose in these courses beyond that of

mastering the facts; consequently most learning is rote and retained barely

beyond the unit exam. It is neither transferable to other similar situations--

nor even applicable a few years later. Indeed, there seems to be very little

relationship between it and the real concerns of thirteen, fourteen and fifteen

year-olds.
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S A considerable amount of classroom instruction in social studies

today is essentially expository. Teachers, textbooks, and audio-visual
media tell students the essential data, interpret it for them, and explain
its significance. 1In all this the learner is a passive receptor of someone

else's knowledge. Because of this, he often fails to learn the content that

g (o e e
St s S2ap Spy ¢

is assigned him-~and he rarely learns how to learn oun his own. Many are

bl
reva

é especially rebuffed in their efforts to learn by the heavy emphasis on
% reading assignments; many "slow" students are ''slow' because they cannot
or don't want to read. Yet, they are curious, inquisitive and fully capable

of 1earning if they so desire.

A final group of factors relate to the types of materials and equip=-

ment--media--available for use in the social studies classroom. Tradi-

st i RS Sl SRS S

tionally, of course, the textbook, teacher monologue, globe and wall map
have been the media most frequently employed. In many classrooms they

still are. However, teachers in increasing numbers today have access to

and use a wide variety of audio and visual media including filmstrips, slides,

16 mm and 8 mm films, tape recorders and record players, picture cards, mecdels,

é artifacts, works of art and overhead transparencies. In addition, programmed
materials, simulations, collections of source data, documents and even ?
literature are finding increasing use in the social studies classroom. |
Use of these media is rapidly increasing as publishers produce more
and better materials for them and as federal, state and local funds for
% their acquisition become increasingly available. Teacher training institu-
tions, too, now usually provide training in the use of these media. School
systems are now moving in the direction of utilizing the services of full-
time audio-visual personnel and even of specialists in the preparation of é

graphic materials for use with audio-visual equipment. TFacilities for large

R e (SR LE

group audio-visual instruction have been included in school buildings for over




a decade and even special facilities for individual and small group learning,
utilizing a wide variety of educational media, are being included. Clearly,
there is a definite trend today toward the use in learning of a wide variety
of educational media to give variety itself, to individualize instruction,

to secure a closer approximation’of reality and to involve students more

actively in the process of learning.

: Guidelines Basic to the Design -
3 ” of this IFramework :

Consideration of the preceding assumptions and factors gave rise to the
following propositions for use as guidelines in the development of a frame-
work for a study of Africa south of the Sahara in secondary school social
studies courses: . -

1. This framework and its constituent materials should be -

immediately useful. They, therefore, must be capable
of being used within existing world geography or non-
E western studies courses in grades 7-9 and/or world |
' cultures or world history courses now being offered in

the 10th grade.

2. FEach unit should be complete in itself and at the
same time part pf a sequential whole so that teachers
having limited amounts of time available for the study
of this region may select individual units most appro-

priate to their own teaching objectives.

3. These units should be constructed for use by students

of average ability but also include materials for use

by students of lowver as well as above-average ability

levels.

e S— - - -
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These units should include as integral learning materials

a wide variety of media, especially media which communicate
visual as well as auditory images. Those with which most
teachers are or soon will be familiar .and will have the
greatest likelihood of using in the immediate future should
be emphasized. These materials should be constructed for -
use in inquiry-oriented learning experiences. Teaching and
explanatory guides must be prepared to accompany all such

materials.

These materials should include activities suited to
large-group, small-group and independent study

experiences.

' The content included and the cognitive objectives sought

should be highly selective. Care must be taken to avoid
covering everything. Content and objectives selected must
be relevant to and consistent with the broader objectives
of the course of which the study of Africa is a part as
well as of the overall goals of the entire social studies
program. Teaching complex ideas with too little knowledge
an& teaching too much about too many places in too short a

time must be avoided. The content selected must be studied

in depth.

Africa south of the Sahéra should be considered only as
one of many éulture regions. Moreover, it should be
vieved as a "world" within itself and be divided for
purposes of study into a number of cultﬁ;e regions or

groups. The primary emphasis should be on people, the
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inhabitants of these regions. b5tudy should focus on
various aspects of féur or five sub-cultures (selected

to represent different regioas, different cultures, dif-
ferent forms of government and so on). The students should
generalize about their common features and note significant
differences, explore how and why these exist and examine

the current problems, changes and trends which affect
-these people. Such a study should lead to the development
of understandings which, when evaluated, should lead to the
development of generalizations valid for Africa south of the

Sahara. Theseﬁggneralizations should then be considered ten-

‘tative hypotheses and used as tools to investigate other

world regions in the quest for valid generalizations

about people of other cultures including our own.

Emphasis should be on contempérary Africa;-who Africans

are, how they got to be tﬁat way and what they are beccming.
Overemphasis on the colonial past should be avoided. A
strict chronological survey should be omitted; instead,
history should be used as a resource from which to secure
ins;ghts into thévorigin and Qevelopment of the peopies,

problems and prospects of Africa today and tomorrovy.

This regibn should be studied from the inside--not through

the eyes of other cultures. Studgnts should experience
first-hand cbntact with the people of a society, and its
culture by using art, literature, music, folkloré, artiﬁacts,
visual and audio materials and all other materials that reflect

or express these people and their way of life, This study
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should also emphesize the similarities of people. It should
“avoid:

a) overemphasizing as typical the exotic, unusual
and strange. ’

b) giving the impression that Africans are
inferior to other cultural groups.

¢) treating the region only as it relates to
the United States.

d) making invidious comparisons.

A multidisciplinary approach should be used. No single

discipline can paint a complete picture of a culture.

This study should not convey any sense of utter finality; it
should not appear to offer the ultimate truth about this
region. Rather, it should strongly suggest the limitations
on what is known as a certainty about Africa. It should sug-
gest open-mindedness and uncertainty. A spirit of inquiry

should be reflected and fostered.

The learning experiences included in this framework should be
learner-centered. Students should be directly involved in
developing knowledge by active intellectuél inquiry and inves-
tigation. The major role of the teacher should be to facilitate
learning by guiding, questioning, stimulating, and challenging

the students' inquiry. Inquiry strategies of teaching are required

to do this.

N
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A Framework for the Study of
Africa South of the Sahara in Grades 7-10

The framewofk'that has been designed by Project Africa to structure
the learning materials on Africa south of the Sahara is built directly
on these aforegoing assumptions, factors and guidelines. It has been
designed to facilitate the aéhievemenélof the objectives
noted above. It is intended to be of immediate use to schools seeking
to improve instruction zbout this regiocn now., It is neither a totally
new nor a completé one~semester framework.

Implementation of this framework will not requi*é any drastic
revision of an entire social studies curriculum nor even any extensive
remodeling of existing courses within that curriculum. It is rather,
a program of study on this region that is complete in itself but vhose
components are each self-contained so that the entire program or any
part therecof canAbe readily plugged into any relevant course that
may already exist,

It should be noted further that, for practical reasons, this
framework as a whole has been designed to be the first ﬁnit inkany )
year-long or sequential study of world cultures at the secondary
level., It not‘bhly seeks to develop bacsic understaﬁdings about this
culture region, but it alsd builds baéic anaiytical concepts and
generalizations.which can be used in the'study and analysis of any
other culture group~~-including ouf own., It is derived directly from
a consideration of the assumptions, factors and guidelines delimited

above. It consists of three topics:
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TOPIC I

WHO ARE THE PEOPLES OF AFRICA SOUTY OF THE SAHARA?

Thiz study focuses on a variety of contemporary peoples-~
including the Hausa, Suku, Bushmen, Ganda, Calla, Kikuyu and Somali .
Each of these peoples has been selected to represent a region, a
kinchip system, a specific way of life, a type of cultural pattern, a
form of government or some other feature which, taken together, are
characteristic of contemporary Africa south of the Sahara. Emphasis
is placed on the study of the habitat, traditions, customs, behavior
and institutions of each people in order to identify their fundamental
values, mores and beliefs and to make hypotheses about just who these
people are and how they are similar or dissimilar to other peoples.

Study of this topic is designed to develop a number of generali-

zations about human behavior and culture in Africa, generalizations

that can serve as hypotheses and organizational structures for later
study of other peoples living in other cultures, with the ultimate
objective of developing broad generalizations applicable to and

descriptive of human behavior in general.

TOPIC II

HOW AND WHY DID THEY GET THAT WAY?

This topic focuses on the social, economic, political and other
forces that have been operative in this region over time to shape the
vay the various pepples studied in TOPIC I now live. It is designed
to provide an awareness of the African's awakening sense of history
as well as to give an insight into the sources of his feelings and

actions today.
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Study of this topic is intended to develop insights into and

generalizations about the forces that shape contemporary human

behavior and institutions-in this region; these will then serve

as hypotheses and orgaqizational structures for later study of other
peoples with the ultimate objective being to develop broad generalizations

about the sources of culture and culture change in our world.

TOPIC IT7.

WUAT ARE AFRICANS BECOMING?

Study of this topic is intended to provide an understanding of
the nature of forces presently:shaping the way Africans live, to
understand the move away from individual or family self-sufficiency
in the local setting to interdependence in aun ever-enlarging world-
wide setting, and to understand the continuity in change. The foqus
of the topic is on what happens to an individual as a result of the
operation of these forces; it is a study, in essence, of the impact
of change on individual human-beings and on their culture as a whole,
The content deals with nation~building, urbanization, education,
rising economic expectations, intergroup dynamics, intevnational affairs
and creative self-expression, Generalizations developed in the study
of this topic will be useful both as hypotheses for further testing

and as tools for analysing and structuring similar later studies.
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In sum, the framework of study proposed here for use in grades 7-10
in American schools is one which focuses on peoplé, contemporary culture,
and individual and group problems relevant to life in the latter part
of the Twentieth Century, It is an inquiry-oriented, multi-disciplinary,
in~depth study of topics selected because of their intrinsic worth as
knowledge as well as their utility in serving as a vehicle fdr the

development of thé}broader cognitive and affective objectives of the.

total program of which the.study of Africa is but one part,
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ABOUT AFRICA SOUTH OF THE SAHARA

The framework of study described above is designed to develop
meaningful knowledge about the peoplés of Africa south of the Sahara
vith the ultimate goals of developing and refining.skills of intellectual
inquiry ana conceptual knowledge about human behavior and cultures, To
do this well requires the use pf inquiry-oriented teaching strategies.,
Basic to the effective use of these strategies, however, is an under-

standing of the elements and processes of meaningful learning,

Learning and anwledge
Meaningful learning is a function of the interacfion of three
separate phenomené;-thé stimuli or raw data in the environment with
which we come in contact, the intellectual skills by whicﬁ we process

this raw data and the conceptual framework of ideas, concepts and

generalized knowledge in the mind which gives meaning to this data,
Each individual lives in a multitude of overlapping environments--
the environments of family, church, peer group, nation, world and so on.
Each of these varies in extent, composition and complexity for each
individual, Each consists of 2 mass of stimuli which are perceived via
the audio, visual ox other senses., These stimuli or data have no
meaning inherent in them--they db not speak for themselves, Rather,
they are given meaning only in the mind of the perceiver, by the way
in which they are selected, processed, arranged and stored.
The mental processes by which an individual perceives and gives
meaning to the stimuli bombarding his senses have been u.zignated by

many terms--~discovery, reflective thinking, critical thinking, problem
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solving, inductive learning and so on. 1In essence, however, they all
involve various mental operations by which selected stimuli are pulled
apart, put back together in new combinations and related to each other
or to past experience, In this way, these stimuli are given meaning
in relation to other stimuli and thus knovledge is formed, refined or
elaborated,

But meaningful learning involves more than just data and a process

of handling it, It involves also the past experience of the learner,

organized conceptually--in terms of basic ideas, generalizations and
concepts, These are arrangements of previous sense perceptions structured
into meaningful relationships. They serve many purposes., They act as
frameworls or categories into vhich can be directed new data or stimuli
from the environment; they compose a frame of reference which not only
guldes the interpretation of vhat is perceived but also directs the
selection of the exact stimuli on which to focus; they serve as a
source of questions by which the environment is probed for relevaht
meaning. They make what is percéived mezaningful by connecting it to
previous experience,

None of these, it should be noted, operate in isolation from the

others. Selecting stimuli to which to respond or to use involves the

combined interaction of all threé phenomena--stimuli or data, a mental
process ;nd a conceptual framework. Moreover, this is a continuous
process, Each element feeds on and gives substance to the others
Meaningful learning cannot take place in a vacuum. It requires .data
either directly from the environment via observation, reading or other
direct experience or from remembered experience, And it also réquires

some type of framework by which these stimuli can be ordered, can be made
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meaningful. The purposeful interaction of these phenomena produces

meaningful learning,

The Process of Inquiry

Meaningful learning implies--indeed, it requires--the active,
intellectual involvement of the learner, Knowing, in the sense of
truly understanding, cannot be given to an individual; it must, ratheg_
be developed by an individual, It is not a result of passive reception,
It is the result of deliberate and continued interaction with data. It
1s something the learner, not the teacher, does, The process by which
it is done is best described by the term, inquiry.

Inquiry is essentially finding out for oneself. It is both an é
% attitude and a process., As the former it involves a probing, |
; questionirg challenging mind, a lively imagination, a respect for i
evidence and an open-mindedness, a flexibility of purpose or intent,
it involves, too, a persistant and stubborn desire to know, to under-
stand completely., The process of inquiring grows out of this frame

of tind and is guided and shaped by it,

As a process for giving meaning to data, inquiry relies on certain
tools. These tools are intellectual operations--processes by which the
é mind manipulates the data which it receives from the senses; they are

most commonly referred to as the tools of analysis and synthesis, However,

describing precisely how these tools are used is a task not lightly under-
taken, Much research remains to be done before anyone can speak with

finality on this. Nevertheless, certain aspects can be identified that

seem, for the present at least, to represent the major components of this
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process, Familiarily with these is‘necessary if a teaching strategy
is to be employed that will facilitate this way of learning and the
use and development of the intellectual skills associated with it,
The major steps in the process of inquiry can be diagrammed in
terms of what the learner does, consciously or unconsciously, as

follows:

Defining a Purpose -}
for Learning

l

Developing a tentative
answer or solution
or plan of attack =-
hypothesizing

A s

Testing the hypothesis
against data

|

Developing a conclusion

Applying the conclusion ]
to new data

N/

! Generalizing I

- This: process involves a number of ways of thinking. It utilizes
analytical-deliberate, step-by-step, logical--thinking and intuitive
thinking--guessing, hunching, jumping to conclusions. It also involves
inductive reasoning, moving from the specific to the general, and

deduction-~-moving from the general to the supporting specifics. It is,
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in essence a process contisting of a complex series of acts, some

conscious and delibérate; some haphazard and almost automatic, It
usually starts with a cuestion, problem,curiosity or some unsettled
condition and moves at varying rates of speed to some type of a
resolution or conclusion,

Each of the steps in this process, of course, includes numerous
other, more precise, intellectual operations--such as evaluating and
translating data, classifyiﬁg and comparing information and meking
logical inferences or identifying relationships, trends and other types
of patterns, The process of inquiring is not linear-~it does not proceed
uniformly from a simple beéiﬁning to a neatly drawn generalization and |
then stop. On the contrary, it is a continuous procass that builds on
itself, 1Its two most important elementa are a learner who inquires and
the data with vhich he inquires. Inquiry is a process of learner

interaction with data that proceeds thusly:
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This is an ongoing process that leais to an ever-expanding and
deepening framework of conceptual knowledge--knowledge that is both the
origin and final repository of learning. It involves essentially four

basic operations, repeated over and over again--the formulation of

‘questions, hypothesizing (developing tentative answers or solutions),

testing hypotheses against the data, and drawing conclusions or generalizing

~on the basis of this testing. It involves working with data to give it

meaning. It is an active, learner-centered way of learning.
In the structure of this framework of study on Africa south of the
Sahara, inquiry serves as both a means for and an end of learning, The

techniques and skills of inquiry are the prime learning tools used with

‘the data contained in these materials., Learning how to use these tools

is, at the same time, a major objective of the entire instructional

framevork,

An _Inquiry Strategy for Teaching

There are, of course, a variety of strategies for facilitating
learning--for teaching., A teaching strategy is merely a way of arranging
specific instructional techniques (such as map work, class discussion,
group research, making a bulletin board) into a composite learning
experience so as to accomplish predetermined objectives. Most instruc-
tional strategies involve the primary techniques of reading, telling and
discussing. Inquiry teaching also utilizes these, but it arranges and
manipulates them in a vway far different fromﬁexpository teaching.

The inquiry strategy employed in this framework of study is

designed to provide for as much learner interaction with the raw data

L de el R e e
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of the learning environment as possible, It is designed to provide

the learner an opportunity to:
1, 1Identify and clarify a purpose for inquiring;

2+ Build a hypothesis--a tentative answer or solution;

3. Test the hypothesis;
4, Draw conclusions;
3 5. Apply the conclusions in new situations to- new data; and

6., Develop meaningful generalizations.

Ideally, inquiry is self-initiated and self-directed, It is
directed by the learner's conceptual frame of reference, his past
] experience, which serves as a framework for questioning - and ordering
déta. However, few secondéry school students have either the concep-
tual framework or intellectual techniques required for independent
inquiry., Their previous social studies education has minimized the
development of these, concentrating as it has instead on exposition and
memorization of factual data., Consequently this framework of study in
f _ Africa south of the Sahara is designed to introduce the learmers to
J the basic concepts and intellectual skilis needed for independent
inquiry and to refine and broaden these by providing increasingly less
structured opportunities for their application and development. Each
learning experience in these materials is désigned to enable the
students to use the tools of inquiring,

Identifying a purpose for learning: The most effective learning

is purposeful learning., The best purpose is one developed by the learner;

it arises from a question, problem, curiosity or perplexing condition
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which he perceives and for which he feels a solution is required. However,
since most students using these materials will have had little prior
experience im self-directed inquiry and in studying other cultures in
depth some initiatory problems and questions must be given to the stu-
dents, 1In the materials for this study, some problems are prcsented in the
learning materials themselves, such as those which present conflicting
interpretations of the same event, oOr those which present obviously
biased and unpopular accounts of a situation, or even those which
suggest a 'mystery-type' situation. Only after students have gained
practice in perceiving and formulating problems into which to inquire,
are they provided less structured opportunities for independent inquiry.

In guiding this stage of the learnipg experience, the teacher must
be careful to provide opportunities for the learners to make the problem
meaningful, to clarify it and state it in their own terms., New words or
phrases have to be identified and defined in the context of the given
gituation., The problem must also be made manageable by being broken
down into a number of related problems ox questions, the answer to each

of which will provide clues to the resolution of the entire situation.

Hypothesizing: Once a reason for inquiring has been clarified and made
manageable, the next operation is one of exploring altermative solutions
and formulating tentative answers--hypotheses. To hypothesize is to
guess--not wildly, but reasonably utilizing past experience, present
available data and a unique perception of the problem that requires
solution. This is essentially an inductive process since it proceeds

from bits of data to a generalized statement that seems to explain these.
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But it does not usually proceed at the same rate of speed or in ﬁhe same
fashion for everyone, It involves botﬁ deiiberate, step~by-step

analysis and intuitive hunching; it may require considerable intelleztu:zl
effort to arrive at a tentative explanation or one may suddenly ‘pop-up',

Hypothesizing is a crucial step in inguiring, however., ' A hypothesis
serves two basic functions, It serves as a goal to be reached; when a
hypothesis has been validated or réfuted, the inquiry is concluded,

It also serves as a guide for determining what data is needed, what"
information should be sought, what evidence is relevant to the problem,
Reference to the hypothesis under investigation enables a learner to
disregard data that does not bear on it while considering only that

which does, If the hypothesis is true, then data supportive of it will
exist. The esarchis thus narrowed to evidence only that bears on the
particular hypothesis being investigated. Consequently, a hypothesis must
be constantly kept in mind by the inquirer else he will be easily side
tracked or perhaps will not know when he has come to the logical conclu-
sion of his investigation,

The learning experxriences included in these materials require students
to hypothesize answers to problems that are given them or which they
develop., The introduction to Topié I of.this framework oZ studyAis
designed to raise the.questions "Who are'thé peoples of Africa soutﬁ
"of the Sahara?" and '""thy are they the way they are?'" Students are then
asked to hypothesize answers to these questions and to test their.
hypotheses, 1In éo doing, there is no stigma of being right or wrong--
there is no such thing as a correct or incorrect hypothesis! Réther,'
all guesses or hypotheses must be recognized fér what they are--tentative

answers subject to further prodf. Even if a teacher knows or suspects
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such a guess is really the correct answer, it should be treated as
any hypothesis=-~it must be tested against the relevant evidence.

Hypotheses are developed by quick examination of the available
data, This usually involves relevant data culled from a person's
remembered experience as well as the data present in the environment
that has created the problem in the first place, Thus the traveller
who perceives that the well-dressed stranger seated next to him on the
bus is going to the same destination that he is, might guess that he is
going to attend a wedding when he recalls that such an event is
scheduled to take place there the next day.

Teachers directing hypothesis-building experiences must encourage
students to look at what data is availalbe, to guess, to identify
alternative ways to test their guesses and to determine the type of
evidence needed to validate them. They should ask such questions as
"How could you account for this?" or "What might be a reason for this?"
or ''hat would be one possible exélanation for this?" <Zontinued practice
at hypothesizing will encourage studénts, now generally unaccustomed to
doing this, to “open up" and employ this tool on their own. The conclu-

ding activitiec in these materials give them this opportunity.

Testing the hypothesis: This is the key to inquiry. It is a learner-

centered activity., It is essentially deductive, It requires, first,
determining what type of datavis needed to solve the problem or answer
the question., This is, of course, dictated by the hypothesis itself, as
explained_above.i It then requires an active search for this data. It
may be culled from teacher lectures, textbooks, narrative films, picture

cards, primary sources, interviews, maps, graphs, charts or other .statistical
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tables, novels, poetry, bilographies or any of the numerous other media

by which information is communicated., This data may be provided by
the teacher or the learnersmay be required to locate it themselves.

Involving students in this process requires, first, that they be
given experiences and direction in selecting the kinds of data needed
to validate a hypothesis, in collecting this evidence, and in evaluating
it for reliability and validity, They must be led to translate it into
terms meaniagful -to them; they must then analyse it. This is a very
broad term all too often used without really indicating all that it
includes. Analysis of data requires that learners classify it by identi-
fying similarities, differences, trends, sequences, and patterns., This
pulling apart and rearranging of data is where real learning takes place.
Involvement in the search for meaning by deliberate intellectual
manipulation of data leads not only to familiarity with the data--
the facts--but also to the development of conceptual knowledge, the
ultimate cognitive objective of inquiry.

The analysis of the evidence culminates in a search for relationships,
regularities and batterns of significance. Analytical concepts guide
this proéess, bdt students who have as yet ill-defined concepts require
guidance byuﬁhe teacher, They must be . encouraged t&imake.logical
inférences from the rearranged &ata, to find meéningé in it‘. They must
be asked and learn to ask themselves such questions as, 'What does this
alllmean?", ¥So What?”,.and "In vhat way is tﬁis important?" Important
in this stage of the learning are periodic references fo the hypothesis

being tested in order to keep students on the track and also petiodic

reviews and summaries of the extent to which the data thus far examined
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supports or refutes the hypothesis. Important, too, is recognition of
the tentative nature of the hypothesis and of the very real possibility

that it might be invalid.

Developing a conclusion: Once the data has been taken apart, it must be

reassembled~--synthesized~--in such a way that it takes oﬁ meaning relevant
to the hypothesis Being tested., This activity concludes the validation
step of the inquiry. It is a much more deliberate, analytical process
than hypoﬁhesizing although the end product is still a conclusion, an
explanation that gives meaﬁing to data., But, whereas the hypothesis
represents a possible explanation or conclusion, the conclusion
synthesized in the process of submitting the’hypothetical explanation to
the test of the evidence‘can be held with a far greater degree of cer~-
tainty. It may merely be a restafement of the hypothesis, although more
often than not it refresents an elaboration, qualification or some other
modification of it. Built as it is on specific but limited data or
experience, however, it still tends to be rather restricted in scope

and applicability, If a concept, it is usually rather ill-defined, 1f
a statement relating specific concepts together, it is generally limited
by specific referents in time and place. Conclusions that result from
this stagé of inquiry must still be subject to considerable qualification"
and &odification as they are later brought to bear on new data.

In guiding the development of conclusions, the teacher must direct
students into learning experiences that require them to arrange identi-
fied relationships among data into meaningful wholes. They must be
asked to state explicitly the relationships of this rearranged evidence

to the hypbthesis being investigated. If the results invalidate the
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hypothesis, then the student must develop another hypothesis and repeat
_the testing procedure, If, on the other hand, it affirms the original
hypothesis or develops an acceptable ancwer to the original problem, it

can be applied and used as a tool in investigating similar problems

and related data,

P

Generalizing: This involves essent1a11y the same processes as concludlng

but utilizes @& broader range of evidence and experience., In this
lnstance, a conclusion built from a specific set of data assumes the
role of a hypothesis. It is quite often modified or broadened in the
process of applying it to new data~--in using it as a tool to make this
data meanihgful. As this is done repeatediy it becomes less tied to

any one specific set of‘time and place referents, Instead, it becomes
more general, more applicable to a wider variety of data having the same
essential characterlstlcs. Thus, it may become a concept or a generali-
zation statihg a relationship'between several concepts; ‘And in so doing,
it becomes part of the conceptual framework of the leatner, to be used

~in structuring future experiences, It becomes knowledge in the deepest

sense of the wozd,

Cohcluding and‘generalizing activities are essential to any learning

experience:based on inquiry, A learher must wrap up his inquiry in order
to give it meaning and to provide a springboard for further 1earning.
Those unused to “drawing conclusions', require guldance by the teacher—-

via vritten or oral questions--to do this, Others may be able to do it

with little direct supervision, That they all do it, however, is essential--

without concluding meaningful knowledge cannot be developed and effective

learning will not take place,
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This, then, is a brief description of an inquiry teaching strategy

designed for use in teaching these materials. It is a strategy which

requires the students to consciocusly and deliberately engage in the

processes of:

1.
2,
3.

4

d.

6.

Identifying a purpose for inquiring.
Building a hypothesis.

Testing the hypothesis,

Drawing conclusions.,

Applying the conclusions to new data.

Developing meaningful generalizations,

This is not an ecasy teaching strategy to use--but it is most

stimulating and rewarding. Neither is it one that brings instant

success. Students unaccustomed to it will experience many moments of

frustration and disillusionment, moments made tolerable only by the

inner satisfaction of actually coming to know something on one's own,

Teachers, too, will £ind it most difficult, They will especially have

to guard against the temptation to tell the meaning or significance of

the data being evaluated, against using leading and rbetorical questions

and against steering the learners down too narrow a path of inquiry.

Avareness of a number of essential features of inquiry=-teacbing, however,

should minimize the dangers of these pitfalls and ensure the successful

use of this strategy.

T LN )
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Factors to Considexr in Using
this Strategy of Teaching

Inquiry is very time-consuming, Knowing is not the product of a
few minutes of talking or listening, It 1is the result only of total
immersion in data and in the process of making it mean something.
Although there are times when much of the process of inquiry can be
accomplished in a single forty-minute class, more often than not it
requires many days to inquire thoroughly into some problem or topic.
Thus, an entire class period may be devoted only to defining a task or'
clarifying a problem, the .following class period to developing tentative
solutions or possible answers, several days more to collecting--from
books, teacher 1ec£ures gnd other sources-~data relevantAto thege
propositioﬁs, anéther class period or two to tésting and perbaps modifying
these hypotheses'and additional time to drawing meaningful conclusions,‘
applying theh in new situations and generalizing, Any course of study
that utilizes an inquir& teaching strategy must thus be very selective
in the content whichlit uses és the vehicle to present appropriate
data for analysis, |

Inquirv is also a learnmer-centered activity. It involwes active
learner interaction with data, Students must have frequent opportunities
to engagé singly and in sméll groups in experiences designed to fnster
this. Thus, teacher-centered sctivities must be kept to a minimum.
While there is a definite place in ingquixy teaching for lectumes or
sound films or text books-~if the purpose is to present data that is not

readily available to the students, constant or repeated use of these

techniques and media hinder rather than promote inquiry. Instead,
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learners must spend less time in large-group instructional situations and
more time in small-group, commiftee, or individual learning experiences,
The type of materials best used in inquiry learning experiences
is quite different from that used in traditional, text book-oriented
teaching, It must not communicate what someone else feels is knowledge,
or is significant, or 1s meaningful. Rather, it must present raw,
uninterpreted data--statistics, first-hand observations, interpretive
accounts, maps, artifacts, pictures--unaccompanied by explanations or
déscriptions that tell the student what it says, what
it means, how it is related to semething else or why it is significant.
These tasks belong to the student., They are in fact, the very essence
of inquiry.
bata is not an end in itself--it is not to be memorized; it's
absorption is not the major objective éf the 1earning‘experience.

Instead, it is a vehicle for accomplishing something else, for developing

LS -

h”\\higﬁef levels of knowledge such as concepts or generalizations. It is used,
manipulated, pulled apart and refitted into new patterns by éhe learner
in an effort to develop new meanings relevant to the task at hand. This
data can be either presented or given directly by the teacher to the
students by a2 lecture or by alpiece of written, visual or audio material.
Or, it can be researched by the students themselves.

Data is used at every stage of the inquiry process. A certain
amount 1s required to generate a problem, arouse curiosiiy or create a
question in the mind of the learner. Diffcrent or additional data is
needed to generate a tentative answer ox sclution-~to hypothesize. lioxe

data of a specific type is then required to test that hypothesis. If
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it proves invaiid, theh this entire experience becomes part of the data
on which to build a new hypothesis and the process repeats., If‘the
hypothesis appears valid, then the resulting conclusion can bé only
tentatively held until it can be appliéd to simiiér data but in another
éituation; The more it is applied and it stands up, the less téntative,
the more generally true, it can Be considered, Data is‘plugged ingb
and used at virtually every step in this process, |
Questioning is:the key to successful inquiry., The kinds of
questions most useful are considerablyldifferent from‘those
commonly used in e#pository teéching or learning. They do not réquire

a mere repetition or description of the facts being studied, On the

contrary, they emphasize the why much more than the what, the ggfwhat
instead'of the how, 1In éo doiné; qﬁesfioning is the major tecbnique
for guiding the érocess of inquiry.

In expository teaching questioning usuaily serves only as a check

to see if the learners can repeat what was read last night or said

yesterday. In guiding inquiry,.however, much more is required, Students

must first be asked to describe in their own words what they have seen,

heard or read. This is purely recall. But the questioning does not

stop here, Instead, building on the responses and insights thus developed,

questions must then be asked which require the identification of common-
alities, similarities, relationships and trends within the data. These
are then followed by questions designed to probe for new insighis, new
meanings and significant ideas in the relationships and patterns thus
identified, Thus the questions lead someplace rather than merely seek

a recounting of what 1s already known,
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Because inquiry proceeds at different rates of speed depending upon
the varying intellectual abilities of the learners, questioning custom-
arily takes a variety of forms. Ideally, the questiors should be
generated by the student, himself, Failing this, however, they may come
directly from the teacher, They may be oral or presented in the form
of study guides for use by small groups or individuals as they work
vith various data. These guides may be written or taped or on film,
depending on the nature of the activity being undertaken and the
materials involved. For students new to this process of learning, the
questions may be numerous and explicit; for the more experienced they
may be fewer in number and less detailed, But regardless of the media
by which they are communicated, they must be caretully devised and
presented in a sequence designed to guide inquiry into the data toward
a resolution of the problem at hand.

Finally, the role of the teacher in inquiry teaching and in using
the materials in this framework of study is considerably different from
that of a teacher who utilizes a read-recite-test teaching strategy.

The major functions of the teacher using an inquiry strategy are to plan

and to facilit-te the learning experience--not tto tell and test what has

been absorbed, Planning is the key. Before the class ever meets, the
teacher must select and d efine the objectives of the experience and then
plan the sequence of activities which comprise the total experience,

This involves the selection and organization of materials to be used as
well as ordering in sequence the activities and techniques such as
reading, small group work and questioning to be employed. It involves,
in a sense, a complete imaginary run-through of the entire learning

experience in order to ensure that the materials and activities are suf-

wt
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ficient and properly arranged to help the learner move from perplexity
or doubt to resolution, This is by far the most time=-consuming and
difficult of'éhe'responsibilities asgociated with the use of inquiry-
teaching,

Once the experience has been planned, it must be guided to fruition,
This requires that the teacher help the learners move from one stage
to another in the process of inquiry. He must, for instance, make sure
all learners get involved and that all keep on the topic. Moreover, he
must keep the communications channels clear by helping students clarify
their responses and their appraisal of what to do next, He must "keéé
them honest' by insisting on the submission of adequate proof for opinions
stated or conclusions reached and by offering contradictory or conflicting
data or ;riticism vhen: it is needed. He must prevent superficial treat-
ment of crucial problems, correct errors of fact when necessary, and
require periodic summations of the progress to date. At times he may
even provide certain essential but hard-to-find ‘data or suggest alterna-
tive avenues for further consideration.,

Apove all, the teacher must create a climate conducive to effective
inquiry., This is not done by standing at the front of the room and
requiring students to stané to recite, It is done by creating challenging
problems for the students to solve, using techniques that foster student
interaction and minimize teacher domination and by enthusiastically
joining the process as an inquirer himself, It is not done by giving

answers or by requiring everyone to come up with the same answer. It

is done by providing all students an opportunity to find out for themselves.




The success of inquiry is aided immeasurably by deliberate efforts

on the part of the teacher to help the student understand just what
he is doing, what mental operations he is involved in, so that he may
be more aware of the techniques of inquiring and thus become a more
effective inquirer on his own.

In the beginning, the use of inquiry strategies will require rather
explicit and continued teacher involvement and even direction, but as
the students gain experience and insight into this way of learning, the
teacher can become less and less conspicuous as a classroom director.
Direction can instead by supplied by the way in which the materials and
guides are structured and by the growing familiarity of the students with
the operation of a mode of inquiry.

Guiding an inquiry-oriented learning experience is not easy.,
However, there 1s no better way to learn how to do it than by attempting
it with the aid of instructional guides and materials prepared especially
for this type of teaching. The materials and teaching guide included in
the pages that follow have been designed precisely for this purpose.
Careful reference to these and their adaptation to the requirements of
the teacher's students and curricular situation can result in a most
stimulating and exciting learning experience about Africa south of the

Sahara.

Y
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INTRODUCTION TO AFRICA
SOUTH OF THE SAHARA

A TEACHING GUIDE

This is the initiatory unit for the study of Africa south of the
Sahara. Its primary purpose is to arouse interest in the study of this
region by stimulating the students' curiosity. It is designed to raise
questions which only the further study of Africa south of the Sahara can
answer. It is also designed to provide some background about the physical
geography of this region.

Specifically, the objectives of this activity are:

To know about selected aspects of the geography of
Africa south of the Sahara.

To raise questions about Africa south of the Sahara
and its inhabitants.

To create a desire to study more about this region.
To be able to interpret visual data.
To be able to make inferences from data.

To be able to identify relationships and make
comparisons,

To. be able to formulate and state hypotheses.

It is important to note that this activity is designed to lauach the
study of this region by asking the students first, to become aware of some
of Africa's major characteristics; and second, to discover the ways in
which people are distributed throughout its terrain; thirdly, to speculate
why these people are distributed as they are; and finally to become aware
of the mode of inquiry to be used throughout this program.

The familiarity with Africa developed in this process is a necessary
prerequisite for the learning experiences that follow; it will, at the same
time, be expanded and broadened by these subsequent activities. The hypo-
theses developed in this introductory experience will also be basic to the
learning experiences that follow for they will serve as the tools by which
the study of Africa south of the Sahara will be given direction and meaning.
The units which follow this Introduction are designed to provide data and
learning experiences that will be useful in answering the questions raised
and in verifying the hypotheses developed in the course of this initial
experience. This unit is the springboard to the entire program of study
prepared by PROJECT AFRICA.

39
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This introduction consists of four activities:

Activity

1

(O

Purpose

To raise questions about
Africa south of the Sahara

To become familiar with the
region of Africa south of the

S5ahara.

To become familiar with the
physical features of Africa
and its climate.

To hypothesize about the
peoples of Africa and to
become familiar with the
steps in a mode of inquiry
to be used in this procgram.

Materials

Filmstrip

Resource maps
Study Guide #2

Filmstrip

Resource maps
Study Guide #2
Filmstrip

Study Guide #4

study Guide #4

W oy
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INTRODUCTION == ACTIVITY 1

A TEACHING GUIDE

A) Introduction: The purpose of this activity is to provide a common point
for "take off" into the study of Africa south of the Sahara. It is
also designed to motivate students to verbalize about their impres
sions of this region and to want to inquire as to the accuracy of
these impressions by visually contrasting images of known stereo-
types with images of reality.

Specifically, the objectives of this introductory unit are:

To create a desire to learn more about Africa
south of the Sahara and its inhabitants.

To raise questions about the real nature of this
region and its peoples.

To articulate the students' image of Africa south
of the Sahara.

To be able to interpret visual data.
To be able to make inferences from data.

C) Materials: filmstrip: Africa south of the Sahara #2 (see Notes
to the Teacher)

C) Suggested Teaching Strategy:

1) Introduce this study of Africa
south of ‘the Sahara by projecting
the filmstrip Africa South of
the Sahara #2. (allow 5-8 min.
for this.)

a) In projecting frame #1 (Africa
in the 'Jorld) have the stu-
"dents describe the location
of the African continent in
reference to:

the hemispheres
equator
other continents

Ask: HOW DOES IT COMPARE IN Africa is big. It is larger than
SIZE TO OTHER CONTINENTS? all other continents except Asia.
It is four times the size of
Emphasize that Africa is a Australia, almost three times
continent, not a nation.) larger than Europe, etc.

41




.2) To get the students to articu-

b) Project frame #2.

Describe why this study
- focuses only on Africa _
south of the Sazhara (see -
rationale pp. 1-3) instead
of the entire continent.
c) Project frame #3. Compare
Africa in size to that of
the U.S.

late their image of Africa south
of the Sahara project frame #4.
"Which of the following pictures
were taken in Africa south of

the Sahara?" Direct the students
to TAKE OUT A SHEET OF PAPER.
LIST THE NUMBERS 1-21 ON THE
PAPER.

Tell them you are going to project
the rest of the filmstrip. It
consists of photographs taken in
Africa scuth of the Sahara and in
North America. Tell them to VRITE
"A" AFTER THE NUMBER OF EACH FRAME
YOU THINK WAS TAKEN IN AFRICA
SOUTH OF THE SAHARA AND "NA" AFTER
THE NUMBER OF EACH FRAME YOU THINK
JAS TAKEN IN NORTH AMERICA.
Point out that it will be diffi=-
cult to tell just where some
frames were taken.

a) Project the rest of the
filmstrip shoving each frame
vithout comment. Allow stu-

" dents to view each frame for
3-4 seconds only.

b) Then reshow the filmstrip
from the beginning (lion
picture). As each frame

is shown:

-- Have the class indicate
by voice vote or show of
hands vhether it is in
Africa or North America.

and

42
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Africa is about four times the
size of the continental U.S.,
or three times larger than all
50 states of the 1.S.
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" With 10 minutes remaining,

‘There the class is about

Ask: HOYW MANY THINK MORE THAN

43

-= Select one student (a
different one for each
photo) from the majority
to tell why he thinks it
is where he said it is ==
wvhy it is in Africa or (if
in North America) why it is %
NOT in Africa. '

evenly divided over the loca-
tion of a photo elicit one
reason from each side even
if they contradict each other.

HAVE ALL REASONS GIVEN LISTED
ON THE BOARD BY A STUDENT.

(It is not necessary to go
through all of the frames nor
is a concensus required. The
intent is merely to get on the
board the students' image of
Africa south of the Sahara.)

stop the filmstrip. Have
the students tally the number
of "A's" on their worksheet.

5 OF THESE YERE TAKEN IN AFRICA
SOUTH OF' THE SAHARA? =-- MORE
THAN 10? =~ MORE THAN 157 ==
MORE THAN 207

Tell the students that actually
16 of the photos were taken in
Africa. Then quickly reshow thq
filmstrip indicating to the
students which pictures were
taken in Africa south of the |
Sahara and which were takin in
North America. (see Notes to the
Teacher.)

Let the students talk about . :. ¢
those photos that were not
taken where they thought they
vere.

Intro-1

For example, the class will say
the lion photo is in Africa. Ask
one student why he says so. The
reason given may be "It is full

of wild animals.'" So have the
phrase '"wild animals" listed on
the board. If the class feels

the photo of the city (#2) is in
North America because there are no
cities like that in Africa then
list on the board '"mo large modern
cities.'" Etc.

A typical student list may include:

Africa south of the Sahara:
full of wild animals
no large modern cities
inhabited by black people
has jungles _
does not have factories
use hand tools in farming
do not use farm machinery
has large cities
etc.,




A Intro-1

3) Ask: YHY DID YOU PUT SOME OF Students may say they:
ESE IN AFRICA (OR NORTH _ a) were being tricked
AMERICA) WHEN THEY REALLY WERE b) had erroneous ideas about Africa
IN THE OTHER REGION? ¢) think many photos could have
' been either
d) don't know much about it

4) Ask: HOW CAN WE FIND OUT? Study more about this regiomn.

Point out that the list on the
board represents what they think
Africa and its people are like.
Tell them the purpose of the
next few weeks study will be to
see to what extent their ideas
are correct or incorrect.

5) If time permits, have the students
copy the list in their notes.
I1f there is not enough time,
copy this list '(ditto it and
distribute it at the beginning
of the next class).

St s

ct3e g




e 5

INTRODUCTION TO AFTICA Intro-1

NOTES TO THE TEACHER

Africa In the Yorld

Africa is the second largest of the earth's seven continents,
Although it is connected to Asia by the small Isthmus of Suez, it
is virtually an island and has the straightest and longest accessible
coastline--over 16,000 miles--of any of the continents, It is also
the only continent to straddle the equator and thus has the most
balanced climate of any of the earth's land areas. It comprises, with
Australia and South America, the only gignificant land avea in the
southern hemisphere, which is chayacterized more by its water than
its land masses. Thus, nations in this part of the continent, like
virtually all of those in South America, find themselves somewhat
far-removed from the northern hemisphere centers of political and
aconomic activity that tend to dominate the world scene today.

Size of the Continents (in sd. niles)®

Horth America ¢,300,000 Africa 11,590,900
South America 6,800,000 Australia 2,950,000
Europe 3,750,000 Antarctica 5,300,000

Asia (inc. islands) 16,900,000
sSource World Almanac, 1967. p. 274

The western coastline of Africa bears a remarkable resemblance to
the Atlantic coastline of South America--almost every bulge on one cor-
responds to an indentation on the other, There are, in fact, many
layers of rock, glacial striations and deposits, and fossilized remains ]
of plant and animal life omn both continents that are similar, indeed ' ;
identical., Even the mountains of eastern Argentina have the same :
structure as those in South Africa. Such remarkable similarities in
the features of these land masses have led some scientists to postulate
that perhaps at one time South America, Antarctica, Madagascar, India §
and Africa were all one contiguous body with Africa at the center, :
This huge land mass, known to geologists as Gondwana, is believed to
have fragmeanted scores of thousands of years ago, the various pieces
gradually “drifting" apart to form the continents and islands in the

southern hemisphere as we know them today.

Africa and the United States

vhile Worth America contains only two nations, the continent of
Afyica contains nearly 50 independent nations. This continent is
approximately four times the size of the 48 states that comprise the
continental United States. Even when the areas of Alaska, Havaii and g
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46 Intro~l

& its other non-contiguous poscessions are added to the area of the

] continental United Statec to make a total of 3,557,098 square miles--

! Africa is still over three times larger, Its 11,530,000 square miles
make it larger, in fact, than any continent except Asia, and larger
even than Asia without Russia.

1 hile the continental United States reaches barely 23850 miles from
coast to coast at its widest point, Africa stretches 4,700 miles from
Cape Verde on the west coast of Senegal to Cape Guardafui on the eastern
tip of the Horn in Somalia. It is over three times as far from Bizerte,
Tunisia to Cape Agulhas in South Africa a distance of over 5000 miles
than it is from the United States-Canadian border southward to the
United States - lMexican boundary near Browvnsville, Texas.

The most populous African nation, Kigeria, while a little over
tuice the size of California (356,669 sq., miles compared to 158,693
] sq. miles) has a population presently estimated at 60,000,000 people,
; California's 18,500,000 people (est, 1967) make it the most populous
of the states but it is not the largest in area--Alaska stretches

over 586,400 sq, miles while Texas claims 207,339, UNigeria is bigger
3 than Texas!
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! INTRODUCTION TO AFRICA
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FIIMSTRIP
Africa South of the Sahara j#2

i ' NOTES TO THE TEACHER

g TITLE - AFRICA SOUTH OF THE SAHARA #2
™ Africa in the World
Africa South of the Sahara
i Africa South of the Sahara and the United States
: Question: Which pictures were taken in Africa South of the Sahara?

Amboselli Game Reserve Kenya

New York City

Central Ethiopia

Residence of a judge, Pretoria, South Africa
Okefenokee Swamp, Georgia

Ruwenzori mountains, western Uganda

Kalahari desert, South-West Africa

Near Mweiga, Kenya

Northern Nigeria, near Kano

10 Central Africe Republic

Migrant laborers picking broccoli in upstate New York
12 Grain fields in Republic of South Africa

13 A young Heusa, in Kano, Nigeria

14 A Rhodesian farmer

15 Market in Ghana

16 Store for black Africans near Pretoria, South Africa
17 Near Salt Lake City, Utah, USA

18 Cement factory in southern Nigeria

19 Skyscraper in Buffalo, New York

20 Bamako, a city on the Niger in Mali

2l Oceanfront in Luanda, Lngola

PROJECT AFRICA
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INTRODUCTION «=- ACTIVITY 2

A TEACHING GUIDE

A) Introduction: This activity is designed to familiarize students with the

- continent of Africa as a whole and with selected features of the region
E? south of the Sahara. It will serve to focus their attention on areas
o with’n Africa south of the Sahara, in which live the various peoples

to be studied in Topic I.
. The specific objectives of this activity are:

To know the location of specific features in
Africa south of the Sahara.

=

To be familiar with the region of Africa south
of the Sahara.

To raise questions about the nature of this
% gf region and its inhabitants.

To be able to read and interpret maps and charts.

To be able to make inferences from data.

PN

; . To be able to identify relationships and make . :
ij] comparisons.

, To be willing to work cooperatively with a fellow
3 student in the pursuit of knowledge.

(SR LR T

1 B) Materials: Resource maps (10
Study Guide for Activity 2
Filmstrip -- Africa south of the Sahara #2

o
RSN

C) Suggested Teaching Stratepy:

g 1) Start the class by disfributing to each student:
[ 1 set of 10 resource maps
1 study guide for Activity 2

Pair the students with the person sitting across from them. Have them %
push their desks together if pcssible. :

i INSTRUCT THE STUDENTS TO ANSWER ITEMS 1, 2 AND 3 ON THE STUDY
= GUIDE USING THE MAPS THEY HAVE JUST RECEIVED. They should

) worlt as teams but each student is to complete his own study

3 guide because it will be needed later.

(Do not instruct the students how to read or use the maps.
Allow them to discover that they can overlay one map on
another; the study guide is designed to ask questions to
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48 Intro-2

foster this. It may be useful, however, to have a large
vall map of Africa at the front of the room and, before
the class begins work, to outline once more the continent
4 of Africa and that part of it referred to as Africa south
of the Sahara.) »

Instruct each student to put all of these maps into his
notebook and to keep them in good condition for they will
need them later in the course. They should be kept in a
loose leaf or similar binder so they can be taken out and
used again just as they are doing today in class.

T

2) "Then most of the students
have completed items 1 through
3, briefly review the answers
they have given.

3) Then distribute the dittoed 1list
made in the preceding class.
Have the students identify items
descriptive of Africa's topogra-
phy and climate. Underline these
items. Have them add any other
descriptive terms they feel are
accurate,

Sk b e

: 4) Project the filmstrip (Africa Frame #3 ~- Ethiopia
3 south of the Sahara #2) frames 7 -- Kalahari
3, 7, 8, 9. As this is done, § -- Kenya
discuss with the class what they 9 == Northern Nigeria

see in each. Then have the

1 students compose a brief descrip=-
tion of each frame. When each is
agreed upon it should be written
; in the appropriate space in ques=-
’ tion 4 of the Study Guide.

5) Then reshow these 4 frames. Climate can be defined as the
Tell the class these are in average conditions of the
different climate zones of veather at a place over a
Africa. Make sure all under= period of time.

stand what is meant by the
word climate. (Do not present ]
an :analysis of the factors |
that comprise climate.)

6) Then direct the students to con -
tinue working in pairs on the
answers to the rest of the items
on the study guide. T"hat is
not completed in elass should
be finished for homework. Each
student is to be prepared to read
his answers to item 5 in the next
class
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INTRODUCTION TO AFRICA SOUTH OF THE SAHARA

| : STUDY GUIDE .
e 1. Examine the maps., List in the spaces below the- number and t1t1e of
- : the map or maps. that are needed to determlne : S~
[ f : ‘
4 ' !
YN a) The locatlon-of Botswana
mw b) Areas of Africa lylng betveen sea level and -+ -
0, 3000' elevation. . ;\\\:wf BN . ~
S "  F) Areas covered by g-assland and thorn forest. _' | ) ,
L. d) The nation in which Kano -is located.' r ‘i' S
"3‘ | L e)'The average annual ralnfall vhere the - -
i. Mech'a Galla live. - : o
. ~ . / o 7
{ . ' . . w ’ “J rs
- 2. Draw a circle around the name of the nation that is farthest north,
‘ from the equator: '
| Nigeria . | o Uganda
'_1 ‘ , Y . [~
- : -~ ~ Botswana Ethiopia
1 . .
{ : ) . )
3. Tlhich of the ‘following lies closest to the equator?
- . (Circle the correct ansver.)
. L
* . Chad - . Zambia
{ - | Wairobi ' The Orange River
] 1 " 4., ‘hat type of cllmate ‘and vegetation can be found at each of the foliowing
i : places? . :
; fraﬁé: > description ’ clihate _ vegetation
, 4
’ \
L \
1 '
3 _ |
e '
| - )
# :
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I S | _ INTRODUCTION == ACTIVITY 3

' W
A TEACHING GUINH

AN

-

'.': A) * Introduction: This activit& fbcuséb on selected physical features of Africa
. < south of the Sahara. As an extension of tlie previous activity, it is

A désigned to emphasize the essential elements of climate and to illus-
</- v trote these visually. It is also designed to establish the physical
{ ; background for the study of who Africans are and vhy they are the way
[ they arc. T

1 ‘e

The gpecific objgctives-o% this activity are:

N a : - . ]
g ) T To kmow that rainfall, temperature, location
| ¢ ' . and elevation affect climace. ‘
: ‘
L 8 ’ To know that Africa has a V%Fiety of climate ' e
) regions. o ' o . .

To know that vegetation is related to climate.

,{%\:ﬁ, R ) " . . . < (
, To know some of the distinguishing features of .
t \> various African climate/regions.

-

~To be able to read a climoéraéh.

' , - : To be able to ideritify relationships among data.

i B) Materials: oStudy Guide for Activity 2
8 ' Filmstrip =- Climate Regions in Africa

Resource maps
Study Guide for fictivity 4

LS

C)- Supgested Teaching Strategy:

1) Start the class by having « - :
several wvolunteers each read o
. , one of his or her paragraphs
I ' (question 5, Study Guide . for .
; Activity 2). Have the rest of
; ‘the class listen for factors 4 . )
S . vhich repeat. X '
L . 2) Ask: THAT FACTORS SEEM TO BE Students should note: :
b . LISTED BY ZACH OF THESE REPORTS? rainfall
i .. 'Have them examine their own essays temperature '
P to see if these are present. Ask:
¢ "THAT SEEM TO BE THE TWO MOST .." i A few may suggest: -
-  IMPORTANT FEATURES OF CLIMATE? winds
i : . , elevation
C T location
o . . 49
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3)

}4)'

5)

-

_wthich each of the 5 photos repre~

¢

Ask: WHAT CAN ONE LOOK AT TO
DETERUINE WHAT A CLIMATE IS LIKE?

Tell the students that-you have

a series of pictures which help
illustrate how vegetation is
related to and a-product partially
of climate. Project the filmstrip
(Climate Regions In Africa) stopping
to discuss where appropriate. Have
the ciass:orally work out the ans-
wers to the climogreph questions

on frame #3 . Do the same with

the legendless map in answer to
"hat are the major climate

regions in Africa?"

‘lhen the f1na1 quiz is shown, have
each student note on a plece of
scrap paper the type’ of climnte

sents. Then project the final .
frame showing the ansvers. Dis-
cuss or reshoy the filmstrip to
clarify any questions.

/4;

To conclude the* class, ask: THAT ¢

CAN BE SAID ABOUT AFRICA'S - -

CLIMATE? , o

a) Have the students copy these
ideas into their notebooks.,

,;\ .

M

b) Ask: WHEIRE DO YOU THINK MOST
AFRICANS LIVE? Accept a fevw
guesses and then distribute
the Study Guide for Acrivity 4.

. Direct the students to complete
the items on this study guide
using their maps and notes.

They should be encouraged to
work with a friend, if possible.
The study guide is to be com-
pleted for use in Lhe neft class.

’
4
[

¢

. - Intro73

Students should note

vegetation
@ 14
Note: - Each climograph depicts’

data for a specific station
located in the climate regiodf
being illustrated. 'The photos
that follow, hovyever, are from
various pldegs throughout: Africa
having that same general climate,

(see Notes_to the Teacher follow1ng.

h
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Students should suggest:

It is influenced by tempera-
ture and rainfall--perhaps
even by elevation

There is a great variety of
climates in Africa.

Much of Africa is covered by
Savanna. to

There is little desert or tr~pical
rainforest in Africa south of
the Sahara :

and sO Onse.

EA)
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.ﬁ6 ~J'ropical Rainforest

. FILMSTRIP

INTRODUCTION

Climate Regions‘in Afri%a

. : " "«ﬁ«
NOTES TO THE TEACHER

/
l Cllmate Regions in Africa
2 Introduction to éllmographs
3 A climograph and quesblons
4L A climograph :
5 Rainfall and ‘temperature

a

+ Climograph -

8 “Rainforest - Liberia’
9 Rainforest - Ghana’
10 Rainfcrest --Congd>
11 Rainforest - Liberia
12 Tropical Savanna
13 Climograph
14 End of dry season - No;thern Nigeria

15 Wet season - Northern ngerlav

16 Northern Nigeria
AT Amboselll, Kenya
fl8 Tropical Savanna : chhland

/19 Climograph

20 Termite hills - Acholi

21 Ugande

22 Uganda .
23 At the foot of Kilimanjaro
2L” Highland

25 Climograph

26 Ethiopian highlands

27 New Mlange, Malawi

28 Near Chimala, Tanzania

29 Ethiopian highlands

30 Semi-arid Steppe '

31 Climograph

32 Northern Somalla

' 33 Kelahari Desert - dry season

3L Kelahari - wet season

35 Near Timbuktu '

36 Desert

37 Climograph - Khartoum

38 Edge of Kalahari plateau

39 Kalahari
40 Southern Sahara - Sudan
41 Sahara

42 Sub-Tropical
43 Tlimograph - Durban

-4l Neer Oudtshoorn, -South Afrlca

45 Northern Transvaal
L6 Near Stellarbosch, South Africa
47 New Paarl, South Africa

49
50
51
52

“53

54

22
. 56

57
58

Nap
Map with Jegend
Question

Number 1 (Northern NJgerla - end
"of T-month dry season)

Number 2 (Kalahari) '

Number ,3 (Congo rainforest)

Fumber U zflgre Province, - Ethgopla)

Number '5 (Kenya '

“Map with answers .
PROJECT AFRICA -

i 7

48 What are the main climate regions of Africa?

'white hlchlands ')

z}‘\x .
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NAVE " - ', ACTIVITY 4
o I . TNTRODUGTION TO.AFRICA
Voo SOUTH OF THI SAHARA .

. . STUDY GUIDE

) ‘ \ A . ' i
1. The population of Africa is distributed unevenly over the land. In
some places large numbers of people live close together., In other, .
"places. a few people are scattered. over a wide areca. In vhich of the

following natiens do the people live closcst togather? '(IH?S nation
has the most dense popqlation.) ’/ ot .

L Botswana Central African Republic.

S5omalia

9

Nigeria
3

2. In which of the folljwing natioms do the pebple live farthggt‘aparﬁ?

\ (This nation has the |[sparsest population.) . .
) Botswana b /éigeria .
Uganda Ethiopia .

.
Py

) €« . ,
3., What is ONE reason you think people congregate in certain places in

) .
Africa and -aot in other places in Africa?

L]

.
b e : ;
A
&

=

4. 1f this.is-true, in what kind of piaces in Africa would you expect to
find people congregated in large numbers?

-

\

5. Examine the maps and answer the following:

a) List the places where there are large groups of people that are
where you expected to find them according to your ansuer to

question 4:

cording

¢

b) List any places where large groups of people ought to be ac
to your answer to 4 but are not there: :

A

T BT e i
NGy -
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7.‘

9.

10.

- roge x|

\ ., . ; D - (]
- ¢) Yhat reasons help explain this?

8

.
‘o .o
. .
.

a) List thé‘plaéés where there are large groups of people that are not
where your answer to question 4 says they shoyld be:-

~

. A y SRR
b) Yhat reasons help explain this? | %\'
‘ . \ -

€

How w7ell does‘yeur answer to question 3 explain the pattern of p&pula
tion distribution in Africa?

«

IF YOUR ANSWEE TO‘QUESTION 3 PROVIDES A COMPLETE EXPLANATION, GO
DIRECTILY TO QUESTIOWN 10. .

IF YOUR' ANS'IER.TO QUESTION 3 DOLJ NOT COMPLETELY EXPLAIN THE UAY PEOPLE
ARE DISTRIBUTED THROUGHOUT ATFRICA, “LIST BELOY SOME OTHER REASON(S) THAT
MIGHT HELP ,EXPLAIN THIS (CHECK YOUR ANSYERS TO QUESTIONS 5c AND 6b):

N

!

Yrite a sentence that best explains why the population of Africa is
distributed’ the way it is. e prepared -to explain your 'reasons for
this statement in our next class.
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INTRODUCTION ‘=~ ACTIVITY 4
s .

]
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A TEACHING GUIDE

A) Introeuction: The purpose of this attlﬁity is to add to the: stu&entﬁs
knowledge of the major physical features of Africa and to become

o i-i
P

T familiar w1th the way people have distributed themselves over
1k - this region. An equally important-purpose- is to acquaint the ,
- student ‘with the mode of inquiry that will be used throughout
x the following units and daily lessons. ‘The Study Guide for Acti-
I . vity 4 and the student answvers thereto serve as the vehlcleu for
b accomplishing these purpos es. ' 5
?Tﬁ ' * ° The specific objectives of this activitylare: '
To know the variety of physical features existant in
) Africa south of the Sahara.
To know that in meiy ‘Instances there is a lirect
relationship -between population distrlbuti n-and
various geographlc factors in this region.
T To know how and where the populatlon of thia region
is distributed.
~ To determine relevant from irrelevant data.
EJ. \ : To be able to read and. interpret information por~-
trayed on maps.
\ To categorize data, note similarities; trends and
! +COmMmo nalities’
To make inferences from data.
To synthésize data into a generéi statement wnich
; explains the data relative to theqinitietory problem,
i ' '
B) Materials: Resource maps
, Study Guide for Act1v1ty A . '
v. _ - N
! C) Suggested Teaching Strategy: s S . ' .
. 1) Start cihss by clarifying an& (In doing this have students
| questions regarding items 1 and « check each other. ‘'Correctness"
2 of -the Study Guide for Activity , of answers should be judged on
4. Ask-the cldass to indicate the . whether or not: the data on the
places where there are large con- maps support the answers.)

centrations of people and places
where there are none or very,
very faov.

] -

P -
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3)

4)

e

2) Ask volunteers to read thelr
answets' to. . question 10. List
the essence of these answers
or. the board. 1In case of con-
flicting answers encourage the
students to use the maps’ té
substantiate or refute the posi-
tions involved. Make appropriate
modifications in the list on the
board.

to

Then ask: 1HY DO AFRICANS LIVE
JJHERE THEY DO? Have the class
use the items on the board to
develop a generalized statement
that takes all these items into
account. Write it on the board

Then, have the class reflect on
how they arrived at this state-
ment.

a) Aslk: T"JHAT HAVE YJE BEEN DOTNG?
To assist the students in
answering .this, point out that
the statement they just made

grev out of a problem (quest. 3

on the study guide).

Ask: TJHAT STEPS DID tOU GO
THROUGH TO GET T0 THIS STATE-
MENT~-~TO SOLVE THIS PROBLZEL?
llave the students examine the
study guide carefully to
identify thesce steps.

b)

Help the students identify the
major. steps in inquiry by
referring to the sstudy guide
questions., Help them explain
the nature of each step.

Aslk: JTHAT IS THIS METHO?
CALLED? Point out that this
method of inquiry can be used
in social Studies/and is the
method they will be using
henceforth in the study of
Africa south of the Sahara.

d)

Point out that they have used
this method of inquiry during
the preceding days.

They have

!

Intro-4

-
- e

S

The students should identify the
following steps:

Quest, 3 -~ The problem

Ans. to 3 ~~ The hypothesis

~ Quest. 4 == if...then statement
1dent1fy1ng the con-
sequence of a hypo=-
thesis anu telling
vhat to look for in
order to prove it.

Quest. 5 == the search for data

to prove the hypothesis

5a) == supporting data
b&c) =-- contradictory data

Quest, 7-9 ~- evaluating data
Questo 10 e

the' conclusion
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'} ' a hypothesis about Africa's
éﬁ geography which they articu- -
gT o lated in response to the film-
. strip the first day. The home=
vork assignments and the filme
strip on climate provided them
data againgt which to check.
the accuracy of their hypothe-
sis. At the end of yesterday's
class they drew soms: conclusions
about their investigation.

. e) Refer to the terms developed i Students should note: ,
the first day that describe | It is varied.

| the physical geography of Afrfic* lost of it is savanna.
1% Have the students comment on | . There is little desert ?outh
1 their accuracy in the ‘light of | " of the Sahara.
. vhat they now know. Ask the There is little jungle or
| students Eo Qes?rlge‘the physi.- rairf forest. _ 4
| cal geography of Agflca' Africa is a plateau that slopes
, ] o to the west. '
' (lave them vrite these state- It has a variety of climates=--
8 ) ments in their notes.) . even on the equator.
. The climate regions are some-

vhat .symmetrical--in the same

~ . : order as one goes north or

! south away from the'’equator.
and SO On,... ’

d ‘
| f) Have the students treat the Africans live where they do *
‘ statement previously made . because...
a (in ansver to #3 above) as a
1y hypothesis, Ask them to make 1f the reason(s) Africans live
an "if...then" statement based where they do is (are), then...
o t \ ,
- on it. -Have them describe how
o they would test ‘the hypothesis. .
L ., Tell the students that the. |

- / study of Africa using this pro-
i / . cess of investigation will be
| continued in the next class.

o

g Distribute the Study Guide

| for the next activity=--INTRO~-
DUCTION TQ PEOPLES OF AFRICA. .
Direct the students to complete
it and bring it to the next
class.,.
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Select two of the locations listed
short paragraph describing what its
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