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TOWARDS A SOUND 'FOUNDATION'

A CONSIDERATION OF A POSSIBLE BASIS FOR PLANNING A

GEOGRAPHY CURRICULUM FOR SLOW LEARNERS IN SECONDARY

3 AND 4

INTRODUCTION:

Curriculum development in Scottish school geography could
be accused of being rather piecemeal in nature, of lacking an
overall perspective, of placing an undue emphasis on content and
of underplaying the contribution geography can make to the general
education of pupils. Despite the considerable effort expended
in meeting the challenge of ROSLA (Raising of the School Leaving
Age), this surge of curriculum development more oftemn than not
subsided into a form of curriculum 'tinkering', and Scottish
geography teachers still accuse themselves of never really
'grasping the nettle' of the curricular needs of the slow learner.

This dissertation will attempt to outline a possible basis
(or foundation) for decisions affecting the geography curriculum
of an adolescent slow learner in S3 and S4. By way of introduction
it will explore the need for a Foundation Course, the advantages
and disadvantages of choosing a multi-disciplinary as opposed to a
subject approach, and the distinctive curricular contribution of
geography. The main emphasis of the theoretical part of this
digsertation will however fall on a discussion, not so much of
subject aims, but of aims arising from the characteristics and
problems of the slow learners themselves, from how they learn and

are motivated.



It is not always easy to plan learning outcomes to match a
theoretical framework - assuming the latter is explicit - but in
this dissertation an attempt is made to throw a rope ladder across
this pedagogic breach. It would be an impossibly long and
inappropriate task to map out a complete Foundation geography
course in a dissertation such as this but, by the use of an
exemplar, it is hoped superficiality can be avoided and that
some principles can be established which could be generalised to
other areas in the subject. It is no more than one small attempt
to face up to, as squarely as possible, the massive curriculum
planning challenge facing Scottish secondary teachers in the 1980's.

It would be simplistic to assume that curriculum planning
alone can provide a panacea. Some teacher qualities, like
enthusiasm and emotional committment can never be planned for.
But, given these qualities, teachers of slow learners have a
better chance of success for their pupils, however that success
is measured, if their curricular decisions have been made on

sound foundationms.



THE NEED FOR A FOUNDATION COURSE

"I did not like my last year at school at all. Those who
were doing?non-cartificate course were asked to sit in a class
with a book opened at any page at all and pretend to be reading
in case the head-master or someone like that would come into
the room. If you were not interested in O-levels then the

teachers couldn't be bothered with you." *

This simple statement, not untypical of the many made by
slow learners in the 1977 survey of non-certificate school leavers
conducted by Edinburgh University's Centre for Educational
Sociology, is a damning indictment of Scottish teachers in general
and the courses they offer slow learners in particular. Could
the recommendations of the Mu:m2 and Dunning3 Committees go some
way towards satisfying the aspirations of these pupils? The
Dunning Report (1977) recommended the provision of three over-
lapping syllabus levels (Foundation, General and Credit) for
Scottish pupils in S3 and S4. These syllabuses, while involving
some internal, school-based construction and assesment, would form
the basis of a national system of awards involving all pupils.
These recommendations reflect the continuing trend in Scottish
education since the war, of bringing more and more pupils within
reach of national certification.

Pupils embarking on a Foundation course would be those, like
the girl quoted above, at present largely "outwith the present
(S.C.E.) system of awards,"4 though many infact attend 'O' grade
classes and are either not presented for the examination or gain

no award. The '0O' grade, at its inception regarded as a target



suitable for the top 30% of S4 pupils, has, through the banding
of the award, become an inappropriate target for many pupils.
In practice, "for the majority of pupils in S4 the S.C.E,
'0' grade is a measure of :Ea:llu::’e."'5 The practice of allowing
or encouraging slow learners to incorporate one or two 'O' grade
subjects in an otherwise non-certificate course, to provide a
facade of worthwhileness, has met with little success. C.E.S.,
in their 1975/76 survey of '0O' grade leavers found that the
failure rate was in inverse proportion to the number of subjects
attempted., (From a sample of 649 pupils sitting only one 'O’
grade, more than 75% of them failed it: ie. gained less than
aC award).6

The inappropriateness of the courses offered to slow-learners,
while commented upon by writers like Gethins (et al)7 - they
mention the "meglect by most Scottish educators of the needs of
the non-academic pupil" - is not exclusively a Scottish problem.
In England, for example, a Schools Council Working Party found
that curricular provision for slow learners left much to be
desired.3

How does this apparent neglect affect the attitudes of slow
learners to school? The C,E.S. survey of 70% of all Scottish non-
certificate school-leavers in 1977 found truanting to be symptomatic
of their dissatisfaction with school. Serious truanting, for days
or weeks at a time, reached almost endemic proportions (29%) among
this group of pupils. From their questionnaire responses, most
truanting was apparently found to be related to in-school experiences
(school-work, provision, and to a lesser extent pupil-teacher
relationships) than to out-of-school factors such as illness,

family responsibility, friends truanting, job-hunting or such like.



On any day however, for each truant, there are perhaps 2-3 non
truants, some passively accepting, some openly disruptive;
probably the majority harbouring negative feelings towards
schoolwork and its relevance to their lives.

In an article entitled "They may not love us more, but
they hate us less" Ballantyne and Taylor use the Scottish
Educational Data Archive to show that, on a range of issues
such as the usefulness of the pupils' last year at school,
"leavers from C.S.E., schools portrayed their school experience
in a more favourable (or less unfavourable) light than did
(non-certificate) leavers from other schools.“9 The combination
of careful curriculum design and the status accorded by a
national examination appears in this case to have a marked
influence on pupil attitudes. It seems reasonable to assume
that the implementation of the Munn and Dunning recommendations
could go a long way in providing appropriate courses for slow
learners and hence alleviate their sense of dissatisfaction and
frustration.

How have the proposals been amended since their publication
in 1977, in relation to the slow learner? Certification of the
Foundation Level was not accepted by the Government of that time,
but, after much protestation by the teaching profession, was
re-instated in the present Government's Development programme.
The Dunning proposal of all syllabus levels having internal and
external syllabus components and examinations has been watered
down considerably, with internal syllabus construction and
assessment confined to Foundation level only, at least initially.lo
This decision could adversely affect the status accorded to the

Foundation Certificate and hence the motivation of pupils attempting
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The Government's Development Programme also portrays a
tendency towards curriculum tinkering as opposed to curriculum
planning; referring to the design of General and Credit courses
it states that '"there is general agreement that this process
can be begun by modifying existing O grade syllabuses...."ll
If this principle of modification were extended to cover the

already diluted Foundation level it would represent a great

opportunity lost.
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A MULTI-DISCIPLINARY OR SUBJECT APPROACH TO THE SOCIAL SCIENCES?

It could be argued that the demarcation of subject disciplines
erects artificial barriers within the social sciences and that
this approach is geared more to the preferences of teachers than
to the needs of the slow learner. However, just how far the
integration of a pupil's knowledge can be furthered by curricular
design is open to question. There may be many factors involved.

The social sciences at school level have been somewhat late
in shaking off their descriptive image. Increasingly their paths
have diverged; history is now more concerned with the weighing
of evidence, the reconstruction of events and decisions, geography
uses observation, measurement and hypothesis testing, while
economics relies on mathematical models. It seems reasonable to
suggest that pupils require initiation into the different ways of
knowing and validating knowledge before they could arrive at an
integrative view of knowledge. Geography could be said to be an
integrated subject by its very nature, so why not teach it within
a framework of integrated social subjects? This seems a plausible
argument but this eclecticism could just as validly be an argument
for the total integration of the curriculum, since geography has
rich links with the natural sciences, earth sciences, with art and
literature as well as with the social sciences.

The social sciences each have a distinct conceptual framework,
reflecting the structures of the subjects. One of the strongest
arguments for the retention of the subject disciplines is that
they allow the systematic building of a framework of concepts.

If courses were planned around a series of integrated topics
would the chance of developing a framework of concepts be little

more than fortuitous? The criteria for inclusion of learning



materials in an integrated topic could very easily become 'which
concepts or topics lend themselves to this approach?' rather than
'which concepts should we progressively introduce, refine and
relate to previous learning?' The use of an integrated framework
exclusively could also distort the balance of the contributing
subjects; for example, in the case of geography, the contribution
of physical geography would be outweighed by that of social
geography.

Some would argue for an integrated approach because it avoids
the disciplined development of concepts, a process thought too
difficult for all but the most 'able' of pupils. This seems to
be 'taking the easy way out' since concepts would presumably be
replaced with unrelated facts, Concepts need not inherently be
difficult, But attention must be given to their level and
sequence of introduction.

An oft-quoted argument in favour of a multi-disciplinary or
integrated approach is that too much time is given in subject
disciplines to laying foundations and too little time to using
these foundations to explore the more relevant, interesting
superstructures of the subjects, But this is a.criticism of
form rather than substance rather similar to the argument which
persuades some teachers to embrace an integrated approach because
it allows them to make a break from the traditional forms of
teaching and learning in which the subject disciplines can
sometimes be steeped. Although there is,no doubt, quite a
measure of truth in these criticisms, neither is a logical
necessity. Both can be overcome by attention to decisions on

curriculum and methods.



The multi-disciplinary approach does seem more able than
the subject discipline approach to accommodate an input from
the 'mewer' social sciences as yet not represented on the
typical school timetable, for example sociology, If each were
introduced as a discreet subject, the curriculum could become
‘owverloaded, Although some aspects of contemporary society
can be infused into the existing subjects, there is perhaps
room for some multi-disciplinary work, but in conjunction with
the subject disciplines, not as a substitute for them.

It would however be unfair to assume that the traditional
subject disciplines are of little relevance to present day
issues and problems of society. In geography, for example, the
study of the applied branch of the subject should be an
important part of any course, for example environmental quality,
land-use planning, indices of social well-being in large cities,
hazard potential of building sites, soil conservation and such
like.

The disciplined approach is sometimes accused of being too
subject-centred, of paying too little attention to the 'interests'
of learners. However, if one ordered a curriculum around pupil
interest - which in the case of slow learners can be a transitory
phenomenon - the extra motivation gained might be at the expense
of rather large gaps in the pupils' experience. Continuity and
the systematic introduction to concepts could also become
subordinated to the criterion of interest. And what of future
interests, and the gradual awakening of interest through awareness?
Pupil interest can be a useful motive to harness however, even
subversively as L.W. Rust suggests, "interesting activities can

be incorporated with the content to be learned that has neutral
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or negative interast."l2

In reality the two appraoches need not oppose one another,
they can be seen as complementary. However, if at some stage
or stages in a pupil's career only one approach is available,
it would seem on balance that the systematic nature of the
subject approach would be the more appropriate ome. This is
not to say that subject disciplines should be considered as
watertight units. There is a need, especially in courses for
slow learners, for overall planning, for dovetailing of courses
and of aims, for finding ways of helping pupils transfer learning
from one subject to another and of relating in-school learning

to real-life situations.

To what extent has the official view - the view of the
Scottish Education Department - on this matter been consistent
over the years since the 1947 Advisory Council Report? This
group of educationists advising the Secretary of State bemoaned
what they considered the uncritical over-crowding of the
curriculum with discreet subjects: '"The very conception of
'subjects' in the conventional sense....should not....be
accepted at the outset as fundamental."13 They suggested that,
especially in the case of the social sciencesl4 and the natural
sciences,15 for the majority of pupils integrated work might
be more relevant and worthwhile. (This view, though clearly
stated, was not so clearly substantiated. It should perhaps
also be considered in the context of a school climate more

academic in nature than today).
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The S.E.D. reply came four years later, in 1951.16 It

gave a little qualified support to the idea of integrated
science but cited practical difficulties as the reason for
not recommending an integrated approach to the social sciences.

By 1955, however, the S.E.D. appeared to have more
confidence in their convictions. In a memorandum on Junior
Secondary Education (and hence involving the education of
slow learners), referring to the idea of an integrated
approach, these words occur: "Drastic action of this kind
is neither necessary nor wise......there are still cogent
reasons for retaining the subjects themselves." - The
reasons however are not put forward. (Is it too unworthy
a thought that the main reason may have been the need to
maintain the facade of 'parity of esteem' between the
senior and junior secondary schools?)

The superiority of the subject discipline approach
was apparantly assumed by 1959 as there was no mention of
any alternative approach in the Working Paper on the
curriculum produced in that year.18 The official support
for the subject approach is re-iterated however in the 1961
Annual Report of S.E.D.: '"There are...strong grounds for
the inclusion of each of those (traditional) subjects at
some stage in the course."19 (The course referred to was
the Junior Secondary course). Yet once more the S.E.D.
declined to give their reasons for this strongly-held belief.

The rapid growth in the 'O' grade from 1962 onwards
helped to underline the pre-eminence of the subject

disciplines. Non-Certificate courses were often just watered-
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down academic courses.

It is difficult to trace the origins of the upsurge in
official and school-based interest in the multi-disciplinary
approach which occurred during the 1970's. Perhaps it was
partly an offshoot from the growth of such ideas in %he
primary schools. Perhaps it was due to an increasing
awareness of the 'child-centred' view of education. Perhaps
it was R.0.S.L.A. that threw the problems of the slow learner
into even sharper perspective. Perhaps it was due to the
creation of the quasi-governmental body, the C.C.C., and
its structures for advice-giving.

This latter body produced, through its Central Committee
on Social Subjects, (but published by the S.E.D.) an
advisory bulletin on "Social Subjects for young School
leavers" in 1973.20 In it they gave unqualified support to
the idea of a multi-disciplinary approach to the social
subjects, but sadly did not put forward the grounds on which
they made their claim, By 1976 however this same committee
of the S.E.D. came out strongly in favour of a subject
discipline approach, stressing the need to develop a conceptual
framework as their main reason. This Curriculum Paper At gave
what might be assessed as lukewarm approval to the idea of an
integrated approach with slow learners in S3 and S4, but not
as an alternative to the subject approach. On balance this
appears to be the first time the issues involved were given 'a
good airing' and a point of view supported by careful argument.

Two years later the Munn Report appeared to endorse the
primacy of the subject disciplines; "the basic unit of study

22
should remain the individual subject".
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It stressed the need for an enlightened approach to subject
teaching with emphasis on skill development, and suggested
that space should be found in the curriculum for some multi-
disciplinary work on contemporary society. The Munn Report
was followed by an S.E.D. Feasibility Study undertaken by
the Inspectorate. Their reasons for retaining the subject
disciplines were almost wholly pragmatic.23 The Munn
recommendations on this matter do not appear to have
suffered the same degree of pruning as the Dunning proposals
mentioned earlier. In the most recent Government
publication24 on the matter, while most attention is given
to the development and piloting of subject courses, the
intention of producing at least one multi-disciplinary

Foundation course is restated.
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4. THE CURRICULAR CONTRIBUTION OF THE SOCIAL SCIENCES IN

GENERAL, AND OF GEOGRAPHY IN PARTICULAR

The delineation of the distinctive curricular contribution
of a subject or group of subjects is a necessary precursor to
the construction of educational aims relevant to that subject
or subjects. Such subject aims, however, need to be viewed
in the context of the contribution a subject can make to the
general educational experience of pupils particularly in the
area of personal and social skills. The social sciences, it
could be argued, have a large contribution to make to such
general aims because of the social nature of their content.

In all the social sciences the main focus is people,
their interactions with each other and with their
environment. A study of the social sciences can help
develop, for example, an historical or a spatial awareness,
an understanding of the essential continuity between man
and his environment which in turn can help explain the many
differences which occur between peoples, and contribute to
the rational acceptance of cultural diversity and human
difference. The implicit aim in this case is to help
engender empathy with other people(s), and a concern for
the social and physical environment.

The social sciences investigate, albeit in different
ways, the fragile interdependence of all societies on one
another - one planet, one environment, one economic resource
system, one human society - and the need for co-operation

between people. They all use a variety of scales of thinking
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(micro, meso, macro) to bring local, regional and world
problems into appropriate frames of reference. They
involve dynamic concepts of continuity and of change and
development in human societies, concepts which assume more
and more importance in an ever more rapidly changing world,
Perhaps one of their most important contributions is
the way in which they help pupils interpret and classify
areas of everyday experience, what they read or see or
feel. The social subjects link out-of-school learning to
classroom learning; their focus is often in the applied
field, concerned with tackling problems facing society,
"influencing policy-makers and improving the quality of
life."25
Geography is only one of many subjects which embody
these aims., What then can it distinctively contribute to
a pupil's curriculum, especially the curriculum of the slow
learner? Geography has at least four traditions, - man-land,
earth science, regional studies and spatial analysis - and
of these perhaps the man-land tradition has the most to
offer slow learners. It can help pupils relate to both the
physical and social environments through a study of man's
interactions within these environments. Geography is perhaps
the most immediate, real or 'concrete' of the social
subjects, rich in tangible, visible concepts, and the man-
land area of geographic study is perhaps the part with the
most relevance to the reality we perceive round about us.
Such a study helps, develop a balanced perspective on one's own
situation, and hopefully, a willingness to consider different

points of view and ways of life.
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However, it might not be wise to exclude some strands from
the other three traditions. A knowledge and understanding
of simple spatial relationships, so succintly displayed in
cartographic form, would seem to be a worthwhile and
necessary aim. Maps, such a rich source of information,
are the prose and poetry of the geographer. Their
functional value cannot detract from their equally
important value as a source of enjoyment in one's leisure
time.

The man-land tradition in geography builds on the more
fundamental earth science tradition. Morgan writes '"The
ability to understand the landscape and its evolution is
one of the major benefits to be derived from geography as
part of a general eclucation..."26 and it would be difficult
to learn concepts appropriate to many applied aspects of the
subject, for example the impact of natural disasters, or
environmental quality without at least some awareness of the
physical processes at work.

The fourth tradition, that of regional studies presents
a problem in that it requires a measure of synthesis perhaps
beyond the abilities of many slow learners, and yet the slow
learner is the pupil who more than most has difficulty in
perceiving overall similarities and contrasts. Some attempt
to provide a sgimple regional framework to knowledge and
relationships introduced might be a distinctive geographic

aim worth emphasising.
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5. INTEGRATION RE-VISITED

Geography is not really characterised by a theoretical
position, nor a certain kind of method, nor even a way of
seeking information or solving problems. Nor is it
characterised solely by the kinds of problems or phenomena
it studies. Both its methods of study and its areas of concern
are very varied and often integrative. It is the most
eclectic subject within the social sciences. Although it has
a body of knowledge, a conceptual structure and a literature
of its own, it draws heavily on, and builds bridges between
many other subjects. An example of such a bridging effect
can be found in landscape evaluation, with concepts linking
geology and geomorphology to art and economics, not to
mention cartography. It is integrative, yet disciplined in
its approach.

There is a danger inherent in curriculum planning in
geography, because of the 'catholicism' of the subject, of
making the uncritical leap from aims to content without the
intervening rigorous selection of concepts. (Both the
Alternative '0O' and 'H' Grade syllabuses follow this pattern).
The danger lies in the assumption implicit in this leap,
namely that the pupil is as adroit as the mature subject
specialist in handling concepts and in understanding
relationships.z7 It tends to leave concept-building to chance.

The Munn Report, while endorsing the subject approach
exhorts subject specialists to be outward-looking, and to
give careful consideration to concepts and skills; ...."we
urge that all subjects...should be looked on as resources

for the development of conceptual understanding, social
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competence, and a wide range of skills and emotional and

moral attitudes."28

The consideration of the social subjects in general
and geography in particular haye led logically to the
formation of aims for a potential Foundation course., The
aims, so far at least, would not be significantly different
from the aims of a General or Credit course; perhaps there
would be a slight shift in emphasis between the four
traditions outlined above.

If a Foundation coursge in geography is to avoid the
pitfalls of its predecessors, aims generated from the

accumlated information about the nature of the problems
of the slow learner (and the resulting general educational
aims of subjects) must surely be given at least as much
weight as aims emanating from an analysis of the 'ways of
knowing' inherent in subjects.

Who then is the slow learner, and what are his specific
problems? Can these problems form the basis of useful,

realistic aims?



19 <

CHARACTERISTICS AND PROBLEMS OF SLOW LEARNERS AND GENERAL

AIMS RESULTING FROM SUCH A CONSIDERATION

The percentage of pupils estimated as potential Foundation
candidates varies considerably between subjects, depending
mainly on the percentage of the year cohort likely to take
each subject, By extrapolating present S.C.E, statistics in
their Feasibility Studyzg, the Inspectorate estimated that
approximately 13% of a year cohort would be likely to complete
a Foundation level course in geography. This 13% would be
approximately equivalent to all S4 geography pupils below the
30th% ile, the so-called less-able, slow learners, modified,
least able, remedial, least academic or non-academic pupils.
('Slow learner' seem to have slighty less finality about it
that the other labels). Their problems are often attributed
a homogeneity which in reality is missing, for example the
C.C.C. in their most recent curricular guidelines on social
subjects for the 'least academic' pupils in S3 and S4 states:
"In practical terms, least academic pupils may be identified
as those who have an I.Q. below 85 or a reading age below 9
years. They will normally form the bottom 10-15% of a year
group in a range of school subjects..."so. Verbal reasoning
quotients may be useful in individual cases but can be counter-
productive if used without knowledge of their validity and
reliability. Even statistics on reading age can be misleading
as many of these children lack the motivation to read for a
test, even the extrinsic motive of pleasing the teacher.

However, despite their heterogeneity, it is reasonable

to say that slow learners generally lack intellectual
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capacity. They may have poor observation and discrimination
abilities. They may have difficulty acquiring insight, in
relating learning (both in terms of out-of-school experience
to school tasks, and between tasks in school) and in dealing
with abstractions, Many have poor long-term memory, most
likely caused by the difficulty they often experience in
concept forming and hence structuring learning experience.
The C.C.C. report mentioned above describes this problem

as "an inherent insbility to process information at the
required levelﬂ'31 Most have not developed the necessary
mental dexterity to perceive relationships or interacting
factors, nor the ability to generalise and hence form
concepts.

Slow learners most likely have language, reading and
general communication problems. Almost all children can
read in a decoding sense at least but many slow learners lack
the motivation to read. They possess few if any higher-
order reading skills, hence comprehension is limited.

Their powers of listening, of concentrating their attention,
is often very short, their language so restricted as to
impoverish their ideas, and their writing affected by a near
mental and physical paralysis; they may have difficulty
knowing what to write, how to express it, and usually they
get little satisfaction from the finished product because

of their poorly co-ordinated hand-writing.

Simple computation too appears to be beyond the
abilities of many slow learners.

In the survey of 70% of all Scottish non-certificate
school-leavers undertaken in 1977, C.E.S. found that

"conservatively estimated, at least a third of non-
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certificate leavers would have liked extra time learning to
read better. Four out of ten would have liked extra time
learning to write better and six out of ten learning to do
sums hetter¢"32 (The 29% non-respondents may have had
more severe difficulties).

Brennan33 suggests there are two broad categories of
slow learners to be found in a normal - as opposed to a
'special' - school, namely those requiring a compensatory
curriculum and those requiring remedial attention. The
former group, mainly the result of an unstimulating
environment, should profit from some withdrawal time from
normal classes for enrichment experiences. (But would not
such withdrawal of adolescents merely compound the problem
further by the feeling of 'difference' which it can
engender?) Brennan maintains that this group make up the
majority of slow learners. In his study of a sample of
approximately 30,000 slow learners in 135 Local Education
Authorities in England and Wales, 60% of homes were
considered as lacking intellectual stimulus and 50% as
lacking a regular routine. This information, however,
provided by the schools, is of a fairly subjective nature.
How do pupils in this category manifest their problems in the
non-cognitive sphere? They are frequently erratic attenders,
many of their learning problems perhaps stemming from the lack
of continuity in the learning process even at primary school,
with the resulting superstructure of learning resting on
very shaky foundations. They almost inevitably display lack
of intrinsic motivation; many appear irresponsible and

immature; some allow their frustration to fester and burst
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into anger, and reject school as an alien world bent on
imprisoning them until they can escape into the 'real!
world at sixteen. Many can't cope with their own
feelings, can neither understand them, express them nor
control them.

There is a danger in suggesting that pupil aggression
or passive disinterest in school is a necessary by-product
of a 'difficult' home background. Lack of success at school
can create a vicious circle for some slow learners, a
vicious circle they can only break temporarily by bravado.
Hargreaves, in his study of the social relationships in an
English Secondary Modern School argues that '"the belief
that children are 'difficult' in school because they come
from 'difficult' homes is a convenient over—simplification."34

Brennan's other major category of pupils are those
requiring specific remedial help. They are possibly not
only more difficult to recognise but also to provide for’as
their problems are often so difficult to determine and so
varied. These pupils may display, in maeny instances, normal
intellectual potential; they can think; on the surface they
appear to be coping. Their parents, unlike the first category,
are often supportive and concerned and conditions at home
gseem conducive to learning. They are often surprisingly
stable emotionally and have friends. But they fail to learn
at an acceptable rate. Work on their specific learning
disabilities, the manifestation, diagnosis and treatment is
still at an embryonic stage, but it seems likely that pupils
in this category will require remedial help on a one-to-one
basis or in very small groups. "How secondary school subject

staff can develop the insights and strategies necessary to
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assist pupils with special learning difficulties is a
professional problem which will require pre-service and
in-service attention."35 The 1978 progress report
prepared by the Scottish Inspectorate on "The Education
of Pupils with Learning Difficulties in Primary and
Secondary Schools in Scotland"36 states that the class
teacher will require considerable help from the remedial
staff (whose role should change from teacher of slow
learners to consultant, whose knowledge and skills
subject teachers could draw on.))

Teachers will require a lot of training even to
recognise, far less deal appropriately with, these
seemingly internal learning disabilities such as
perceptual disorders, hand-eye co-ordination problems,
inability to classify objects, confused thought processes,
specific language problems, specific problems with written,
graphic or number work, and memory defects. Individual
pupils may suffer frome one such problem, or from a range
of interacting problems. They may suffer from various
problems at different degrees. Only one thing is sure;
there will be no quick and easy solution to ensuring that
all slow learners have a real opportunity to realise their
potential.

It seems likely that this second category of pupils
(with specific learning difficulties) would be smaller than
the first category of slow learners. At present they tend
either to go undetected, confused and embarrassed by their
seemingly personal problem, or are given general remedial

attention along with pupils with quite different problems.
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Despite the heterogeneity of problems in the cognitive
field, most slow learners have four things in common. Due to
their past history of failure they have come to accept
failure, almost to expect it. Their teachers too can fall
into this trap, as Hargreaves suggests: "The result is that
they (the teachers) begin to expect little of their pupils,
who adapt to this reduced expectation with a lowered level of
aspiration. This is one of the roots of progressive
retardation."37 Almost all slow learners also experience a
feeling of frustration (which comes through so eloquently in
"Pupil vioces" compiled by C.E.S.)ss, and they fear ridicule.
The fourth, and potentially most disastrous common feature of
slow learners is the extent to which their experience of
education has sapped their self-confidence, their feeling of
self-worth, which in itself is a demotivator of considerable
proportions. Edward Murray writes "...to threaten a man's
self-esteem is to threaten his expectations that he is a
worthwhile person...."39 Derek Green40 mentions the work of
Backman and Secord in this field41. They found a positive
correlation between high self-regard and academic success
and that changes in self-concept through time are related
to academic performance. Correlation in itself does not infer
causation, but it is hardly a surprising revelation.

In a book, not on psychology but on the politics of educational
change, Kogan ranks the need to develop a pupil's sense of
gelf-esteem very highly when he says it is "a prime purpose

of education to help a pupil to develop a sense of his own
worth. This becomes particularly important in the middle

years of secondary education when adolescence causes a surge

42
of both optimism and wcertainty."
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Do these problems simply disappear on leaving school
or do they form a burden which must be carried into all the
areas of post-school experience? In his survey Brennan sent
questionnaires to the 135 Local Education Authority Career's
offices serving the schools in his sample, 88% of whom
responded. They were asked to rank the problems slow learners
face in their employment experience in order of severity.

(What of their unemployment experience one might ask?) Top
of the list was the inability to concentrate or persevere,
followed by lack of initiative in carrying out instructions,
Communication problems were ranked third, oral comprehension
problems fourth. (The inability to understand oral
instructions was found to be more serious than dealing with
written instructions. This is possibly because the former
requires comprehension and memorising at the same time).

The problem ranked fifth in severity overall, namely the
inability to establish relationships with fellow workers,

has repercussions on job satisfaction. Computation and reading
problems were next in severity. Even problems which ranked
as less serious, for example the inability to make decisions,
and poor personal hygiene are an indictment on an educational
system which has tipped its slow learners on to an employment
scrap heap with few if any survival skills.

It would be easy to assume, as possibly many teachers do,
that these problems are endemic if not inherent, and that there
is little schools can do to change the situation. (Kelly, in
his work with teachers in the U.S.A. repeatedly found that
teachers put behavioural problems down to laziness. He employed
a fairly novel method to dispel their belief that problem

learners were inherently lazy. He suggested the Xeacher
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try a non-motivational approach and observe the effect.
Contrary to the teachers' expectations their 'lazy' pupils
didn't just sit, but became much more animated. It proved
to be an eye-opener for many teachers who found that their
'laziest' pupils could fill the time in the most novel
ways.)43

In a working Paper on slow learners the Schools Council,
using evidence from '"further and adult education and from the
experience of secondary schools successful at persuading slow
learners to stay on for an extended education," rejected the
view "that slow learners are not interested in ideas, that
they cannot verbalise or handle abstractions, that they make
choices through immediate satisfactions and are only interested
in people or concrete aituationsﬁ'44 Perhaps this is a safer
assumption to use as a starting point than the assumption that

these problems are inherently immutable.

The specific aims appropriate to the subject in question -
geography - can now be seen in the wider context of educational
aims generated from the apparent deficiencies suffered by the
slow learner. Aims suggest values, and by asking 'how can
learning geography contribute to the general education of slow
learners?' one is adopting a particular standpoint based on
a value-judgment balanced more towards the nature of the learmer
tha% to the nature of the subject . Aims form the first layer
of a foundation for any educational course; they make explicit

the criteria on which curricular decisions are made,
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Slow learners need the security of a learning system in
which there éxists a uniformity of aims, which trancends subject
or faculty level to permeate all the learning situations they
encounter. It should be possible for a school staff to agree
on a common set of explicit aims for slow learners, but it is
doubtful if this co-ordinating effort gets enough attention in
Scottish secondary schools.

While the aims outlined below could be relevant to the
education of all children, perhaps the majority of pupils would
have acquired many of the cognitive, affective and psycho-
motor "survival' skills which they embody before transferring
from primary school  and proficiency levels would vary
considerably. It is not an exhaustive list - for example
psycho-motor skills are given little attention - because it
concentrates on those areas in which geography teaching could
make a contribution.

The Munn Report emphasised the need to develop a pupil's
skills, his social competence, his conceptual understanding
and his emotional or moral awareness,45 irrespective of his
level of ability or rate of learning. Which skills, indirectly
or directly affect one's level of social competence?
Communication skills must surely be the most crucial in this
area, especially those which develop oral confidence. In day
to day social intercourse one is more likely to be let down by
what one says or omits to say than by one's level of reading
or writing,

Slow learners need to be trained to listen, to receive oral
information and follow oral instructions. K.J. Weber in his

"Practical Guide for Teaching the Adolescent Slower Learner"
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says "by the time of their adolescence slower learners with
their negative self-image and strong tendency to avoid or

reject anything that is not immediately appealing, have usually
become notoriously bad listeners;"46 There-in lies a practical
problem, which is given some attention later.

To be able to discuss, to display at least a little oral
fluency, is a distinctive feature of the socially competent,
self-confident person. Yet slow learners are more apt to
withdraw from or bludgeon their way through a discussion
than listen and respond rationally. The Newsom Committee
which reported on the education of the below average child
stressed the importance of this skill;.... "the level at
which people have learned to use it determines the level of
their companionship and the level at which their life is
lived."47 In their progress report on the education of
pupils with learning difficulties, the Scottish Inspectorate
suggest that "discussion encourages pupils to talk through
the learning stages, move deliberately from thought to
thought, and in so doing face up to difficulties of content
and language alike. For their part, discussion helps teachers
to understand the problems and helps focus attention on
possible solutions. In the process, valuable language learning

48
for its own sake may occur.'

Other skills, such as logical, critical and creative
thinking, though not directly related to communication skills,
can improve the quality of the latter. They are also
important cognitive skills in their own right. These aims
affect not just the content but also the method of teaching.
In some ways logical and critical thinking have a common link;

they require an awareness, a respect for evidence and truth.
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An exposure to logical reasoning should help pupils take note
of false or poor reasoning and unjustified assumptions. Critical
thought, although similar in some dimensions can also involve
the use of value-judgments, the statement of a carefully
considered viewpoint.

If the more 'able' of the human race are not the sole
possessors of logical and critical faculties("out of the
mouths of babes..." and so on) what of the creative,
imaginative quality? Weber writes, "a flexible mind, capable
of producing good ideas, is not the sole property of highly
intelligent or educated people. Slower learners are often
close-minded, inflexible and terribly narrow because everyone
- including themselves - expects them to be that way. Creative
thinking situations are a way out of that morass. A mind that
learns to be flexible in problem-solving situations will apply
that flexibility to other areas both in education and life;"49
Perhaps that is too much to hope for, but by training pupils to
think in different modes it should at least be possible to
help equip them to find better solutions to the problems they
encounter. In many aspects of life one has to combine all
three types of thinking. This level of synthesis may or may
not be beyond the capabilities of most slow learners, but at
least if they have had some training in the constituent parts,
they may with further post-school maturation and experience
achieve a blend which might raise even their own eyebrows.

Many subject teachers in secondary schools are content to
look on the teaching of communication skills as the sole
preserve of the English (and foreign language) department,
especially in relation to reading and writing. Reading ability,

however, is closely related to language competence, and language
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competence is a major regulator of learning, hence of intrinsic
interest to all teachers. Language competence is not only
related closely to the ability to think but also to the

ability to regulate one's behaviour. It is also necessary if
pupils are to be able to read not just in a mechanical decoding

manner, but to read well and with comprehension. Discussion is

perhaps the most naturaT?ggogmproving language competence.

In the survey of Scottish non-certificate school leavers
already quoted50 (viz 70% of the target population of all
non-certificate school-leavers in Scotland in one session)
40% of this sample expressed that they would have liked extra

time to have learned to write better. What is not clear from

the survey is whéther they meant legible neat handwriting,

the content expressed or both. Both are surely worthwhile

aims. Remedial experts have found that clear handwriting or
typescript helps reinforce the decoding process of reading.

Words written in block capitals or written indistinctly (for
example lack of closure of letters or insufficient accentuation
of the parts above or below the main level of the script) give
no cues as to the syllable construction of the words.51 Training
in the skill of clear handwriting is therefore not time wasted;
it is functional in that it reinforces reading.

Continuous writing was found to be almost non-existent in
the curriculum of the slow learners studied by the Scottish
Inspectorate.52 They found most written work to be in the form
of filling in blanks. Yet surely all pupils in secondary schools
should be capable of linking up a few ideas in continuous
writing? The targets need only be modest at first. One is
however left wondering if those dissatisfied 40% would have been

the very pupils to have scorned the idea of extra writing



practice while attending school, and yet with hindsight admit
to its necessity. Subject teachers - perhaps especially
social subject teachers - are in a good position to give that
extra practice in writing in contexts relevant to their
subjects, writing practice more unconscious than per se.

The growing sense of 'difference' slow learners
experience is often triggered off by their early awareness of
'not being able to do sums well'.53 (60% of the sample of
non-certificate school-leavers expressed their inconfidence
in computation). Geography teachers should surely aim to assist
mathematicsteachers in reinforcing the skills of basic

computation and graphicacy.

Some additional skills, perhaps more purely cognitive than
social, which slow learners need help with could be labelled

skills of inquiry. They need to develop an enquiring attitude,

to be able to find information and to handle information.
Skills such as observation, recording, classifying,
discriminating can all be cultivated in field-work or even in
simulated field-work situations. Finding information for
example from directories, timetables, indexes, books,
encyclopedias is a skill which requires training. The word
'training' is not meant to imply an isolated mechanical
operation undertaken as a response to an order. Perhaps the
best way of training pupils to have an inquiring attitude is
for the teacher to display such an attitude. ‘Imitation is a
potent learning model as Ball suggests: "Teachers should be
curious and enquiring if they want their students to be
curious and enquiring.§4 In the same book D.C. Vidler states
that the research findings generally support the view that

curiousity "is positively related to I.Q. and creativity...'
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and suggests it is possible "that the same conditions that favour
curiousity would also tend to facilitate intellectual and

. 55
creative performance."

The Munn Report paid particular attention to skill

development, but also emphasised conceptual understanding,

the ability to generalise from particular situations and to

perceive relationships. One could assert the superior cognitive

value of conceptsover unassociated knowledge, their capacity
for refinement and extension or, like'Lawtonse, their
essentially pragmatic qualities. Lawton argues that a flexible
workforce require an education which concentrates on principles
and generalisations, rather than on specific facts and skills
which can rapidly become obsolete. Richard Pring, too, argues
for the primacy of conceptual development when he says that

"to acquire concepts is to acquire the capacity to think; to
acquire different kinds, as well as a wide range, of concepts
is to acquire the power to think more effectively.”57 He
broadens the meaning of the word 'concept' from that of
unifying principle to include "knowing how one concept
interconnects with otherSn"58 But how are slow learners to
cope with concepts? Pring suggests conversation is vital to
their acquisition;59 perhaps rich concrete experience is also

a valuable cornerstone, and positive help to relate learning.

There will however be limits,albeit varying limits, in the

level of analytic and abstract thought slow learners can achieve.
(These aims, though apparantly discreet, in reality can be
achieved in various combinations. For example a discussion
about a programme watched on television might give scope for
improving listening and discussing skills, for language and

concept development, for the exercise of critical powers and
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for relating out-of-school learning to in-school learning).

But what of knowledge , unfashionable, obsolescent
knowledge? Surely concept-forming presupposes some knowledge?
Surely social discourse, even polite conversation, depends on
some knowledge? And surely slow-learners can feel a little
more confidence in themselves if they know something? There
has been a marked swing away from knowledge as an aim in
geography teaching since the mid-1960's with increasing emphasis
being given to understanding concepts and mastering skills,
some of fairly dubious relevance to, and beyond the capabilities
of, most adolescent slow learners. It would be a brave teacher
who stated that their objective in a particular lesson was to
ensure that pupils knew (as opposed to 'could find out') the
regions of Scotland. The danger of having 'knowledge' as an
objective is that it can too easily deteriorate into unassociated
knowledge, the "Facts, facts, facts!" of Mr. Gradgrind in
Dickens' "Hard Times'" or the "Leeds, Brad-ford, Hal-ifax
Hud-ders-field" meaningless chant of one's own early education.
In geography teaching the move away from 'knowledge' to
'concepts' has been achieved partly at the expense of knowing
'place', (a kind of knowledge which varies in obsolescence rate
depending on which part of the world or which phenomena one is
studying). In a recent survey reported in the Times Educational
Supplement the demise of the aim of knowing 'place' was mourned.
"This latter (place) has now been so thoroughly lost that a
majority of the teachers in our interview sample were moved to
grouch 'now nobody seems to know where anything actually is in
the worltf".60 No one, least of all the authors of that article,
would wish a return to the 'capes and bays' era of geography

teaching; the resolution of the problem would appear to lie in
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the methods through which knowledge learning is encouraged.

It may be that in some cases, rather than over-burden the

slow learner with knowledge which he perceives as irrelevant,

it may be sufficient to develop in him an awareness of that
phenomenon which, if in later life he perceives such knowledge
as valuable, he is half-way at least to acquiring it. With
fewer and less extended concepts at his disposal than the more
'able'child, the slow learner cannot normally be expected to
acquire the same width and depth to his knowledge. The choices
made for him, by his teacher, areltherefore all the more
critical. Mental development however is more dynamic than

this might suggest, in that since basic knowledge is the
moulding clay of concepts, the more knowledge one possesses,

the more concepts one can form or connect up; the more concepts,
the greater the ability to acquire, store and retrieve knowledge.
From the slow learners point of view knowledge can be
intrinsically satisfying, it can act as a motivator, and it can
be useful. .

The Munn Report also saw the development of attitudes as
very much part of the school's role, affective aims being as
important as those aims intimately bound up with the development
of the mind or intellect. The dividing line between cognitive
and affective aims is often indistinct as many aims are
affective in their ends but mainly cognitive in their means.

The aim to ensure that all pupils experience success and

hence an enhanced feeling of self-worth cannot be made too
explicit. Lack of this aim could endanger all other attempts
to improve social competence; at a more serious level it could
encourage pupils to substitute peer group values for societal

and teacher values.el Such was the conclusion Hargreaves
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arrived at after spending many months as a participant observer
in a Secondary Modern school. Success for pupils largely
depends on the choice of curricular objectives and teaching
methods, and the use of some form of evaluation.
! X such
A further group of affective aims cluster around/personal

attributes as feelings and values. It should be possible to

aim to help pupils to understand their feelings, to express

them and, where necessary, to control them. Too often this

is left to the guidance teacher alone to attempt. To take
this aim seriously means pupils need to be encouraged to see
that feelings are natural, that they can be constructive or
destructive, and to express their feelings in a controlled
manner, thereby gaining a better understanding of themselves
and greater facility in relating to other people. By learning

to clarify their own values and to be tolerant of other peoples'

values the pupils' social competence is potentially enhanced.
Hargreaves suggests that pupil values are to a large degree
shaped by their experience of school,the relationships they
have with teachers, the approval or disapproval they receive,

NS . £ ; 62
and the positive or negative expectations emitted by teachers.
To change negative attitudes takes time, patience, understanding,
empathy and perhaps also the willingness to overlook the
occasional behavioural abberation. As with most aims of an
affective nature, or those involving moral issues, the most

63

potent method, perhaps the only method, is by example. If
the teacher pays attention to justifying his value position,
and shows interest in and tolerance towards the values of
others, this is likely to be more effective than a direct

attempt to moralise.
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Through practice in self expression and self-control,
and through tolerance to viewpoints differing from one's
own it seems reasonable to assume some progress toward

developing in pupils a sense of responsibility in

preparation for adult life and a concern for others.
To aim to attempt to establish among pupils while at

school good relationships and a collaborative spirit could

help slow learners adapt more easily to the various social
environments in which they will find themselves once they
leave school. It would be frustrating and inappropriate to
collaborate on all learning tasks, but teachers surely have
a duty to harness rather than stifle the collaborative
tendencies of pupils through various forms of group work.

It might also be appropriate to aim to instil in pupils

an appreciation of the work of others and of nature. This

aim links feeling to critical capacity and to value-judgments
of an aesthetic as well as an affective nature. K.J. Weber
rejects the view that the slow learner is inherently lacking
in finer feelings when he asserts '"They(slow learners) are
as capable of sensitivity and emotion as any of their more
successful colleagues. And very often their sensitivity is
even greater, or at least more honest”64 (presumably because
they don't know what they are 'supposed' to feel).

Two further qualities which schools could explicity aim
to foster among slow learners — as opposed to merely hope

they develop - are to concentrate and persevere and to develop

initiative and autonomy. Both depend on a curriculum geared

to such ends. Whereas 'able' pupils are more apt to concentrate
on learning which interests them, slow learners with their

ceaseless search for something to hold their attention have
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often/ﬁggeloped the ability to maintain concentration.

This 1isf of general aims, by no means exhaustive or
definitive, could perhaps be useful as a discussion paper for
a school staff meeting. From such a meeting it would undergo
amendment, re-ordering and discarding but what could emerge
would be some consensus among subject staff as to their
priorities in teaching the slow learners in their charge.
There is a need to make such aims, whatever they are, explicit
to all staff, (perhaps to pupils and parents as well?) so
that they can decide how best to contribute to their fulfilment
by the decisions they make on content and methods.

In their Feasibility study the Inspectorate touched on,
but didn't really 'spell out' what they considered would be
appropriate aims for Foundation courses. They mentioned
the need to provide interest, motivation and relevance for
pupils and, in the interests of society, the need to make
pupils more employable and promote confidence in basic

standards.65
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SLOW LEARNERS: A CONSIDERATION OF HOW THEY LEARN AND

ARE MOTIVATED

Yet another influential set of factors must be brought to
bear on any thinking about curricula for slow learners, namely
those factors which help or hinder learning. Learning and
Motivation, being specialist fields in psychology, cannot
possibly Pe summarised adequately in a few lines. Consideration
will be concentrated on those ideas which Qeem most pertinent
to teaching methods. For the majority of slow learners whose
problems are not of a highly specialised nature, learniﬁg would
appear to present the same kinds of problems of understanding,
conceptualizing and memorizing as it does to their more 'able'
peers, but the problems are considerably amplified. To solve
them will usually require more teacher help and intervention,
more pruning and structuring of learning tasks.

In a learning situation the capacity of the individual
learner, which varies with age and ability, is an important
factor. In general the pace of learning will be slower, the
amount learned proportionately reduced, and hence if learning
time is to be put to optimum use, the careful selection of
what is to be learned is critical. The easiest, and probably
the most common criterion of selection is to rule out certain
kinds of learning - for example analytic and evaluative
processes or academic knowledge - and concentrate on lower
levels of cognitive activity and practical knowledge. But
words like non-academic are not used with the confidence that
prevailed in the heyday of mental-testing and selection.
Educationists are more cautious in their labels. A child

may be more or less academic but no longer is there a visible
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divide between academic and non-academic. Lawton argues that,
although it would not be realistic to suggest that ability or
intelligence do not matter in education, "What must remain a
completely open question is the extent to which pupils who in
the past have been regarded as of poor academic quality, or

as suitable only for training, can profit from curricula

which are intellectually much more demanding'".......we have
"no idea what the optimum level of performance would be for....
...below average pupils in secondary schools."66 The idea
that these slow learners have (albeit limited) intellectual
powers waiting to be tapped is the challenge to the teacher

to find methods of teaching which allow slow learners to be
introduced to more advanced avenues of learning, and to find
out when individual pupils are able to cope with such learning.

However, some content would have to be ruled out as too
difficult or too remote from the world of the pupil. Objectives
would have to be trimmed to their leanest, their simplest level,
and intermediate objectives supplied where necessary to provide
realistic goals for the slow learner. It may be possible to
work towards similar objectives with all pupils, but in the
case of slow learners, at a slower pace, at a less complex
level, and using different content and methods.

It is difficult to generalise without avoiding over-
simplification, since in a group of slow learners there is
little chance of homogeneity. The Inspectorate report,
noting this reality, exhorted teachers to use more individualised
and small-group learning strategies.67

Slow learners, like any group of learners, will also vary
in their personal learning strategies. Some may learn more

effectively if ideas are presented in an unembroidered
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theoretical manner, while others may find a descriptive approach
more meaningful. The use of individualised teaching strategies,
the provision of some choice in learning task and the chance to
relearn and reinforce learning will all help the slow learner
more than a steady diet of 'take it or leave it' whole-class
teaching.

The heterogeneity of slow learners tends to extend well
beyond that due to their age and ability; each has a personal
history which can affect current relationships. It only takes
a negative attitude from one pupil spilling out of his
individual school or home experience to ruin what might
otherwise have been a good lesson. This is another reason for
restricting the amount of whole-class teaching with slow learners
since, with a more individualised learning strategy, with its
inbuilt capacity for one-to-one communication, it is easier to
defuse such a situation and to calm a distraught individual.

It is likely that much of the aggression displayed by adolescent
slow learners is related to their feelings of frustation at
what school offers them.

Slow learners also vary in their motivation to learn,
though generally speaking, by adolescence, their levels of
motivation are usually lower than that of their more average
or 'able' peers. Motivation is a central concept in education,
yet its measurement in pupils can be subjective in nature.
Samuel Ball makes this point when he writes that a teacher "sees
a student as motivated if the student wants to do, and does,
those things the teacher thinks the student should do. By the
same token, a student is seen by the teacher as unmotivated if
the student will not do, or has to be made to do, those things

68
that a teacher thinks the student should do." In the same
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book L.W. Rust reiterates that interest and perceived relevance
can act as motivators, but goes on to point out that, through
classical conditioning theory, children who come to "associate
previously neutral activities with highly interesting ones are
apt in time to develop a greater interest in the former."69
Relevance too can grow if it is explained to pupils.

Few teachers would deny that competence is a motivator of
considerable proportions, because of its effect on self esteen.
It is a difficult but necessary task to create situations for
slow learners in which they can display knowledge or skills
competently. It requires expertise in goal setting, and rapid
feed back on performance; good performance requires reinforcement
- at least in the early stages - with praise, comments, ticks
and such like. K.J. Weber suggests that when a teacher corrects
a written assignment from a slow learner, he should abstain from
pinpointing all its flaws but merely find one aspect of it that
merits praise and provide one suggestion for improvement.
(This might appear a 'kid glove'approach, but perhaps the
alternative is boxing gloves?) It seems likely that tolerance
of failure can best be taught against a background of success.
Samuel Ball71 considers the research done by E.D. Page in 195872
on the facilitating effects of reinforcement on pupil progress,
to be of considerable practical value to teachers. In his
research Page demonstrated that, with pupils of varying
abilities, and with comments on their tests varying from nil
through fairly stereotyped comments such as "Excellent!" to
freely written, positive, personal comments, the greatest
improvement in test scores occurred among the least 'able’
pupils in the personalized-comment group. Ball writes:

"Apart from the fact that these students had great room for
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improvement, the reasonable assumption might also be made that
for them an encouraging comment might be even more potent as a
reinforcement than for a student who was already doing quite
well."73

Much has also been written about the efficacy of rewards
and punishments as motivating factors. It is not possible
to generalise, except perhaps to suggest that the more anxious
or inconfident the pupil, the greater will be his need for
reward. Kelly underlines the problem when he says: "For us
psychologists who try to understand what is going on in the
minds of our clients it is not as simple as saying that the
client will persist in rewarding behaviour, or even that he
will vacillate between immediate and remote rewards. We have
to know what this person construes to be a reward, or, still
better, we can bypass such motivational terms as 'reward',
which ought to be redefined for reach new client and on each
new occasion, and abstract from human behaviour some
psychological principle that will transcend the tedious varieties
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of personalized motives." Kelly's clear statement of the
problem does not provide an easy answer for the teacher searching
for individual productive reinforcers for his pupils. Ball
suggests that a preferred activity (if known) can be a useful
reinforcer for a less preferred one "by making the former
contingent on the completion of the 1atter."75

Brennan suggests that the period of extrinsic forms of
reward should not be over—lengthened76; it is hoped that as
success builds on success, intrinsic rewards, such as the
execution of a piece of work for its own sake, become just as
potent as earlier extrinsic rewards, and that slow learners

gradually learn to accept, and work on, their own individual
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strengths and weaknesses. Scottish teachers reacted strongly
to the idea of the removal of the extrinsic reward of a
certificate for Foundation level pupils. They felt it was
necessary for the initial motivation of slow learners. Not
everyone however would agree on the value of extrinsic forms
of motivation. Devotees of John Dewey would possibly consider
that such forms lead to conformity and passive assimilati()n.77

Anxiety can be a factor in learning effectiveness; in
small amounts it can aid performance of some tasks, but
Hansen78 considers over-anxiety to be more of a problem in
schools than lack of anxiety. He stresses the need to minimise
opportunities for failure and, if a child is highly anxious,
to minimise competitive situations, perhaps limiting it to
competition against previous performance or among groups of
similar ability.

Motivation is perhaps one of the most complex variables
teachers need to consider. For example, are some motives
stronger than others, and do some have to be satisfied (eg.
physiological needs) before others such as self-esteem or
self-actualization can emerge in individuals?79

Motivation, though crucial, does not cause all the
variations in learning effectiveness between pupils. Nor does
a high level of motivation necessarily ensure success in a
learning task. 'Active' learning may be more effective for
most slow learners than 'passive'learning but that does not
mean that apparantly passive pursuits such as listening or
receiving information are any less active than 'activity'
periods. Active participation could involve, for example,
handling concrete 'things', discussing ideas, gathering and

using data or perhaps undertaking a problem-solving exercise.
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What one can be more sure of is that slow learners need a great
variety of 'active' forms of learning: "Extra doses of old
familiar material are not likely to strike a chord of response."so
But it can also be stated that rote learning, repetitive
practice and overlearning are particularly efficient means of
learning especially at the knowledge end of the cognitive
spectrum. Overlearning appears to be necessary for more than
slow learners, but they in particular need to make use of the
considerable success they can often display with rote learning
because of the difficulty theyoften experience with analytic
thought or insightful learning. The choice of'massed practice’
or 'spaced practice' would normally depend on the individual
concerned and on the complexity of the material to be learned.
S.A.Mednick in his book on "Learning" tends to favour spaced
practice81 but suggests that where the material to be learned
in rather brief, massed practice might be the more efficacious.
Slow learners usually require more repetitions and reinforcements
than their peers, whether dealing with knowledge, conceptual or
skill development. Interest some_how must be injected into the
learning situation however; this can perhaps best be accomplished
by the infusion of new content or by a change in learning
strategy, perhaps a game or competition. Perhaps rote learning,
because of its over-use in meaningless contexts in the past,
has been unfairly overlooked as one possible strategy which can
play a useful role as a confidence-builder for slow learners.
Remembering what has been learned poses special problems
for slow learners, possibly because they tend to have a more
fragmented and restricted store of conceptual relationships
than their more 'able' peers and consequently more difficulty

in assimilating and remembering information. Spaced recalls
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can be helpful in long-term retention of material, but care
would need to be taken that such a recall period did not cause
interference with present learning. If previous learning could
be directly related to present learning wherever possible, this
would allow spaced recalls of previous learning to take place
in context. It would not always be possible to anticipate
where interference would be most likely to occur (whether
proactive or retroactivesz) but assessment of a diagnostic
nature can be constructed in such a way as to give some
feedback on this effect.

It is hoped however that the links established between
items of learning would be positive rather than negative.
Usually positive transfer of learning is enhanced if the
learner has discovered relationships or applied principles
himself. (Rote learning, on the other hand, dependent as it
is on repetition and contiguity, is of rather little value in
transfer of learning). Once more, therefore, slow learners
are at a disadvantage due to their greater difficulty in
generalising learning in new situations and in relating
learning. Nor can transfer of learning between subjects be
left to chance. The benefits of having a mainly subject-
discipline based curriculum could be lost if efforts weren't
made to help pupils with the internal integration of material.83

As has already been stressed imitation and example are
powerful instruments of learning especially in the affective
domain. How pupils are taught is as important as what pupils
are taught. Pupils pick up values,attitudes and dispositions
from the models presented to them, and teachers, along with
parents, are usually very influential models. If their teacher

values truthfulness, integrity, compassion, concern for others,
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co-operation, open-mindedness, objectivity.....there is a

chance of his pupils learning to do likewise.
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8. THEORY INTO PRACTICE

A VARIATION ON AN OLD THEME - THE OBJECTIVES MODEL

How can a teacher so organise his curriculum planning
that the outcomes he achieves in the classroom match the
theoretical framework he wishes to build on?

How can he translate theory into practice?

This considerable task is made easier if the links between
theory and practice are fairly clear. The objectives model,
first postulated by Tyler84, is perhaps the best known, most
used - and sometimes most maligned - graphic statement of this

link. Fig. (i) shows it at its simplest level.

Fig. (i)

Aims —0Objectives—Content—0rganisation—Evaluations

Two major criticisms of the 'objectives model', as it has come
to be known, is its apparant predilection for very specific
behavioural objectives (based on the assumption that learning
is a change in behaviour), and that terminal evaluation is of
only limited value. Lawton credits Bruner with the suggestion
"that leaving evaluation until the final stage of the
curriculum process is rather like doing military intelligence
after the war is over."85 In relation to the first criticism,
specific behavioural objectives might be more appropriate to
some areas of the curriculum than to others. A subject such
as maths may lend itself almost to a programmed-learning
approach, whereas subjects such as art appreciation or English

literature, with a strong aesthetic component, would be more
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likely to find the specification of precise objectives
difficult. Social scientists, although they encompass a wide
domain, might be more at ease with a definition of learning
as 'facilitating a pupil to judge against criteria as to
whether or not to change his behaviour'., Eisner suggests
that not all objectives can be of an observable, measurable
form, some are of a more 'expressive' than 'instructional'
nature.86

One possible solution to the dilemma is to abandon
objectives and models, assuming their necessity, all together.
Richard Pring argues that a curriculum '"need not have precise
objectives despite the theory which tells us-otherwise"87
since difficulties cannot always be foreseen or outcomes
planned for. But surely the degree of precision in defining
objectives can be geared to allow flexibility in the learning
strategy? If evaluation is seen as an on-going rather than as
a terminal process, objectives can be refined, reduced, rejected
to suit the pupils, and the whole learning process considered
as a dynamic interplay rather than as a static event, a 'set
piece' requiring pupils to come up with pre-programmed 'correct’
answers. There needs to be room not only for development and
re-evaluation, but also for flair, intuition and serendipity.
But that need not rule out the need for advance planning and
resolution of hoped-for learning outcomes. Nor does it
necessarily rule out the advance planning of an evaluation system
which can go some way towards comparing the actual learning
outcomes against the expected learning outcomes.

Curriculum Paper 1588 paid particular attention to the
need to specify one's intended learning outcomes or objectives.

Brennan, in his survey of slow learners' curricula in 502 schools
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in England and Wales, found most schools had prepared complex
schemes of work in terms of content to be studied, but that there
was a serious lack of curricular objectives, and only a very
hazy idea of curricular aims.

Fig (ii) is an attempt to rescue the objectives model
from an ignominious demise, to make it more responsive, more

dynamic, and hopefully more useful,

Fig. (ii) An adaptation of the basic 'objectives model.’
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THE MODEL IN OPERATION

How can a teacher monitor his progress towards achieving

the broad aims of the school and the aims implicit in the

subject he teaches, assuming.he has been able to make both
explicit? He would perhaps need to do this, through careful
assessment, at the level of the individual pupils and their
actual achievements (see later) and at a more general level
of intention rather than achievement. It should be possible
to add specific subject aims to a list of agreed school aims
for slow learners, and use this as a matrix against which each
unit of work is entered. (se Fig. iii) and measured. Not all
units would fulfil all the aims; it might even be unwise to
attempt such a complex feat. However, once the teacher has
completed the planning of two or three units of work for the
pupils, and entered them in the matrix, he would be in a
position to see the overall pattern developing and plan
furtherlunits accordingly. He may wish to stress some aims
more than other aims - that would be his value-decision -
or he may wish to maintain a balance between aims. The
matrix would give him quick, concise information on the
overall emphases of his course, and a realistic survey of
his subject's contribution to the common goals of the school.
One danger in making aims (and objectives) explicit is
that they can become accepted and institutionalised. It is
necessary to review them from time to time in the light of
evaluation. (The danger in not making them explicit is perhaps
greater?) Perhaps an even greater danger is to imagine that
because one has planned for their implementation, and has ticked

a few crudely concise statements of aims in a matrix, that one

has achieved the aims when in reality the attempt may have

fallen short of the mark.
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Fig. (iii) A MATRIX SHOWING THE RELATIONSHIPS BETWEEN COURSE

CONTENT AND AIMS

3 FOUNDATION COURSE UNIT -
NVIRONMENT

COUETET

BROAD SCHOOL AIMS (SLOW LEARNERS)

To listen (aural proficiency)
To discuss (oral competence)
To think logically
To think critically
To think creatively
To read with comprehension
To write clearly
To write continuous prose
To master basic computation
To interpret graphs
To develop inquiry, observation skills
To generalise and perceive relationship
To attempt simple analysis
To acquire useful knowledge
To relate learning
To experience success D
To understand, express feelings
To clarify their values
To show tolerance to values/views of others
To make decisions/evaluate
To develop a sense of responsibility
To show concern for others
To develop collaborative relationships
To appreciate the work of others
and of nature
To concentrate and persevere
To show initiative

X N5 XK SSSK

\\tt§<<<<<
9q

*
*

® RN

AIMS DERIVED FROM NATURE
OF SUBJECT - GEOGRAPHY

To understand simple spatial v

relationships

To draw and interpret maps

To investigate the interaction of man
and his environment

To be aware of continuity and change
in physical environment

To be aware of continuity and change
in man-affected environment

To have concern for the environment v

To appreciate cultural diversity and
human difference

To appreciate the interdepence of
societies -

To consider local, national and world v
problems in appropriate frames (LocaL)
of reference

To consider possible solutions to real o)
problems facing society /. EDy,

To interpret and classify everyday e e\

experience s 0
To perceive overall similarities and v

. contrasts

TN
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At the level of objectives, the teacher can no longer talk
in generalities, and yet he needs to avoid the over-precise
specification of behavioural objectives. His choices need to
operationalise his aims, to 'flesh out' his value-decisions about
education. He may possibly specify objectives in the areas of

concepts, knowledge, skills and attitudes, and vary the mix

according to his own criteria.

Let us assume that he wishes to have at the start of his
Foundation geography course a unit which will awaken pupil
interest through its direct relevance to their local area, and
which will embody as many of the general school aims as possible
in an attempt to find strengths and weaknesses, likes and
dislikes early in the course. He also wishes to use this
unit as a useful link with future units he has considered

including in the first year of a Foundation course.

Fig. (iv)

POSSIBLE UNITS FOR A

FIRST YEAR FOUNDATION

COURSE IN GEOGRAPHY CHANGING INDUSTRIAL
(Ne 53 PuPILS) / SDCIF-TY \
LANN”“G AAAK”JG AND
USING
ORGANISING
i > MAPS

A RESIDENTAL <
FIELD - TRIP

€—> TRANSFER OF LEARNING
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Planning and organising a field trip would also have
exuded the extrinsic motivation so necessary at the start
of a course with slow learners; but it seems likely that
pupils might get more out of a field trip having been
introduced to concepts and skills beforehand. The timing of
a field trip near the end of S3 could also act as a
motivator in the form of a reward. A course in mapwork
skills would perhaps seem more valuable once pupils have
come to understand the usefulness of map skills in the
practical, concrete setting of a study of the local
environment, rather than in a vacuum. A unit on the
changing industrial society, relevant as it is to pupils
thinking ahead to the world of work, might seem less
immediate and less real than a unit on their local environment,
and hence might be a poor choice for the important initial
unit.

From the hundreds of possible concepts or generalisations
on the Environment’which are most central to geographic
thinking on such a topic, and most likely also to embody
the aims of the school? The 1istJof concepts could possibly
be pruned down to five, which in addition to the
considerable emphasis in this unit on skills and attitudeg

development, could possibly be worthy of a full term's

work for slow learners.
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THE ENVIRONMENT - POSSIBLE CONCEPTS TO BE
INCLUDED AT FOUNDATION LEVEL

1. Man is dependent on the physical environment as a life-
support system.

2. BSome changes in the physical environment are
'natural'. ('Process')

3. Man has little control over such natural processes,
but can sometimes lessen their effects.

4, Man can cause environmental change; mnot always is
such change beneficial, .

5. Short term gains can mean long term losses.

It would be reasonable to assume, but perhaps prudent to
check, that pupils already had an understanding of such simple
concepts as environment, physical environment, natural
environment, man-affected environment, urban environment and
rural environment.

It seems also reasonable to assume that since most pupils
live in or at least attend school in (man-affected) urban
environments in Scotland, that concept No.4 would offer most
scope for direct illustration in the local school environment.

Perhaps 10-12 hours of classtime could be given to a

in the locgl context with a further 3-4
hours #sed to consider
consideration of this concept/the same concept in a natural

environment, in a broader context and on a macro as opposed

to micro scale, viz.
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CONCEPT No.4

PART A (10-12 HOURS) PART B (3-4 HOURS)
CHANGE IN MAN- CHANGE IN NATURAL
AFFECTED ENVIRONMENT ENVIRONMENT (RAIN
(LOCAL URBAN AREA), FORESTS OF BRAZIL AND
AND ENVIRONMENTAL S.E. ASIA), AND
REPERCUSSIONS ENVIRONMENTAL
REPERCUSSIONS

Part A (local study) will be used to illustrate in
practical terms, the theoretical aspects of curriculum
planning already outlined. 10-12 hours represents perhaps
a third of one term's work for Foundation pupils, and
consequently a strong emphasis on local as opposed to world-
scale, and on man-affected as opposed to natural environments.
(Some teachers might prefer a different emphasis yet still
fulfil the aim; other teachers might prefer to emphasise
different aims). Whatever the emphasis chosen, this exemplar
of curriculum planning represents only approximately 6% of a
Foundation course in terms of time, and thus illustrates the
size of the task of designing a complete Foundation course.

Having 'narrowed the field' considerably to one major concept
(in a local urban setting), what useful knowledge would it be
reasonable to expect a 14-15 year old slow-learner to master
in this context? At the end of this unit such a pupil could
be expected to know.

(1) How to get from A to B (using a street map e.g. a
bus map) in the urban area.

(2) How to direct a visitor from A to B (using a street
map e.g. a bus map) in the urban area.

(3) How to get from A to B in the study area using a
1:2500 Ordnance Survey Map.
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(4) How buildings deteriorate if not maintained.

(3) That choices have to be made about land uses
according to criteria:

(6) Who makes the decisions on land use.

(7) That they (the public) can help shape such change
by participation in the process.

(8) That planning decisions affect peoples' lives.

(It might also be possible to stimulate an awareness, as
opposed to knowledge of, subsidiary concepts such as land use
is partly a reflection of land value, but this needs to be
kept to its simplest level).

This unit offers a rich source of situations in which the
pupil can find out knowledge for himself at first hand and from
sources other than his teacher. He can exercise his intellectual
functions, albeit limited functions, in a real, social setting
as opposed to an inert, .asocial, bookish setting.

The objectives in relation to skills and affective
development are many and are shown diagrammatically by ticks
on the matrix (see Fig.(iii)). Aims such as developing a
sense of responsibility or initiative are not ignored, but
are perhaps more difficult to plan for in an introductory
unit as teacher support can only be withdrawn gradually from
slow learners. (Planning a field-trip at the end of S3 and
executing a piece of project work of their own for internal
assessment during S4 are perhaps the vessels which most
readily lend themselves to these affective aims).

The model used in Fig.(ii) suggests that after the
consideration of aims and objectives, thought should be given to

the Organization of learning experiences and the selection of
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detailed content. It also suggests that at this point it is

appropriate to have by one the 'vade mecum', perhaps in the
form of an abbreviated check-list of points to be borne in
mind when organising learning experiences for slow learners.
Such a check list, in this case derived mainly from the issues
raised in part seven, would differ from}%%trix in that each
unit would need to satisfy its requirements - more or less -
whereas, in the case of aims, some units could concentrate on
certain aims and not on others, as long as the overall balance
worked out over the two years. (It might even be possible for
a subject to concentrate more on some aims than on others to
help provide an overall school balance in this respect.) But
in the case of organising learning experiences in the light of
how pupils learn and are motivated, the overall success could
depend on the attention given to practical 'learning theory'

in each individual unit.

SUGGESTED CHECK LIST TO CONSIDER WHEN
PLANNING LEARNING EXPERIENCES

- Is the number of new ideas/lesson limited, to allow assimilation?

- Are intermediate objectives available where necessary, to
provide realistic goals?

- Is the sequence of learning steps clear and logical?

- Is the concept/skill/knowledge relevant to their world, and
if not obviously so, has its relevance been explained?

- Is the emphasis on real, concrete situations rather than on
abstract or hypothetical cases?

- Is their a variety of learning strategies throughout the unit?

- Do pupils have an opportunity to display success and are
problems detected early rather than late?

- Are there opportunities to relearn, given a different approach

or a variation in content?
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- Is there opportunity for individualized learning?

- Is the amount of teacher talk 'at' the class as a whole kept
to a minimum?

- Are materials structured enough to give guidance to pupils,
but not so structured as to programme every response?

- Are materials varied, readable, professional-looking?

- Is there a suitable point in the unit to recall previous
learning?

- Is there an opportunity to link learning with other in-school
and out-of-school learning?

A basic learning strategy which aims to accommodate the
requirements of the checklist is outlined in Fig. (v) (Those
requirements marked with an asterisk on the check list are
the main determinants of the basic structure of the strategy,

especially the need to assess before the end of the unit which

pupils have which problems, and the provision of some individualized

remedial attention).

Fig. (v)

BASIC LEARNING STRATEGY - A MODEL89

Plenary
Session

(::) A - F MAIN 'CORE' OF UNIT: INTERMEDIATE OBJECTIVES

KEY

——> LEARNING SEQUENCE

SUMMATIVE TEST OR

NEXT UNIT



59.

KEY . (cont.)

SHORT DIAGNOSTIC TESTS OF A CRITERION - REFERENCED OR
DT DOMAIN-REFERENCED FORM, TO PROVIDE INFORMATION ON THE
STRENGTHS AND WEAKNESSES OF INDIVIDUAL PUPILS, AND OF
THE COURSE

(N.B. SUMMATIVE TEST COULD BE NORM-REFERENCED IF
NECESSARY)

REMEDIAL WORK ON 'CORE'OBJECTIVES

EXTENSION WORK ON 'CORE' OBJECTIVES (ENRICHMENT)

However, if the teacher wishes to use the tests not only
to pinpoint individual weakness - and act on it - but also to
boost pupil confidence, it might be advisable to re-fashion
themodel (Fig. v) to allow pupils_two chances, rather than
only one chance, to master a specific objective before a test
is administered. The second 'bite at the cherry' could involve
a different approach, or a variation in content to keep interest
from flagging. This adaptation of the basic learning strategy
(viz. adapted for a class of slow learners) is outlined in
Fig. (vi). It is perhaps of most use at the start of a Foundation
course when the need to ensure success and provide extrinsic
forms of motivation is at its greatest. However, just as in
battle it is easier to leave an alternative plan of action
unused because the need for it didn't arise, than to hastily
think up a new plan of attack in the face of defeat, it is
perhaps advisable when planning learning strategies for slow

learners to 'keep one's options open' in this way.



60.

Fig. (vi)

BASIC MODEL OF LEARNING STRATEGY

ADAPTED FOR A CLASS OF SLOW LEARNERS

E
Rem
Y SUMMATIVE
Ext TEST OR
NEXT UNIT
F

EKEY (as for Fig. (v))

@ A - F Main core of unit; intermediate objectives
Provision of alternative approach/content.

(N.B. This idea could perhaps provide a small research
topic in the effectiveness of such a strategy).

Exemplar - Detailed breakdown of learning sequence

INTRODUCTION: The introductory lesson needs to establish the

relevance of the unit. More '"able' pupils might cope with ideas

such as 'civic duty' or '"public participation in planning' but

with slow learners the approach needs to be more immediate, more
concrete. A taped version of a recent 'Action Wanted' articlegocgfflGZ)
in the local newspaper for example in the form of an interview

with irate tenants and councillors (annoyed at the press for
interfering?) might spark off some comment. The tape could be

prepared in advance by older pupils or a helpful drama department,

and could pose the problem of conflicting viewpoints, and an

apparant impasse. The newspaper cutting could be on the
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classroom wall, along with others of a similar nature, to
emphasise the reality of the problem.

The introductory lesson could also include a competition
or quiz geared to revising concepts such as 'environment',
'urban', 'natural environment', and to providing a framework
or background againét which the major concept would be introduced
(viz. man can cause environmental change; not always is such
change beneficial). Slides could be used for both parts of the
quiz. In the second part of the quiz slides could show past
and present urban change (for example Edinburgh could offer
restoration in and around The High Street, conservation work
in The New Town, 'famous' gap sites, areas of suburban growth,
the new city by-pass and rehabilitation work on the South Side
to mention a few).

Since most major changes in the appearance of buildings
or in land use requires planning and decision-making, and
allows for public participation, the unit could focus on any
one of a number of urban changes. The choice of an area for
detailed study might in theory rest on criteria such as the
richness and quantity of examples it can provide, the
availability of an up-to-date Local Plan, the avéilability of
sites at various stages of change, but in practice the study
area chosen may have to be a compromise between these 'internal'
criteria and the 'external' criterion of logistics. 1In this
case Edinburgh's South Side has been chosen as it fulfils all
the internal criteria and enjoys a fairly central situation

near major bus routes.
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Writing brief

notes.

o

PART SEQUENCE OF WHOLE -CLASS
SK E E :
OF INTERMEDIATE POSSIBLE METHODS wmbmwwmmu ! MAMMMAdMM GROUP OR
UNIT CONCEPTS OF MATERIALS INDIVIDUAL
STRATEGY
Interview, live or taped,
with builder, on topic of
how buildings deteriorate Listening Semi-structured
if not maintained (eg. interview Class,
stone corrosion, leaks, (but could be
Unlike natural wet and dry rot, : later used by
structural decay, rising individuals
environments,
damp etc) or groups)
urban .
Short Discussion Discussing
environments: - ¢ - e ap e S R R e e & e )
require
MATNTERANGE Annotate a (prepared) ~——
diagram of a house with Diagrammatic vorksticat Individual
(whether in labels showing represent-
public or vulnerable areas. Key ation
private words could also be of
ownership) provided information

From time to time throughout this unit, for example before pupils got down to work or after they have cleared

up their materials, short bursts of aural practice in using a bus map can be introduced.

in small groups, in competition form, each group trying to outwit the others.

This could be done
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WHOLE-CLASS,
DEGREE OF GROUP OR
EART: I EEGURICR SKILLS STRUCTURE INDIVIDUAL
OF INTERMEDIATE POSSIBLE METHODS
UNIT CONCEPTS PRACTISED OF MATERIALS STRATEGY
In part of study area wwmmmwmﬁwoa (Handliig waw Group
assigned, record (on map, Recording TeEDUreeR)
in list, by instant
hotographs) as many :
waavumm of urban decay romHomH Unstructured
thinking
Urban decay occurs IIIWWWW&WWNII#IIIII!!:Ill llllllllllllllll = S
° when stepdandn of Read report provided from
maintenance fall . Reading (Raw resource) Individual
local paper about Hmeum in
area of urban decay.
Imagine you are a local
resident - write to your Imaginative
councillor or newspaper writing in Semi-structured
editor to complain continuous
prose
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Sample items from Diagnostic Test No.1l

(N.B. Care would need to be taken to include enough items to
give reliable results. Teachers are generally ill-equipped
to deal with problems such as test reliability, and would

hopefully benefit from in-service training on test-construction).

1. KNOWLEDGE OF BASIC CONCEPTS

Match each word to its correct meaning. You can save time

by filling in the letters in the boxes provided.

MEANING

WORDS MEANINGS
1. Environment A Buildings which are sub- WORD
standard and lacking
maintenance 1
2. Urban B The area and objects 2
- surrounding us
3
3. Rural C Areas unchanged by man
4
4. Natural Environment D Improvement and
modernisation of sub- 5
standard buildings
- 6
5. Listed buildings E Buildings on a Special ;
List of property of 7

historical or
architectural interest

6. Urban decay F Relating to the countryside

7. Urban rehabilitation G Relating to a city or town

2. ORAL COMPETENCE: MAP READING SKILLS

Part of the test could be aural; if the teacher isn't
available to test on a one-to-one basis, the services of an
older pupil, a student-teacher or another member of staff could
be enlisted, or a tape-recorder used. Pupils could be asked to

direct the tester from A to B using the two types of map used

in the unit.
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(Photos could be used as a stimulus to get pupils to comment

aurally on ideas such as urban decay).

3. GRAPH READING AND INTERPRETATION

A local authority made a survey of houses in 3 areas of a
town to help them prepare their Local Plan. They drew graphs
of their results.

Study the graphs, and then answer the questions below.

% OF HOUSES IN

e O
R —) )

OF ARCHITECTURAL
MERIT

k i,
2 4 60 8 100 20 4 60 B8 Il 2 40 20 100
(a) Fill in the %:-
What 9% of Houses in Area A are structurally sound? %
" A are lived in? %

" B are of architectural
merit? %

' C have a bathroom? %

" B are not damp? %
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(b) Circle the correct letter:-

Which area has the lowest % of structurally
sound houses? A B

Which area has the lowest % of empty houses? A B

Which area has the highest % of houses of
architectural merit? : A B

Which area has the highest % of houses with

bathrooms? A B
Which area has the highest % of damp houses? A B
(c) (Some extra questions = try them only if

you want to)

Which street had the highest % of houses in
danger of falling down? A B

In street A, what % of houses lived in were
damp?

In street C, what % of houses of architectural
merit were in danger of falling down?

(d) The local plan, when it is published, suggests
one area should be demolished. Which is it
most likely to be? (A B or C) - Give 2 main reasons.



i

4. UNDERSTANDING THE PLANNING PROCESS

Put the following events in the order in which they were

likely to occur.

(You can save time by putting a letter opposite each
number in boxes below)

Events (not in correct order)

A Planners (and local people) do surveys, gather 1
and consider information.
B Planning Committee consider the comments of local 2
people and a revised plan is published.
C Planning Committee publishes their report, with
proposals and choices. 3
D A final plan is published and (usually) accepted
by the District Council. 4
E District Council decides to prepare a Local Plan
for The South Side.
5
F The public can object to the revised plan.
G Local people discuss proposals and put forward 6
comments.
H If local people still object there will be a
public enquiry. 7
8

POST-TEST REMEDIAL WORK

The criterion for 'passing' each part of the test would be
somewhat arbitrary, and would depend on the number of test items
available for each part, and the difficulty level of the
questions. For example in question 3, the criteria for 'passing’

could be of the following nature:

Part (a) - very easy - 5 answers correct out of 5
"  (b) - moderately difficult - 3/4 answers correct out of 5
" (e¢) - difficult - therefore optional.
"  (d) - difficult, but important enough to require no

glaring errors.
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A space could be left at the foot of the test to inform
the pupil of those parts which still require attention, and
of the suggested work of a remedial and/or extension nature
he should attempt. It should however be borne in mind that
a pupil may have performed poorly ('failed') in a part of the
test primarily because of a reading or comprehension problem.
When giving back test papers it would be beneficial to pupil
and teacher if some discussion could take place with
individual pupils.

For pupils whose knowledge of basic terms - simple
concepts - has been shown to be shaky, the remedial work
could involve some re-learning of terms followed by a
crossword-type puzzle, perhaps similar to Fig. (vii)
below.

(Clues would need to be provided in a form similar to test

question 1 (Meanings).

Fig.(vii)

RIEINEWAL
UR BAI|N
CONSER|VYI|IATI ON
REH ABIT L I TAT L 0N
rol g laL
LIO|cAL-PLAN
L AN D wse
ENVIRONMI|IENXT
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URBA|N|-DECAY
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2. Pupils having difficulty in directing a visitor from A to
B in Edinburgh using a bus map, may suffer from one or
more handicaps, for example they may have poor locational
sense, poor left/right sense, difficulty in focusing only
on the required map information and ignoring all other
unnecessary detail, or perhaps shyness in delivering
instructions which they are well able to work out.

A simplified map such as Fig. (viii), showing only

specific locations could form the basis of a simple written
exercise which, once completed and checked, could be

taped by the pupil for oral practice.

3. Pupils 'failing' to reach the required criterion in graph
work would probably benefit more from time spent with the
teacher, in a small group or individual context, in an

attempt to find the source of the problems together.

4, The simplest remedy might be to form a group of pupils who
*failed' this part, and with the help of their flow charts
prepared in part C, 1list the various events in their
correct order. Once pupils have had an opportunity. to

relearn this list, they could once more attempt question 4.

For pupils requiring to spend very little or even no time
on remedial work, some extension or enrichment work needs to be

readily available.
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EXTRA WORK No.1 - THE SOUTH,SIDE OF THE FUTURE '~ .

T L Ko 292 ol
.Study .the Proposals map . and key, and fill in the missing

information.

AREA FUTURE USE

East Adam Street (off Pleasance)

St.

Patrick Square

No.,

57-71 Buccleuch Street

Corner of Nicolson St/West Richmond St.

o — =

Richmond Lane

Area just north of Parkside Street

Dumbiedykes Road (at No.l1ll on Map)

Area near West Nicolson St. (No.3 on Map)

EXTRA WORK No.2 - CONSERVATION CORE AREAS OF THE SOUTH SIDE

(a)

(b)

(c)

(d)

Conservation Core areas are the areas of architectural or
historic value which are in the worst state of neglect.
They are shaded in dark grey on the Proposals map. Find
them, and describe (on tape) where three of these areas
are found.

One of these areas is dggcribed in an article from the
Evening News (Oct,1978) (see P.??)

From the report find - What did the Edinburgh Corporation
mean to do with the buildings when
they bought them in 1966?

From the map Suggest what "upgrade' means.

how would "rebuild" differ from
"new building"?

From map and photo - find out if any "new buildings" will
front on Nicolson St,

From the Proposals map, this area is for "Housing and
Compatible Uses". What does this mean? (See key to the

Proposals map)

94
Read recent newspaper report on progress so far (5&6 P 7‘5).
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EXTRA WORK No.3 - QUEENSFERRY LOCAL PLANQ5 (still at First Report Stage)

Study the Discussion Paper. Imagine you live in Hopetoun Road,
opposite area 13 on map B. Area 13, which you can see from the
window of your house, is at present open land. Find out from
this paper what the proposals are for this area, and write your
comments and suggestions on the form supplied with the Discussion

Paper.
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Introduction

Queensferry is a small town of historical
importance with a population of about 7,600
people (about 8,600 in the wider local plan
area). Local industries provide employment
for some 2,400 people. The town lies in
attractive wooded countryside, most of which
is prime quality farmland, and is close to
Edinburgh with good access to the main road.
rail and air networks. It is consequently a
popular place in which to live and there are
pressures on the District Council to allow
more private house-building. Grants are
available for industrial development and there
is potential for further industrial and
employment growth.

R

the proviso that the amount of land available
for new house building should be looked at
again to see whether further land will be
needed. The proposals described in this
discussion paper generally concentrate on sites
within Queensferry. However, if the review of
the Structure Plan housing policy does show
that more land is needed within the Edinburgh
area. consideration may have to be given to
further development of land outwith the
existing boundaries of Queensferry and
Dalmeny (Site 9, see photograph).

=

establish a network of footpaths and ¢
routes. The disused railway line from
Queensferry to Kirkliston and Newb
already being considered for this purpo
17).

Policy
Background

The significant approved planning
policies, set out in Lothian Regional Council’s
Structure Plan and supported by the District
Council, are that open countryside should be
protected from development and that prime
quality farmland in particular should be
maintained in agricultural production. Instead,
new development is to be directed to existing
built-up areas. The Structure Plan has been
approved by the Secretary of State, but with

Countryside

The maps show the area recommended
for allocation as “countryside’ in the Local
Plan. The principal objectives in the
countryside are to protect good farmland from
unnecessary development, to maintain its
woodland character and to seek greater public
access for informal recreation.

It is proposed that the entire area outwith
Queensferry and Dalmeny should be
designated Greenbelt and that no development
should be permitted other than for agricultural
or other purposes appropriate to the
countryside. Tree planting will be encouraged
where it will enhance the landscape,
particularly along the verges of roads,
footpaths and built-up areas. In conjunction
with Lothian Regional Council and local
landowners, the District Council will seek to

Housing
There is a general need to provide!
new house building and some priority
given to this in the proposals for Queg
Map B shows the main sites on whic
house building could be encouraged.
Planning permission has already
given for 236 houses in Echline (Site 3
addition to those currently being buill
and also for smaller sites at Scotstoun
and Dalmeny. Sheltered housing for
elderly is proposed for a site at Willi;
Place which the District Council has a
If all other suitable sites (Sites 5 to 12
fully developed a further S00 houses
provided, bringing the total populatio
town to about 10,000. '
The District Council wishes in
particular to see some improvemen
dereliction in and around The Binks
western end of the Queensferry
Conservation Area (Site 5, see photo
Some new housing might therefore
appropriate although in any proposal
area the existing car park and the prop
( Cohtinued

... consideration may have to be given to firther development outwith the existing boundaries . . ." (South Scotstoun, Site 9).

Page |




1 Port Edgar

2 Flotilla Club

3 Echline

4 Hewlett-Packard

Yacant Sites
The Binks

‘Catherine Terrace

Stewart Terrace

Society Road

South Scotstoun

10 North Scotstoun

11 Dalmeny

12 Station Road

13 Hopetoun Road

14 South-cast Echline

15 High School

16 Echline R.C. Primary School
17 Disused railway

mmitments

Acquired by Lothian Regional Council for yachting marina,
Acquired by District Council for local community centre.
Private proposal for new houses and small shopping centre.
Factory extension: Lovers Loan to be re-routed round west side.

Possible Uses

Houses. landscaping, car park.

Houses, garaging. open space.

Houses.

Houses.

Houses. or maintain in agriculture.

Dundas Park extension, or houses.

Houses.

Open space. houses or maintain in agriculture.

Light industry. small businesses. offices or hotel.
Prestige industry. small businesses. offices or hotel

If not needed for school. then houses or light industry.
If not needed for school. then houses, offices or light industry.
Footpath.




“Other sites with industrial and commercial potential include those at Hopetoun Road (Site 13).”

Housing, garaging or open space? (Catherine Terrace, Site 6).

PLEASE WRITE TO

THE DIRECTOR OF PLANNING,
THE CITY OF EDINBURGH
DISTRICT COUNCIL,

18 MARKET STREET, EDINBURGH
BY FRIDAY 22nd AUGUST 1980.

Designed and published by The City of Edinburgh District Council Planning Department. Typesetting and Printing by Spectrum Printing Company
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lP]ease'use this gheet to comment on the: Discussion Paper. Return it by Friday 22nd August to The Director of Planning,
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landscaping scheme for the waterside land
should be retained.

Industry and
Employment

Queensferry provides a significant
amount of employment for its size and existing
industries will be encouraged to expand. A
substantial amount of land is being reserved
for further growth by Hewlett-Packard (Site 4)
and planning permission has recently been
given for a 100,000 sq. ft. extension on land to
the south of their factory.

Other sites with industrial and
commercial potential include those at
Hopetoun Road owned by Lothian
Regional Council (Site 13, below the Forth
Road Bridge, see photograph) and at the
south east corner of Echline (Site 14).
Planning policies for Queensferry could give
special emphasis to encouraging smaller firms,
new offices, prestige industries requiring high
amenity sites, or another hotel.

Shopping

The District Council will support the
continuance of the High Street as the main
shopping centre but could also encourage
other commercial uses, if there is a demand,
and if these will help to bring empty buildings
back into use. Elsewhere, once the current
planning consent for a new local shopping
centre at Echline has been taken up, any
further shopping development is likely to be
limited to corner shops, should the demand
arise.

Open Space and
Recreation

The overall aim for all housing areas is an
open space provision of between 3 and 4 acres
for every 1000 people. To achieve this
standard in Queensferry sites are being
reserved for local parks at Echline and North
Echline but a further 2 to 3 acres of
recreational ground would be needed in the
North Scotstoun area. This shortfall could be
made up on one of several sites indicated on
the map (e.g. Site 10 or 12) with perhaps an
extension of Dundas Park onto the adjoining
land (Site 10) being the preferred option.

Lothian Regional Council has bought the
old Port Edgar naval base (Site 1) for
conversion to a yachting marina. This will
become a recreational centre of regional
importance.

The District Council has acquired the
former Flotilla Club on Shore Road (Site 2)
to provide a local community centre but no
date has yet been set for the necessary
alterations.

future needs are a hostel for the mentally
handicapped and an old people’s day centrs

Transport |

Lothian Regional Council is also the
highways authority. No major new roads are
proposed but the local plan gives an
opportunity to consider local needs such g
alterations to the existing traffic and parki
arrangements in the High Street, the scope for
making special provision for cyclists, or the
possibility of installing lighting on Lovers
Loan. The section of Lovers Loan betweep
Scotstoun and Dalmeny is to be re-routed
around the west and south sides of Hewlett.
Packard’s reserved land when their factory
extension is built.

Social Work and
Education

These are the services provided by
Lothian Regional Council, who will be asked
to advise on their future land needs.
Meanwhile sites are being provisionally
reserved for a new primary school at Echline
(Site 16) and for a possible future extension of
the High School (Site 15). Other possible

Conservation |
Areas

Parts of Queensferry around the High
Street and Dalmeny are now conservation
areas. The final plan will include the District
Council’s strict development control policies
for these areas to maintain their traditional
character and to secure sympathetic design for
new buildings.

Guidelines have been prepared and
publicised for the Queensferry Conservation
Area. If necessary, design briefs will be
prepared for sites likely to be developedinthe
conservation areas.

Your views and comments on any or all of the
points raised in this discussion paper are now
requested.

“The District Council wishes in particular to see some improvement to . . . the Binks (Site 5)."

Page 4
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SAMPLE ITEMS FOR DIAGNOSTIC TEST No.2

1. PROS AND CONS OF MOVING HOUSE

Write down three advantages of living in the Nicolson Street
area of South Side,
Write down three reasons why your family might prefer to

live in Wester Hailes,

2, IMPROVING THE ENVIRONMENT COSTS MONEY - (Try this question
only if you want to)

You are a member of the District Council Planning Committee
which is faced with the problem of lack of money. The

Council bought an area of very sub-standard housing, just off
Nicolson Street. They planned to rehabilitate these houses.,
The houses were sound (in structure), but not of architectural
value, Almost all the people living in the houses have been
rehoused., Money will not be available for 5 years, A
company is willing to buy the land, knock down the old houses

and build a petrol-filling station.

Can you think of two (or more) arguments you might
put forward for the filling station?

Can you think of some arguments you might put forward
against the filling station?

POST-TEST REMEDIAL WORK

L Although question one required a more subjective type of answer
than is usually called for, some pupils might have found difficulty

in presenting their arguments. Either individually, or as a small

group, these pupils could have a second look at the slides of the
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contrasting environments (:) ; @ bus map of the city showing their
locations, and play back one or two of the tapes which summed up
group discussions (:) on this topic.

They could then be asked to compare the two areas, but some
possible headings could be given e.g. condition of houses, cost of
housing, cost of tfanSport to city centre, facilities nearby,

nearness to friends etc,

EXTRA WORK No.,l1 - DEPOPULATION

Fig. (ix)
AVERAGE
% IN AREA X % FOR CITY % IN AREA Y
100 1 [[ole] 100
301 go 20|
601 607 60
W / mm
O // a A a /

/////| YOUNG PEOPLE (UNDER 20 YEARS)

l___]OLD PEOPLE (OVER 65 YEARS)

Answer the questions:

(a) Which area, X or Y has the higher % of old people?
(b) What is the average % of young people in the city?
(¢) Which area X or Y has a % of young people higher than average?

(d) Which area X or Y has probably suffered from people
leaving the area (depopulation)?

(e) Which area X or Y is more typical of South Side at present?

(f) Why are young people more likely to move out of a decaying
area than old people?
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EXTRA WORK No.2 - LAND USE, LOCATION AND LAND VALUE

You are a member of a local action group concerned about the

possible use of 4 gap sites in your area (one of which marked

=N

D on the map is quite big).

Bridge S¢. 2

Key to Land Use po e e
m:oo °°°

///% .

INDUSTRY
Last St.

PUBLIC BUILDINGS
SHOPS

D

&

Q
722156 WY/

OPEN SPACE (PARK)

RISIESH
)

A~-D = GAP SITES

Questions:
(a) Describe where the shops are found.
Describe where industry is found,

Describe the land uses surrounding the primary school,

(b) The following suggestions for sites A, B and C have been
put forward in a discussion paper by the Planning Committee
of the District Council:

light industry, nursery school, shops, houses, carpark.

Which land use would you most favour for each site. Why?
Area Suggested Land Use Reason(s) for choice

A

B

L4
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(c) The District Council has bought site D for a large sum of
money. They need to get this money back in rates. Which
three of this possible list of uses would probably bring
in least rates?

Community centre; multi-storey car park;
park; sheltered housing for old people;
hotel; shops; offices,

(d) Areas B and C are just about the same size, yet area C is

more costly than area B to buy or rent. Can you think why?
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PLENARY SESSION

This session could be enhanced by a wall-display of pupil-
work (photos, maps, graphs, flow-charts) and newspaper cuttings
used in the unit, Excerpts from the various tapes used and
prepared during the unit could also be played., (Slow learners
often show little interest in taped material of an impersonal
nature, but have a fascination for hearing themselves and their
classmates on tape. The same appears to be true of wall displays
of their work). The teacher's?g%ethis session would be to
ensure that the main concept and the intermediate objectives had
been fused in the pupil‘®s minds. (If some pupils were absent it
might be useful to tape the whole plenary session for the benefit
of individual absentees; this summary tape could also be used
to help pupils revise if this material were liable to be tested

at a later date).

SOME ADVANTAGES OF THIS LEARNING STRATEGY (see Fig. (vi))

This strategy allows for a variety of learning tasks to occur

within an overall structure; topics, tasks, concepts, methods

may change and vary but some predictability can be built into the
learning situation by adopting some form of supporting framework
to provide a feeling of security for pupils, and a way of knowing
how their learning tasks fit together. Once they understand the
framework they may show some initiative in moving from one task
to another, so avoiding a feeling of complete dependence on the
teacher and also the 'dead' time which can occur if pupils have
to wait for instructions. (The combination of predictability

and flexibility in the learning situation is also useful in
relation to pupil behaviour; it is only human for pupils to

take advantage of a lack of consistency in what is seen by the
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teacher as acceptable or unacceptable behaviour).

The provision of at least one alternative way of exploring

an idea gives slow learners the opportunity to relearn, or in

the case of those who have grasped the idea only tenuously, the
chance to reinforce learning., The ability range in a class of
slow learners can be quite wide, and consequently while some may
require to work their way through both approaches suggested and
the further work of a remedial nature, others may have grasped

the idea quite well after only one 'exposure', In some cases - for
example if the pupil feels competent enough - the second approach
could be side-stepped to allow this pupil to get on to more
demanding extension work, but in most cases it is envisaged that
both approaches would be attempted by pupils in an effort to
overlearn an idea, and to investigate the same idea in a different
way using a different set of skills,

One of the practical advantages of having two alternative
approaches available is that it can accommodate the higher absence
rate which is common among adolescent slow learners more easily
than a strategy in which pupils are offered only one chance to
master each objective. Any strategy which depends on a 100%
attendance rate (for success with slow learners) is more likely
to run aground on the twin shoals of non-motivation and lack of
understanding than a strategy with greater in-built flexibility.
Absentees could short-circuit some parts of the unit and so catch
up, They would have missed opportunities in skill development
but would perhaps have managed to avoid complete lack of
understanding. It would be hoped however that the increased
chance of success provided by the curricular design would have an
ameliorative effect on poor attendance.

The learning strategy outlined in Fig (vi) could work for

whole-class teaching, group-work, individualised learning or a




mixture of all three techniques. The examplar uses all the three

techniques in a complementary fashion, since as each method has
its strengths and weaknesses, it might be unwise to concentrate
on any particular one. The Inspectorate's Report on the
education of pupils with learning difficulties remarked on the
overemphasis given in Scottish Secondary Schools to whole-class
teachinggs. Whole class teaching from the teacher's point of
view has the attractions of requiring much less preparation and
causing fewer obvious class-management problems (since the
class are 'kept together') than a strategy such as the one shown
in Fig. (vi). But it can encourage a blurring of individual
differences. When classes contain 'difficult' or ‘'disruptive’
pupils (as is common among slow learners) it is all too easy

to assume that one has discharged one's duty when one has

'taught' a lesson, irrespective of the potential miscellaneous
level of pupil learning. Hargreaves mentions three typical methods
of dealing with 'difficult' classes (almost always low-streams)

he encountered in his study. All three appear to be linked at least
a little, to the teachers' apparant inability to move outside the
role of didatic pedagogue. The first type of teacher, when faced
with disruption, attempted to drown out the noise by lecturing

in a loud voice, the second type imposed rigid discipline and
silence while the third type of teacher tended to opt out of the
mélée and salve his conscience by marking work or undertaking some
other teaching-type of activity. In the resulting atmospheres of
mere mutual toleration or outright hostility Hargreaves found
little or no learning taking place99 (Would it be too much of a
supposition to suggest that if Hargreaves hadn't been attending
these classes as a particpant observer, some of these teachers

might have found ingenious methods of getting themselves out of

their classrooms?).
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Whole-class teaching can, on the other hand, be used to
good effect, perhaps especially at the start and finish of a unit
of work. When dealing with a class as a whole however, it is often
difficult to encourage orderly discussion: Brennan points to the
reluctance he found among teachers of slow learners to give pupils
a chance to talk. He found a high proportion of class 'talk'
was in the form of teacher-directed questions requiring only a
yes/no answer, most commonly directed at individuals. He suggests
that pupil/teacher and pupil/pupil interaction could be enriched by
positively seeking and using verbal responses from pupils, encouraging
divergent thinking around ideas, refraining from direct verbal
correction by asking a further question which encourages rephrasing,
and using mature statements subsequently rephrased if necessary.loo
Secondary teachers possibly are more reticent in encouraging
discussion than primary teachers due to pressures of period bells
and tight examination schedules. Discussion time is more likely to
be viewed as time wasted - for which one should feel guilty - than
a lesson in which the visible vestments of learning, pencils, books,
jotters and such like are displayed.

Both interaction studies and discussion techniques have a
growing literature of their own. Could it be envisaged that each
school, or even each subject department or faculty would have one
member of staff with expertise in this field which could be passed
on to his colleagues? Once more there is a need for in-service
teacher education. It is likely that slow learners would need
practice in listening skills, in compromising, in reaching a
consensus view, in rendering dialogue and in each separate discussion
skill before they could use discussion times to good effect.

Group-work can facilitate oral practice and encourage the

development of social skills in a variety of settings. The level

of group interaction and collaboration can vary with the task, for
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example problem-solving and decision-making exercises may require
more co-operation between group members than role-playing or
practical work.

Individualised work on the other hand does not encourage
such social behaviour but has the twin advantages of allowing
pupils to work at their own pace and of encouraging pupil-teacher
contact on a one-to-one basis. It is useful, if using a strategy
such as Fig. (vi) to have individualised work available at points
in the learning strategy such as (:) and (:) as, by this stage,
just before the diagnostic tests, the greatest divergencgﬁg the
amount of 'core' work covered by the most 'able' and least 'able'
pupils in the class. A whole-class learning approach at this time
could cause frustration to both these categories.

Other criteria, such as the time of the week the lesson
occurs (for example Monday morning or Friday afternoon) can help
decide which strategy to use at which time. From the behaviour
point of view, one is less likelf to dread that hour spent with

3D last thing on Friday if individualised work is available

instead of a whole-class lesson.

So far consideration has been focused on three of the four
stages outlined on the (modified) objectives model Fig. (ii), namely
on aims, objectives and on the organisation of learning experiences.
But what of the fourth stage, evaluation? It would be simplistic to
see this process as the final stage, because as the model suggests,
the process is a cyclical one with feed_back from the evaluative
phase providing the fine-tuning for the other three parts of the

system.
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Curriculum evaluation is an expanding field with a literature
to match, and could provide yet another area for shared expertise
within a school. Part of such an expertise would encompass
assessment.

It seems possible that quite a large proportion of the Foundation
level examination will be of an internal nature. (The Dunning Report
recommended 25% but the Inspectorate's Feasibility Study suggested
that, due to the lack of expertise in externally examining at this
level, it might be necessary to depend more heavily on internal
assessment, at least initially.1 ). McGettrick suggests that there
will have to be a shift from norm-referenced to criterion-referenced
(external) exams at Foundation level. He also suggests that a
variety of testing techniques will be required but that validity
and reliability will prove to be a problem at this level, since a
test item may be more a test of literacy and numeracy than a test
of conceptual development. He sets out the various problems and
advantages, as he sees them, in using both written and oral
examinations with slow learners.102 Both the English C.S.E. Mode III
and the new Geography O level will perhaps prove to be more useful
models than the Scottish O grade, the C.S.E. for its level of
'clientele' and the new O level for its combination of internal and
external syllabus construction and assessment. Some broad issues in
assessment are at present part of the S.E.D. research programme,
for example:103

- development of diagnostic tests

- problems of criterion-referenced assessments

- problems of external examining at Foundation level

- development of school-based assessment using item-banks
- development of means of assessing practical skills

- development and evaluation of an attitude/interest profile.
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Internal and external assessment of a summative nature, with its
purpose of ranking pupils vis-&-vis each other, is however only part
of assessment. There are other purposes such as diagnosing, guidance
and reporting. The Inspectorate's report on slow learners suggests
that "school-based tests....can do more than measure attainment and
grade pupils: they can be used to diagnose difficulties, contribute
through analysis of need towards the provision of appropriate help
for pupils who may not be scoring well in them, and so help to
improve their performance."104 It goes on to say that, in relation
to slow learners, 'assessment should match their capabilities.

Pupils should be fully prepared for any form of assessment which they
are asked to undergo."lo

In relation to assessing skills and concepts and the level of
actual outcomes compared to anticipated outcomes, McGettrick suggests
the objectives model can be useful.106 The sample of diagnostic
test items which form part of the exemplar attempt this task, some
items reﬁuiring a structured response (mainly in the case of
knowledge, skills and simple understanding) and some items inviting
a somewhat freer response. Neither approach is free from problems
when testing slow learners. In the former reading difficulties may
call for extra vigilance on the part of the teacher; in the latter
writing problems may inhibit the expression of understanding. In
both cases some aural testing can help redress the balance. Weber
suggests the use of "short and frequent tests, set by individual
teachers, structured for success, structured to help those who
tried."lo7 He also argues that tests set for slow learners tend to be
tests of recall - the slow learners' 'bete noire' - while tests
which incorporate the concrete illustrations needed by slow learners
are few and far between.108

The problems of assessing the cognitive domain are, however,
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only part of the problem. Subjectivity becomes a major problem when
attempting to measure success in the affective field, for example
in measuring "showing concern for others" or "developing collaborative
relationships." Research is still proceeding in this area, but the
ideas put forward in books such as "Pupil Profiles"l09 have had a
mixed reception from teachers. Indirect assessment of an informal
nature can be done for example when pupils are working in groups but
it is more difficult to cope with subjectivity in those instances
than when assessing the more cognitive outcomes.

Any system of assessment will depend for its success not only
on its varied modes, its validity and reliability, its handling of
subjectivity, but also on the efficacy of the system of recording
adopted. Slow learners may need rapid feedback, but parents and
guidance staff need information about performance periodically,
and the teacher himself needs to be able to see not just the individual
pupil 'profiles' but also the overall patterns of achievement within
a class in order to evaluate his aims, his objectives and the
learning experiences and test items he has devised. The Schools
Council survey found that, in practice, "records were almost entirely
limited to end-of-term general reports and individual records of
reading recognition tests”légd that it was "exceptionally difficult
to relate these records to the curriculum which the pupil had
followed...and they failed to provide a basis for assessment of
either the appropriateness of the curriculum or the pupil's success
in achieving the aims or the objectives proposed for him."111

The area of assessment and evaluation, so vital in the
evolution of sound curricula through its capacity to generate feedback,

is one in which teachers will require much in-service help in the

future.
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. CONCLUSIONS

This dissertation has attempted to explore the symbiotic
nature of the relationship between theory and practice in the
somewhat neglected area of curriculum planning in geography
for slow learners in S3 and S4. This has required an analysis
of what geography teachers can contribute to the education
of the slow learner, both in the general educational and
specific subject contexts, and of their particular learning
problems. These aspects have then been accorded a degree of
animation in an exemplar on the Environment, an area of study
fairly central to any course in secondary school geography.

The suggestion was made that conceptual development is
as important at Foundation level as at any other more advanced
level, but that the range of concepts may need to be limited
in number and complexity. Learning experiences, it was
argued, need to be organised so as to allow the re-learning
and reinforcement of concepts, with fresh approaches devised
to maintain pupil motivation.

Skill development in the cognitive sphere was also
emphasised. Arguments for the introduction of slow learners
to levels of thinking beyond knowledge and simple
comprehension were backed up by practical suggestions in the
exemplar. The basic skills of oral competence, reading,
writing and computation however were not overlooked. Along
with inter-personal skills they were considered a vital part
of any curriculum for slow learners, partly for their intrinsic
utility but also for the effect they have on levels of pupil

confidence and self-esteem.

Some areas in curriculum planning at Foundation level
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will require a research input before policy-decisions can
be made. In assessment and evaluation for example, many
techniques such as criterion-referencing, internal
moderation, item-banking and diagnostic testing, are still
at a fairly embryonic stage of development. Much in-service
training on curricular design and methods will also have to
be undertaken. It would perhaps be useful to have a system
whereby regional and national in-service agencies were more
explicitly linked so that new ideas and expertise could flow
more freely throughout the system.

Curriculum design at Foundation level offers a great
opportunity and challenge to all involved in Scottish
secondary education. It would be regrettable if the 'new
wine in old bottles' principle were followed to the extent
that the new Foundation course amounted to little more than
a 'pastiche' of the 'O'grade, an exam which has proved to
be totally inappropriate for the slow learner. Solving
the problems of overlap and differentiation of Foundation,
General and Credit level courses is a subsidiary issue,
and should surely not be allowed to cloud the vision of
those given the arduous task of formulating the guidelines
for Foundation courses. There would seem to be little point
in tinkering with the superstructure of a curriculum if the
foundations, the basic design criteria and assumptions,

have not been carefully mapped out.



96.

BIBLIOGRAPHY

1.

i

8.

9.

10.

11,

12,

13.

14.

15.
16.

17.

18.

19,

20.

SPECIFIC REFERENCES:

'Pupil Voices: Truancy' C.E.S. Collaborative Research
Newsletter, No.3, June 1978, 28,

S.E.D. 'The Structure of the Curriculum in the Third
and Fourth Years of the Scottish Secondary School.'
(The Munn Report). Edinburgh H.M.S.0. 1977

S.E.D. 'Assessment for All: Report of the Committee to
review Assessment in the Third and Fourth Years of

Secondary Education in Scotland'(The Dunning Report)
Edinburgh, H.M.S.0., 1977
S.E.D. 'Curriculum and Assessment in the Third and

Fourth Years of Secondary Education in Scotland.

A Feasibility Study.' Edinburgh H.M.S.0. 1979, para.2.43

BALLANTYNE, W. and TAYLOR, D, 'The C.S.E. Experience'’,
C.E.S. Collaborative Research Newsletter' No.6,
December 1979, 57. \

Ibid, 47.
GETHINS, M. MORGAN,-C, OZGA, J and WOOLFE, R, in 'The
Control of Education in Great Britain,' Open University

E222 Unit 3, 1979, para 3.53
BRENNAN, W.K., 'Curricular Needs of Slow Learners' Schools

Council Working Paper 63, Evans-Methuen Educational, 1979.

' BALLANTYNE, W and TAYLOR, D, opcit, 51

S.E.D., 'The Munn and Dunning Reports. The Government's
Development Programme, Edinburgh, S.E.D., late 1979-
early 1980. (No date specified)., 6-7

Ibid, 11
RUST, L.W., 'Interests', in BALL, S. (ed.), 'Motivation

in Education', New York, Academic Press, 1977, 142

S.E.D., 'Advisory Counci on Education in Scotland,
Secondary Education,' Edinburgh, H.M.S.0. Cmnd. 7005,
1947, para 72.

Ibid, para 96
Ibid, para 94-5

S.E.D.'Secondary Education,' Circular No.206, Edinburgh
H.M.S.0,, 1951, para 14

S.E.D., 'Memorandum on Junior Secondary Education,'
Edinburgh, H.M.S.0., 1955, 13

S.E.D., 'Report of the Working Party on the curriculum
of the Senior Secondary School: Introduction of the
Ordinary Grade of the Scottish Leaving Certificate,’
Edinburgh, H.M.S.0. 1959

S.E.D., 'Education in Scotland in 1961', Edinburgh,
H.M.S.0. Cmnd 1673, 42.

S.E.D., C.C.C., Central Committee on Social Subjects,
Bulletin No.l, 'Social Subjects for Young School
Leavers.' Edinburgh, H.M.S.0. 1973.



21.

22,
23.
24.

25.

26.
27.

28.
29.
30.

31.
32.

33.

34.

35.
36.

37.
38.
39.

40.
41.

42,

43.

44.

45.

97.

S.E.D., C.C.C., Scottish Central Committee on Social
Subjects, Curriculum Paper 15, 'The Social Subjects
in Secondary Schools', Edinburgh, H.M.S.0., 1976

S.E.D. 1977 (Munn Report), op c¢it, para 5.8
S.E.D., 1979 (Feasibility Study), op cit, para 1.10

S.E.D., late 1979-early 1980 (Government's Development
Programme), op cit

MORGAN, B., 'Forthcoming Attractions' in Times Educational
Supplement, 7-12-79, 32

Ibid, 32

PRING, R, 'Knowledge and Schooling,' London, Open Books,
1976, Chapter 1

S.E.D., 1977 (Munn Report), op cit, para 5.10
S.E.D., 1979 (Feasibility Study), op cit, para 2.45 Table 1

S.E.D., C.C.C., Scottish Central Committee on Social
Subjects, 'Social Subjects for Least Academic Pupils
in S3 and S4', Glasgow, Scottish Centre for Social
Subjects, 1977, 2.

Ibid, 2

FREEMAN, J, and STAITE, D, 'Basic skills and Pupil
Motivation,' C.E.S., Collaborative Research Newsletter,
No.3, June 1978, 4

BRENNAN, W.K., 1979, op cit

HARGREAVES, D.H., 'Social Relations in a Secondary School’,
London, Routledge and Kegan Paul, 1967, 183

FREEMAN, J, and STAITE, D, 1978 op cit, 10

S.E.D., 'The Education of Pupils with Learning Difficulties
in Primary and Secondary Schools in Scotland.' A Progress
Report by H.M. Inspectors of Schools. Edinburgh, H.M.S.0.
1978, para 4.17

HARGREAVES, D.H., 1967, op cit, 186
"Pupil Voices' C.E.S. Collaborative Research Newsletters

MURRAY, E.J., 'Motivation and Emotion,' New Jersey,
Prentice-Hall, 1964, 95

GREEN, D.H., 'Attitudes' in BALL, S. (ed) 1977, op cit, 125

BACKMAN, C.W. and SECORD, P.F.A., 'A Social psychological
view of Education' New York, Harcourt, Brace and World,
1968; Secondary Source, Ibid, 125

KOGAN, M. 'The Politics of Educational Change, Manchester
University Press, 1978, 17

KELLY, G., 'Man's Construction of His Alternatives,' in
SOUTHWELL, E and MERBAUM, M, 'Personality-Readings in
Theory and Research, Belmont California, Brooks-Cole
Pub. Coy., 1967, 346-7

Schools Council, Working Paper No.2.'Raising the School
Leaving Age', H.M.S5.0. 1965

S.E.D., 1977, (Munn Report) op cit, para 5.10



46.

47.

48.

49.
50.
51.

52.

53.
54.
55.
56.

57.
58.
59.
60.

61.
62.
63.

64.
65.

66 .
67.

68.
69.
70.
7L,
72,

73.
74.
75.
76.

98,

WEBER, K.J., 'Yes, They Can! A Practical Guide for
Teaching the Adolescent Slower Learner.' Milton
Keynes, Open University Press, 1978, 64

D.E.S., 'Half Our Future' (The Newsom Report).,
H.M.S.0., 1963, para 330,

S.E.D., 1978, (H.M. Inspectorate's Progress Report),
op cit, para 4.9

WEBER, K.J., 1978, op cit, 116
FREEMAN, J., and STAITE, D., 1978, op cit 4

from conversation with R MAXWELL, ESQ., Adviser in
Remedial Education, Lothian Region Education Dept.

S.E.D., 1978, (H.M. Inspectorate's Progress Report),
op cit, para 2.7

Ibid, para 2.8

BALL, S., in BALL, S (ed.), 1977, op cit, 13

VIDLER, D.C., 'Curiosity' in BALL, S. (ed.) Ibid, 35
LAWTON, D., 'Social Change, Educational Theory and

Curriculum Planning', London, Hodder and Stoughton,
1973, 128

PRING, R., (1976), op cit, 10

Ibid, 11

Ibid, 12-13

MacDONALD, D., 'Gepgraphy Comes in From the Cold,' in
Times Education? upplement, 11-4-80

HARGREAVES, D.H., 1967, op cit, 176
Ibid, 101-6

RAVEN, J. 'Education, Values and Society', London,
H.K.Lewis, 1977

WEBER, K.J., 1978, op cit, 150

S.E.D., 1979 (Feasibility Study), op cit, para 1.11,
1.13, 1.14

LAWTON, D., 1973, op cit, 62

S.E.D., 1978, (H.M. Inspectorate's Progress Report),
op cit, para 4.10

BALL, S., in BALL, S. (ed.), 1977, op cit., 1
RUST, L.W., in BALL, S. (ed.), Ibid, 143
WEBER, K.J., 1978, op cit., 44

BALL, S., in BALL, S. (ed), 1977, op cit, 8

PAGE, E.D., 'Teacher Comments and Students' Perforance'
Journal of Educ. Psych., 49, 1958, 173-181
(Secondary Source, BALL, S. Ibid, 8)

BALL, S., in BALL, S (ed), Ibid, 8

KELLY, G., (1967), op cit, 353

BALL, S., in BALL, S (ed), 1977, op cit, 10
BRENNAN, W.K., 1979, op cit, 85



29,

f i PIETIG, J., 'Lawrence Kohlberg, John Dewey, and Moral
Education,' Social Education, March 1980, 238-242

78. HANSEN, R.A. 'Anxiety', in BALL, S (ed), 1977, op cit, 107

79. MASLOW, A.H., 'Motivation' and Personality', New York,
Harper, 1954

80. WEBER, K.J., 1978, op cit, 24

81. MEDNICK, S.A., 'Learning,' New Jersey, Prentice-Hall,
1964, 84-86

82. Ibid, Chapter 7
83. LAWTON, D., 1973, op cit, 140

84, TYLER, R.W., 'Basic Principles of Curriculum and
Instruction' Chicago, University of Chicago Press,
1949 (Secondary Source, Lawton, Ibid)

85. LAWTON, D., 1973, op cit, 14

86: EISNER, E.W., 'Instructional and Expressive Educational
Objectives' in POPHAM, W.J. (ed) 'Instructional
Objectives', Chicago, Rand McNally, 1969

87. PRING, R., 1976, op cit, 14
88. S.E.D., 1976 (Curriculum Paper 15), op cit

89, DE LUCA, C, 'Issues in Mixed-Ability Teaching in Secondary
One and Two' Unpublished Seminar Paper, University of
Edinburgh Dept. of Education, 1980

90. PHILIP, G., 'Fight is on to Save Tenement, Edinburgh
Evening News, 1-8-80, 11

91. DUNCAN, N., '"Tardy Tenements of the Mile', Edinburgh
Evening News. 20-6-79, 9

92, THE CITY OF EDINBURGH DISTRICT COUNCIL, 'South Side Local
Plan' Written Statement and Proposals Map., April 1980

93. ROBERTSON, J, 'Brighter than Blight,' Edinburgh Evening
News, 12-10-78, 8

94, FORSYTH, G, 'Turning Over another leaf on South Side)
Edinburgh Evening News, 28-7-80, 5

95. THE CITY OF EDINBURGH DISTRICT COUNCIL PLANNING DEPARTMENT,
'Queensferry Local Plan,' Discussion Paper, 1980

96, LOTHIAN REGION WORKING PARTY OF GEOGRAPHY TEACHERS, Social
Studies Filmstrip for Least Able Pupils, 1976

97, 'NEWS' REPORTER, 'South Side high hope on brink of
despair,' Edinburgh Evening News, 26-6-80, 8

98. S.E.D., 1978, (H.M. Inspectorate's Progress Report), op cit,
para 4.10

99. HARGREAVES, D.H., 1967, op cit, 103-4

100. BRENNAN, W.K., 1979, op cit, 129-30, 140-2

101. S.E.D., 1979, (Feasibility Study), op cit, para 2,14, 2.18
102, McGETTRICK, B.J., 'Assessing the Social Subjects' in

S.E.D. 'Issues in Educational Assessment,' Edinburgh,
H.M.S.0., 1979, 130-5, 141



100.

103. S.E.D., late 1979-early 1980, (Government's Development
Programme) op cit, Annex C.

104. S.E.D., 1978 (H.M. Inspector's Progress Report), op cit,
para 4.4

105. Ibid, para 4.5

106. McGETTRICK, B.J., 1979, op cit, 131
107. WEBER, K.J., 1978, 180-1

108. Ibid, 181

109. SCOTTISH COUNCIL FOR RESEARCH IN EDUCATION, 'Pupils in
Profile', London, Hodder and Stoughton, 1976

110. BRENNAN, W.K., 1979, op cit, 19
111.  Ibid, 76

GENERAL REFERENCES

TOLLEY, H and REYNOLDS, J.B., 'Geography 14-18: a handbook for
school-based curriculum development', Schools Council, London,
Macmillan Education, 1977

SMYTH, J.C., 'Biology and Environmental Education,' Scottish
Association of Geography Teachers, Journal No.9, 1980, 7-15

SKEFFINGTON, A.M., et al 'People and Planning', (Ministry of
Housing and Local Government, Scottish Development Dept.,
Welsh Office), H.M.S5.0., 1969.

S.E.D., 'Moral and Religious Education in Scottish Schools,'
Report of a Committee appointed by the Secy. of State for
Scotland, Edinburgh, H.M.S.0. 1972

BLACK, H., 'Is Assessment a Waste of Time?: Scottish Association
of Geography Teachers, Journal No.9, 1980, 51-54

DE LUCA, C., 'Diagnostic Assessment in the Secondary School,’

c.C.C., News No.5, April, 1980, 3



rgk iH3 - HOYNGNId3
13341S 1 IHEVIN 81
ININ1HYdEA ONINNV'1d

. - TIONNOD 10141S1d
HOHNENIA3 4O0ALID 3HL

00¢ ooz ook 0S S3Y1IWo0
L L 1 i i [ L )

r T L 1 LB L 1
0001 00S 13340

‘03AH3S3Y LHOIHAJOD NMOHD "3D1440 AHINOILYLS S.ALSICYW H3H JO H3ITTOHLINOD 3HL
40 NOISSIWH3d 3IHL HLIM dYW JTVDS. 0052/t AJAHNS 3IONVNAHO 3HL NOdN 4a3svs

€62'GL2'ESC'9vevee 'eee ST SHAdVHOVHVd
NI Q3NI43a 34V Y34V NV1d 1¥D01 3TM0HM 3IHL OL ATlddV¥ HOIHM S312170d

‘[1ounoy |euocibay

ueiyjoq Ag syied ieo se juswdojsaap 1o} papienbBajes pueq MHYd dVYD
‘paijiuiad juswdojsasp oN 30VdS N3O

‘pauljap SEaJE UIYIM paulejuod aq o} sasodind asayj Joj
juswdojanaq ‘juawusijqe}sa |euocljedanpa/aiqnd itolew jo ealy SNOILNLILSNI
, ‘Paulelal 2q 0) sasiweid [00ydS Kiepuodss Bui}sixg NOILYONa3

"juawdojaaapal uo sasn ajelidoidde sy} aie
Buisnoyalem pue Ki1I1SNpul yolym ul sease |eliisnpur Ajuey AHLSNANI

‘juswdo|anapal uo sasn ajeudosdde
ay) ale Buisnoy pue sadijjo‘sdoys ysiym ul Bale |BI212WWOY S3sn ag3axiw

‘Riysnpui jybB) pue sdoys'‘'sadialas

21)gnd 12yjo pue |e1d0s‘Buisnoy apnjoul juawdo|aAspal uo S3sn I1911LvdN0D
sasn sjeudoiddy 'paule}al ag 0} isjoeieyd [euapisal Bunsix3y pue HNISNOH

Aaged jo Asewwng AioBajen

LINJIW3ILVLIS NILLIHM 3HL NI @a3Tivi3a sv
SYIHY ADITOd TOHLNOD LN3IWdO13IAIA OL H3I43IH HNIMOTI04 3IHL

AHVANNOSG ADITOd eeceeeeee

SV3IHY 3HOD NOILVAHISNOD L“

AHYANNOg8 V3IHV NOILVAH3ISNOD O O O

AHVANNOY NV1d 7TVOO1

211s juawdojanap AjisiaAiun 922
uoISuUdlXd i @

pasodoid - Aieiqi] |euolieN S
|esodosd juawalels Jjagunp

uanuMm 0l 3y ue|d

- = -

(sieah QL-9)s|esodoid 8seyd puooesi :

042 19T 99T 59¢ £92 192 092 657
o AN\ g
= i, /?;/\ e L T !

| ‘ oM :,a_ul:a::tu:s_. I T | me 1 ; r‘ 5:,_, T l;_,_ -
- | ] 1 Kty sxmeng 17

S *
TR

o
=i
|
nop
FLItCS]

= |
[DEE== ?
P has i s

=5

e
pEal wiEy
AT T
- (-
-

jied pooskjoH

© =) ©
B
o
(-]
-
B
- =
L4 =
o
=
=
=
= -
i e -
\ oh o
£ L]
i
ra
yaed poolk|oH
-
L=
s

hiameag Havd ﬁ? s

z

L

i g o
N f & # AN . \ )
NIS ﬂoﬁﬁﬂf /_/."/,’ -t .-- WA e 5 M -
& t ‘.\'\, % . "’.. 2l b l . gl 31 \ i
A 7, e e Suipurg  Bupuisg i
& 3 TN " el ".' o

4 Y
=
‘G/wlu\wlmq:g,_ :

ok 11T MO

LEN]

0000000

BT L | AL

,

A

SUMMERHALL

ussan) Tuijuag

71 E

framisy AL

hmay Ui

’ A
A o
o

3

e Bl

18

TN N T

~oons

»SROILALILS

-
L]
L]
FE
& £
-
-
o P s
o LT
., 2
(] ——
- ..‘_.'1

0D YajeI

W2

e

MILLBANK TERBACE

. - PRCLErS
Iowe TTHIAHITIIN P L

B

punalitg

| (stiaaeni

= \ i o) hresqny o
\ : R B ==

®
30
Tvngg  aou®

{IimarurL'



@

AN o\

j o k12 85T

95¢ (174

T BRI e i .

sy ey |
wagay \ \}

INId3
/N 8L )
\V 1d el ¢ Y
1Sid T

1 l M | | 2

AVOH kv waaNTUEw, 2
(Fursamtua) - ; - T
oM 33ulayaey a5 |

NE TERR ACE

A
JHL 6 il
' g1 Si[E
5 4 & 85351
—— o i o
IHLINO & ;‘:3‘&)5 HoigaMd 153 g "
b £ > e
! 3 o |2
13340 3 Bz~
[ <
| L i
10D 3HL —E] =
HEL ATUATIN = ) N v a7
n a3asvs ; __ " B0 B A SN _ £ :j T G —
W e 1 & ’ S S s L # o o AT == = 2k s 2 ; ~ S - - WS o “II ¥ L ]
¥ . | SRR b ¥ A 3 y A 5 ) i g ) 1 5 % i ? Ll et R i B e % B Lk S - Finy oo q_{:
VAR o TR o e By W - N e 24 (i35 = = : e R L e L e Bk, e T Ao
- | T % - ! - Lo = . = o aF S
- t}‘umolmf '. e e I
ML R @\ - ¢ i -
o SR A g - I 2 ;] 1 - o e s
asn 2 e M T NN —alayop dumupmiap Y, |1 7 ) i N ey
[ et RS \ \/ (o) oy |} ; ﬂ I 5
1 E——« \\I § /|
; \ Fl . e
=
wsas Jaymog / - ——
ke <
2l
v @
'_"..?__ g
e % .
. YUV d MOGVIN LSV .
- fhamiy sy ? = “
g " e o At MOPEILY 1EIAL
..... _,'_ = \'\ i =
iiEsuney iy s { ¥ =
¢ r ( 1 =ifl@ = & L
~rd ol i -_ A" LSNANI :
L ‘o 3 r] 3
L P, ‘x,\ \\R CERY ;-
. b . '\\._\ \‘\\_ _-.muwu-w"""‘“'“mmr" i i o
B ~ . 8 J J
o ‘\\ \\ I;__"-H_W_‘fm)l. |
- el / B g o ‘
e o W | T :
PRI wiey : :
e &
T 3 - ¢
/HOVHYd e ANV it :
53101104 B e ke
ZE T n‘s"”one |.1'H:-r.nb; ;:.__ irf =,
»*SNOILALILSNI
d "VYD v .\ —
N3dO - e
5 R ] pooak|o
LILSNI ) 8 1ied H
. -
vona3 =
_SNANI -
-
Q3axin ; e
e =
Ty -
Y =
i . J,D s

ISNOH " ;&w / : A % < ¥
g iy i

id SY
i JHL

adajj03 53|
s uosEs #md

.ﬁJ\’-d poouhjoH .

{50 20
i ', Yunggy siepplug
e T

Hd

e
i

aquiny
uejd o

-

EE,




738

\ Q Sl T B & -
Piaping Fiekd \i y i o ‘

Bewling Green

ol

", Mora House\ -
. College of \
" Education

737

i

1
e
L Sherii | S
. | Court House |
1
Plan

4 \

Moray House .
College of Education

_(/C"A_NONGATE : /*-.
I
it R

‘-m/

LA

= el

A STREET

(s]
et ) =

A [y B

A JL M TR x =3I

AT B

W = i, = b

W27 e A \
= - \

735

| High Court of Justictary
& Court of Session

Aal QLD L \
i T i
= 'T CIWN Pub‘l:mr[:ryif.

‘-)»"""r | Ly X

L
% Gregiars Hosel
CE S B T

Y
A\ i
e

734

T :
'E_ j [Combiedrin

T Ledge

J

DUMB ey,

Seéesss,

\ Old College A
i University of Edinburgh

733

B
£+ Greyihrs chirch: L
. rql'r‘tdﬂ e =

T

Holyrood Park

S v

¥
(22417 s

s

732

s

Car Park

A T R

" brown sTREET®

_ .-- —-§

._.J" .
—Dan:onu Hespital
|I.'.‘vNS

ST e,
. | O
1 O
™y

731

LER R KN RN

S >| ; b g e l...l_. l.n,‘m L -'
g & J_I_._—j_r ¥
1B o i !
He e [ &1 -
g W ’\{W Elie = @ THE Fi
o - earge Y Tk rameh s | : ‘
~ vaane R AS DE
. e N B £
L e G‘aﬂoi SQUA Ry - A r\il i} -
" -, 7 Q." - — =
ol [tr e/ ; COMPA’
by L [Carnegie Court = a ' &y
W aries Clark 5 = 2 L
Syl T e School R
8 TR "SPACE A a S MIXED
= £ i) - ;
i =

- R -' INDUST

@ EDUCAT

R £ INSTITL
Holyrood Park

729 il _ & i L (2!

(Y

‘a : - OPEN
CAR P/

s i o I Y e s
NSO TIN S e POLICIES
el WS PARAGRAI
728 3 :
: . Kaim Head



Mora

ool

A E R R RN R RN AN RN NN ]

PR .:‘ Gy

\ ~ Did College
T University of Edinburgh

dgﬁr’m

4. College of
LN, Education L

College of Education

Playing Fiela \:
A

Moray House

Jeli—
: & 1

e
.
sromd

. =

4}:\.\. -\ ;"I{ LERRY . =

sROwN STREET®®®

e :

: :-E&g IT_-T I :;'g"" Hospital
OFFANCA TURD

corge Watson's
Fl-ldia College

e
gAST CROSSCAUSEW

»

5

I. -qn N
JET USES G T\ |

il Ed -
AR T e e
%\’f SN T T
’\1\\7 - '_‘..ahdgp-\‘“"_ Sy

A
3

ames Clark
Schoal i

L1

Holyreood Park

=]

G B e
i MEEn ORIV E

The CITY of EDINBURGH DISTRICT COUNCIL
SOUTH SIDE LOCAL PLAN

PROPOSALS MAP

LEGEND

Plan Retf. to Written

Statement

2.2.4,

2.2.4,

2.8.2,

2.7.6.

2.6.2.

2.7.6.

2.7.6,

2.7.6,

2.4.5.

2.4.5,

PROOOEOO®O®EOI

2.9.4,

First Phase Proposals (1-5 years)

Proposal

Housing development/ rehabilitation

Private housing redevelopment
anticipated during plan period
Housing development and
community centre

Dental hospital and school

Primary school

University of Edinburgh- sports hall
Institute of Occupational Medicine -
extension

Royal College of Surgeons of
Edinburgh —redevelopment/rehabilitation

Road widening and improvement of
junction

Car park @ Cycle route

Public square-access to pedestrians
and cyclists only

| i Second Phase Proposals (6 -10 years)

- -
Plan Ref. to Written

Number Statement

2.7.2

276

® 6

Proposal

National Library - proposed
extension

University development site

LOCAL PLAN BOUNDARY

O O O CONSERVATION AREA BOUNDARY

|

E

- CONSERVATION CORE AREAS

sesesecss POLICY BOUNDARY

THE FOLLOWING REFER TO DEVELOPMENT CONTROL POLICY AREAS
AS DETAILED IN THE WRITTEN STATEMENT

Category

HOUSING and
COMPATIBLE USES

MIXED USES

INDUSTRY

EDUCATION
INSTITUTIONS

OPEN SPACE
CAR PARK

Summary of Policy

Existing residential character to be retained. Appropriate uses
on redevelopment include housing, social and other public
services,shops and light industry.

Commercial area in which shops,offices and housing are the
appropriate uses on redevelopment,

Mainly industrial areas in which industry and warehousing
are the appropriate uses on redevelopment.

Existing secondary school premises to be retained.’

Area of major public /educational establisnment.Development
for these purposes to be contained within areas defined.

No development permitted.

Land safeguarded for development as car parks by Lothian
Regional Council.

POLICIES WHICH APPLY TO THE WHOLE LOCAL PLAN AREA ARE DEFINED IN
PARAGRAPHS 2.1.5, 2.2.3,2.3.4,24.6,2.5.3,2.7.5,29 3




