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ABSTRACT

The Teaching of Higstory and Slow Learning Pupils aged 11-14

Mrs. Irene Wilson

This thesis is concerned with history and slow learning
pupils in the first three years of secondary education. It
can be seen as comprising three separate but inter-related
elements and begins (Chapter 1) with a review of the litera-
ture and research findings relating to the teaching of slow
learners as well as to the factors concerning historical
thinking. This first element then proceeds to discuss the
problem of definition of these pupils, since this is subject
to wide interpretation and therefore needs consideration

(Chapter 2).

The second major aspect (Chapter 3) revolves around the
questionnaires distributed to the Heads of History Departments
of eighty-three secondary schools. The thirty-three returns
from this, dealing with the provision, potential and problems
that the slow learning child encounters in learning history,

are then subjected to detailed analysis.

The ‘third element comprises two components (Chapters 4
and 5). The first is the experimental/empirical work, i.e.
the administration of a series. of tests to less able pupils
in a Durham . comprehensive school, These tests include items
dealing with sequencing, vocabulary, use of evidence, number
order and handling historical objects. Finally, the thesis
concludes by putting forward a recommended syllabus which
adopté a practical‘skillé—based approach for teaching history
to slow learning pupils in years one to three at secondary
séhbol’level;"This in turn is subjected to final considera-

tion and critical analysis.
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INTRODUCTION

This research was initiated by the observation that
for practising teachers there éppeared to be little know-
ledge, practical advice or detailed research into the
problem of the less able pupil and history. When faced
with teaching history to these pupils, many problems and
questions began to emerge, yet there appear to be few

documented answers.

If we subscribe to the views of Her Majesty's Inspec-
toratel that a child can be helped to gain a greater
awareness of the present from looking at events which have
occurred in the past, then it follows that the study of
history is important to all children, regardless of ability.
Yet the argumeﬁt against teaching the subject to less able
pupils, because of its high level skills, concepts and
literacy, -has been put forward by some historians.2 Several
teachers who completed the questionnaire (Chapter 3) also
see history as irrelevant or a waste of time for these pupils
and have preferred to concentrate on teaching basic skills

in isolation.

This reseérch, however, also shows many examples of
the success that less able pupils are capable of achieving,
for instance, an awareness of the past, of benefitting fron,
and above all, enjoying history. 1In considering the problems
of teaching history to these pupils, and there are many, it
is nevertheleés vital not to underestimate the potential of

both the subject.and of the pupils themselves.




The author has had six years' direct personal exper-
ience of teaching history to less able pupils, and these
will éerve (as outlined in Chapters 4 and 5), to substan-
tiate the above issues. For instance, in answer to the
question, "What is history?", two second year less able

children replied:

"The learning about the past and understanding
people.”
(Vicki - 13 years 4 months)

"History is about finding out about difrent
ages of lifes." (sic)

(Mandy - 13 years)

These examples are not unique, and while there can be
great difficulties with the combination of history and less
able, nevertheless, the thesis reflects an element of
optimism some teachers feel towards the subject, which they

think can be used as an aid to the personal development of

their pupils.

1 Department of Education and Science, "History in the
Primary and Secondary Years", Her Majesty's Stationery
Office, (1985).

2 V. McIver (ed.), "Teaching history to slow learning
children in secondary schools", D.,E.S. Northern Ireland,

(1982).
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HISTORY AND THE SLOW LEARNER - THE LI

(a) Review of the literature

Uantil the vpast five years material concerning slow

learners and the teaching of history has, as Evelyn Cowie
, r i s r 1 .

observed, been 'thin on the ground'. Her remark is un-
doubtedly true butil, within the past few years however, an
inereasing amount of material has in fact been published.
The following is intended as a survey of information anc
publications incorporating aspects of teaching history to

the slow learning child.

One of the most interesting publications has been
written by G.F. Gold2 of the History Department of
Jordanhill College, Glasgow. His remit was to prepare a
bibliography on the subject, identifying some specific
learning difficulties likely to be sncountered by slow
learning pupils, but more specifically to prepare a con-
tribution for the pre-service courses for graduates training
as history teachers. The result of his work is a compre-

hensive balance between the theory and practice of teaching

history to pupils with learning difficulties.

A booklet edited by V. McIver3 is also a comprehensive
compilation of work relating to the teaching of history to
slow learners, this time in Irish schools. It not only
identifies the problems but gives practical advice fron
practising teachers and is concerned with approaches to the

less able and various teaching methods which can bs used.




The various universities, individuals and schools
contacted during this research have produced some inform-
ation on the subject. However, the impression gained in
Zngland at least, is that there has been no systematic
research previously carried out. As X. Hodgkinson

comments:

"Tt looks as thougk you have put your finger
on a very sensitive spot in the area of history
teaching., Hy own limited experience confirms

your unease about the extent of research, of

thinking, or even of appropriate teaching" .4

His pamphlet on the subject, however, is one of the few
publications of its kind and in its small number of pages
covers many valid points, from the characteristics of the

~

. . 5
slow learner to construction of a syllabus.

Another source of information on the subject was the
Report of the Higstorical Association Conference in 1978
which was attended by some thirty branch members, who
raised the gquestion of the development of historical skills
in less able pupils. This appeared to highlight three
major problemg: language; the problem of thinking and con-
ceptual levels, and finally, motivation. One suggested
solution was to build on the knowledge of things and people
that the less able possessed. Another suggestion was the
use of oral techniques and the part that oral evidence

£
could play in teaching history to the less able.’

L.0. Vard remarks that few historians have the know-
ledge or experience of slow learners to enable them to

analyse what might help these children in history. One

basic problem he comments upon is the almost total lack of
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separate consideration of the part that history can play

.

in the education of the less able.

A.H. Frerichs adds that the complaint agaiﬁst history
is/not with the discipline itself, but the way it is taught
and written for slow learning children. This comment tends
to be reinforced by some of the answers contained in the
guestionnaires received during the course of this research,
when some practising teachers suggested that it is the
methods which are important in teaching history to the less
able, not necessarily the content. Frerichs advises the
'contemporizing'! of history so that pupils can learn about
the past through the present, and perhaps be helped to
reach an understanding of contemporary problems and their

origins.

John Hull9 remarks that recent thinking about teaching
history to secondary pupils has stressed not only that
history should offer something to 211 pupils but that it
is especially valuable to the adolescent in his or her
development. He also refers to the Report of Her Majesty's
Ingspectorate which stresses the skills a pupil should have
mastered through the curriculum. For example, helping the
pupil to set down clearly what he wants to express; to
write simple descriptive reports; to help his capacity for
reasoning and judgement. To help to increase the child's
ability to recognize guestions and to formulate answers,
and particularly history's special stress on the nature of
evidence and the danger of bias, will help to prepare all
T

pupils for the outside world, he very important suggestion




made by the Inspectorate is that all children, regardless
of ability, need to have contact with differing 'areas of

. y 10
experience',

M.D. Wilson refers to the problem slow learners
encounter in their failure to master the use of language,
and therefore communication. This has extremely serious
implications in the teaching of history which relies to a
great extent on the skills of reading and writing. He
suggests various methods which can be used to help the
slow learner to acquire greater mastery of reading and
writing skills, for example, using a few key concepts to
provide the core of a story or narrative. The repetition
of key words, and the text linked to visual stimuli if
possible, will also assist in acguiring literary skills.
Discussion and definition of difficult or unfamiliar words
or concepts in the passage with the pupils as the work
progresses will obviously lead to greater understanding by

the children, particularly if it is reinforced.11

In a later article M.D. Wilson remarked that the way

ahead in the teaching of history to the less able involves:

"(a) serious consideration and greater under-
standing of attitudes, interests and motivation

of slow learners. A greater knowledge of subject
teachers of the causes and nature of specific
learning difficultiess the planning of aims and
specific lesson objectives which take into account
individual learning problems; greater liaison and
shared expertise between the remedial and subject
departments ... the publication of suitable cur-
ricular materials which are able to translate

the benefits of the New History (using the skills/
evidence approach) into the language that slow
learners can understand."12




J.E. Hagerty and M. Hill contribute to the debate by
describing some work carried out at Eastfield Secondary

School, Brighouse. They remark that:

"A history teacher shculd concentrate on the
child absorbing information or practising a
skill easily and with enjoyment,"13

The main resources they used with their pupils were work-
sheets in which simplicity of layout and language is
essential, linked to these were information sheets. The
synchrofax or 'talking page' has also proved effective
with the less able, and the language master can also be
used with a set of language cards to accompany worksheets,
information sheets and synchrofax sheeits. Pictures, photo-
graphs and other visual aids such as crosswords, jigsaws
and cartoons also help to promote interest, motivation,
concentration and assist learning with the less able in

history.

An article by Xen Bore of Xelvin Hall Senior High
School, Hull also makes some interesting points. For
instance, the fact that while a child may experience dif-
ficulty and have been labelled via tests in mathematics
and English as 'slow learning', he or she may not auto-
matically experience difficulty in history. One cuestion
specifically mentioned in the article was: "How does the
teacher establish what pupils of 'below average attainment!
want and need"? Various classroom strategies were put
forward to make history more purposeful than time-filling.
For example, the oral tradition - the use of the oral

transmission of learning as well as the use of autobiography



and fiection. Much of human history, myths and folklore,
then novels and television 'soap operas' have expressed

Py

the attitudes and ethics of the society in which they

live.lé

Roy Hallam, writing from York, explained that he had
worked with a group of ten to eleven year old boys with
very low reading ages in the summer of 1983. He used
L. Holt's book 'Robin Hood' as a historical source. He
remarked that the boys seemed to derive great benefit
from making and enacting a play on Robin Hood - social,
personal and expressive, but he was undecided about cog-
nitive results. One boy apparently had adeguate concepts

of 'monk'!, 'knight'! and 'abbey' at the end of the series

of lessons, but the others were not too certain in an

interview situation. Hs asked the gquestion - "Is this
the way forward - that is history as a means of expression
15

- but until what age?"

The Schools Council advised in January 1983 that
while a few projects have been revised to include the
teaching of slow learning pupils, for example packs one
and two of the Cambridge School Classics Course, however,

there is no Council History project specifically devised

15

to take into account ths slow lsarner as yet.

o™

. C. . a . . . 17

M. Roberts, in an article in "Special Zducation™” ’
discusses the value of teaching in a school for the educ-
ationally subnormal. A teacher has to remember, he argues,

that dates and long periods of time may be hard for slow

learning children to understand. The teacher should aim



for simplicity, concreteness and where possible, personal
involvement. Mr. Roberts also extols the merits of using
local history with lesg =2ble pupils. His final remarks

are extremely pertinent to the question of the less able

and history:

"Obviously history is not the easiest subject to
teach slow learnerss but ways of teaching it must
be found, for a child who has not been given the
awareness of the past has been robbed of a whole
dimension of consciousness and to that extent can
hardly be said to have received an education."l8

flany of the problems faced by teachers who have taught
history to younger more able children could perhaps be
applisd to the slow learning child in the secondary school.
The fact that their basic reading and writing skills are
not developed perhaps, or that in Plagetian terms they are
still at the 'concrete operations' stage and thus unable
to appreciate such an abstract concept as time for instance,
makes compari;on between the older slow learning child and
the able younger child an interesting possibility. Joan
Blyth's experiment with six year old pupils for instance,
regarding their awareness of the past, produced some
interesting results. She found that children of six are
quite capable of beginning to understand some appropriate
concepts and also practise skills needed for understanding
the past if suitable teaching technigues and eguipment are
used and they are taught over a long period. The phrase
"'suitable teaching techniques' has been reinforced by sonme
of the teachers who completed the questionnaire regarding
the approaches to teaching history to the slow learning

child. Perhaps there are lessons to be learnt here when
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dealing with the less able pupil whose reading age is often

not much greater than the children in J. Blyth's work.19

Dr. J. West'szo work with 7-13 year old children agreed
with that of J. Blyth in that he found that it is possible
for children to develop a sense of time throughout their
primary school yeafs. However, as Dr. West observes, if it
is not encouraged and practised the time-sense may bevlost

by the age of thirteen years. He also remarks that:

"It has become evident that some illiterate
children can certainly recognise and sequence
pictorial items. which they are incapable of
describing in the essential words, certainly

not in writing. It may be that many of these
children have well-formed mental 'pictures' of
Romans, Christ and Crucifixion, 'long ago' before
they can begin to explain or express these pic-
tures in words ... more, some of these children
are capable unerringly, of placing a Crucifixion
.picture or symbol in its correct time-place in a
sequence of other pictures."?1

Regsearch is needed therefore to illuminate whether or not a
slow learning child can recognize 'time' in a historical con- -
text. Chapter 4 contains an analysis of some tests given to

the less able to ascertain their awareness of the past.

(b) Review-of published materials used to teach history to

slow learning pupils

Text books and materials which can be used with slow
learning pupils are many and varied. Most teachers who
have written about history and the less able, however, have
also commented upon a lack of suitable text books. As most
of the children receiving remedial help do not take formal
examinations which correspond in content to their more able

peers, this inevitably leads to lack of set texts being
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ugsed, particularly in years one to three at secondary school,
congequently this should mean that a greater variety of
approaches and texts can be utilized when teaching history.
The most basic comment from teachers however, is that the
text books which are used usually have to be adapted for the

abilities of the children designated as remedial.

After over five years teaching these children person-
ally, little reliance is placed upon basic texts. The books
or materials have to be adapted to fit the needs and abilities
of the children, and for ny own part, worksheets have been
prepared for years 1-3 using an adapted form of text. The
greatest incentive these pupils have to look at a book is
often the illustrations, since many slow learning children
experience frustration when they look at written material -
any written material - history is no exception. If the
written word, however, is presented in a form they can
readily understand and yet is suitable for their age group,
which usually means a fairly short interesting text and
relevant illustrative material, then the pupil will try to
read on; if not, the book may be closed and another oppor-
tunity to enhance the child's communicative skills has been

lost.

Every teacher of slow learning pupils has his or her
own favourite texts in history. The following therefore is
a sample of those available and which 1n some instances,
have proved, with adjustments, to have motivated the pupils
to 'read on'. An asterisk denotes books or materials per-

sonally used which have proved effective by the fact that
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the slow learning pupils who have read them have been motiv-

ated to continue doing so.

1. Edward Arnold (1983)

'Remedial Books'., Action History

i. A Picture Strip Approackh

Visual presentation of serious historical materials.

Secondary pupils of below average reading ages.

a) The Peasants' Revolt by M. Crowther & R. Schofield
b) The Norman Conquest by N. Crowther & I. Carstairs

c) The Red Indian Wars by N. Crowther & P. Page

ii.  Who? What? Why? P. Page

Structured Picture Questions in British History. A
series of 'remedial' history books designed for less
able pupils in middle school or first three years in
secondary. Detailed large drawings, maps, diagranms,
background information and guestions related to or
drawn from the topic materials. Topic organised
chronologically, thematic links of: defensive build-
ings, battles, transport, work/industry, religion,

buildings, social and vpolitical events.

a) Book 1 560 A.D. - 1485
b) Book 2 1536 - 1805
c) Book 3 1815 - to the present time

d) Book 4 Scottish History

iii. History Action Pack - Chris Jordan & Tim Wood (1984)

Activity-based material on selected key topics for

pupils of mixed ability in the 11-14 age range. Ten



iv.
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AL 16 page booklets (plus teacher's notes) also each
booklet contains a central activity, for example,
role-play or simulation exercises in medieval medi-
cine and pupils are asked to play the roles of
medieval doctors or patients seeking cures. The
activity is accompanied by back-up text, photographs,
contemporary illustrations, simple evidence and

structured exercises. The titles are:

a) The Vikings

b) Medieval Medicine
¢) The Black Death

d) The Spanish Armada
e) Voyage of Discovery
f) The Roman Empire

Medieval Life and Death

o
~—

=
~

Slavery

Databank David Crystal & John L. Foster (1984)

Bach book contains a core of essential facts. 3ZEach
book is highly illustrated and carefully structured
for children with reading and learning difficulties.

Seventeen titles including:

a) Castles

b) Monasteries

c) Ancient Egyptians
d) Roads

e) Canala

f) Newspapers




vi.
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Playback. (History Roleplays) Tim Wood (1984)
(11-1% age range

Contains five roleplay units intended to give
pupils an understanding of facts and human behav-
iour by using a skills-based approach. Developin
such skills as empathy; enquiry; correlation;
ordering and assessment of data and decision making.
The roleplays focus on key social and econonic
issues of the 18th and 19th centuries such as the
Luddites; crime and punishment/prison reform and
public health. Each unit takes the form of an
investigation in which the pupils act as either
witnesses or investigators. There are also exercises

graded in difficulty for use as follow-up work.

In Search of History  John Aylett (1984)

Series divided chronologically into five books,
using a topic-based approach., ZEach book is designed
to provide sufficient material for a complete year's
work. The books are a blsnd of social and political
history with simple and lively text. Extensive use
is made of illustrations, contemporary pictures,
diagrams and cartoons. There are also self-contained
evidence sections, using simple written and visual
evidence, accompanied by graded questions aimed at
testing and developing such skills as deduction,
decision;making and imaginative skills. There are
also suggestions for homework, three sets of revision

exercises in each book with include word games and
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crosswords. There is also a timechart in the form of

a game inside the back cover. Titles include:

Hy

a) In Search of History - Early Times - 1066
b) In Search of History - 1066 - 1485
c) In Search of History - 1714 - 1900

d) In Search of History - The Twentieth Century

Topics in Medieval History (ed.) David J. Hall (1984)

These cover topics for children aged 11-13 years.

Titles include:

a) Villages and Farming Marilyn Chappell
b) Towns and Traders Gillian Day

c) People and Places Gillian Day

d) Knights and Castles David J. Hall

e) Monks and Monasteries David J. Hall

Involvement in. History (ed.) David Birt (1984)

Uses the techniques of the 'New History' with the
accent upon pupil activity covering the main social

and political factors of the period:

a) The Middle Ages I 1066-1154 R. Acland & D. Birt
b) The Middle Ages II 1066-1154 R. Acland & D, Birt
c) The Middle Ages III 1066-1154 R. Acland & D. Birt
d) The Tudors R. Acland, D, Birt and J. Nichol

e) Restoration and Regency (ed.) David J. Hall

f) Society Gillian Day

g) HMen and Medicine C. &M, Chappele

h) Soldiers/Sailors and Zxplorers Dr. J. Hall
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The Story of Medicine . D.W. Sylvester (1984)

Useful for project work in history and gives a very
straightforward account of medical development and

the eradication of disease.

History Crosswords from Earliest Times to the Tudors

Bill Buckley (1984)
This book of puzzles should provide a highly motiv-

ating supplement to history teaching.

Batgsford (London) (1984)

Living Through History Series

Tach 'Living Through History' book builds a living
picture of a historical period by placing together
the stories of some fifteen people with differing

experiences of and reactions to their time.

a) The Great War Richard Tames

b) Victorian London Richard Tames

Basil Blackwell (1984)
Living in the Past Series (ed.) H. Middleton

A new series which shows how to use historical

evidence ~ reading for meaning - understanding of
clues - pictures and illustrations. Questions asked

- pupils have to think for themselves. The books
are designed with the less able in mind: the reading/
conceptual levels kept low, however without being

too simplistic. The topics are clearly presentsd in
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colour, large format, double page spread. Care is

taken with typeface and spacing to aid reading.

a) Britons and Romans

b) The Dark Ages

c) The Middle Ages

d) Tudor Times

e) Stuarts and Georgians

£f) The Viectorians

Blackie Remedial (1984)

\J

The Story of Life Gordon Pemberton & M. Pollard

Six books fully illustrated present an evolutionary
history of the earth, merging into a social history
of Britain. The books covsr most known eras and

episodes, lives of ordinary people, families, tribes

and communizties.

a) Book 1 In the Beginning

b) Book 2 From Ape to Iron Age

¢) Book 3 Ancient Britain, Roman Britain, Park Ages
d) Book 4 Castles and Crusaders

e) Book 5 Trades and Travellers

noires and Ideas

]

)

o

t:

£) Book

A, & C., Black (19832)

Looking at History . R.J. Unstead

Books 1 - 4 covering the period from the Caveman 1o

~

Queen Victoria. Book 5 'Tyentieth Century'. The

(1)

lagrams are very good and the text 1s easily under-

stood by the child lacking in reading skills.
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ii, Buildings as: History (Market Towas) (1984)

Eleanor Allen Series for children in the 9-13 age
range. The book shows how to look for information

about the past in the buildings around us.

iii. History Explorers . David Woodlander & Judith Brown

(1984)

FTach book aims to develop the historical skills of
young children, using photographs and drawings and
archive material to look at the historical evidence

around then.

a) Castles
b) Churches

¢) Canals

5. Granada Publishing :
1, Granada. Guides - mini-encyclopedias suitabdle for

gslow learning children - pilctorially attractive.

a) Dinosaurs
b) Ancient Egypt
¢) Ancient Greece

d) Ancient Rome

7 Hamlyn Publishing - (1983)

i. History Eye-Witness Series

Combination of well written text and a large predom-

inance of illustrations.
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a) Explorers by N¥eil Grant
b) Inventors by N¥orman HWymer
¢) Soldiers by Dr. Michael Blanch

d) 1,000 Great Lives by Plantagenet Somerset Fry

ii. The Hamlyn Zncyclopedia 'Prehistoric Animals' (198%)

Ideal as a reference gsource for the less able,

iii, Prehistoric Life on Barth Borivoj Zaruba (1984%)
8. Rupert Hart-Davis
i, * Life Then - Norman Times Jeanette B. Coltham &

William H. Wright (1971)
The series 'Norman Times' is divided into a number
of small booklets which are highly informative as
well as pictorially attractive. Some of the text
tends to be difficult for the less able, but in the

main they can be used by years 1-3.

a) Homes
b) Meals
c) Tools and Weapons

d) Clothes

9. William Heinemann Ltd.
i. * An Illustrated History of Transport Anthony Ridley
(1983)
(Over 150 photographs in the text).
ii, A Hundred Years of Change (The Industrial Revolution)

J. Robverts (1984)

Although supposedly for pupils of 14-16 years, it is
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ive.

vi.
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aimed at pupils with a much lower reading age to
'vigsualize what 1ife was like'!., It is easy to read,
difficult words are kept to a minimum. The book is
clearly set out with a wide range of 1llustrazions.
Contains comparisons today - during and prior to the
Industrial Revolution - working at home, making

cloth, power, iron, coal, roads, canals and railways.

. . . , ,
Ships Clive Booth (198%)
The history of ships specially written for pupils up

to 16 years with reading difficulties. Exercises

contained in the text.

9

War at Home - War in Europe -~ War in the F

Fiona Reynoldson (1980)

ar Bast

For pupils aged 14-1%6 years with reading ages of 8-9
years. Historical material simple to read. Contain-

ing questions, exercises and crosswords.

Lower level History Broadsheets (pub. 1980)

Contained in self-fastening plestic bags.

a) Discovery and Exploration by John Ray

b) The Vikings by Alan Steel

History Topic Series John Ray (1969)

a) A History of the Railways

b) A History of 3British Transport 1700 to the present

Aulton Publications

Britain's Heritage Books Philip Larkin (1959)

Can be used for revision by the less able. The
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diagrams are useful for this purpose (particularly
Book 3 concerning the Induétrial Revolution)., Dia-
gram (a) overleaf shows the Medieval Town - the
drawing has plenty of activity and can be used as
part of an oral lesson to introduce or reinforce
the town topic. Many points are raised here: over-
crowding, standards of hyglene, shops, clothing,
construction of buildings, disposal of waste! All

these can be compared with today.

Holmes McDougall
o]

Higtory Resource Masters I.R. WYorsnop (1984)

History Modelmasters . Anne Dean

Pressure-Fax Spirit Masters (good for homework).
Good for learning difficulties, i.e. non-return of

Fal

books and materials; lack of home support. Chrono-
logical and thematic., Illustrations to colour-in;

models to make; projects to develop.

a) Barly Man (Reading Age 8-9%)
b) Knights and Castles (R.A. 8-9%)
¢) Life in the Middle Ages (R.A., 95-11)

d) Exploration and Discovery (R.A. 93-11)

Living History R. Mitchell & G. Middleton (1984)

Suitable for years 1 and 2 at secondary level.

Hutchinson Educational (1984)

Flashback 1 and 2 Series Rene Cochlin

Useful for 'general' work - simple text, well illus-
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trated with cartoons, language level and introduction

of concepts carefully controlled, pupil activities

throughout.
a) Book 1 - From Earliest Times to the Normans
b) Book 2 ~ From the ¥ormang to Qusen Elizabeth

¢ Jackdaw Publications

Jackdaws
Wallets containing copies of photographs; primary
evidence and explanation of various patches of hist-

ory, for instance:

a) Domesday Book
b) 10546
¢) The Armada

d) Richard III

The various documents contained in these xits can be
adapted for use by the less able. HMany of the illus-
trations are particularly good. Richard III for
instance, his portrait can be studied and questions
asked, also comparisons made between today's fasghions.
His signature can be copied and compared with their
own; posters can be made of the time he lived and the
documents can be adapted for use with the less able

at a very simple level. TFor example, the transcript
of exhibit number 4 (extract from the Act of Parliament
Rolls for Richard III). The nature and meaning of the
extraét’can be discussed with the children, also the

fact that the spelling was fairly free and tended to
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follow the pronunciation of words (not dissimilar to
some of their own attempts at literacy). Extracts

from the text can be broken up and the children can
copy the original and then do their own translation

sl
T

underneath (obviously with much assistance from the

teacher). This helps them to concentrate upon each

word in the text and its meaning, e.g.

'... over this amonges other things more
fpecially wee confider, howe that, the
tyme of the Reigne of Eyng Edward the
ITITth late deceffed ...!

The children could:
l. Copy the above and underneath put in the

spelling we would use today.

nN

Answer questions relating to the text:

(a) Which king is mentioned in the text?

(b) Was he alive or dead? How do we know?

The depth of the study depends upon pupil interest

and the teaching time available for the topic.

The Middle Ages . R.J. Cootes (1972)

Although the text is difficult for the less able,
nevertheless certain sections can be adapted (partic—
ularly using the diagrams), e.g. Open field farming;

the life o

H

a peasant in the Middle Ages; the nurder
of Thomas Becket and dress in the Middle Ages. The
book is pictorially excellent as the following copies

from the text show. Diagram (b) is a thirteenth

o

f

century drawing of the murder of Thomas Becket -









ii.

iii.

28

dramatic and yet simple enough for the children to
follow. Diagram (¢) shows the three field system of
farming; again, simple design, to the point and easy
to copy. The text of the bhook tends to be difficult
however, as (d) confirms - the guarrel with Becket is
written in small print, using dialogue which a child
of low literate ability would find extremely hard to
follow. Great use can be made of the diagrams however,

which can be integrated using a specially prepared

text.

a4
]

istory in Focus Series . G. Middleton (1984)

Chronological courses set out with activity sections

as follow-up in book form.

a) Prehistory to Roman Britain

b) Saxons, Vikings and the ¥orman Conquest
¢) Norman and Medieval Britain

d) Tudors, Stuarts and Georgians

e) Victorian Times and the 20th Century

Focus -on History . R. Mitchell & G. Middleton (1984)

Series in two levels of difficulty: 12 books of 48
pages each with simple text; 5 books of 64 pages with

nore demanding text. The layout presents genuine

evidence and 1s largely visual with thematic develop-

ment,
Stone Age to Iron Age - Roman Britain - Saxons and
Vikings - Norman Zngland - The Crusades - Medieval

Life - Life in the Medieval Monastery - Tudor Town
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and Court Life i Tudor Country Life - Voyagers and
Discoverers - The Early Stuarts and the Civil Yar -

At the Time of the Plage and the Fire - Georgian
Pngland - The Transport Revolution - Victorian Times -

OQur Own Century.

At the Time of the Roman Empire - At the Time of Xing
Alfred - At the Time of Geoffrey Chaucer ~ At the Time
of Mary, Queen of Scots - At the Time of Charles
Dickens - At the Time of Nelson and Wellington - At
the Time of Winston Churchill - At the Time of Marco

Polo.

Into the Past . S. Purkiss & E. Merson (1984)

New approach, focused on ordinary people's lives as
they were lived. Activity includes: drawing/writing/
follow-up interviews. Direct quotations and photo-
graphs. A contemporary history approach, identific-

ation with older peodple.

At Home in 1900 - In the Street in 1900 - At School
in 1900 - In the Country in 1900 - Entertainment in

1900 - Transport in 1900.

Macmillan Education (1984)

History: of Britadn:. P. Sauvain

A four book course designed for slow learners in the
first three years of secondary school. Covers one
main period - mixture of social-political history.
Narrative and anecdotal with ideas for activity dev-

elopments.
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(a) Book 1 Before 10565

(b) Book 2 The Middle Ages

(c) Book 3 FHenry VII to George III

(d) Book 4 HModern Times

History Workshop: 'Early Times! X. Brown

Work-cards carefully geared to reading ages 8-9 years.

For mixed ability teaching or remedial groups early

secondary school years. 52 cards in the set; illus-

tration and approximately 130 words on one side,

reverse side graded questions set with suggestions

for further activities. 52 answer cards enable pupils

to mark their own work (instant rewards and reinforce-

ment - gives motivation).

History in Pictures Series . (ed.) Plantagenet Somerset

Fry (1984)

A series

of large format books; illustrated 'important

moments in history'; double-page spreads; full colour;

can be used for reference as well as projects.

(a) Prehistoric Man

(b) The

(c) Traders and Warriors

(d) Greece and Rome Victorious

(e) The
(f) The
(g) The

(h) The

Roman World
Barbarian Invaders
Rise of Christian Europe

Age of the Crusades

First Civilisation
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Vigual Adds to Learning - Macmillan Wall-Charts

XK. Lowther & A. MeBride (1984)

Packs of 20 full colour wall-charts with one-1linse
captions, as stimulus for discussions/detail/written

work. (Comprehensive teacher's notes).

Barly Man - Phoeniciang to the Romans - Fall of Ronme
to the Norman Conguest - First Crusade to the Black
Death - Psasants' Revolt to the Tudors - Conguest of
Mexieo to the Great Fire of London - Sun XKing to

Napoleon.

Illustrations of good quality can be of great help to
pupils with learning difficulties who generally have
problems with drawing - illustrating and visualising
what people looked like in the past. (Dress, fashion,
continuity of development, etc.) Concept of Time in

a progression might help to '"fix'" the concept in their
minds. By using an overhead projector to display

these on a wall or film strips 'blown up' on the wall
helps tremendously in this aspect of developing follow-
up activities in art and craft. (Pupils then draw

around the images on large sheets of paper).

History Resourcs Library J. Platts (1984)

(Designed for juniors or first year lower secondary)
Spirit duplicator masters; outline illustrations -

labelled on the reverse for illustration of written
work ; follow-up activities. TFor research/study/or

notes prepared to accompany questions set.
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Prehistoric Britain - Roman Britain - The Normans -
The Middle Ages - Elizabethan ZEngland -~ Sea Trans-
port - Homes in Britain - The Victorians - Canals -
Roads and Railways - Clothes and Costumes - The
Industrial Revolution - Air Space Travel - Castles -
Churches - 20th Csntury - Two World Wars - Stuart

Britain.

History Project Xit . 'Man Explores' J. Platts (1984)

Projeet for lower secondary pupils. Combination of
naterials for individual work developments, or group
project working. Reference books - lists and indexes
Reference pictures - Assignment cards with activities

- e.g. model making; Topics guide pupils into research-

ing and developing thematic activities. 12 illustrated

reference books.

BEarly Migrations and Settlement - Viking Explorations -
Medieval Explorers - Widening Horizons - Exploring
India and the Far East - Zxploration of Central Asia -
Exploration of North America - Exploration of Africa -
Australia-New Zealand - South and Central America -

Polar Zxploration.

Mills and Boon (1978)

T

Let's Make History Paul Titley

The Ancient World
The diagrams are excellent - the text large print with
the minimum of 'difficult' words. Relevant for study

by first year secondary pupils.
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James HNisbit & Co., Ltd.

What Happened Series (1960)

The narrative is too difficult for use with the slow
learning pupil but the illustrations are excellent
and can be used for topic work. Book three, 'Feudal
England', is particularly good, especially the sec-
tions on the Bayeux Tavestry - Domesday Villages -
Monasteries and Xnow How from the FEast.

Oliver & Boyd

2

History Around You . L.E. Snellgrove & D. Thornton
(1984) Series editor: A. Wallington

Yovel approach used in that present day experiences/
circumstances are used to lead pupils back into the
past and involves them in events which have shaped
the world of today (from the known to the unknown).
The language 1s carefully controlled - reading ages

7-11 years., Interest levels 7-13 years.

Picture the Past R. Stanford & L.E. Snellgrove

(1978)

Pupils aged 11-16 years. (Chronological approach).

(a) Book 1 Gods, Greeks and Romans
(b) Book 2 Xnights, Priests and Peasants
(¢) Book 3 Xings, Queens and Jacks
(&) Book 4 Man, Machine and Masters

(e) Book 5 War, Welfare and Science

The books are pictorially excellent - very dramatic

appeal to slower learning pupils whese reading age
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may be low. Occasionally the writing used in the
text becomes confusing (in different types of print
for instance). However, the use of differing colour
adds interest and holds attention throughout the
books. The narrative, in most instances, invites

the child to read on. The diagrams designated (e),
(f) and (g) overleaf show the type of approach used.
They are both from Book 2, Knights, Priests and Pea-
sants, and Beowulf, Saxon superman is typical of the
comic-strip approach often used. The colours are
eye-catching and the style of presentation is often
contrasting. Beowulf, for instance, is comic strip
while underneath the text regarding Bede uses one
single diagram. The section regarding Xnights and
Tournaments appeals to less able pupils as it is both
colourful and easy to follow. The badges are simple
to reproduce and can lead to further work on heraldry
with pupils designing their own badges, using original

or copied designs.

Wide Range History L.E. Snellgrove (with reading

consultant Phyllis Flowerdew)

The approach 1is a chronological one with stories,
presenting events, people and concepts. Large colour
prints and for reading ages of 8-11 years. (Estab-
lished historian in co-operation with established

children's storyteller).

Wide: Range Myths and Legends H., Stanton & A, Daly

Activity books available as a follow-up. The approach
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is one of a controlled vocabulary and language struc-

ture,

Greek - Horse - Indian - Celtic - Asian and African

legends.

Oxford Press - (1984)

The Moderan Age Peter & Hary Speed

Varisd and interesting text - good illustrations -

for use with years 1-2 at secondary level.

Oxford Books for Primary Schools (1984)

Books 1-5. The books run parallel with the B3C radio

series 'History Long Ago!' and 'History not so long

(a) Book 1 The Invaders Celts, Romans, New Religion,
Saxon, Viking and Normans

(b) Book 2 The Middle Ages

(¢) Book 3 Tudors and Stuarts

(d) Book 4 Britain Becomes a Great Power (including
transport, towns and places of work)

(e) Book 5 Modern Age - At School and Work. Home
Life and Leisure. Britain at War.

(f) Book 6 The Twentieth Century (including the two
Great Wars; Xennedy's America; 3Britain

in the Modern World)

At the end of each section of work in the book is a

full double page of work arranged as follows:
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a) Understand your work - to test the child's

understanding of the text and illustrations.

b) Use your imagination - to encourage the child

to make deductions.

¢) Further work - to sncourage further reading
=) o

and project work

Schools Louncil

distory 11-13 . General Editor: Tony Boddington

The approach 1s a structured introduction, Schools
Council History Project 11-13 years and its component
'"What i1is History?'. A balance of local, national

and world history with a cause and change thene.

Two levels:-

Level I - Zvidence/Empathy - Prehistoric British and

Pictures and People

Cause - Hadrian's Wall
Change - Neolithic Giant

Level II- Zvidence - The Battle of Hastings
BEmpathy - The Children's Crusade
Change - The Development of Printing
Cause - Mohammed-Islan

What dis History?

Book 1 'Medicine Through Time' (early medicine)

.

Book 4 'Problems of Zvidence! (particulérly the

section on Richard III).
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Published Materials ~ Conclusdions

The written materialé published for less able child-
ren encompass a variety of approaches. In the main, a
chronological theme is used however, covering a wide
range of time in history, often from early times %o the
twentieth century. This can have disadvantages since it
can sometimes mean trying to cover too much material over
a wide time-span in not enough depth. Unless a judicious
selection is made by the teachsr, this can cause problems

for the less able who can have limited powers of recall.

Few books appear to be based upon people or person-
alities as opposed to the wider spsctrum of events, and
many less able, from personal experience, find a person-
ality-based approach easier to relate to. There are
exceptions to this: Longman's 'Into the Past' for instance,
which focusses upon the lives of ordinary people in the

past.

The emphasis also appears to be on national history
which has the disadvantage of not being based upon events,
personalities or artefacts which are in the immediate
environment of the children. The techniques of the 'New
History' with the accent upon pupil activity books are
available in a few publications however, and there is sonme
variety in presentation of material, in folders (Jackdaws);
workcards; large format books; wall charts as well as

project kits.

There is no definitive set of text books for use in

history by the less able pupil. However, because of the

iy
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fact that teachers are not restricted by an examination
system as they are with other more able pupils, a great

variety of texts and topics can be used.

Many of the aforementioned texts are excellent and
have been found to be extremely useful when dealing with
the less able in history. However, the texts are merely
the tools which can be used to aid the reading and teach-
ing process. These tools nsed to be refined and adapted
by individual teachers for individual children if they
are to encourage the child to find enjoyment and interest

in the literature of history.

(¢) History and historical thinking

As well as a review of the literature pertaining to
the less able pupil, consideration needs to be given to
history and historical thinking, which 1s linked to all
dimensions of history teaching, particularly with the less

able.

When considering this aspect, the question 'what is
history?! needs to be given some thought. If history is
taken to be the study of the interaction of Man and his
environment in time, then it can be studied by adult or
child alike to consider why and how changes have occurred;
to investigate coantinuity; to gain an awareness of the
nast; and to acguire the range of skills necessary to
accomplish the task. History is a unique discipliane be-
cause of its subject matter, the past experience of all

mankind. This expsrience is not open to direct observa-
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tion but needs certain technigues to 'rediscover' the

past, using evidence that has survived.

Communities and associations judge the present in
the light of the past, for, as the nineteenth century

German philosopher Dilthey wrote:-

"Man knows himself not only through intro-
spection but through history. History 1is
not something divided from life or froa the
present by distance in time."22

According to A. Low-3eer and J. Blyth, history is:-

"... at all levels perhaps the subject in the
school curriculum which can best enlarge
pupils' understanding of the behaviour and
experience of people."23

The purpose of teaching history, therefore, 1is not
only to extend horizons but to develop understanding and
thought about the human condition. Certain concepts,
skills and procedures which relate to the discipline of
history help to develop understanding. Dr. J. West
remarks that the main concepts of history he sees as
being those of evidence - 1ts nature and availability;
change; contemporaneity of svidence with event; authen-
ticity and being able to discover falsification or error,
and the time-placing of events. The skills which can be
developed by historical studies are seen as close observ-
ation and awareness of 'clues'; deduction from clues;
linguistic expression of all findings from the evidence,
and finally, mathematical calculation of distance and

24

duration in time.
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Certain aspects of history are important with all
pupils of whatever age (or ability). J. Blyth and A. Low-
Beer for instance, remark that three particularly stand
out from the rest: a) the concept of time - not just dates
but a subject based upon chronology, "the dimension of the
past, connected to and contrasted with the present”25;

(b) all historical knowledge rests on evidence - it is the
interpretation of the evidence which is important, and
finally (c) the process of having meaningful reconstruction

from the evidence.

In order to be able to utilize the various concepts
above, certain skills are necessary. The most character-
istic skills of the historian are the collection and analy-

. . . . 26 Y
sis of evidence. According to J. Hanson (co-ordinator
of a discussion paper produced by over itwenty-five teachers,
headmasters and advisors in 1977), the range of activities

involved in using evidence are as follows:-

"1) Using evidence of as many kinds as possible -
documents, books, maps, artefacts, pictures
and photographs, oral material, music, Iand-
scapes, earthworks, sites and museums, stat-
istics, and learning the necessary technigques.

2) Beginning to distinguish the levels of impor-
tance and reliability of evidence of all these
xinds.

3) Using more than one kind of evidence in res-
ponse to a single question.

4) Recognising and using the chronological con-
ventions and historical vocabulary as they
occur in topics and projects. By the age of
13 children should be able to use, meaning-
fully, expressions like dates (A.D., B.C.),
century, reign, period, age, relating them to
the time being studied, and construct a time
scale,
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5) Distinguishing between fact, myth and opin-
ion.

6) Making up his own detailed questions froa
the general questions: 'How do we know?',
"How can we learn more?'.

7) Attempting an imaginative reconstruction of
the past in response to his own questions,

and developing empathy with the people of
the past.,"27

According to the information collected during the
course of this research, while some teachers do in fact
believe the slow learning child capable of understanding
some of the aforementioned concepts and mastering the nec-
essary skills, it is perhaps only the last section (7),
empathetic skills, which most of them agreed their less
able pupils were able to demonstrate in one form or another

(see Chapter 3).

P.H.J.d3. Gosden and D.W. Sylvester remark that in
order that a pupil can understand history, certain thinking

abilities are necessary to accomplish this. For example:

a) Classification of either objects or events;

b) The ability to appreciate time intervals;

c) The ability to order sequences on a time scale;
a) The ability to recognize that separate events can

occur simultaneously;

e) Ability to understand that ways of life can be

different;

f) Ability to understand something of the problems

of historical research;

g) Ability to follow a story;
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h) Ability to have sympathy/empathy with others;

i) Ability to see possidbilitiss - not only concretes,
what is and what has been - but also what could

have been and what can bs;

i) Ability to use concepts in history, e.g. rule,

authority, kingship etc.?8

During the course of this research the answers given
to the various gquestions regarding some of the thinking
abilities needed and shown by the slow learning child in
history were not over optimistic. Only two of the ten
mentioned above - the abllity to follow a story, and hav-
ing sympathy/empathy with others ~ produced any really

positive responses from teachers.

Gosden and Sylvester add that of the abilities they
mention, the first seven would perhaps characterize in
Piagetian‘terms concrete operational thinking and the
other abilities would constitute formal operational think-
ing. It is interesting to note that the concepts of
sympathy/empathy, if classed in the latter category, are
able to be understood by some less able pupils (which

shows the limitations of the Piagetian framework). Gosden

and Sylvester also add however:

"Most children, certainly of average and below
average ability aged 11 to 15 are still at the
concrete operational stage ... such character-
istics of mature historical thinking as the
ability to-make meaningful contrasts to see
events in perspective, to understand motives,
to elucidate conseguences, are still as yet in
embryo."”29 4

Generally, there has been no detailed research into

slow learners and history (apart from one or two exceptions
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mentioned earlier), perhaps this has been because of the
very nature of history itself. For instance, as long ago

as 1939 Jeffreys stated:

"The fragmentation of the past makes interpret-

ation possible only to the trained and practised
eye. It (history) deals with adult thought and

behaviour ... there is extensive use of abstract
thought in the subject ..."30

The emphasis now, however, appears to be moving to-
wards the acquisition of skillg as much as the 'fund of
knowledge' approach. Nevertheless when considering the
slow learner and historical understanding, there are many
problemns onelhas to face, problems which confront all
children in one form or another when they study history.
For instance, the ILEA Inspectorate31 advised in 1982
that it has been argued that it is difficult for young
learners to come to terms with the subject of history as
the evidence is largely about adults and often the teacher
is working outside the pupils' direct expérience. There
is also a variety of interpretation - nothing is truly
concrete and as history requires a certain level of liter-

acy it can present problems to some children.

During the 1960s and early 1970s the findings of the
researchers looking at the intellectual levels and abil-
ities of pupils studying history in the light of Piaget
were gloomy. Some felt history should only be attempted
in the final secondary years. Other researchers, however,
advocated emphasising historical skills, for example,

M. Honeybone when he remarked:
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"The child has not the experience for effective
explanatory thinking, in consequence he/she should
be investigating practical skills."32

33

According to A.X. Dickinson and P.J. Lee’”, the two
most important theoretical influences in history have bsen
J. Piaget and E.A. Peel (although Piaget did not examine
children's thinking in history as such). The only detailed

34 and both Peel and Piaget had

survey was provided by Peel
impact upon the work of R. Hallam as seen in his ME4 th931335
which was an investigation into whether the Piagetian stages
of logical thinking and moral judgement are valid in histor-
ical thought. Some topics, according to Hallam, excited

more advanced reasoning than others - a child could rsason

at concrete operational level of thinking in one topic and
the same child could reason at a formal level on another

topic. In the main however, he remarks on the later devel-

opment of logical thinking in history with his comments:

"y

fhere need be no surprise that logical thinking
develops later in an abstract subject like history
than in other perhaps more practical fields."35

Hallam concluded:

"The present study has substantiated Piaget's
findings, although logical thought in history
Seems to occur later than Piaget suggests, at
present the youngest children in secondary
schools may still be thinking at the pre-opera-
tional level on occasions and even older pupils
(fifteen years) may only be at the concrete
operational level in history."37

. 8 . .
In 1977 ﬂallam3 » following the example of Goldman in
religious thinking, took one hundred pupils (aged 11-14

1

years) who answered questions based on three historical

stages. Analysis of the results 1led@ to the following con-
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During 1977-80 several teachers in the London Borough

45

of Merton examined Wayé in which children of varying ages
gained understanding of the concepts and methods of work in
history, geography and the social sciences. Their findings
indicated that until ten years of age children are still
(using the Piagetian framework as guidance) at the "pre-
operational stage" of thinking. Their thinking is inconsis-
tent and unrealistic., At the second stage they can, using
available data, give organised, detailed and co-ordinated
explanations, even if limited, relating to the guestions.
Only from the age of thirteen plus are many children moving
towards the formal operational thinking stage. Some do not
reach this stage until fifteen years - some do not in fact
reach this stage at all. Vhen and if the stage is reached,

however, they can evaluate, criticise and form judgements.

The group mentions however that:

"Some young children may show flashes of formal

thought while other older pupils have difficulty
. V4

sometimes at the formal level."40

The Herton study, therefore, would appear to add fur-
ther evidence to the picture previously given by other
researchers using Piagetian criteria, for example, S.K.

49
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Stones , R, Hallam and W.A. de Silva.
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X, Egan gives his theory of the development of his-

=

torical understanding as being three-fold: the first stage,
Mythric 4-5 to 9-10 years, when children connect their
feeling to history and the concepts of historic time as in
"change' and 'otherness' develops. The second stage he

gives as Romantic 9-10 to 15 years - unscphisticated and




51

yet recognizable concepts of historic causation, change and
time are developned. This increased personal involvement
with the past contains an element reflected in the interest
in 'what it was like to live then'. Finally, Philosophic -
15 to early 20s. During thils stage interest focuses on the
general course that history takes and the principles and
laws of historical development. Egan's work has not, as
yet, been supported as developmental stages through enmpir-

ical work with children.

Some researchers are more optimistic about pupils!
understanding of history at a much earlier age than the
Piagetian model would indicate - Dr, J. West, J. Blyth and
D. Shemilt, for instance, fesl that veachers could and
should accelerate their pupils' general conceptual under-

standing through a study of history.

Dr. West's four year research project involving 1,500

children from seven to eleven appeared to:

"... prove beyond reasonable doubt that primary
school children are certainly capable of forming
and using the essential concepts and practising
the skills required to develop their sense of
the past."51

J. Blyth's experiment with six year olds at a First
School in Southampton produced some very optimistic views

about young children's awareness of the past:

"4t the beginning of the six weeks the word 'old'
was meaningless, at the end it meant different

things to all six children, but something to thenm
all."52 »

53

Dr., M. Booth has also remarked that investigations

based on a Piagetian model of pupils' historical thinking
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have Dbeen misdirected. Booth asserted that researchers

had not fully examined the nature of history and ultimately

‘
~+
)

from this the thinking it demanded of pupils.

Following Booth's research, which was largely initia-
ted by his dissatisfaction with Piagetian based studies, he
used as a starting point the discipline of history and the
particular demands the historical form of knowledge makes
on pupils. The result he found optimistic in that he
remarked not only can 14-16 year old pupils think in a
genuinely historical way, but learning history can make a
significant contribution to their ability to use evidence
and to conceptualise and 1t can also modify favourably and

positively their general attitudes.

A further valid point also emerges in that he sees the
role of the teacher as being one which should be concerned
with the elements of historical thinking - knowledge, con-
cepts, cognitive skills, empathy, personal experiences and
ways 1in which these aspects can be brought together to
produce historical thought. To do this.a teacher must in
his opinion, abandon the idea that formal operational
thinking cannot be obtained before the mental age of 16
plus. An eight year old's historical understanding can be
considered in its own terms as being genuine hisgstorical
thinking, admittedly more limited than the older pupil's,

but comparable and equally wvalid nevertheless.

)

One of the major problems which has besst researchers
into the study of children's thinking and history, however,
is the concept of time. W. Stern's remarks are perhaps as

when he first made them in 1923:
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"Yhat confusion reigns for a long time in tiae
child'sAliptlé head before he grasps that the
ever moving present turns today into yesterday
and tomorrow into today."54

An understanding of. time has often been regarded as

~

a major obstacle to the young (or less able) pupii of

history. TFor as Dr. Coltham observed:

"The whole idea of time is coamplicated by tle
difference between our personal experience of
it and our use of it to relate events which
are beyond the limits of experienced time ...
it is a mental concept which is, in the study
of the past, naturally used as an organising
tool."55

ON

. 5 ; . .
Jahoda renmarks however, that although by present-

day standards the methods of the early 'pioneers' into the

.

. , 57 . ,

concent of time (Oskden and Sturt could perhaps bz open
p ¢ T

to criticism for some of the msthods they employed), never-

59

. . . 58 .
theless, subsegquent researcn by K.C. Friedman” , A.F. Watts
41
and A. Gesell has tended to confirm their main conclusions
in that:
"Somewhere around the age of eleven tends to be

a turning point in the develcpment of the con-
cept of historical time."61

Only after this age is the past differentiated into various

historical periods.

2
L. Ray's6~ research attempted to find out the extent

of concepts of historical itime of children in the 9+ to 15+

N

age group. dHder sample of 215 girls and 213 boys were indiv-

idually interviewed and a questionnaire was sent to a further

el

A . 3
96 girls and 94 boys of the above age. The results con-
. firmed the work of Oakden and Sturt when she found that

among the children tested, the various concepts of time




54

evidenced by the changes in the world around us, changes
from the past to the present and from the present to the
future, are present on average by the ninth year, but,
with minor exceptions, do not reach their full development
until the child is eleven years of age.

63

P.J. Congdon 7, during the course of his research
into the concept of historical time in the upper age groups
of the junior school, set out to establish whether a method
of teaching history which emphasized chronology would help
to develop a more systematic understanding of time periods.
His sample involved thirty-seven 11 year olds plus two

control groups of similar size and age. He commented that:

"The time concept when referring to historical

time is more than a mere mathematical calcula-

tion. Apart from a date it implies the content
of an experience."%4

His conclusions, however, appeared to confirm that a chron-
ological approach to teaching history does help to develop
a child's concept of historical time. Some writers place
the full chronological understanding as late as sixteen

, e 65
years, however. Flinkinger and Rehage ~, 1n a summary of
studies, stated that full understanding of time, words and

dates i1s not reached until sixteen years of age.

Of what use then can history be to the slow learning
child who is often trying to come to terms with basic 1lit-
erary skills let alone the concents of historical time?

To the pessimist the answer would probably be 'none'. To
the optimist however, a reserved 'some' depending upon what
the ultimate aims and objectives are for teaching history

to these children in the first instance.
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. ; 06 . 4
According to HMelver =, apart from E.E. Cowle and

5

L.0. Ward, there has been lititle consideration as to wne-
ther in fact history is a valuable and worthwhile subject
for study by the slow learning child. There are aany

L

argunents against teaching history to these children, for
exanple, the fact that the concept of historical time is
extremely difficult to grasp. Howvever, despite some lack
of interest or belief that history is a viable proposition
for some children, there are teachers who consider history
both relsvant and indeed necessary to their pupils.

. Robertsé7, for instance, a teacher in a London special
school, argued that hiétory is not so much a science as an
art and the failure to see this had led some teachers to

abandon history with these children. He comments:

"4 science is a thing known and a certain

level of intelligence is always necessary to
make sense of it, Put an art ... can foake its

impact on all kinds and conditions of people
. £
at many levels of understanding."98

Roberts advocates ths use of historical stories for the
less able to gain a little understanding of how things have
come to be as they are, and to feel the 'mysterious pres-
ence and power' of the »ast all around them.
69
Mr. R, Coulthard 7, Deputy Headmaster and practising
J I 2

teacher of Hindley Hall Spscial School for 3oys in North-
umberland, (many of whom are less able), also strongly

advocates the use of hnistory as a way of helping their

24

pupils to appreciate change - and to this end he uses local
history projects in this respect with great success. Their

approach to teaching history tends to be topiec based and
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assumes no previous knowledge of history on the part of
the hoys before they enter the school (sometines at ten
years of age). Many field trips are organissd to zain
4 Ead
4

their interest and improve knowledge of themselves as well

as the surrounding area.

Initially the boys begin by studying Hindley Hall
itself (the area has a history going back to the Normans).
Photographs are taken, analysed and mounted and compar-
isons made with the house and area as it was (from old
maps and descriptions) and as it is today. Trips to var-
ious places of local interest are undertaken; to local
lead mines, the quayside at Newcastle, bridges over the
Tyne and Housesteads Roman fort for instance. The boys

a

have completed projects on local coal minss, drawn various

scenes from them plus short writiten accounts of life in

lad]

the mines - then (last ceantury) and now. lays zre also
written and performed by the pupils and staff, for exanmple,
"Silent Echoes" (The Edwardian years 1902-1514) which per-
iod has strong links with Hindley Hall itself. Local
characters are epitomised in nusic and verse, "The Ballad
of Tommy Ferens", for instance. The boys' interest in
football has been fostered by following the fortunes of a
local team since the 1930s. Exhibitions of their work have
been held in the Central Library, Gateshead on several
occasions. Throughout all their work in history, which
incorporates other aspects of the curriculum; mathematics,
Znglish, geography, environmental studies and art for

instance, the boys are helped to appreciate change in their

own commnunity and how it has affected peoples' lives.
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. 70 o s .
D, Birt , however, stregssed the value of history in

developing reflective thought and Z.E. Cowie7l underlined
the needs of slow learning children as a justification

for teaching history, for example, to help them to develop
tolerance, understanding, appreciation of change; to com-
municate; to express themselves and the possibility for
developing logical thought via history. If only one of
these concepts is appreciated by the less able child, then

the study of history will have been worthwhile.
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PROBLEMS -OF DEFINITIOXN

(a) Definition of a slow learning pupil

The problem of definition of the term 'slow learner!
needs some consideration because it causes great diffic-
ulties when undertaking research into pupils known as
slow learners, remedial, low achievers or less able. The
most basic problem is, what is meant by a 'slow learner'
in the first instance? There have been many definitions
of the term but by the very nature of the fact that slow
learners, like all children, are individuals who sometimes
happen to be placed in certain gzgroups for varying reasons,

it is difficult to arrive at a single explanation of their

status or ability.

. 1 .
Acecording to V. McIver , slow learners could be said
o

"1, Children with a reading age below their
chronological age - this can range froa
an easily corrected problenm to a serious
one, and can be connected to, and often
is the result of, slow physical develop-
ment and a low intelligent guotient.

2. Children with little motivation to learn -
due to various circumstances such as
inadeguate home support, a feeling that
school work does little to meet their
needs, unfortunate school experiences,
lethargy, etc.

3. Children in need of emotional support -
often simply on a temporary b5asis. These
pupils who perhaps lack confidence or have
a need for support because of some tempor-
ary upset in their background. Often they
can be transferred into mainstream CSEZ
examination classes after perhaps a year or
two."
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B

The term 'slow learner' itself is one of many which
have surfaced over the ysars; also included in this cat-
egory have been 'backward', 'educationally sub-normz2l!,
'less able', or 'low achievers'. Slow learners, there-
fore, are only one sub-group of children with learning
difficulties, and the term often appears to be the current
popular terminology for children faced with leazrning

difficulties for whatever reasons.
An Educational Survey published in 1971 stated:-

"... the term 'slow learner' was capable of a

wide variety of interpretations. A great many
of the pupils {(though not all) were of limited
capacity, social handicaps, cultural and actual
poverty, family inadeguacies and parental Jdis-
harmonyoplus absenteeism were often referred

to ..."%

Bvelyn Cowie, considering the term 'slow learner!,
remarked that it can include pupils of:-

"e.. very varied intelligence and attainaent

who for different reasons learn more siowly
than the average pupil and so cannot manage
the school work normal for their age group."3

She also added that in fact it has now become the accepted
term for children who have been unabdle to keep up with the
work of their peers and need special help. This help is
sometimes gilven by withdrawing the puvnil from lessons for
extra mathematics or English perhaps, or by putting the
child in a small group for all lessons where individual

work programmes are carried out.

4

Keitn Hodgkinson, remarkinz upon the characteristics
[&) Iy

O]

of slow learners, sees the term as somewhat misleading in

that:-
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"To say that slow learners are slow simply be-
cause they are unintelligent is a misleading
tautology. Poor performances and understanding
are often the product of a combination of factors
... social deprivation ... short-term HemOry ...
low reading age or poor physical co-ordination."4

John M. Hughes5 confirmed Keith Hodgkinson's remarks
when he commented that slow learners are a mixed crowd who
experience difficulties in learning and their main problem
is their poor ability to manage new situations by utiliz-

ing former experiences, imagination or acgquired concepts.

A4
. o) . . . ,
W.X. Brennan reiaforces this view when he sees slow

learners as being pupils who are unable to cope with the
school work which is normal for their age group, but whose
failure cannot be explained by any handicapping condition

which could be within the categories of handicapped child-

?

. . . 7.
ren. These categories are summarized by E.E. Cowie' in

her Historical Association pamphlet as being:

1. Pupils with sensory and physical handicaps

Some children find physical co-ordination dif-
ficult, and this hinders their ability to write.
Sight, speech and hearing defects are not always
discovered quickly and can often account for lack
of progress. Some children suffer brain damage
at birth, and this will account for their handi-
caps. They may well have periods of ill-health
which keep them from school and lower their acad-

emic progress still further.

Sometimes a child is a slow learner in one of
the basic subjects and needs special help though

he may be average or above average in other school
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subjects. A pupil may have a learning problen
like dyslexia in a specific area such as reading
which hinders his progress in all subjects. When
these problems are identified, he may well cease
to be a slow learner.

Pupils of limited intelligence

These include pupils with an IQ between 60 and 85
who ﬁay achieve reading ages of 7-9 years at 11

and 9-11 years at 15. In some areas some of this
group may be edueated in Special Schools. These
w111l usually be pupils with an IJ between 60 and
70. However, as only 1% of children of school ags
attend Special Schools, the majority of pupils of
limited intelligence attend ordinary schools where
they may receive special help, usually with reading
and mathematics in remedial classes.

Pupils who are enmotionally disturbed

In a group of slow learners there will be pupils
of average and above-average intelligence who are
emotionally disturbed and so fail to make normal
progress 1in basic subjects. With sympathetic
treatment they may overcome their maladjustment
and eventually achieve their real intellectual
potential. Too often it is easy for these child-

ren to become lazy if little is demanded of then.

Children of varied intelligence who are haunpered
by home backgrounds unsympathetic to schools and
learning often fail to make intellectual progress.
Low socio-economic status has been shown to be
associated with low attainment. Basil Bernstein
has argued that the restricted use of language in
many homes canh retard the academic achievement of

the school child, who is hampered not only by a
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restricted vocabulary, but also by a restricted

use of language and 1little experience of any butl

simple language structures. Inmigraant children

are often socially disadvantaged by their unfam-

iliarity with the English language as well as by

their lack of understanding of the alien culture

in which thsy are living. Many socially disadvan-

taged pupils become backward through ill-health

and irregular attendance.

The problem of ambiguity of definition has also been

. r s . 8 , . .
considered by iichael Wilson , who sees sucn pupils as
below average attainment who are unlikely to achieve any
measurement of success in external examinations at the age

. . 9
of sixteen plus. Vivian McIver’, however, posed another
guestion regarding the definition when he remarked that if
the term "slow learner" is the most appropriate one to des-
cribe children who, for a variety of reasons, have fallen
behind the level of educational progress achieved by most

of their peers, then it could be said there are slow learners

in grammar schools or even universities!

(b) Characteristics of slow learners as observed by pract-

ising teachers

To the definitions of the slow learning punil »previously
discussed can also be added the pertinent comments of pract-

iging teachers 'at the chalk face' who deal with these

children every working day.

It is clear from the results of the questionnaires (see
Chapter 3) completed by practising teachers during the course

of this research, that there is consideradble variation amongst
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then and between schools in the criteria used to identify
the less able pupils. Even when reliance is placed upon
tests, such as those for mathematics and English by the
National Foundatien for Educational Research, they range

in variety and content and it often appears that individual
teachers within the school context use their own psrsonal
ecriteria, albeit perhapns in conjunction with tests, to rec-
ognize pupils who have special learning probleas. One
school's slow learners may be another's '3B' band or lower

strean.

Some of the main characteristics of slow learners put
forward by local teachers during the course of this res-
carch (and detailed in Chapter 3), included: poor literacy;
weak general knowledge; comprenension difficulties; lacking
nowers of recall; behind the average child in work; and
demandinz attention from the class teacher. A typicsal reply

was:

'Spelling and reading problems. Children very
slow to organise thenselves and needing constant
attention. Absolutely no time concept at all,
Writing problems. Unable to move away froxa
'story' history.'

(5chool 4)

(

tion has been mentioned by several other teachers in the

+3

he remark of slow learning pupils needing constant atten-

survey) .
The Head of Department of School 9 saw the main char-

acteristics of a slow learner as being:

1 . . . N . . .

A non-academic pupil, i.e. has difficulty in
concentrating on the factual Inowledge required
for examinations and in presenting written work
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coherently. Often better orally and showing
particular interest in spacific topics only.'

(The latter remark has also been passed by other teachers -
many slow learners are extremely limited in the choice of

historical material which will interest or motivate them.)

Finally, a slightly more optimistic note as far as
history is concerned - one definition of a slow learner
heing:

"4 pupil with noticeably greater difficulty

comprehending written and/or spoken informa-

tion than the rest of their age group. They

have problems expressing themselves and memor-

ising material. iHdowever, capable of developing

historical skills but the demonstration of such
skills is often hidden behind their other prob-
lems (for example, reading, oral expression,
writing).'

(School 17)

The more obvious characteristics of the less able,
found by the Northern Ireland survey and noted in the
\ , 10 . . . . . -
MeIver nandbook™ , included: reading difficulties; writing
difficulties; linguistic difficulties and particularly
conceptual difficulties (obviously highly relevant to the
study of history where the concept of time is of prime
importance). These pupils may also suffer from physical

disabilities, for example, sight, hearing, or they ma
O o9

come from a disadvantaged background.
o O

Bell and Kerryll quote some of the characteristics as
seen by practising teachers in a profile (shown overleaf)
which incorporates many of the gualities given by the
teachers in the questionnaire used in this research. This

2

. . — . . 1~
profile was obtained from the Teacher Education Project 7,

a five-year (1976-81) research and development project
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financed by the Department of Education and Science and
based in the Univeréi%ies of Nottingham, Leicester and
Exeter. The projsct produced various workbooks, including
"Communicating in the Classroom"13 and "Mixed Ability Tea-

ching"lé.

Teachers rescognize slow learners

%

’ as pupills who:

95 .o Need specially clear, step by step repeated
instructions

93 N Need extre explanations of subject matter

88 .o Need constant extra help

87 .o Have reading difficulties

87 .o Lack motivation

87 . Have difficulty in comprehension

84 .o Do not absord information

82 .o Are easily distracted

81 .o Lack basic knowledge of skills

81 .o Do work of poor quality

80 .o Are slow workers and slow to resnond

80 oo Are esasily influenced

Source: P, 8ell &2 T, Xerry, fTeaching Slow Learnere in
Hixed Ability Classes.. Hdaemillan, 1983, p. 19.

In order to obtain the teachers' views of slow learning
pupils, the project tzam asked over one-hundred teachers to
list the main classroom cues which could indicate a pupil
might have learning difficulties. Their list was circulated

to two-hundred teachers who commentsed on the particular cues
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used. The findings of the profile ranged fron 95% who saw
such pupils as needing clear, step by step, repeated instruc-
tions, to 80% who saw the slow learner as easily influenced.
(The percentage figures refer to the proportioﬂ of the second

sample listing the item quotesd).

In conclusion, not only thse characteristics but also

the proportion of slow learners 1s a question of some debate.
. o 15 .
According to McIver™ ~, the percentage of slow learners is one
which is of great importance in our schools, and undoubtedly
this 1s the case, as even within one classroom -~ let alone

one school - there can be different ideas as to what consti-

tutes a 'slow learner' or less able child.

16

A Department of Education and Science survey of 1971
for England and Wales showed that out of a sample school
population of 91,527 in 158 secondary schools, 12,807 pupils
were considered by headteachers to need special education,

A speculative figure of 14% of all children in secondary
schools was also put forward as representing pupils who

needed special education.

The situation also appeared Lo vary between individual
schools, an extreme case being that of a school in a catch-
ment area designated "deprived", where 50% of the pupils

were perceived as slow learners.

By 1976 in EZngland and Wales, the DES Statistics of
1
Education‘7 gave a total of 9,659,000 full-time pupils
attending primary and secondary schools., Of these, 134,000

were in special schools; 21,000 in specially designated

classes in ordinary schools, and 173,859 children were
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receiving some sort of speeial help in classes or groups

in secondary schools. "

While the numbers of slow learning children may still
be debatable, throughout this dissertation however, the
foilowing’definition of a slow learning pupil will apply,
namely those children who are behind the average child in
their peer group in school work and who have poor ability
in literacy and numeracy and require éome sort of special
help with their school Qork. The term 'slow learner' will
be, to all iﬁtents and purposes, regarded as inter-
changeable with 'remedial', 'backward', 'less able' or 'low
achiever'!, If this stipulated -definition appears to be |
.imprecise, it is because the category 'slow learner' itself

" is similarly imprecise.

The problem of definition of the term 'slow learner'
is often associated with categorising or labelling the
‘pupii. If a child is labelled as.slow learner, retarded
or remedial, such labels fail to tell what a child can in
fact do. Coupled with this is the danger that pupils will
know they are branded as failures and will perform accord-

ingly ('self-fulfilling prophecy!').

P. Bell and T. Kerry confirm the above.when they
remark that whenever consideration is given to children
with learning difficulties, there is the problem of 'def-

inition and its as‘soc'ia_ted.prob’lem'of"1r:1belling'.~18
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(¢) Organizational provision for the slow. learner in schools

School policies vary considerably in their provision
for the slow learning pupil. Segregation or partial extrac-
tion from 'normal' eclasses can often cause great difficulties
.for the child. For instance, a child leaving a history lesson
to attend a remedial reading session (which occurs in some
secondary schoolé), comes back into the classroom and has to
attempt to do work from the missed lesson. The child may
enjoy history and feel a sense of frustration and failure in

a lesson'through no fault of his own.

In order to be justified, however, segregation has to
involve the categorization or labelling of the pupil in
some way - perhaps picking out an identifiable weakness
such as 'cannot spell'; 'non reader' or 'innumerate'. Such
labels as these mighf_absolve everyone but the femedial and
guldance staff from finding out why a child is performing

badly.

If school policies are considered per se regarding the
less able or slow learning pupil, according to the National
Foundation for Educational Research Survey19 in 1982, the
most widely used method of providing extra or alternative
tuition for slow learning children in secondary schools was
by withdrawing them from the.mainatream-of pupils for indiv-
idual or group tuition. The second most widely adopted
method was by using subject specific sets, and classes for
the less able. children constituted the third form of provi-
sion.  It was:alsovnoted that‘éome schools employed other
means of providing for these pupils. For exanmple, érranging
for volunteers (parents or sixth formers) to hear reading

on a one-to-one basis; using the local reading centre; or
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timetabling a teacher to work in mainstream lessons, set-

ting up reading and handwriting groups.

The NFER Surveyzo mentioned above set out to invest-
igate the current situation regarding slow learners in
secondary schools. While the details of the findings
concern slow learners in general in our schools, mention
is made briefly of the humanities subjects. Where remedial
teachers taught humanities for instance, there was sometimes
a specially devised syllabus. Many teachers felt that all
lessons should be 'child centred' and work should be instig-
ated from the various interests of the pupils to create
greater motivation for example. Other teachers however,
felt the less able children should share a common syllabus,
but the methods and resources used should be specifically
designed for the less able. Some subject teachers felt
that all pupils (including less able) should be taught from
the same syllabus, using similar teachingz methods and res-
ources. (The teachers' comments from the present survey

regarding syllabus provision are detailed in Chapter 3).

From analysis of the replies in the present survey,

the policies of the thirty-three schools involved gave a
different organizational picture (detailed in Chapter 3) to
that mentioned by the NFER, which was, adnmittedly, primarily
relating to general not humanities provision. Basically,

in the present survey, teaching slow learning or less able
puplils in a mixed ability setting wes the most widely adop-
ted method of organization, followed by teaching children

in small groups; thirdly, streaming by ability was used,
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and finally, a banding system of organization was adopted

for these pupnils.

Considerinz the advantages and disadvantages of these
differing organizational practices for the less able child
the teachers offered various comments. For instance, with-
drawal of pupils from lessons or a specific remedial class
can obviously have disadvantages as well as advantages.

In the latter case remedial classes were sometimes seen as
isolating the less able from the mainstream for a large
provortion of the week, however‘to compensate somewhat for
this, the work thsy are given within their class can be
specifically designed by fully trained staff in order to

cater for individual needs.

A withdrawal system was also seen as a neans of get-
ting help for remedying specific learning difficulties,
but this may not present enough support for some children
who, when they return to the normal class, can be in a
worse position than when they left it as the class has
'moved on' academically, thus making the children feel even
less confident of achieving the standard of the peer group.
The question of motivation also enters into this as the
child may well be enjoying the work, say, in humanities or
science, and is then 'removed' from the group to practice

skills.

At schools where setting was used for various subjects
however, the teachers believed that their system allowsd
the individual child a greater chance to move to a higher

set at a later date as it gave the pupil something to aim



76

for and meant the child was not necessarily designed
(although in practice this did not seem to happen very
often), to remain in a lower set for all subjects, In
schools where mixed ability teaching was practised the
teachers thouzht the less able pupils benefitted fronm
working alongside thelr more able peers, and that all
children were 'equal' in eaech other's eyes as there was
no withdrawal or remedial class. In a mixed ability sit-
uation ideally each child should have an individual
programme of work, with the more able helping the slower
pupil. In practice however, this does not always appear
to happen. The quick and the gquiet are often left while
the lesson material is focussed upon the middle section
of the class. he problems involved in mixed ability

teaching with particular reference to the less able, are

discussed more fully in the following section (d).

(d) The slow learner and mixed ability teaching

The slow learning pupil in a mixed ability situation
in schools is also an aspect of the problem which has now
received consideration by several people. D.T. Farman
for instance, in a paper presented at a National Associa-
tion of Remedial Zducation course, gave the following
comments regarding teaching humanities subjects to child-
ren with learning difficulties. He advocates the use of
mixed ability teaching in these subject areas and states
as his Jble criteria for selecting material "does it help

the children to ‘grow un?". He states four basic issues
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which all children need to be aware of regardless of abil-

i1ty:

(1)

(2)

(3)

(4)

The law of cause and effect for instance, say, the
Battle of Hastings, why it was fought and what were

its effects;

Empathy or imaginative sympathy; an ability to look

at a given situation through the eyes of others;

The ability to form judgements - to teach children
how to collect and collate raw material before even-
tually they can make thelr own judgements based on

an objective conclusion;

Finally, the implications of language, for example,
question framing; oral communication and awareness

of the variety of meaning of words.

D.T. Farman mentions three basic methods of implement-

ing these aims:

Yethod CIRONOLOGICAL APPROACH

Palaeolithic — —— HModern Day

Two Fashion Homes Transport
PATCH
Three Stons Age Tudors Victorians

These approaches he sees as being capable of presentation

in a

nixed ability situation.

4 report by R. Woodzz, County Inspector for Zssex Educ-

ation Department, also gives some interesting information
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regarding the slow learner and history in a mixed ability
setting. While only a émall part of the course, to which
the report refers, was devoted to designing a history
syllabus for the less able, nevertheless, several questions
were posed and debated. For instance, the advantages or
disadvantages to less able pupils of grouping in years one
to three in either (a) mixed ability classes or (b) mixed
ability apart from withdrawal of a 'remedial' group, or
(¢c) banding or streaming, and finally, (d) setting. The
general consensus of opinion of the sixty-one teachers who
attended the course (working in schools in the South West
of England) was hostile to mixed ability teaching. The
teachers who taught in mixed ability situations gave the
disadvantages as being children suffered because a level
of mediocrity tended to become the norm, the least able
perhaps ending up doing little more than drawing. The
social advantages and some improvement in the work of the
less able were noted, but the greatest drawback was seen
as the amount of time a teacher could devote to providing
mixed ability teaching. Some members of the course did
feel, however, that less able pupils could benefit from a
mixed ability situation if sufficient time could be found
to prepare work to cater for the varying needs of the
children. However, the majority felt a banded system based
on general abllity would perhaps be the most beneficial to

slow learning pupils.

A further point was that allowance should be made in

the syllabus for teaching history to the less able. It
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wag felt that all pupils should follow a common syllabus,
the least able covering less of the course and in less
depth.

J. Hullz3

also refers to the problems involved in a
nixed ability context. He mentions the benefits which
nmixed ability teaching can bring - the problem of the

clags of 'C' or 'D! stream pupils no longer exists. Pupils
no longer feel '"judged, stigmatized or categorized'. Those
who would be members of lower streams no longer feel rej-
ected by a selection process. Mr. Hull emphasizes that

his approach is via graded worksheets - GCE type; CSE type
and for those with learning difficulties, the slow learnér
worksheet. These are graded worksheets which stress the

repeated exercise of skills, and translation is also used

with structured guidance.

The National Foundation for Educational Research sur-
vey, quoted 1n L., Clunies Ross and S. Wimhurstzé, examined
provision for slow learners in secondary schools., This
1976 investigation of mixed ability teaching found that
problems associated with the education of slow lesarning
pupils were among those most commonly raised by the five
hundred headmasters and assistant teachers interviewed.
Questions relating to the best provision for the slow
learning child within the group were raised, as well as
which resource materials and teaching methods wers most
appropriate for the less able. The question was one of
ofganization,- in that it was necessary to consider which

department was responsible for these children: one special
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department or a shared responsibility among several, The
aim of the NPFER research at this time was to explore these

issues in dstail and the findings were %o be used as an

information source for teachers or administrators.

3y 1980 however, other factors were affecting slow
learners. Falling rolls for instance meant school mergers
while financial cutbacks had resulted in changes in the
support available for slow learners. These factors were
to have an effect on some schools in their sample. Bet-
ween 1979 and 1981, for instance, changes in staffing and
school organization had resulted in support for the less
able child being reduced in several schools. The most
economical ways of maintaining even adequate provision for
these children in terms of staffing and allocation of res-

ources were being considered.

However, no matter what organizational provision (or
lack of it) has been made in schools for the less able
child, most of the teachesrs who replied to the questionnaire
during the course of this research did not always place
great emphasis for success or failure in the teaching of
history to the less able pupil on resources or the teaching
group, be it set, band, mixed ability, withdrawal or reme-
dial class to which the pupil was allocated. As one pract-

1

ising teacher commented:-

'"The main thing is that they 2njoy the sudject
and respond to the materials and teaching meth-
ods: if they do they will relate to the past
and develop the reading and writing skills
involved ...'

(School 8)
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Finally, the concluding renarks of one Head of Depart-

epitomizes the attitude of many:-

' .. as with nmany subjects, it is not the subject
that is all important bdut the way it is taught
and the personality of the teacher that deterzines

the success or failure of the subject.'
(School 29)
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CHAPTER THREE

THE PRESENT STUDY -
A QUESTIONNAIRE APPROACH

The Survey

A guestionnaire approach was used initially to illum-
inate the nature of the problems encountered in history by
teachers of slow-learning pupils in years one to three at
secondary level. From the replies to these questionnaires,
it was hoped to gain a coherent picture of the problems
teachers face with these pupils, as well as the potential

of history as a subject for slow learners.

Questionnaires were sent to eighty-three secondary
schools covering an area in the North East from Newcastle
upon Tyne to North Yorkshire. Of the original question-
naires sent out, designated 'A' (Appendix A), only thirteen
were returned. A more concise version of the original was
therefore sent to the seventy schools which had not replied.
Twenty copies of this questionnaire, designated 'B' (Appen-

dix A), were returned.

Questionnaire 'A' tended to ask more general questions
regarding history provision within a school. This, it was
hoped, would give an overall picture of the school situation
as well as the provision for slow learners. Questionnaire
'B'" concentrated specifically upon the slow learning pupil
without giving a general picture of the school, but it
included many of the questions contained in the first docu-

ment. The composition of the questionnaires closely followed
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. s 1 . .
the Geographical Association Survey™ carried out in 1981,
which aimed at furthering knowledge and awareness about

teaching geography to less able 11-14 'year old children.

The questionnaires were sent out with a set of det-

ailed objectives in mind:-

a) To clarify the msaning of the term 'slow learner'

as used by practising teachers.

b) To identify particular learning problems slow

learning pupils face when studying history.

c) To gain information regarding provision for the
slow learner in history departments and to see

some examples of the teaching strategies involved.

d) To look at the criteria put forward by teachers
to evaluate the success of strategies for teach-

ing history to the slow learner.

e) To gain information about organizational provision
within history departments for the slow learning

pupil.

The Findings of the Survey

(a) Identification of the less able .

The problem of identification of 'less able'! pupils
is one of prime importance and was one which required
consideration at the outéet, as one school's slow learner
may be another's 'B' or 'C' stream pupil, and the criteria
used to identify these children can vary with different
teachers. Reéponéeé to the question 'How would you your-
self identify slow’learneré/leés able/remedial pupils?'

revealed a general consensus of opinion that a low reading
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age; poor literacy and comprehéension difficulties were the

(=]

main considerations used.

Several teachers remarked upon the fact that the term
'slow learner' and 'remedial' are not necessarily synony-

mous. As one Head of Devartment observed:

'Remedial implies the possibility of improving
a learner's standing within a rank order. The
others do not.'

(School 2)
Another comment was:

'"Remedial children - those with low reading

and spelling ages;s slow learners - those who
have mastered the basic skills but are find-
ing problems with fluency and comprehension.’'

(School 3)

Finally, a comment that specifically included one of the

concepts of history in relation to these pupils:

'Remedial pupils exhibit a very poor standard

of literacy, e.g. a child of eleven years of

age with a reading age of seven or eight. They
may never overcone this particular handicap.

Slow dearners - a slow learner nay get there in
the end!! He may arrive at the correct answer

or come to understand a key concept eventually.
This type of pupil needs more time and a greater
degree of individual attention. Less able pupils
can retain a certain amount of factual material
but they find it extremely difficult to use facts
in order to construct an argument. This type of
pupil is easily confused when trying to deal with
events in chronological order.'

(School 10)

Many teachers, however, made no distinction at all between
the terms 'less able'/!'remedial'/!slow learner'/'low

achiever!'.
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(p) General learning problems noticed in history lessons

These questions were included in an attempt to gain
information regarding general learning vproblems slow learning

pupils may experience in history lessons. Eight specific

areas were included:-

(i) Reading problems

These were referred to by svery teacher who completed
the questionnaire and considered to be of the utmost import-
ance., This was further qualified by the fact that several
teachers saw the child's inability to comprehend the text as
the main problem. In particular lack of suitable text books
for the less able was specifically mentioned. The use of
graded worksheets to help to overcome this problem was reg-

arded as being of great assistance by many of the teachers.

(ii) Writing problems

Thirty-two out of thirty-three teachers gave poor
writing as one of the difficulties encountered by the slow
learner. However, this lack of literacy is not confined to
history but pervades the whole of the child's school work.
Some teachers mentioned that exercises tended to be incom-
plete, not perhaps from laziness, but simply because the
notor skills necessary to write are limited in certain
children. Another vperspective was added to the problem by
some teachers who attribute poor content and presentation of
work to unsuitable text books. For instance, one teacher

remarked:

! . . P
Sparse notes untidily presented - because they
are based very often on reading unsuitable text
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books.'
(School 5)

One teacher, however, sees the lack of writing skills as the

most basic sign of difficulty, and comments:

'"Tt matters little whether the subject is history
or science, if the child cannot communicate Aais
ideas via the written word.'

(School 9)

(iii) Speech

Only twelve of the thirty-three replies received stated
that oral work was a problem with the less able pupil. One
teacher remarked that small groups seemed to help the children
to speak more freely, provided stimulus material was available
to arouse interest (School 10). It was suggested by another
teacher that the less able can express themselves better
orally, and he found field trips seemed to help this process
rather taan formal lessons, as the pupils had first hand exper-
ience of the work from the vigit, thus they gained in confid-
ence as well as knowledge, which seemed to aid their oral work
in class (School 11). Several teachers remarked that less
able pupils often make a valuable contribution during oral
lessons; yet they cannot cope when it comes to producing a
written report. One teacher remarked however, that while the
pupils are often quite willing to participate orally in a les-
son, they only give simple comprehension answers with 1little

or no inference or insight (School 15).

In the main, however, speech is not seen as presenting

as great a problem with the less able as written work.
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(iv) Number

Twenty teachers out of thirty;three sald working with
number caused problems for less able children. One teacher
remarked that this skill is difficult for slow learners but
that it is possible to introduce it via simple exercises,
for example, a family tree (School 3). Another teacher
conmented that work with number is almost impossible as
dates mean nothing to the less able child (School 4). One
teacher in a large comprehensive however, remarked that
difficulty with nunber is not simply restricted to remedial

or slow learning pupils (School 5). Another comment was:

'Dates are one of the biggest problems - they
inhibit abiliity to see the pattern of histor-
ical events.'

(School 9)
Some teachers related the problems not only to retention of
dates but also to the sequencing of events in history.
Others remarked that the use of number was avoided unless

simple dates were used.

Four teachers out of the survey did not comment upon
number and the slow learning pupil. The remaining nine gave
a more optimistic view of the situation, for example:

'Not really a problem in history lessons.'
(School 24)

and 'Rarely any probleam in history.'

(School 27)
Three other teachers also saw no problems in this respect.
The remaining four saw the problem of number as irrelevant

to history, for instance:
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'Largely irrelevant to most history work, dates/
time do not matter to an understanding of a good
deal of history.'

(School 2)

The final comment incorporates the general attitude of the

rest:

'"This (probdlem) only applies in a limited way to
the subject as we teach it.'

(School 8)

(v) Graphicacy

Twenty-three teachers in the survey mentioned that
slow learning children have problems with graphicacy. Dis-
tinction was-made by some teachers in that they remarked
that while using maps in history was difficult, however,
slow learners generally like doing diagrams. Once again the
comment was given by the teacher from School 5, that maps
and diagrams not only give problems to the less able but
also to the other members of the class. Another comment was
that while the less able may be capable of reproducing simple
maps and diagrams, they found it extremely difficult to inter-
pret them. One teacher specifically mentioned scale as
causing problems (School 11). It was also noted from one of
the replies that the fundamental concepts of east/west and

north/south are often lacking (School 31).

Of the ten remaining teachers who completed the quest-
ionnaires, only one made no comment about graphicacy, and
the remainder did not aséociate problems with the slow learn-
ing child and thié aépect'of history. One teacher particularly

remarked that some children in fact excel in this area (School
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24). The question of the level of complexity of the maps
was mentioned bj three teachers as relative to the diffic-
ulties encountered by thelr pupils - if the maps were simple
enough then the pupils have no difficulty in interpreting
them. The remainder of the teachers commented that visual
representation is often much sasier for slow learning pupils

to comprehend than the written word. For instance:

'Sometimes the slow learners are more at home
using maps and diagrans than where the written
word loses its effect and significance for the

pupil.’
(School 9)

(vi) Retaining ianformation

Only one teacher in the survey failed to mention ret-
ention of information as creating a problem for the less
able child in history lessons (School 14). Most of the
teachers tended to see this, together with reading, writing
and comprehension, causing the less able the greatest prob-
lems in history. Once again, however, the teacher from
School 5 commented that retaining information is not only a
problem for the less able. Some teachers think that as some
of these pupils often only have one session per week for
history, this is not conducive to retention of information
from one week to another. One teacher commented that as
constant reinforcement of the information is necessary with
slow learners, this takes time, and limits the amount of
material covered in an academic year, hence iess able pupils

tend to study a smaller part of a period or syllabus (School

10).
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It was conmented that the retention of information
obviously varies from‘éhild to ehild, and that even classes
which are designated as 'remesdial'! are in a sense mixed
ability since no child learns or retains at the same pace
as his peers. One teacher remarked that general impressions
of a lesson could perhaps be carried forward, but not det-
ails (School 17). Another felt the problem of lack of
retention of information was the biggest difficulty the
less able face in history (School 29). According to one
teacher, a thematic approach to the teaching of history is

also difficult to achieve because of lack of retention of

information (School 11). Similarly, another comments that:

'Yorkinz on a continuous theme often entails a
'"back to square one' situation.'

(School 31)

A slightly optimistic view was expressed by the history
teacher at School 3, who remarked that depending upon the
guality of the previous lesson, basic outlines could be ret-
ained. The general consensus however, was that the retention

of information is one of the greatest problems the less able

pupils face in history.

In a mixed ability setting, which forms the largest

organizational grouwning in the survey, made up of:

Year 1 54.5% of schools
Year 2 L2.4% of schools
Year 3 35.3% of schools




93

the overall consensus was that behaviour was not a signif-
icant problem for the 1eés able in class. The situation
appeared to be negligible in year one but gained increasing
prominence into years two and three. The problem was seen
as variable - the reasons given included: boredom and frust-
ration in lessons; attention seeking and inattention if the
work was too difficult for the pupils. The problen is-seen
as an individual one rather than a group phenomena. One
teacher specifically mentions, however, that it was the
class above the slow learners which had the most behaviour

problems within the school (School 13).

The schools in the survey which stream by ability

comprise:

Year 1 15.1% of schools
Year 2 12.1% of schools
Year 3 12.1% of schools

Half the sample in this section mention behaviour as causing
a problem in class during history lessons. One teacher does
not see the problem as one necessarily involving learning
difficulties on the part of the pupils, more a situation
where help and encouragement from the classroom teacher
should provide sufficient incentive to behave (School 7).
Another comment was that 'merely writing' needs to be supple-
mented by a variety of activities to help prevent the problem
of misbehaviour (School 11). The remainder of the sanmple
mention laziness, 'the pupil needs to be pushed'! (School 27)
and the need for better planning of lessons to alleviate the

problem.
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Teachers in schools with szall groups of slow learning
pupils surprisingly, in view of the individual attention
wnich could be given, mention behaviour as a problem among

the less able in history lessons. These groups consist of:

Year 1 21.2% of schools
Year 2 27.2% of schools
Year 3 27.2% of schools

The problem again 1s variable and one teacher links it to
'other social inadequacies within the group' (School 30).
Another mentions that some of the pupils have 'emotional
problems which affect behaviour and learning' (School 17).
Poor concentration, reading and writing problenms, according
toc the teacher from School 8, contribute to 'bursts of poor
behaviour'. Frustration resulting from too difficult tasks
set 1s mentioned by two teachers as leading to possible
behaviour problems. The rest of this group see the problem

as spasmodic and needing good lesson planning to overcome.

The schools using a banding system for pupils comprise:

Year 1 9% of schools
Year 2 9% of schools
Year 3 12.1% of schools
These also mention behavioural problems - one teacher spec-

ifically relates them to the time of day, mornings being
more conducive to good behaviour (School 9). It was also
mentioned by one teacher in this group that problems rest
with individual teachers to control (School 11). Another
teacher mentions the 'snowball effect'! of less able pupils
within the class, 'some remedial pupils with attendant be-
havioural problems can cause a large proportion of the

class to become difficult' (School 5).
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Finally, schools which use setting as an organiza-

tional method are made up of:

Year 1 0% of schools

48]

Year 9% of schools

Year 3 12.1% of schools
Over half the schools in this category mention behavioural
problems, as well as the fact that in some cases this gains

prominence from years two to three. One comment being:

'Not in year one (problems), but increasingly
in some cases in years two to five,'

(School 1)
Another teacher suggzests a correlation between 'social
class, ability and behaviour' (School 2). One final comament
in this category comes from a teacher at School 13 who sess
the problem as one that varies with the individual child,
and who states that it is children in the category immediately

above remedial who have the ability to cause trouble in a

classroon.

The approaches mentioned to promote good behaviour in

class included such things as suitable text books; developing

their (the schools!) own resources; and working within the
child's limitations. Variety of presentation of work to the
group was also mentioned, such as using graded worksheets,
videos, radio and drama and the use of outside visits to give
a child first hand experience of his local environment. The
biggest factor however, appeared to be the attitude and apti-

tude of the class teacher involved.
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(viii) Concentration span

Thirty;two teachers mentioned concentration as a
problem in history lessons with the less able. OConcentra-
tion avpears to be quite limited, one teacher remarking
that ten minutes was the maxiwmum time in the lesson a child
could concentrate upon a specific task (School 3). In order
to aid concentration many of the teachers mention using a
variety of approaches in their lessons. For instance,
initially giving a short introduction to the lesson then
discussing the main points, giving some written work, and
if possibple incorporating a practical aspect into the lesson,
such as model making. The tasks involved, however, need to
be relatively simple ones. One teacher specifically mentions
role-play to gain pupil interest and thus aid concentration
in lessons (School 32). Two teachers mention lack of concen-
tration as a possible cause of behavioural problems (Schools
4 and 5), although once again one teacher remarks that lack
of concentration is not specifically limited to the less
able (School 7). However, lack of concentration, retention
of information and lack of literacy skills appear to cause

the gresatest problems for the less able in history lessons.

In conclusion, there were some additional problems as
well as those mentioned, which do not fit into the previous
categories. Poor attendance, for example, was given by sone
teachers as the reason for lack of continuity im the work

undertaken by the less able child. The pupils' inability to
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have such simple basic tools as pens or pencils to work with
in class, for instance, caused problems. Teachers also have
to keep pupils' exsrcise books in many cases, as they rarely
reappear once they leave school premises. Another teacher
specifically mentions a shortage of suitable material on
twentieth century history (which he thinks the children

could relate to) as causing additional problems (School 11).
A child's lack of confidence in his own ability is also men~-
tioned as causing difficulties, as on occasion this prohibits
communication, both in oral and written work within the class

group.

It is also mentioned by some teachers that groups are
sometimes too large - often twenty to twenty-five pupils -
to permit each child the individual attention he needs.
Lessons are also apparently considered too long at one or
one and a quarter hours in some cases. Emotional problems
were also cited as affecting behaviour and causing learning
problems in the less able. The fact that most schools are
structured around examination courses also causes problems
as special courses for the less able are often difficult to
organise or staff. Only one teacher remarked that history
did not present any particular problems in the area of the
less able beyond those of any art or humanities subject

(School 33).

(c) Characteristics: of history which cause problems for

the less able

The questions contained in this section of the quest-

ionnaire were to ascertain the particular characteristics of
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history which cause problems to the less able child. The
questions can be divided into three sections: i) those
relating to the development of historical &kills; ii) those
relating to the understanding of historical ideas and facts

and finally, 1iii) those relating to attitudes and values.

(i) Historical skills

Such skills as classification, chronologzy, understand-
ing cause and effect as well as generalization from; facts
all caused problems to the less able. Chronology, cause
and effect and generalization were said to cause the biggest

problems. As one teacher remarked:

"For the slow learner all of these points pose
very great difficulties, thay can see little
progression as they have little or no concept
of time.'

(School 4)
Most of these children find it extremely difficult t§ nove
from concrete to abstract facts and ideas, and less able
children are mentioned as besing 'confused' about chronology.
Some teachers mentioned that chronology is in fact non-
existent as far as these pupils are concerned; dut visual
history, for example, in the form of a church or museun,
can improve understanding. One teacher thinks the state-
ments which less able children make are given without
specific facts, or they over-simplify events as either a

'"black or white! choice (School 9).

The basic characteristics of history which cause prob-
lems for these pupils are seen by ons tesacher as .being their

inability to remember events in chronological order and an
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inability to grasp historical concepts (for example, he
mentions communigm). " He aléo remarked that most of the
less able do not understand cause and effect and are only
able to aporeciate the straightforward factual story of a
particular period (School 10). The view was expressed by
gome teachers, however, that historieal skills cause prob-
lems to the average child until he/she reaches fourteen to
sixteen years. Several teachers link the ability to gener-
alize from facts as related to literacy, and as the less
able have difficulty with this skill, it is therefore
inevitable that they have trouble with the concept of gen-
eralization. One Head of Department, however, mentions
that the ability to classify is not beyond some of the less
able he has taught, as he states they are capable of com-

things of different ages (School 17). A comment by

Q

paring

o

another teacher was that if the children are asked to write
answers involving the use of historical skills such as
classification or generaligation, they cannot do so; how-
ever, the same children can use the skills verbally even if
only at a simple level. The same teacher specifically con-

cludss:

'T believe firmly that all historical skills and
concepts can be introduced at an appropriate
level.'

(School 33)

On a more pegsimistic note however, many of the teachers
remarked that the less able have great difficulty in coping
with the concept of time, thus they appear to have limited

understanding of the historical skills and concepts men-

tioned.
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The use of source naterials, both primary and secon-
dary, as well as understanding a historical vocabulary
were commented upon. Seventeen out of thirty-three
teachers mentioned that the use of source materials, both
primary and secondary, did not cause prodblems to the less
able in history lessoas. Most of the teachers, in fact,
thought source materials could be an aid to history teach-
ing with the less able, providing that the extracts were
simple enough, and from personal experience I would agree
(see Chapter 5). The question of the readability and
suitability of certain texts, however, was raised by sonme
of the teachers as causing difficulty when using source

materials. One teacher commented that:-

'Less able pupils can sometimes cope with basic
comprehension exercises but may find it impos-
sible to analyse sources. Original sources
cannot always be used because of the type of
writing found on many old documents.'

(School 10)
One Head of Department remarked that his school is now
trying to adapt primary and secondary sources specifically
for slow learners in an endeavour to overcome the above
problems (School 14). Another puts forward the view that
primary sources are helpful in teaching history to the

less able as they can stimulate interest (School 18).

The Schools Council 13-16 Project is criticized by
some of the teachers for haviang resources too complex for
the less able child. The use of source materials has also

produced the comment that the pupils often stumble over
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vocabulary as much as historical content (School 27).

Several teaéhers; howéver; saw no problen uéing source
materials, 1f the language was sinmple enough; but there
was then the difficulty that too much simplicity could

lead to a lack of authenticity.

The use of a historical vocabulary however seemed
to produce problems according to most teachers, although
five out of thirty-three did say that pupils could cope
with a limited historical vocabulary including 3.C. and
A.D. Twenty-three teachers commented upon the fact that
their pupils experienced difficulity in this connection.
One specifically mentions that 3.0. and A.D. »rovide some
difficulty while decades and centuries can only be under-
stood when the pupil is able to grasp a time-span which
most of these pupils do not appear capable of doing
(School 31). The development of a historical vocabulary,
according to several teachers, requires specific teaching;
the brighter pupils, they observe, achieve this coinciden-
tally by reading. One specifically states that there is a
lot of misunderstanding by the pupils in this context
(School 8). Another teacher umentioned that words are often

copied down without any knowledge of their meaninz (School

9).

One optinmistic conment, however, by the teacher at
School 7 was that he has found no problems with the less
able using either sources or vocabulary. The former he
sees as once again depending upon reading or the readability

of the work; the latter as being taught by careful definition
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plus regular repetition. " Another observation was that
'most pupils find the same difficulty with a historical
vocabulary as they do with any new words in any subject!
(School 13). One Head of Department remarked that even
able fifth years have problems developing a historical
vocabulary and political terms are very hard for alil 11-

14 year olds (School 12).

A final comment from a teacher at School 27 was that
as the normal vocabulary of the less able is 'deficient!',
a historical vocabulary is often rarely acquired. There
is therefore a marked measure of agreement by the teachers
concerning difficulties which the less able face when
developing a historical vocabulary, which appears to create
greater problems than the use of source materials, both

primary and secondary.

(iii) Understanding attitudes and values

The recognition of bias/prejudice/propaganda and the
development of empathy were four of the skills involved in
this section of the questionnaire. Twenty-four teachers
stated that their pupils found recognition of the first
three difficult if not impossible; and only three teachers
mention success in this respect. In order to bs able to
understand bias/propaganda or prejudice, as one teacher
remarked, 1t is necessary to use inference and deduction
which is very difficult to do at all but a basic level with
these pupils (School 11). Another comment by a Head of
Department places the acquisition of these concepts firmly

at the door of the individual teacher. As he sees it,
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there is a need for colourful and imaginative teaching to
orovide a situation in which the pupils enjoy the topic,
become involved in it and the concepts mantioned can be
understood by the pupils, at however simple the level

(Sehool 21).

One teacher remarked that there is 1little scope for
analysis of bias/prejudice or propaganda in years one,
two and three (School 7). Another remark made was that
the less able show limited powers of comparison between
sources, but display a tendency to accept first statements
or docunments as correct (School 9). One final comment,
however, was that 1f the less able understand what is
required of them, they can in fact recognize bias, pre-
judice and propaganda (School 14). It has also been sug-
gested that work using these skills is better done orally
with the less able, for example, giving opinions, rather
than trying to get them to comnmnunicate their ideas on paper

(School 32).

The development of empathetic feeling, however, seemed
to be one skill which some of the less able could cope with.
Thirteen teachers expressed some concern over this skill
while fifteen agreed that they had empathetic responses
from pupils during their history teaching. One
commented that of the skills mentioned, empathy is probably
the easiest for less able children to handle (School 2).

Another teacher remarked that:

] . . . . .
Lower ability children can imagine theaselves
in historical situations more readily than their

more able brethren.'

(School 7)
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Another teacher conTirmed the relative success of empath-

etic resvonses when he said:

'?"heir (the less able) development of empathy
is often good; they lack the inhibitions of
the more academic pupil.'

(School 25)

A couple of teachers also mentioned that many less able
pupils are sensitive to the problems of others. One tea-
cher in particular commented that developing empathetic
skills can often work at a simple level with these pupils
and 'encourages a good response from them!' (School 8).
Once agzain, the aspect of literacy is mentioned by one
teacher who saw the development of empathy as an easier
skill for many as long as no writing is involved (School

18). A typical 'optimistic' comment was:

';"18:7 slow learning children show sympathetic

y LS y

attitudes and feelings for eople in the paSt.'
S

(School 32)

The opposite view regarding emvpathy was also expressed
by a teacher who thought they have difficulty developing
empathy because 'other people at the present time are hard
enough for them to understand! (School 27). Another sees
only limited success in this sphere as the less able find
it difficult to understand much outside their own exver-
ience (School 11). During the course of this research,
however, the empathetic response has tended to be the one
skill that a large proportion (nearly fifty per ceat of
those surveyed) agreed can be handled with success by the
less able. While the degree of success is often difficult

to measure and verbal responses tended to be more positive
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remedial specialist to be available to work with the his-
tory teacher to prepare work which was appropriate for

the child's needs.

(i) Successful strategies employed with slow learning

Responses to this gquestion put an emphasis upon the
variety of tasks, teaching approaches adopted, and the
resources used. A popular strategy used was to follow a

child's interests in history as one teacher commented:

'Surely the main thing is to capture their int-
erest. If colourful and interesting topics are
selected, the less able will enjoy the course
and gain some benefit from it.'

(School 10)
4The use of audio-visual aids was mentioned by several
teachers as promoting interest in history, as well as an
oral as opposed to a written approach. Worksheets were
commented upon by several teachers ag being one way of
approaching the teaching of history to the less able.

However, as one teacher remarked:

'"T am hesitant to call them 'successful' for
some pupils I have found it necessary to prov-
ide special (easier) worksheets (less related
to literacy). However, these are not popular
with pupils who seem to regard them as a slur
on their ability.'

(School 15)
Some teachers specified that the worksheets they use need
simple language, contain basic facts, and are diagrammatic

wherever pogsible.

Project work is also used - in some instances specif-

ically related to local history. Family history for
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instance, dealing with history through people rather than
inanimate objeéts. "One teaéhér specifically mentions using
folk music and family history together. The making and use
of models has also proved successful, for example a motte
and baily castle model; or creating an authentic (yellowed)
looking document; or writing a diary. The use of role play,
however, is only mentioned by one teacher as a method used
with the less able in history lessons (School 12). During
the course of the research at least three teachers have
mentioned that they would like to adopt the use of role-
play with their less able pupils in history, but the sheer
number of pupils in their classes prohibits the setting up
of such methods. Art work also seems to provide a fairly
successful medium - incorporating producing a class display

or class frieze.

The approach by the teacher to the children is seen to
be just as important as any methods used however, and the
use of a2 sympathetic approach by the teacher and an ability
to instil confidence in less able pupils 1is referred to.

One teacher 1in particular mentioned:

'... varied methods. do not appear to yield such
good results as does a sympathetic teacher using
just about any methods. Certainly 'text-book
bashing' is of little use.'

(School 27)

Specific text books are mentioned by very few teachers,
although the Head of Department of School 8 refers to the
Schools Council's. 'Time, Place and Society.9;13' for skills
and evidence; Arnold's 'remedial' history series.as being

'useful', and mentions outside visits for topic work linked
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to the 'How we used to live' television series.

A relaxed atmosphere with the children (in smaller
groups) was also mentioned as being conducive towards the
learning process in history, as well as the fact that the
pupils should be made to feel that the staff care and have

time for them. A final comment by one teacher incorporates

the ethos of many:

'The most important thing for low ability child-
ren is success and receiving encouragement. All
work must be within their capabilities and all

kinds of rewards, incentives are important - for
example, 'stars', house points or simple praise.'

(School 18)

(ii) Resources used for teaching history to slow

The use of audio-visual materials seemed to be one of
the most popular aids for teaching history to the less able,
as seventeen schools out of the thirty-three mentioned then.
Similarly, the use of text books and worksheets were given
equal prominence with eleven schools specifically mentioning
their use. The comment was made, however, that there is a
very limited number of text books for low ability children.
Seven schools did not specify any particular resources used,
and only four mentioned topic books as providing a resource
for the less able. Posters, pictures, photographs, docu-
ments, diagrams, drawings and the library were only mentioned

by three schools as part of the resources they utilized.

Surprisingly, in view of the comments of some of the
teachers regarding local history as a resource, the use of

local history materials was only mentioned by two schools
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out of the sample. Modelling was also only referred to by
two schools in the survey, and the use of charts, by one.
Many comments were made in the questionnaires about the
lack of suitable reading material and this seems to be a
major stumbling block encountered by all the history depart-
ments in the survey. As one Head of Department remarked:

'We either make our own - or do without' (School 3).

The answers to the above question were many and varied.
Five teachers did not specify any particular topics used
within the syllabus. One comment was that as we share a
common heritage, the selection of particular topics would
be wrong (School 11). Another teacher (School 9) remarked
that the topics were chosen which presented colourful
aspects - particularly social history, depicting clothes,
medicine, weapons and sports. Eight teachers remarked that
the slow learners in their schools study the same history
(or topics) albeit in less depth perhaps, as the rest of
the children, or perhaps fewer topics in greater depth

depending upon interest.

One school mentions the use of local history, for
example nineteenth century Sunderland, its geography and
conditions in the town, which fits in with the public
health topic in the general syllabus (School 31). Another
school (School 32) bases topic choice on comparability
studies - the past with the present - law and order for

instance, work, leisure and housing. The fact that
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specialist topics can only be used with smaller groups was
also mentioned, aé'well aé'the more general comment that
the whole choilce of work depends upon the textbooks avail-
able, together with class and teacher interest. One Head
of Department thinks the less able derive benefit from

working alongside the more able in topic work. He remarked:

'"They (the less able) can participate in the
oral work and benefit from the preparation
which has gone into the topics (less able
ought not to equate with less history!)’

(School 28)

No overall pattern emerged however from the answers
given in the questionnaires of any systematic selection of
topics for the less able. The main criteria for choice
being: size of classes, resources available, pupil interest
and teacher interest. Many schools seem to adhere, as far

as possible, to the general school syllabus for history.

(iv) General provision in history for the slow learner

~ the syllabus

Considering an overall view of the syllabus, of the
thirty-six per cent of the sample who mentioned 'special
provision' for the less able, many stressed special
approaches (teaching methods) rather than provision (con-
tent of the syllabus) for these pupils. For example,
choice of simpler text books, easier guestions, avoiding
more difficult concepts, or perhaps thé same syllabus but
approached from a different perspective - more child
centred as opposed to content orientated. Schools Council
material is mentioned by one teacher as being used specif-

ically by the slow learners. The pupils are taught in



111

small groups using material developed from Schools Council
'"Exploration Man' Serieé, with additional material devel-
oped by the staff (School 8). At least four other teachers
have remarked during the course of the research that the
only thing prohibiting them from using the Schools Council

course is the cost.

Only one school mentioned a syllabus being compiled in
history with co-operation from the Remedial Department, and
this tends to use a comparison approach - Medieval England/
Modern Zngland or social 1life then and now (School 32).
Sometimes substitutions are made in the syllabus for the
slow learning child - as noted in one school - the Russian
Revolution instead of the French, and modern history through
biographical approaches. Practical work in topic form is
also used from the general syllabus (School 5). A chronol-
ogical framework seems to be adhered to in most cases, and
a topic approach within this framework is often used accord-

ing to interest and resources.

(v) Assessment and examining of pupils' work

The use of various tests and examinations appears to
be guite widespread when assessing the work of the slow
learning child; a detailed analysis of the replies shows
that these vary considerably. Fifteen schools mentioned
using continuous assessment as a form of testing for these
pupils, while fourteen gave the children an examination
separate from, yet linked to, their more able peers, and
in four schools the children sat a general examination.

The nature of the examinations and their content appear to
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range widely, from yearly to end-of-course examinations.
In only one case was it specifically mentioned that a

remedial teacher is present to give help (School 4).

The point was also made that it is often presentation,
spelling, grammar and comprehension as much as historical
content waich is tested. In some cases the less able are
given regular class tests as well as a yearly examination
taken by all pupils. Onrne teacher in particular believes
that regular assessment is vital and commented that it is
useful if the work can be marked while the children are
present in order that comments or corrections can be dis-
cussed at first hand (School 10). Another valid point was
made by a teacher from School 11, who felt that while reg-
ular marking and assessment are important, care ought %o
be taken not to 'over mark' thus disillusioning the pupils
if too many errors are pointed out, as confidence in many
cases needs to be built up. Only one school in the whole
survey mentions assessment using effort rather than attain-
ment as their way of testing the less able »nupils in history

(School 24).

Continuous assessment was favoured by 45.5% of the
samnle, and the teachers spoken to during the course of
this research expressed a personal preference in many cases
for this form of testing, as they feel it gives encourage-
ment and motivation to the slow learning child who might
otherwise not perform as well in a standard examination

situation.
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(e) Individual teachers' comments regarding approaches

The replies to this section are again varied and
interesting. Most of the teachers who returned the quest-
ionnaires work with these children every day and are living
through the problems as well as the possibilities of teach-
ing history to slow learners. Twenty-one per cent of
teachers from the sample state that they want a separate
class for remedial pupils, taught by remedial specialists
with help from subject specialists. Twelve per cent
favoured integrated, adapted schemes of work in history
with more co-operation from various departments and spec-
ifically aimed at the less able. Thirty per cent are in
favour of more staff and resources being provided in order
that this would allow their pupils more specialized indiv-
idual attention. Mixed ability grouping was mentioned by
six per cent of the sample as being an ideal organizational
method of teaching history to the less able. One teacher
in particular mentioned teaching in a mixed ability situa-
tion but the group needs to be small enough to give all
pupils individual aitention (School 12). She also mentions

involving the parents in their children's school work.

Teaching the less able in small groups was mentioned
as being very important by twelve per cent of the sample.
One teacher remarks that the organizational grouping of the
pupils is.incidental; what is important is that they enjoy
the subject and can respond to the materials and teaching
methods. If they do, then they will relate to the past and

develop the reading and writing skills involved (School 8).
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Jine per cent of the teachers stated they favour a
separate syllabus in history for the less able children;
in practice, however, this does not happen. Only one
teacher (School 17) would like to see less tinme spent on
written material and more on oral work and discussion as
well as field work in the lower school. Another teacher
would like closer liaison between the history department
and the remedial department as well as the use of team
teaching. The Head of Department of School 31 would like
to see the development of language skills becoming more
prominent, as well as more local history as he remarked
that many less able have limited knowledge of their own

local environment.

A comment from one teacher (School 32) is also valid,
as she remarks that the less able need to develop a wider
concept of time, if possible. She also advocates the use
of drama - particularly work with plays in period costume.
The children should also be encouraged to touch and handle
things from the past and to realize that 'today's events
are history in the making'. Finelly, one remark tends to

epitomize the thoughts of all those who replied:

'In a perfect world, more time, more highly
trained and selected teachers, more resources,
better rooms, more time for preparation, more
secretarial and technical assistance; smaller
classes, dbut what a hope at present!’

(School 6)
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CHAPTER FOUR

SLOW LEARNERS' AWARENESS OF THE PAST

(a) Testing Procedures used

In order to ascertain the extent to which less able
pupils have an awareness of the past, several tests were
carried out in a County Durham secondary school with pupils
in years 1-3. These teéts were based upon those developed
by Dr. J. Westl in his Dudley Project and which were given
to children aged 7 to 13 of average ability. The aim of
the tests used in this thesis was to discover the degree to
which less able pupils have a general awareness of the past
in comparison with children of corresponding agé in desig-
nated 'A' and 'B' bands within the same school. A more
specific aim was to ascertain whether by using a certain
skills-based approach to teach history to less able first
years (11+), they would perform better in the tests than a
group of similar age and ability who were not taught by this

method.
Three year groups were tested:-

Years 1-3 'Remedial' band pupils (36 children)
(See Appendix for school's designation of pupils)

Years 1-3 'B' band pupils (79 children)

Years 1-3 'A' band pupils (80 children)

All the children were aged 11+ to 13+ (see graphs, Appendix D
for individual scores). Two of the Remedial group were
tested at the end of one year's teaching. Year 1 (1LRU),

the control group, was tested in July 1985 (a total of 14
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children). The pilot group (now year 2RPA), consisting of
15 children, waé'tested.in September 1984 which made then
‘the same chronological age as 1LRU when the tests were
administered. The experimental group was taught by the
writer, using a skills-based practical approach. The rem-
aining groups, including the control group, were taught by
colleagues using the general history syllabus in the trad-

itional fashion, e.g. mainly 'chalk and talk'.

The tests administered were under six specific headings:

SEQUENCE

Test 1 (a) - Days of the week

Test 1 (b) - Months of the year

Test 1 (c) - Sentence sequencing

Test 1 (d) - 5 pictures - earliest to
latest - Christ to Concorde

Test 1 (e) - 7 pictures - earliest to

' latest - Tyrannosaurus Rex

to Skateboarder

AUTHENTICITY

Test 2 - Documents

VOCABULARY

Test 3 - Ten gquestions

NUMBER ORDER -

Test 4 ~ Agscending order

Test 5 ~ Descending order
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CLASSIFICATION:

Test 6 (a) - Objects - Classification
Test 6 (b) - Objects - Identification and

Dating

MULTIPLE CHOICE PAPERS

Test 7 - Awareness of the Past (General)
Test 8 - Prehistory to this century
Test 9 - This century - 55B.C. to 1984A.D.

Copies of the test papers are included in Appendix 4,
and the reading ages of years 1-3 'remedial' groups are in
Appendix C, Some of these reading ages are low, and
undoubtedly therefore this lack of basic literary skills
has depressed the pupils' performance in some of the tests.
This is borne out by the fact that the tests requiring the
greatest literary ability, for example documents (Test 2),
vocabulary (Test 3) and awareness of the past (Test 7),
caused the greatest difficulties to the 'Remedial' and 'B'
bands. The sheer volume of words seemed to deter them
initially from the task. However, once the Remedial groups
had gained confidence, particularly the pilot group, their
performance improved. Throughout the tests generally the
'Remedial'! bands tended to take much longer to answer the
questions, but usually completed the task (even if incor-

rectly!) in the end.

A1l nine tests were given to years 1-3 'Remedial' and
'A' bands. The 'B' band groups however were unable to

undertake the classification of objects test. The twelve
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objeéts, which were on loan from the museum service, were
recalled before all the testing could be completed. Unfor-
tunately they could not be obtained in total for further
tests and it was pointless to give the tests using a few

objects., All tests were timed as follows:-

SEQUENCE

Days of the week (Test 1(a)) 5 minutes

Months of the year (Test 1(b)) 10 minutes
Sentence sequencing (Test 1(c)) 15 minutes

5 pictures (Test 1(d)) 15 minutes

7 pictures (Test 1(e)) 15 minutes
AUTHENTICITY - -

Documents (Test 2) 1l hour 10 minutes
VOCABULARY

10 questions (Test 3) 20 minutes

NUMBER ORDER

Test 4 15 minutes

Test 5 15 minutes
CLASSIFICATION

Objects (Test 6) 1 hour 10 minutes

MULTIPLE CHOICE PA?ERS

Awareness of the Past (Test 7). 35 minutes
10 questions (Test 8) 20 minutes

10 questions (Test 9) 20 minutes
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The first five tests under 'Sequence' were the easiest
to administer to all groups. They began from the known,
e.g. days of the week; months of the year, and proceeded to
the unknown - sentence and picture sequencing. The picture
tests 1(d) and 1(e) took some time to explain to all Remedial
groups, Year one particularly found difficulty with this itemnm
since they were much slower -to complete the task than the

other groups in all bands.

Test 2, the Documentary test, presented the greatest
difficulty to administer. The sheer amount of paper needed
to undertake the test was formidable, In addition the fact
_that the documents had to be handled by so many children
meant that the paper became worn and frayed. However, in
overall terms, the pupils responded well and worked in small
groups to handle/discuss/comment and finally classify each
document. The 'Remedial' pupils' initial response was one
of interest but caution. The written word for some of thenm,
as previously indicated, presents considerable difficulty and
as the documents obviously required a certain level of 1it-
eracy in order to extract information, the necessary confid-
ence and ability to tackle the task took a little time to

establish. Once again the pilot group seemed to settle down

to the task more quickly as they are used to handling evidence.

The easiest documents to identify by all groups were D (the
programme); F (the cartoon); G (the letter) and J (the news-
paper article). The most difficult proved to be E (the text
book page), and for the Remedial pupils in all groups, K (the
engraving) and I (the poster). The Remedial pupils in all

year groups, but particularly the control group and Year
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three, found difficulty initially in analysing the documents.
The categorising of documents for all three Remedial as well
as Years one and two 'B' bands, proved an easier task than

trying to extrapolate information from then,

The documentation test was primarily one of observation
of the facts and deduction from them. The pilot group had
been following a course specifically designed to help them -
to observe and deduce facts from evidence, both primary and
secondary (see Chapter Five). Their resulting mean score of
3.3 documents correctly classified as opposed to 2.45 (the
control group) and 2.87 (Year three Remedial) would appear
to indicate that the approach adopted with the pilot group
has.in some measure been successful. It is not, however, a
score'comparable with Years one to three 'B' or 'A' bands
who have a much higher mean score, but undoubtedly the dis-
crepancy 1is, as previously mentioned, related to a large
extent to lack of literacy on the part of the Remedial

children.

Dating the documents posed few difficulties for the
pupills especially since the dates were written on most of
them anyway. The Remedial pupils, however, took longer to
grasp this but once established, it proved no handicap to
them. Sections 2 and 3 of the test, 'What is the document
about?'! and '"Any facts learned?', seemed to confuse the
Remedial groups as well as Years one and two 'B' bands who,
in many cases, simply gave. the same answer for both sections,
perhaps indicating the need.for a different style of quest-
ioning. " The éilot’group on the whole, however, did differen-

tiate between the two questions. The greatest difficulty in
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this test lay in the differentiation between 'original' or
'copy' in Section 5. Many of the Remedial children guessed,
and those who did attempt to consider the question, partic-
ularly the Year one control group, tended to judge the
originality of the docﬁment by its appearance. Thus H (the
poster) and J (the engraving) became originals because they
'looked 01d'. The pilot group obtained the highest score

in the Remedial groups for this particular section, but once

again, not comparable with the 'B' or 'A' bands.

Vocabulary (Test 3) was completed by the '"B' and 'A'
bands in half the time allocated, while all Remedial groups
found difficulty with this one. The pilot group scored
slightly higher than the other two. Tests 4 and 5 (number
order) initially caused problems for the Remedial and Years
one and two 'B' ‘band groups. They became confused about the
ascending and descending order of figures and some needed a
few attempts before they presented their answers. However,
after several explanations 1t appeared to be the terminology

not the task which caused the problem.

Classification of objects (Test 6) proved to be the most
popular with the pupils. I had slight reservations about
allowing the articles (some irreplaceable) to be handled by
each child within the groups but my apprehension was unfounded.
The Remedial pupils particularly were both gentle and careful
when handling the items. The World War One hat was popular
and there were numerous requests to play the 'Top of the Pops!
tape! " However, the pupils soon settled and this, of all the

tests, appeared to give the less able pupils a chance to show
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their knowledge, as short answeré, or'usé of numerals were
required to anéwer the queétions. "Also the fact that they
could handle the objects personally in contrast to simply
trying to decipher the written word may have assisted them.
The test was in two parts - Part one: the pupils were asked
to identify twelve objects and put them in order - oldest

to brand new. Each object was numbered (not in a straight-
forward manner but using two digits as this would make the
pupils look hard and think rather than just writing down
1-12). (List A App. A.Part two: the pupils were shown seven
objects (List B " " from the previous twelve, and asked:
1) What is it? 2) What is it made of? 3) How old is it?

L) What was it used for? This section, therefore, not only
asked the pupils to date the objects but asked for identif-
ication and composition as well. This proved to be nore
difficult, and surprisingly since the Remedial groups had
already correctly seriated several of the objects, recog-
nitlon was much easier than correct dating. It would appear
that when written answers were required (even short ones),
all Remedial groups, including the pilot one, did not perform
as well as they did in Part one when numbers only were asked

for.

Tests 7, 8 and 9 (multiple choice papers) presented some
problems of understanding for the Remedial groups, and Test 7
particularly, iﬁvolVing twenty questions, was approached with
some apprehension by them. The queétions were read to them,
and with them; in order to ensure they understood what was

required. Tests 8 and 9 also proved more difficult for all
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Remedial groups as they were questions which, in the main,

required general knowledge as much as historical awareness.

A1l pupils, but particularly the less able, once they
comprehended the questions tried very hard to answer them
to the best of their ability. The brighter the child the
faster their speed of work appeared to be, and all Years
one to three 'A' band completed the questions well within
the time limits set. With the 'B' bands the time limit
seemed to correspond with their ability, while the Remedial
groups, given more time, may have produced more thoughtful,
although not necessarily more accurate, answers. The test

results are in Section (b).
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Test Results

Key to Abbreviations

DES - (Class designation

Y - Year group

N -~ Number of children involved
X - Mean score

8 - Standard deviation

Method of assessment of the tests

Two measures have been taken:-

The measure of location - in this case the MEAN

score = X

The measure of digpersion - VARIANCE = g

In order to ascertain how 'spread out' the obser-
vations are about the central point (the mean).

The figures quoted in this chapter are based on

this measure. The smalier the degree of dispersion,
the more concentrated the observations are about
the central point. Thus the smaller the dispersion,

more pupils obtained scores around the mean (or

average) for their particular group.
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(b) Test Results

The first tests administered were 1(a) and 1(b), days
of the week and months of the year respectively. These
tests were simply to try to get the pupils to think in a
sequential way prior to more difficult sequence tests being

administered.

1(a) Days of the week

The children were asked to write the days in the
correct order beginning with Sunday. A1l 'B' and 'A' band
groups as well as Year 3 Remedial group gave the correct
answers. Most of the Year 3 Remedial group, however, did
not spell the days correctly, particularly Wednesday,
Thursday and Saturday. The control and pilot group scored

as follows:-

1(a) Days of the week

Designation Number of Children Correct Siore
(Group %)

Control group 16 93

Pilot group 15 93

1(b) Months of the year

Designation - Number of Children Correct Score

(Group %)

Control group 17 64

Pilot group 15 73
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The months of the year presented similar problems to
those of the days of the week for the control and pilot
groups, particularly relating to spelling and sequencing.
A1l other groups, however, gave the correct answers. The
months August, September and October caused the greatest
sequencing problems for the control and pilot groups.
Once again the Year 3 Remedial group could sequence the

months but most of the pupils could not spell them.

Test 1(c) Sentence Sequencing

The sentences required comprehension on the part of
the pupils in order to sequence them correctly and the
control group particularly found difficulty with this
aspect. Their score was the lowest of all the groups and
in many cases they guessed the sentence order as they did
not readily understand them. The choice of the Roman
Standard Bearer was deliberate as the control group had
just completed Qork on this. This fact, however, did not
appear to assist them when sequencing the sentences, as

the following will indicate- (see overleaf).

The pilot group scored higher than the control group,
the Year 3 Remedial and Years 1 and 2 'B! band. 1In fact,
they were comparable with Year 2 'A' band, which, consid-
ering their lack of literacy, is quite an achievement. The
pilot group has, during the course of their work in history,
sequenced pictures which were 'before'! and 'after' a battle

and this may have assisted them in this test.
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Test 1(c) Sentence Sequencing

. Correctly

Y Des. N Sequenced

(Group %)
Control group 16 18
Pilot group 15 8%
3 Remedial 11 54
1 'B!' band 24 50
2 'B!" band 23 52
3 'B' band 6 76
1 'A' band 217 96
2 'A' band 23 69
3 "A' band 27 81

Test 1(4d) 5 pictures

The pupils were asked to sequence five pictures, from
Jesus Christ to Concorde. All remedial groups were slow to
grasp what was required of them at first, particularly the
control group. This test caused all the less able groups
and Year 1 'B' band problems, as although recognition of
the pictures caused no difficulty, sequencing them did. The
results indiecate that once again the pilot group scored
slightly higher than the control group and Year 3 remedial,

but lower than the other bands. The results were as follows:-
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Test 1(d) Sequence (5 pictures)

Y Des. N x s
Control group 14 2.29 1.79
Pilot group 11 2.91 1.62

3 Remedial 9 2.89 1.73

1 'B' band 25 344 1.24

2 'B!' band 23 JARES 0.82

3 'B! band 24 467 0.75

1 'A' band 22 5 0

2 'A' band 20 5 0

3 "A' band 23 4.8 0.56

Although the mean score of 2.91 pictures correctly
sequenced by the pilot group is higher than the control
group or Year 3 remedial, it does not compare with the 'B!
or 'A' bands. Since this was the first test of this type
administered, it is possible that the less able did not
immediately grasp what was required of them as the other
bands did. In addition, there can be 1little doubt that the

general knowledge of all the remedial groups is not good.

Test 1(e) 7 pictures

This has been calculated on a percentage basis to show
two results: i) recognition of the pictures and ii) correct
dating within the timescale. For all groups recognition of
the pictures proved easier than correct dating. The pilot

group scored higher on both counts than the control group,
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and indeed obtaiﬁed a score comparable with all other

bands. The overall results of this test show that only

the able

third year group obtained a high score on both

recognition and correct dating.

Test 1(e) (7 pictures)

Picture 1. DINOSAURS

p| e | a | e |G
Control group| 15 Lb Q
Pilot group 11 90 45

3 Remedial 12 100 41

1 'B!' band 25 76 50

2 'B!' band 21 90 52

3 'B' band 24 91 53

1 'A' band 24 88 62

2 "A' band 25 92 36

3 'A' band 23 91 78

(Dinosaurs) Year 3 Remedial group obtained a high

score in
knew the
and four
(as well

a higher

the recognition section, for instance every pupil

picture was a 'Tyrantysaurus Rex', 'Rantasaurus X',
of them wrote '"Tyrranosaurus Rex'. The pilot group
as the others) - apart from the control - obtained

score than the Year 2 '"A' band in correctly dating

the picture. ©None of the groups have in fact done any work

on dinosaurs in their school history - any information has

therefore been gained from outside sources.
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Test 1(e) - (7 pictures)

Picture 2. - PREHISTORY

! Des. A G ooall e caon
Control group 15 20 0
Pilot group 11 63 37

3 Remedial 12 58 50

1 'B' band 25 56 18

2 'B' band 21 57 19

3 'B! band 24 75 21

1 '"A' band 24 83 19

2 'A' band 25 100 12

3 'A' band 23 82 13

The above scores give some erratic results which cannot
readily be explained. Year 2 'A' band, for instance, scored
100% for recognition yet the lowest score (apart from the
control group) on dating, well below the 'B' bands, the
pilot and Year 3 remedial groups. Year 3 'A' band obtained
the lowest recognition score for their group. One explana-
tion could be that the work céncerning prehistory is under-
taken in Year 1 in the 'A' band group and apart from some
basic revision in Year 2, is not referred to again. The

pilot group once again scored higher than the control group.
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Test 1(e) - (7 pictures)

Picture 3. ANCIENT CIVILIZATIONS

y Des Y Recognition Correct Date
= —_ - (% score) (% score)
Control group 15 5 0
Pilot group 11 45 18
3 Remedial 12 41 0
1 'B! band 25 56 20
2 'B!' band 21 61 15
3 'B' band 24 58 16
1 'A' band 24 L5 20
2 'A' band 25 48 4
3 'A'" band 23 30 8

(Ancient Civilizations) The pilot group's score was
higher than the control, Year 3 remedial and Year 3 'A' band
in both sections. Their recognition score was comparable
with Year 1 'A' band (a group of the same chronological age).
None of the pupils had undertaken any study in school of the

civilization of the Ancient Greeks.

(17th Century Painting) (see results overleaf) The
pilot group found the greatest difficulty in recognising
the 17th century painting. Surprisingly however, they
obtained one of the highest scores for correctly dating the
picture. Similarly only 4% of Year 3 'A' band recognised
the painting while 48% (highest score) correctly dated it.

The recognition section caused the greatest difficulties for
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Y Des. ¥ fpen |t
Control group 15 12 8
Pilot group 11 0 18

3 Remedial - 12 16 8

1 'B' band | 25 40 10

2 'B! band 21 19 11

3 'B!' band 24 70 13

1 'A' band 24 L5 16

2 TA' band 25 32 24

3 '"A' band 23 7 4 .8

all groups, quite a few of the children mistook the cavalier
for 'Guy Fawkes'. The dating seemed to cause fewer problenms,
gince all second and third year groups have already done some
work on the 17th century. This does not, however, explain

the high recognition score of Year 1 'B' and 'A' bands who
have done no work on the 17th century period. It would appear
to confirm Dr. J. West's2 remarks that children draw upon a
considerable body of experience largely gained out of school

(he suggests as much as 60%) of adult historical stereotypes.
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Test 1(e) - (7 pictures’)

Picture 5. - 19th CENTURY PAINTING

po| e | a | Gpemite | Copepae
Control group 15 56 0
Pilot group 11 81 0

3 Remedial 12 25 0

1 'B' band 25 52 3

2 'B! band 21 50 10

3 'B' band 24 74 14

1 'A'" band 2/ 5 8

2 "A' band 25 6 21

3 '"A' band 23 4 0

All remedial groups found difficulty dating the 19th
century painting. However, 81% of the pilot group (the
highest score) correctly remarked that it was a 'painting
of Jesus Christ'. The Year 3 'A' band found extreme diffic-
ulty with both identification and dating; most of the group
thought the picture was from a stained glass window. Their
low score cannot readily be explained because the general
school syllabus covers this period of history in Year 3 and

includes literature as well as art.
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Test 1(e) (7 pictures)

Picture 6. (20th Céntury)-JARROW‘MARCH (1936)

| me | n | Gy g
Control group 15 36 0
Pilot 11 100 0

3 Remedial 12 25 16

1 'B!' band 25 73 15

2 'B' band 21 85 16

3 B! band 24 75 2o

1 'A' band 24 L5 50

2 "A' band 25 60 Ll

3 "A' band 23 47 68

The pilot group gained full marks for recognition of
the 20th century picture. They, together with the control
group, however, could not give the accurate date which was
asked for - namely which part of the century did the event
occur. Apart from Year 3 'A' band, all groups scored
better in the recognition section compared with dating the
picture. Most of the groups put the date within the first
decade of this century, and only five pupils gave the exact

date.
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Test 1(e) (7 pictures)

] e [ n [ e e
Control group 15 Lh 24
Pilot group - 11 100 81

3 | Remedial 12 66 75

1 'B' band 25 76 75

2 'B!' band 21 85 74

3 'B! band 24 79 : 78

1 'A' band 24 leO 79

2 'A' band 25 100 88

3 'A' band 23 78 100

This item proved to be the easiest for all pupils.
The second year in particular obtained a high score in both
recognition and dating. The picture (of a skateboarder)
presented no real problems of recognition or dating, although
some members of the control group thought he was 'a astro-
nawt'! (sic) and had no idea of the date involved. The
question required accuracy in dating to within five years
and many of the pupils achieved this. This picture was
something known to then, probabiy from television, comics
or first hand experience. - hence recognition was easy and
as 1t was within their own time-span dating also presented

no problems apart from the control group.
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Y Des. " x s
Control group 13 2.46 1.45
Pilot group 12 3.33 1.25

3 Remedial 8 2.88 1.9

1 'B!' band 25 4L.52 1.7

2 'B' Dband 22 6.0 1.68

3 'B' band 25 5.56 0.98

1 '"A' band 26 5.88 1.19

2 TA' band 20 7.5 1.07

3 'A' band R3 7.96 1.4

The pilot group among the Remedial groups achieved the
highest score in the document section. Given the documents
they had handled throughout the course, however, the score
is disappointingly low. Nevertheless, as this section relies
primarily upon literacy their lower score in comparison with
the 'B' and 'A'! bands is perhaps not surprising. This was,
as previously stated, a difficult test to administer because
of the sheer volume of paper required, and the control and
Year 3 Remedial pupils were very confused initially about
what was required of them. In view of their previous exper-
ience with documents, however, the plilot group settled down
quickly to the questions and appeared to adopt a more system-
atic and methodical method of answering, treating each section
in i1ts turn rather than answering questions haphazardly as

the other Remedial groups did. As Dr. J. West3 observed,
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this test is primarily about confidence, plus the ability
to extrapolate detailé. "Nothing more than the information
that is in each document is expected of the pupils. The

test is undoubtedly, therefore, one related to the pupils'
powers of observation. The pilot group responded well to
this, but their lack of literacy inhibited the possibility

of a high score.

Test 3 - Vocabulary (10 words)

Y Des. N : s
Control group 12 3.92 1.8
Pilot group 12 4.66 1.84

3 Remedial 11 4.0 2.13

1 'B'" band 25 8.52 0.9

2 'B" band 23 7.83 1.88

3 'B! band 27 9.18 0.98

1 | 'A' band 25 9.28 0.87

2 'A' band 22 9.95 0.21

3 "A'" band 217 9.96 0.19

The pilot group obtained a score on this test greater
than that of any of the other Remedial groups. All the
less able pupils found difficulty with spelling the words,
particularly 'historian';. 'plague' and 'Egyptians'. 1In
contrast Years 1-3 'A' bands and Year 3 'B' band had little
difficulty with the test, and their spelling was generally

correct.



139

v Dés N T?st.4 Test 5

= : - (Group % Score) |(Group % Score
Control group 14 75 83
Pilot group 11 85 85

3 | Remedial 9 54 80

1 'B! band 24 87 45

2 'B! band 22 90 - 86

3 'B! band 24 100 91

1 'A' band 25 84 100

2 "A'" band 22 95 95

3 'A'" band 27 100 100

The greatest problem with this test experienced by the
Remedial groups, was understanding 'ascending' and 'descend-
ing! order of numbers. The Year 3 Remedial group in particular
found difficulty with this. Year 1 '"B' band also experienced

difficulty with Test 5 (descending order) and some of the

pupils needed several attempts at the test.
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;

Y Des. E _ - Correct Date <
Control group 11 bel 1.73
Pilot group L4 5.64 1.63

3 Remedial 8 6.25 2.86

1 "A' band 24 7.79 2.14

2 "A' band 24 8.75 1.51

3 '"A' band 24 9.38 1.15

The 'B' band groups did not in fact take this test
since the objects were not available for classification.
The pilot group once again scored higher than the control
group. They still did not achieve a score comparable with
Years 1-3 'A' bands. The above scores refer to the correct
dating of the twelve specified objects. Seven objects from
the twelve were also offered for dating and identification.
These tests were perhaps the most popular with all the pupils
who enjoyed handling the items and commenting upon 3%them.
Judging by the remarks made by the less able; it was obvious
that they could make fairly accurate attempts at identifica-
tion but dating the objects caused problems. The seven
objects were 1) a flint axe-head; 2) a toy Roman lamp;

3) Roman coins; 4) a wooden spoon from the Middle Ages;
5) a Victorian knitting needle; 6) a helmet of the First
World War, and finally, 7) a tape recording of 'Top of the

Pops', 1984. The pupils were asked four questions relating
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to the objects: 1) What is it? 2) What is it made of?
3) How old is it? and 4) What was it used for? Questions
1, 2 and 4 are incorporated under 'Identification' and

gquestion 3 under 'Dated'. The results were as follows:-

Object 1. Prehistory - Axe-head

¥ Des N Identified Dated

~ —_— - (Group %) (Group %)
Control group 9 77 9
Pilot group 14 100 7

3 Remedial - 8 50 12

1 'A'" band 24 87 62

2 'A'" band 24 100 33

3 'TA' band 24 87 40

The pilot group had no difficulty in identifying the
axe;head, but dating it caused them problems. Many thought
it was 'old' but had no idea of its real-age in terms of
years. All Year 1 groups had done work on prehistory during
the year and the Year 2 'A' band undertook basic revision
in prehistory at the beginning of term. Some very interest-
ing answers were given for question 2) 'What is it made of?!',
ranging from 'stone', 'plastic' to 'flint'. The less able
had no problem identifying its composition. Question 4)
'"What was it used for?', however, caused some uncertainty.
Eventually the answers 'hunting' and 'maybe killing animals'

were put forward.
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Object 2 - The Roman Lamp

Y Des. o Identified Dated
Control group 9 65 0
Pilot group 14 71 7

3 Remedial 8 62 0

1 'A' band 24 91 4

2 'A' band _ 24 100 16

3 'A' band 24 100 25

Again, dating proved more difficult than identifica-
tion. The pilot group had some problems initially with
identification but soon gained confidence and obtained the
highest score among the less able. All pupils were able to
identify the fact that the object was a 'lamp'; most correctly
assumed it had been a 'toy' and was made from 'clay'. The
difficulty arose when they tried to date the object - guesses
were made ranging from 'modern' to 'Middle Ages'. Only a

small percentage overall correctly dated it to the Roman period.

Object 3 - Roman Coins

Y Des.: N Identified Dated
Gontrol group 9 §Z 0
Pilot group 14 zl 0

3 Remedial 8 62 0

1 'A' band 214 87 5

2 '"A' band 24 100 8

3 | 'A' band 24 100 17
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A1l Remedial groups had the greatest difficulty in
dating the Roman coins and found the task beyond them. The
control group, however, had few problems identifying the
coins as Roman (apparently during the year quite a large
percentage of the syllabus used with this group had been
based upon a study of the Roman Empire). Dating the coins
also presented problems for the 'A' bands who tended to date
them hundreds of years B.C. and did not use the 'clues' on

the coins, i.e. the heads of Nero and Constantine.

Object 4 - Wooden Spoon - Middle Ages

Y Des. N Identified Dated
Control group 9 L 11
Pilot group 14 ' 85 8

3 Remedial ' 8 50 0

1 'A' band 24 100 8

2 "A' band 24 100 25

3 'A'" band 24 100 33

The pilot group had few problems identifying the spoon,
Dating, however, proved a problem. The Year 3 Remedial
group had no grasp whatsoever of this, and most gave the date
as 'modern'. The 'A' bands found identification easy, once
again however dating proved more difficult. The use made of
the object was given various interpretations by the less able
groups from mixing 'puddings' to 'cakes'; some thought it was
for mixing 'doe' (sic). The 'A' bands tended to be less

adventurous and thought it was for 'mixing'.
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Z Qégw E Identified Dated
Control group 9 77 43
Pilot group 14 85 8

3 Remedial 8 50 0

1 TA' band 24 95 ' 45

2 'A' band 24 100 66

3 'A' band 24 100 83

The control group was quite successful in dating this
object compared with the pilot and Year 3 groups. Appar-
ently some days before the test one of the pupils had
brought in a Victorian photograph which had led to discus-
sion about Victorian life generally: this obviously assisted
them in coping with this aspect of the test. The Year 3
Remedial group had no concept of dating this object whatso-
ever, and most thought it was from 'today'. The majority
of pupils in all groups remarked that the needle was used
for 'knitting' and was of 'wooden construction'. In the
case of Years 2 and 3 'A' bands, it was designated as
'ornate'; 'typical Victorian workmanship' was the answer

given by one Year 3 able pupil.
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Z Qég. N Identified Dated
Control group 10 77 22
Pilot group 14 100 43

3 Remedial 8 75 37

1 'A' band 24 95 45

2 'A' band 24 100 58

3 "A' band 24 100 82

The pilot group had no difficulty in identifying the
helmet and made a good attempt at dating the object. The
'A' bands, especially Year 3, found this one of the easiest
items to identify and date. Only the syllabus followed by
the pilot group included World War One items so it is assumed
that the knowledge of the other groups was gathered coincid-
entally from the media, books or relatives. The consensus
of opinion about the use of the helmet was (not unnaturally)
"'for protection' and the Year 3 'A' band group, in the main,

gave the exact date '1918' for its manufacture.

Object 7 - Tape 'Top of the Pops!' - 198/

Y Des. N Identified Dated
Control group 9 ‘ lQQ’ 33
Pilot group 14 §§" 85

3 Remedial 8 87 . 25

1 'A' band 24 100 100

2 'A' band R4, 100 100

3 '"A' band _ 24 100 100
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The tape recording was undoubtedly the easiest item
to identify although daiting again proved difficult for the
control and Year 3 Remedial groups. This is surprising as
the tape 'Top of the Pops' 1984 was very clearly marked.
These two less able groups did not always take appropriate
care when identifying the items and consequently missed the
exact date. Some of the pilot group did not answer the
question relating to dating. This was possibly due to care-

lessness on their part.

For all groups throughout Test 6, including the pilot
group, identification of the objects proved easier than
dating. Only the pilot group had handled objects before
during lessons and this undoubtedly assisted their score in
comparison with the control and Year 3 Remedial groups.

The 'A' band groups however, with no experience in class of
practical work, performed in most instances better than the
pilot group. The difference can be attributed to innate
intelligence and the way high achievers appear to be able
to collect, correlate and recall information regardless of

the method of teaching or even the content of the syllabus.

Test 7 - Multiple Choice Papers

These tests were designed to gauge certain basic skills,
in contrast to those of recognition, description or sequence,
specifically finding the age from a date and correlating an
event with a particular year or century. The first test
(Number 7) of twenty multiple choice questions caused some
problems for the less able since they needed individual guid-

ance to see what was required of them. Some questions caused
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them real problems and were generally related to time and
people - for example, question 5) 'Which of these was born
last?' The easiest questions involved historical events or

dates. The results of the test were as follows:-

Test 7 - Awareness of the Past (20 questions)

Y Des. v x s
Control group 12 16.75 . 2.45
Pilot group 11 17.0 2,04

3 Remedial 9 15.2 3.29

1 'B' band 25 16.36 2.81

2 'B! bangd 23 17.1 1.84

3 'B' band 23 19.5 0.58

1 TA' band 24 18.7 1.43

2 TA' band 23 19.8- 0.41

3 'A' band 27 19.7 0.53

A1l the less able pupils took time to settle down when
answering this test as the sheer volume of guestions seemed
to deter them. The twenty questions involved general aware-
ness not requiring any specific historical knowledge. Once
these groups understood what was required of them, they
seemed to find .1ittle difficulty with the task. A major
problem was the time factor since the less able were slow

to answer the questions (particularly Year 3).
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Test 8 - Prehistory to this Century

Multiple Choice Paper - 10 questions

4 Des. v x s
Control group 12 433 1.8
Pilot group 10 5 1.34

3 Remedial 11 bae5 1.92

1 'B' band 26 6.19 1.8

2 'B' band 24 7.08 1.5

3 1 !'B' band 26 9.15 0.82

1 'A' band 18 6.94 2.27

2 "A' band 23 9.9 0.20

3 '"A' band 27 9.85 0.45

The less able groups did not equal the scores of the
others in this test. Even the pilot group who achieved the
highest grade among the remedial found difficulty with this
one., Perhaps one cause was that the paper required spec-
ific historical knowledge as well as the power to recall
information. The research has shoﬁn (see Chapter 3) that
the lack of recall is one of the many problems the less able
face in history. This coupled with their lack of reading
ability hindered thenm gaining the information incidentally
as the other groups appear to have done. The pilot group
had covered work relating to the questions during the year,
and yet their mean score of 5 is little better than their
peers. It would seem that the ability to recall information,
or make a reasonable guess from the 'clues' in the questions,

is indeed a serious problem for the less able.
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Test 9 - This: Century and 55BC- to 19844AD

Y Des. N % s
Control group 12 4.33 1.8
Pilot group 10 5.1 1.22

3 Remedial 11 5.0 2.56

1 'B!' band 24 | 7.38 2.25

2 'B' band 25 7.72 0.96

3 'B' band R4 9.25 0.66

1 'A' band 14 6.3 2.45

2 "A' band 23 9.96 0.2

3 'A' band 7 9.81 0.47

Again, this multiple choice paper required specific
knowledge of history on the part of the pupils, which seemed
to inhibit the less able in their replies. Two of the ques-
tiong, however, referred to events which have occurred in
their lifetime but analysis of the replies showed no improve-
ment in their score on these items compared with the wider
historical knowledge required to answer the other questions.
The less able also revealed a lack of basic arithmetical
skill during tests 8 and 9. Some of the pupils seemed unable
to make sensible estimates of a possible answer, yet these
same children had shown from the other tests that they are
capable of recognizing items from the past and correctly
sequencing them. If therefore an estimate of their awareness

of the past was based upon tests of an arithmetical nature,
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the result would be pessimistic, whereas the other tests
have shown all the less able pupils do have a reasonable

awareness of the past, at however basic the level.

(¢) Conclusions

In eleven out of the thirteen test items the pilot
group scored higher than the control group. Of the renm-
aining questions, 1(a) - Days of the Week produced the
same score as the control group, and in question 6 -
Objects, the pilot group obtained a higher score excluding
number 4 - The Roman Coin and number 7 - The Tape 1984.
While the tests are not conclusive, they can act as an
indicator of historical awareness. Children labelled
"remedial', 'slow learner' or 'low achievers' do have an
awareness of the past because they are able to understand
primary and secondary evidence; they can recognize objects
from the past, e.g. a prehistoric axe-head or a Roman lamp.
They can sequence and date items from the past as well as
being able to correlate events within a particular period

in history.

Both the control and pilot groups have similar academic
and social problems, including short concentration spans;
poor powers of recall, and on occasions, behavioural diffic-
ulties. The difference therefore in their scores, as
demonstrated by the tests, must be attributed to the method
and content of the syllabus taught to the pilot group. The
scores of all the remedial pupils, however (including those
in the pilot group), are not, in most cases, comparable with

the higher scores of the 'A' and 'B' bands. These results
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are perhaps not’éurpfi&ing as the moré'able children have
few literacecy and numeraéy'problems, and their powers of
concentration and recall are, in the main, well developed
by the ages of 11+ to 13+. The wider general knowledge of
the 'A' and 'B!' bands, as shown by the results of tests 8
and 9, appears to have been gathered coincidentally by
these pupils, perhaps from television or literature, as

the school history syllabus does not include these aspects.
The syllabus of the pilot group included these periods of
history and yet their score was lower than the more able
groups. It was, however, better than the control and,
generally, the Year 3 Remedial groups. One explanation
for the discrepancy between the scores of the remaining
groups could be the pilot group's poor powers'of recall,
particularly of names and dates in comparison with the more

able children.

Dr. J. West, some of whose tests have been adapted for
this research, commented that the idea of young children
having no time-sense is misleading, and 'the outcome of
inadequate research'.ﬁ He believes the time-sense can be
demonstrated in any classroom with an adequate supply of
pfimary source material, even with children previously
thought to be 'less able', and the tests given to the child-
ren during this research do deménétrate that a certain
approach to history with the less able using, among other
things, source material, can produce promising results,‘as

well as revealing a time-sense on their part. As stated,

the tests showed that all the pupils could understand the
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concept of evidence, at their own level. The more able
(and the pilot group to a leéser extent) can appreciate
the authenticity of primary evidence. The remedial pupils
as well as their able peers can all understand events in
sequence and, with suitable guidance, the pilot group in
conjunction with the 'A' and 'B' bands can conjecture as
to cause and effect, as well as being able to deduce from

observed facts - for instance, the object test 6.

The syllabus used with the pilot group, however, can
in no way be seen as a panacea to solve all problems which
the less able face in history. Poor literacy and recall,
for instance, are major obstacles which have to be faced
regardless of syllabus. Yet throughout the past five years
many less able children have benefitfed from the skills-
based approach and have undoubtedly become more aware of
change in the past. If, therefore, the less able make some
progress towards historical awareness by using the practical
approach, then this may be the way forward with these child-

ren.

Miracles cannot be expected; the less able will never
be able to compete in an academic sense with their more
able peers. If, however, progress is made towards histor-
ical awareness using the approach outlined in Chapter 5,
then this should be encouraged. A remark made about history
some time ago by Richard, a first year less able pupil (now
deceased), in answer to ‘the question, 'How do we know about
things in the past?', shows progress can indeed be made

with these children:-
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'"Things is not gone in the past we can find out
anything now because of the left documents and
bildings (sic) and things.'
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CHAPTER FIVE

A SUGGESTED FRAMEWORK ..

(a) Problems to consider when designing a history syllabus

for less able pupils

When designing a history syllabus for the less able
obviously an account has to bé made of the various diffic-
ulties they face, especially relating to literacy and num-
eracy. The less able pupils involved in this research are
perhaps a typical example in that their chronological ages
and reading ages are at variance and this has created reading
and comprehension difficulties. (The C.A. and R.A. of years
one to three less able pupils involved in this research are
in Appendix C, Chapter 4). A great problem therefore arises
at the outset, and one which was discussed in Chanter One,

relating to suitable written material for their age and needs.

The variance between C.A., and R.A. has meant, until the
last few years, that most less able children read history
books which used simple text. Simple being exactly that:
usually books used by a much younger year group, as they con-
tained a minimum of 'difficult'! words. Fortunately, the
balance is now changing, for as we saw in Chapter One, there
are now some texts which contain material simply or diagram-
atically presented but which does not insult the child's
intelligence at whatever level, and yet is within their cap-
aclity to assimilate. For example, Arnold's 'Action History!

booksl, or 'In Search of History'! by J. Aylettz.
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Unfortunately, however, there is still a long way to
zo in providing suitable reading materials in history for
less able children, and in preparing a syllabus for them;
choosing suitable texts is a difficult problem. The less
able are individuals within a homogeneous group and any
text has to be adapted to suit individual needs. The res-
ourcesgs used in history over the past five years during my
work with these pupils are listed in Appendix A, and have,
of necessity, in some cases besen greatly adapted to try to
accommodate their needs. Worksheets ére particularly use-
ful and access to a photocopying machine is a vital element
in the provision of suitable materials for the course!
Similarly, the practical skills-based approach I have used
to teach history to years 1-3 does not look, at first glance,
an easy method since it uses primary and secondary evidence
(involving interpretations), and analysis and judgement
which may seem too advanced (see research findings, discus-
sed in Chapter Four). However, if the material presented
to them is suitable to their needs, then they can certainly
benefit from history, using a skills and concept based
approach, in the same way that their more able peers can.
The crux is suitability of materials and presentation.

In all honesty, many things tried with these pupils
during the past five years have not always wbrked. For
instance, the adaptation of the Schools Council 'What is
History?!' (Problems of Evidence - on Richard III) had to be
dissected, re;appraised and re-presented in an attempt to

help the pupils to see and gain some understanding of the
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conflicting evidence. For example, the evidence 'for' and
'against! Richard’waé read by the pupils - with assistance
and interpretation - and discussed with them., It was then
written out by the pupils, in their own words (with help!),
in the form of statements. In role-play, each pupil read
the appropriate evidence of the character he porirayed, and
a simple trial was conducted to ascertain Richard's 'innoec-
ence' or 'guilt!'., The use of evidence, however, must usually
mean that it is tactile or visual, as written documentary
material (Richard III is a case in point) has to be abbrev-
iated and often transcribed by the pupils with considerable
help from the teacher., The skill of analysis, however, is
slightly easier as it can be helped by using comparison;

in the case of Richard III, analysing the styles and fash-
ions of the main characters and comparing these with their

own fashions.

There is also another aspect to be considered when
producing a suitable syllabus, and that is the time factor.
The number of hours per week the pupils have to complete
any tasks or related work may be inadequate, and homework
with the legss able does not usually produce a good response.
For five years I have been responsible for the school history
club (after school), and many of the less able attend. It
is here that they can develop individually a theme or idea
they may have devised but which the normal school timetable
prohibits. In other words, a hiétory syllabus for the less
able should not be viewed merely as 'periods 2 and 3' but

needs further time for certain individuals to develop their
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school's general educational objectives. "Pupils must also
be provided with skills and content as well as knowledge.

The syllabus should contain:

"Local, national, world sequence (not necessarily
chronological) progression - it must stretch the
children as they mature. It must not simply inv-
olve pouring more of the same into them each year.”

The syllabus also needs to take into account the organiza-
tional methods used by the school; for example, streaming,
mixed ability, withdrawal ete. Finally, it must help pupils
to see that historical interpretations are in a state of

constant revision (no mean task with low ability children).

K. Hodgkinson, 1in his.pamphleté, sees the academic
aims of a course for slow learners as those of developing
an understanding of (a) aspects of our cultural heritage,
(b) concepts of causation, progress and change, (c) a back-
ground of our present situation and (d) the methods used by
the historian., Finally, there is a great need to take into
account the pupils' special needs of personal involvement
and to offer new experiences and practical activities. 1In
degigning a syllabus, identification needs to be made of the
concepts and skills which will be of greatest benefit to the
pupils, and I would coneur with the list offered by K. Hodg-
kinson, including the concepts of continuity (as well as
change); evidence and authenticity as well as the skills of
empathy; interpretation; analysis; observation and recording
and organizing information. He also remarked that springing
from the academic aims, motivation should have first priority
in any syllabus designed for the less able. However, this

does not mean that:
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'... anything goes, provided it has interest.

4 clear conceptual consistency should underlie
the course.'7. .

He sees themes lasting for half a term as helping to estab-
lish patterns of activity and behaviour, while variety of
activity within the framework retains interest. There is
little doubt that variety of activity is important to sus-
tain the interest of all pupils, but particularly the less
able who, if bored by a particular approach, lose concen-
tration and ultimately interest in the work. The syllabus
I have developed stresses variety of approach and activity

as one of the prime aims to aid pupil motivation.

(b) A syllabus for years 1-3 secondary school less able

using a skills-based practical approach (General

Comments)

For the past five years I have developed a syllabus
for use with years one to three less able pupils of second-
ary school age which primarily adopts a practical approacn
towards the subject. The principzi’aims of the syllabus
have been to interest the pupil in history; to try to fur-
ther the less able child's awareness of the past; to enable
him to see change as well as continulty; to try to evaluate
evidence (however simply), and to be able to compare and
contrast his lifestyle with others. Also the syllabus aims
to develop historical skills - including the ability to

analyse; to interpret; and to aid the development of empath-

etic responses.
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Attempts have been made, in the first instance, to
make the subject enjoyable for the pupils; not just as an
aid to pupil motivation but also to use this enjoyment of
history to develop and foster various skills - for instance,
to develop the powers of communication. It has been said
by most teachers that every lesson i1s in essence an English
lesson, and yet communication and the less able should, I
believe, extend beyond the written word. The ability to
discuss, reason and verbally analyse is vital to pupils of
low ability and history can be used to encourage these

skills.

The syllabus alsoc aims to develop self reliance, and
to encourage both criticism and at the same time try to
foster tolerance, as many less able pupils, in my experience,
are intolerant of situations or people not through prejudice,
but through lack of awareness and knowledge. It has also
been developed in an attempt to get the pupils to think for
themselves rather than 'turn to page 20 and here are the

difficult words'.

Today's less able are tomorrow's citizens and they need
to have a knowledge of the society in which they live, the
content therefore includes a social studies aspect. The
greatest criteria however is, I feel, that a less able pubil
should be helped to see and be aware of the changes that

have and are occurring in society.

The objectives of the syllabus have been to help with
skill acquisition in reading, handwriting and written expres-

sion; to aid a knowledge of mathematics via graph and diag-
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rammatic work and to give the pupil acbeés to the language
of history; hiétoriﬁal‘evidence and chronology. Finally,
and vitally important with children who are often not just
less able but who can also have behaviour problems, to help
in their social development; to teach them to share; to
work in pairs; to work in groups, and, above all, to have

the confidence in themselves to work alone when necessary.

Many of these aims and objectives are not new, however
I have tried to use a skills-based practical approach with
these pupils to achieve them. There has been success and
failure over the years, and yet, in the main, they appear
to enjoy their work in history and a skill, attitude or
inquisitiveness about the past which has been enjoyed will,
it is hoped, lead them to further their studies and thus

it becomes an accumulative response on their part.

What can we reasonably expect a child of low ability
to be able to do in the field of history by the age of thir-
teen? The answer should be 'as much as possible', but for
practical purposes it is necessary to aim for the develop-
ment and fostering of certain skills and concepts, for
example, reference and language skills and understanding

the concepts of cause/change and evidence.

Section (c¢) of this chapter is an account of the
syllabus undertaken with these children and the skills and
concepts involved. Section (d) gives some of the tests .
which are used as the work progresées, to ascertain whether
teaching through a practical approach does in fact help

less able pupils to achieve the stated goals. Acquisition
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does depend, as it does with all pupils, on a certain level
of maturation being reached on their part. It is hoped,
however, that the course will in some. measure aid the mat-
uration process, as.it makes- the pupils more aware of their
surroundings, and the changes that have occufred; it offers
them experience in analysis, reference, interpretation, etec.

and what is: maturation if not accumulation of experience?

(¢) The syllabus-

The school operates special remedial claéses within a

banding system in years 1-3 (see Appendix B). The children
' (Chapter four. )

retain the same teacher for mathematics and English but
other areas of the eurriculum are covered by specialist
teachers. (A copy of ﬁhe_general history syllabus used
within the school 1is attached, see Appendix B). All pupils,
including the less able, follow the general history syllabus.
However, the‘mémbers of the history department who teach
these pupils normally cover the general syllabus with them
in less depth than with their more able peers. The text
books ‘used with the less able are generally P.J. Larkin's
'Britain's Heritage! (Books,l-3)8, with individual teachers

making their own worksheets if necessary.

The following i1s an outline of the syllabus I have
devised during the past five years. for use with the less
able e¢hild in history, and which my own particular groups

follow.
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To make the subject enjoyabdle

To develop empathy

To encourage self reliance; to encourage both criticism
and tolerance

To help to develop the ability to think

To help the pupils to understand the society in which
they live

To help them to be aware of the changes that have occur-
red in society and the possible causes of these changes
To help them to develop an enguiring attitude to history

by using evidence

General objectives

To acquire the skills of reading, handwriting and written
expression

To aid a knowledge of mathematics via graphs and diagrans
To give the pupils access to the language of history, =.g.
fort, castle, motte, bailey, kanight

To assist in the development of a historical vocabulary,
e.g. B.0., A.D., the meaning of century

The use of evidence from primary and secondary sources
Social development: sharing, the ability to work in groups
To distinguish fact from fiction

To assist in the development of the skill of interpreta-

tion and analysis of information
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Year 1. Syllabus'  (Pupils aged 11+)

- To show pupils initially that they are part of history
and are as important as great historical events

- That photographs/artefacts of their families and them-
selves are part of history

- That history depends upon evidence, written, spoken;
buildings, etc.

- That history is about change and time

- To give the pupils an understanding initially of the
local environment in which they live and work, and then

- To enlarge on the above to give them a broader view of
history by including aspects of Roman/Saxon/Viking/Norman
history

Specific_objectives

- To help the pupils to acquire the skills of reading, hand-
writing, written expression and organizing work

- To give the pupils access to the language of history as
well as chronology - e.g. B.C., A.D., the meaning of
century

- To assist in the development of social skills, e.g. shar-
ing and working together

- To help in the acquisition of reference skills by use of
the class books and school library

- To aésist the pupils in developing manipulative skills -

cutting, measuring, colouring accurately
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A framework of the content to be taught can be divided

into, say, week one - "The history of me and my brothers and

sisters"; week two - timeline

aspects of the content,
to some pupils

be emphasized,

should be "played down".

however,

in different years than others:

In other words,

since their birth, etc. Some
may prove more interesting

these should

and the apparently less interesting aspects

the syllabus is

based upon flexibility of presentation and content within

the general framework.

(The number of hours of history per

week for all groups is two hours and ten minutes.)

Year 1 Term 1 (Each child

Skxills/Attitudes/Concepts

Difference between primary
and secondary sources
(Photos; Jubilee coins;
magazine articles)

Handwriting

Chronology

Reference - finding inform-

ation - cross-checking -

cross-referencing

Social skills - sharing;
contributing towards a -

"family' table

to keep an individual file)

Content

The history of 'Me!

birth and the birth of their

, their
brothers and sisters. Current
events which have occurred

(Queen's

birth

since their birth.
Jubilee,

of the Princes)

Royal wedding,

Construct a '"time-1line' since

they were born

The children to bring in
photographs, holiday post-
cards and any personal itens
or information they can re.
their parents' own schooldays
The history of their school
from'the_Market Place to its

present site. The founder,
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Year 1 Term: 1/ (continued)

Empathy - an awareness of

the feelings of others

Change/continuity

Reference and reading

Drama
Drawing

Writing

Year 1 + Term 2

Content

Shute Barrington study

portrait, carvings and other
items within the school
Dentistry/medicine from the
Paleolithic Age through the
Middle Ages (in their own
(Use of

Book

town) until today.
'Medicine through Time'!
1
13-16 Project).
booklets from local dentists.

- Schools Council History

Posters/

Compare these with dentistry
in the middle ages. Design
posters re. dentistry (empha-
size today prevention rather
than of the Middle

of booklets.

Tcure!
Ages). Use
Children to follow the prog-
ress of dentistry from these.
Describe visits to doctors

and dentists in their own town

Local legends - Pollard's

monster. The Lambton Worm

The to
Binchester Fort (a few miles

from the school)

Romans reference
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Year 1 - Term 2+ (continued)

Skills/Attitudes/Concepts Content

Diagrammatic and graphic 1. Origins of Rome
work Homes (compare with their
Empathy own from photographs/descrip-

tions in Term 1)

Comparison Jeapons (compare with today's
weapons from literature and
Contrast television - including their

comics)

Army

Hadrian's ¥Wall (visit?)
Sharing/manipulative skills Practical work: make Roman

gword, shield, standard, mos-

aic

2. The Saxons - Saxon Escomb
(near the school), visit the
Written/graphic skills church - map of the area/

diagrams/model of the church

Saxon life generally -

Origins - maps

Literature - Runes (compare

with our own alphabet)

Saxon literature 'Beowulf!
Compare/contrast Saxon weapons/medicine/homes/

three field systen

Practical work: make Saxon

helmet (Beowulf)

Year 1 « Term 3

1, The Vikings - Origins
(maps)

Reading/writing Literature (sagas)
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Year 1 + Term 3+ (continued)

Skills/Attitudes/Concepts Content

Weapons (again revision/com-
Chronology parison with today's weapons)
Longboats
Vocabulary Place names
Sharing and manipulative Practical work: make model

skills of Viking longboat

2. The Normans - Origins
(maps)
Battle of Hastings
Castles (in some depth) -
compare with their own homnes
Comparison Norman life generally (contrast
| their own lives)

Weapons

Practical work: make kite-
shaped shield
Vocabulary Decorated letter (medieval
manuscript)
Bayeux Tapestry - each pupil
makes a separate section (com-
pare accounts of the Battle
Use of source material from sources - 1066 Jackdaw;

Contrasting evidence ¥orman account/English account

Chronology Timeline Paleolithic to Norman

At the end of Year 1 it is expected that the pupils
will have acquired a greater knowledge of their environment -
their homes and school. They will have seen how people lived
in the past in various éocieties: Roman; Saxon; Viking; Norman.

They will have been shown the contrast in some aspects of
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their society with other societies - in medicine; warfare;
housing; literature, By visiting local sites (Escombd and
Hadrian's Wall), they will have seen at first hand the

places discussed.

Year 2 Syllabus - (Pupils aged 12+)

As in the first year syllabus but three in-depth stud-
ies involving two 'national' figures and one local study.
In an attempt to continue to help pupils to have value for
'self'!, a further study involving their grandparents and

local resources ig undertaken in the third term.

To help to develop the skills of:
Language - the following to be understood: king, court,
artefacts, plague
Chronology - to enable pupils to identify events in their
correct century - to help them to construct a simple time
chart relating to the 1life of Richard III and Henry VIII
Reference - to try to get the pupils to take simple notes
for themselves from individual books

- To help the children to develop an empathetic response to
people/situations in the past via drama, drawing, writing,
sinple imaginative reconstruétions

- Synthésis:'to'develop their ability to look at evidence
from a variety of éourées and to write a simple account
of past eventé in terms of causes and consequences; for

examnple, the stand taken by Sir Thomas Hore and its con-

‘' sequences



- Social development: to continue to try to encourage group

and individual interaction;

Year 2 . Term 1. :

Evidence

Language

Dramatie reconstruction

'"Trial' of Richard III
Empathy
Synthesis

Authenticity

Detection of bias, fact,

opinion

Empathy

Writing

sharing; working as a unit

Content

(Individual files).

A c¢urrent criminal case,
How evidence is collected
and used., Visit to a local
police station. Law and
order today. Work of a

detective - clues

'Innocent or Guilty' A ques-
tion of evidence (case study)
Richard II1 - were the boys
nurdered? How? Why? By
whom? Motives?

Modern evidence of the case
(1933, 1955). Use of science
today as a detective device -
teeth, bones, carbon dating.
(Use Schools Council booklet

'"What is History?!')

In depth studies - William
Shakespeare. Sir Thomas More.
(Two men whose 'evidence' is
taken into account when con-
sidering Richard III).
Shakespeare - A good villain
'sells' a play?

Hore - Conécience before
safety? (Of his life gener-
ally)
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Year 2--1Ter@ 1.+ (continued)
Skills/Attitudes/Concepts Content
Comparison Shakespears - the language
Contrast of his time - extract fron
Richard III. (Contrast the
theatre today)
More - his Utopian alphabet -
contrast with ours today
Year 2 - Term 2
Elements of the time More
lived. The 1ife of Henry VIII
Comparison - court, wives, dress, homes
Contrast The 'Mary Rose' - a study of
a Tudor warship (compare with
Language today's warships). Life of
Reference an ordinary sailor aboard the
Writing skills 'Rose'!, Artefacts found -
Time-line Richard III to what do they tell us (Con-~
Charles II trast contents of surgeon's
(Chronology) chest with surgery today)
(Link to Year 1 Term 1)
Authenticity Shakespeare - elements of the
time he lived. Elizabeth I -
Life then and now (as for
More) - food, homes, clothes,
court (Plague 1593)
Charles II - the Great Fire
of London - Reasons? Could it
happen now? Why? (modern fire-
Evidence fighting techniques - work of
Empathy a modern fireman)

Compare 'Gary' (blaze orphan
from a modern newspaper report)

- modern communications. How
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Year 2. . Tersm 2 « (continued)

Year 2 - Term 2 and 3

Empathy

Language

Writing skills

Collecting evidence

Synthesis

Comparison

Contrast

Use of sources

Reference

would news of the dead in
London have reached people
in the 17th century?

Richard III to

Time-1line
Charles II

When grandparents were young -
in-depth study of senior cit-
izens. Pupils bring in (as

per Year 1), photographs, news-
papers, any accounts from

relatives etc.

When grandma/grandad were

young - what things can be
found out about that time?

What was 1life really like then?
What stories are told of that
time?

Visit Beamish Museum

Table display

Compare the life of senior
citizens with life today -
food,

homes, items of furni-

ture, etc. Transport - all
types of entertainment then
and now. School in grandad/
grandma's. day (From accounts
of local senior citizens).

Types of employment then and

now
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By the end of Year 2 it 1s expected that pupils' know-
ledge of the past will have widened considerably. They will
have handled primary evidence (photographs, recollections,
letters, memento and artefacts), and secondary evidence
(copies of reports, text books, reference books). They will
have gained experience in how to assess information (at how-
ever simple the level), and understand societies different
from their own yet with similar needs (food, shelter, warmth).
They will be helped to ask 'How do we know?' in history.

Their vocabulary will be extended.

Year 3 Syllabus (Pupils aged 13+)

Specific ainms

- To introduce pupils to the period known as 'The Industrial
Revolution' and its impact upon a local village

- To try to give them knowledge of some of the problems faced
so far during the twentieth century

- To attempt to add to and extend the pupils' historical

skills as begun in Years 1 and 2

Specific objectives

To develop the skills acquired in Years 1 and 2

- To try to further an empathetic attitude on their part
towards other people and contemporary conflict

- To help the pupils to be aware of bias

- To compare various sources; primary and secondary

- To aid their language development

- To assist in their social development (sharing, discussing)

- To further the development of the concept of chronology -

17th century to the present day




Year 3 + Term 1

(A local study in depth).

Auckland. .

Skills/Attitudes/Concepts

Language skills

The following term's con-

cepts to be taught -
Industrial Revolution;
Leisure;

Demography;

Census;

Mortality

Writing skills
Empathy

Comparison

Contrast

Mathematical skills -

work; simple graphs

Year 3 « Term 2

Writing skills

Use of primary sources

nap
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"Visit Witton Park Centre, Bishop

Content

Life in Witton Park during

the last century. (The centre
has a 'cottage' of this period
in situ).

Housing of the period.
Pastimes/leisure.

Food.

Furniture (Compare with today)
Fuel.
Simple demographic work

(Use of census returns).
Occupations

Education,

Education (compare their own
school and lessons with school-
roonm at the Centre).

Mortality rates.

1. War and society in the 20th
century.

The Great War,

(Visit Durham Light Infantry
Museum).

Introduce this complicated topic

using artefacts from the museun
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Year 3 : Term 2/« (continued)

Skills/Attitudes/Concepts Content

(which the children can handle
- medals, cap badges, unifornms,

Vocabulary guns)

Reference Children to bring in any arte-
facts from senior citizens (Link
to Year 2 Term 3)

Slides on the theme of the war.
Poppy Day.

Why people joined up - how they
joined up - what happened to
them.

Poster - Lord Kitchener.
Account of a local First World
War soldier.

2

Britain between the Wars -

Writing skills Depression/General Strike (Link
Empathy to work on their grandparents).
Vocabulary - Depression/ (Unemployment today).

General Strike

Year 3 . Term 3
3. Second World War (princip-
ally Europe)
Vocabulary - Dictator; Why a war? QCountries involved
Dispersal; Rationing; Evac- - Britain unprepared - Germany
uation; Bias armed.

Characters of main protagonists
- Churchill (our view/German
view); Hitler; Mussolini; Stalin;

Roosevelt/Truman
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Year 3. Term 3+ (continued)
Skills/Attitudes/Concepts Content
The Var at home .
Empathy Evacuation/dispersal; ration-
Reference ing; bombing; 'spirit of
unity!
Use of sources: primary/ (0lder citizens' memories of
secondary the War?)
Weapons of War (Contrast World
War I)
Major operations:
Comparison/ Battle of Britain (aircraft:
Contrast German/British)

War at sea (video 'The Cruel
Seal)

Closing stages of the War -
German-3ritish

(Video 'The Third Reich' Parts

4’ 5 and 6)

Social studies (life now)
Problems of social living

(Link to the Industrial Revolu-
tion)

Money; Government; ZEmployment
(A prepared booklet is used for
each of the above topics with
assignments 'adjusted' to suit
the pupils' needs.)

Time-line - 17th century-today

The syllabus used for Year 3 is perhaps the most flex-
ible of the three undertaken, as Term 2 The Great War and
The Second World War can overlap into the third term which

would mean suspending the work on the social studies aspect.
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The depth of information given to the pupils about the two

Waré depends upon their capacity to learn and the extent of
their interest in the topics. A visgit to a military museun
where the pupils can actually handle weapons etc. is a must
for the study of the Great War. As there is so much archive
material available for the Second World War (plus surviving
participants, both civilian and military), such a visit is

unnecessary in this case.

By the end of Year 3 it is expected that the pupils'
knowledge of the recent past will have increased consider-
ably. They will-by now be used to handling primary and
secondary sources and it is hoped will have developed an
empathetic response to situations faced by their grand-
parents and other senior citizens. The Social Studies
aspect should havé given them an awareness (albeit at a
simple level) of issues facing their parents and ultimately
themselves in the near future. Their vocabulary will be
extended and the skills of reference, writing and reading

will have been improved.

Throughout the three years, if possible, the pupils
have individual files rather than school exercise books.
This tends to give them a sense of individual pride in their
work as the frontispieces are their own design and unique.
These folderé can be the cheap variety (or borrowed fronm
colleagues!), but most children aé the topics develop tend

to bring their own. "Paper and equipment are shared.
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During the course, whenever possible, use is made of
the pupilé' own environment and experience and that of
their familieé: for exanmple, theif gschool is adjacent to a
public house, 'Pollards', and the legend of Pollards' mon-
ster would indicate that the beast once lived on the site
the school now occupies. This led to some very interesting
work and worthwhile activities on the pupils' part -
including drama. Several grandparents contributed towards
the general work in many aspects, giving accounts of their
own childhoods which the pupils were able to compare with

their own.

The children do not necessarily present the results of
their studies by simply writing up thelr work - diagrams,
pictures, paintings, posters, drama and models were also
employed in this respect to great effect. Exhibitions of
their work are held in the school and this helps to give
them confidence in their work and in presentation (see

photographs in folder).

The method used to determine progress during the course
is generally based upon continuous assessment of their work,
sometimes in conjunction with worksheets (see Appendix C ).
I feel this method is beneficial to the less able as they
can lack confidence as well as literary skills, and ascert-
aining progresé by aésesément helps to eliminate relying
upon'examinations; which for theée pupils often proves an
ordeal. Thus a more realiétic impreséion'is gained of their
ability in the subjeét’by using continuoué assessnent.
School'poliéy; however, dictates that formal tests be given

at the end of year to all pupils. I have therefore developed
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separate tests for my groups which are used to measure
their understanding of the concepts taught and the skills

used during the year (see Appendix C).

Coneclusions

(d) Testing procedures used - Years 1-3 less able

Tests and worksheets are given throughout the course
in order to ascertain if the pupils have understood the
concepts and acquired the skills involved in the year's
work. During the years close liaison with the Remedial
Department has helped in the preparation of tests and
worksheets, and thus the method of assessment has been
formulated in a simple yet compreheasive form. Again, as
noted by other teachers during the course of this research,
the fact that most answers are in written form can cause
the pupils problems: for example, the same paper presented
to a pupil who is asked to give a verbal response as opposed
to a written one, can produce interesting results. The
pupil, even thouzh as Dr. J. West9 observed, may not be
capable of good descriptive answers, nevertheless exhibits
a far greater verbal knowledge than his written work indic-
ates. Tape recordings are useful in this respect, as they
can be analysed by pupils and teacher at any time, and prog-
resé aé the child gains in knowledge and maturity can be

'heard' to be made.

For the most part, however, in order to aid the devel-
opment of literacy on their part, written answers are

required. Worksheets are given at the completion of the
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various éections of the syllabus»aé’the work progresses.
Theée are uéed to aécertain whether the pupils have grasped
particular‘conbepté and/or skills being taught. Each work-
sheet generallyAcontains questions requiring analysis of
information given; use of deduction; comparison; contrasting
information; and reference to sources as well as vocabulary
vork; writing skills and use of observation (see worksheets

1-4, Appendix C).

The end of year tests contain the above elements as
well as testing written and graphic skills; empathetic
responses; expressing opinions; using evidence; language
development; awareness of change, and authenticity of evid-
ence (see tests 1-8, Appendix C . The attached worksheets
and tests are a small cross-section administered during the
course. The pupils work is graded A-E in accordance with
school policy). Other aspects, such as manipulative skills;
sharing and use of oral techniques are assessed by using

drama, role-play and art and craft work.

Problems which have arisen when developing the tests

for the less able have been varied, but the greatest problem
involved the pupils actually comprehending the questions and
what was required of them. A proven policy is to read through
with the puplls each question before any answers are attempted.
It is also more beneficial to write questions on individual
sheets rather than on the blaékboard as many less able pupils
have poor hand/eye co;ordination'and this makes concentration
from board to book diffiéult; thué affecting the quality of

their replies. The pupils can also become discouraged when
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faced with papers containing too many questions and the
tests therefore need to be simply presented, and within

the capacity of the pupils to attempt.

While each paper used with the practical syllabus car-
ries specific marks, the overall grade is the most important.
This is based upon (1) displaying an understanding of the
work; (2) displaying knowledge or acquisition of the skills/
concepts taught; (3) good presentation of answers, and,
finally (4) effort in attempting the paper. Emphasis should
be placed upon individual effort, for whereas some pupils may
answer all questions apparently with the minimum of problens,
others may exert enormous effort and energy and simply answver
two or three. An analysis of the answers given by the pupils
can be used as an indicator of the progress being made, and
thus can give an understanding of the aspects to reinforce,

emphasize or revise in the syllabus.

The use of the practical skills-based approach to history
does help these pupils to achieve many of the stated goals of
the syllabus (see Chapter 4 for analysié of the results of
the Year 1 pilot group). However, the results may vary from
year to year depending upon the individual child and the
effort he or she is prepared to make. As an overall assess-
ment, the results for the past five years have been optimistic
but there can be little doubt that the degree of maturation
on the part of the child himself is a vital element in the
success of the course. Method plus maturation achieves the
greatest progreés; and I prefer to consider that working
toWardé maturation‘aé opposed to waiting for it to develop is

the best way of assisting this.
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By following the skills-based approach used in the
syllabus the lesé able do gain an awarehess of the past.
Their progress during the work may be slow in view of the
nany problems they face, for example, lack of concentration
and recall; low reading age; lack of literary skills, etc.,
but it is possible for them to acquire a genuine awareness
of the past, even if it is at a very simple level (see
samples of work .in folder). The awareness therefore may
be at a very basic level of uanderstanding and yet if the
criteria for 'success'! is measured by less able pupils who
undertake the course making some progress towards historical
awareness, then undoubtedly the development of a skills-
based practical approach to history with the less able is

worth pursuing.
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APPENDIX A

QUESTIONNAIRE - 'A!

TEACHINGrHISTORYrANDgTHErDEVELOPMENTfOF
HISTORICAL: THINKING WITH SLOW LEARNING PUPILS

1. The School and the History Syllabus (Years 1-3)

Name of Head of Department ...c.cco0cccoseocasscss
Name of School ccoeoccecocsosccsosocosoconosssscnass
Type of School (11-16, 11-18 etc.) ccvooccocecss

Total number of pupils-.in School (approx.) .....

Approx. no No. of forms | Indicate briefly the | Indicate if it is different for
of pupils or classes syllabus outline for less able/slow learners/
in each year in each year each year group remedial pupils. YES/NO and
group (periods/topics etc) specify differences (briefly)

1st Year

2nd Year

3rd Year
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2. The Organdisation' of Teaching Groups: for History

Please tick the box next to the statement which best des-
cribes the specific arrangements made for history teaching

in your school.

Teaching groupns for history
comprise puplls of the full
range of ability

Teaching groups for history
comprise pupils of a wide
range of ability although
remedial pupils are with-
drawn for special teaching

Teaching groups for history
contain pupils of a range of
ability but all are drawn
from within the same broad
ability band

Teaching groups for history
contain pupils selected and
grouped in sets according to
ability in history

Teaching groups for history
are determined according to
the overall policy of stream-
ing in existence for the year
group

Other forms of organisation,
please specify ieiieresnsoss
® & 5 5 ¢ & ° O 0 0 5 P " S S B S S S eSS e

1st_Year 2nd Year 3rd_Year

Teachers of History (11-14 year olds)

Please indicate in the space provided the numbers of teachers
in the listed categories who are involved in teaching history
to 11-14 year olds in your school, including yourself.

Full time teachers, who teach
only history

Part time teachers, who teach
only history

1st Year 2nd Year 3rd Year
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lst Year ' 2nd Year 3rd Year

Full time teachers shared
with other subject depart-
ments

Part time teachers shared
with other subject departi-
ments

History and Combined/Integrated Studies

If history forms part of a Combined/Integrated Studies
scheme, pleage indicate which other subjects make up the
course.

1st Year 2nd Year 3rd Year

® 5 000 0 00 ® o o 0 0 0 s 0 e e s 0 0 8 00

Other subjects in Combined/
Integrated Studies scheme

s o o o0 0 s 0 ®« 68 0600 0 0 ® s 0 00 0 0

Tine Allowed for History

Pleage indicate the total number of hours pver week allowed
to each of the following

lst Year 2nd Year 3rd Year

Time allowed to History as
a separate subject (hours
per week)

Time allowed 1in total to
combined/integrated
studies scheme of which
history forms a part
(hours per week)

Definition of the Slow Learner/Less Able Pupil/Remedial Pupil

1. How would you yourself identify slow learners/less able/

remedial pupils? What criteria would you use?
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2. Do you yourself ever make use of specific criteria such
as reading ages, verbal reasoning tests or other tests?
Please specify

® 2 © 0 5 0 0 6 0 8 8 2 0 P 0L L L L GO B S S S S LGP O P SO S S L E S S0 s e e s
L I Y A A B R A R AR I A R R T S R I B I N I I I I S ST Y I I Y I O R R I ST I S SRR S Y

LA I A A R R A B N A L R S I T B I B I I A O I L T Y S S I I B I T R S O A L )

3. What proportion of the school's first year intake/l1
year olds would you yourself estimate to be slow
learners/less able/remedial as you have defined them?

LR I R I R Y I I R I A B R I I R I Y B K B R R I I I I R I T R TR T S SN TR SN Y Y WY

4+ HWould you yourself distinguish between slow learners,
less able and remedial pupils? On what basis? Please
specify

5. Is there a standardised school policy about identifying
slow learners/less able/remedial pupils? What is this?

L I R . R I I Y I I Y I I R S R I R I S A I B I B I O O B R A I S B S S N Y

6. If there i1s a school policy, what proportion of the

school's first year intake/ll year olds are identified
as slow learners/less able/remedial?

L I I I I I I T I R S R R A R R A A N I R I N N S S

General Learnding Problems in History Lessons

1. What general problems do slow learners/less able pupils/
remedial pupils have in your own lessons?

L I R R I I I I I e I I R I I I R R R e A N I TR
L I L R I R e I I I I I e I A N A A N A R TS

L A I R I I I I I I O I I T T T S O S

2. How much of a problem is the pupil'’s ability to (each of
the points (i)-(iii))? How do you notice this in history
lessons/fieldwork visits?

(1) PR ittt it innereeoseseononsnnneeoneennnnnneneens

WL ottt eneeeeeneeneneenseseosseneonsenonnnens

LA A L I I I T T I O T Y T S
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SPECAK s eeeesornseesertsessessessrsstessteseasneaens
 ork wtth muobeRs/Eato8 +erreereereererrrreeene.
e g TGRS e
(15) sotatn Sntorsation tron one Lesson to the next
(111) cunaantsate aver a ressonsble poried veeseren.

L I S S S S R N I I A A I I A A A A A A B B AN B A A B R AR B A LR R I Y I I I I I

3. How much of a problem in relation to such pupils is
behaviour?

L. Are there any other general problems you notice? .....

®© 0 6 9 0 0 8 0 & 0 2 0 9 6 S 0 I P P S OGS B E P S T E P PSS S G DSOS O SN GO L e e s s

8. Characteristics about History which cause problens

1. What do you think might be included here? ............

2. How much of a problem is (each of the points (i)-(iii)?
How do you notice these in the classroom/on visits?

I I T I I I I I I I I I I . R R I I R I I N I B I S B B I I )

(i) the development of specifically historical skills:
e.g. (a) using maps, diagrams, family trees ..eeeeee..

(b) using source material, documents ..eeeeceesoos

L I e e R I I I I I I I I I O L I I I I I R S I I I I A I N I T O Y
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(¢c) sequencing events (chronologically)

(d) any other specifically historical skills
(ii) understanding historical facts and ideas:

e.g. (a) moving from concrete to more abstract

(=)

facts/ideas

(b) developing a historical vocabulary e.g.
B.C., A.D., century, empire, dynasty, feudal

®© 8 2 6 & 0 8 5 5 0 8 * S 0 S S 0 B D B P LS LSS S 0SS T LS NE e 00

(c) understanding change, cause and effect,
motive

(d) using facts to make a general statement
(e) developing empathy

© 6 5 5 6 0 8 0 6 5 2 2 2 8 0 P S 0 S B 0P LS T S L C LN S0 S P EE PP

(iii) understanding that history is based on evidence
and interpretation:

e.g. (a) distinguishing between primary/secondary
sources

® 9 8 6 9 6 9 0 0 ¢ 0 0 6 0 0 S 0L LSS T LS U S LGB E S L S0 LS ELEE s

(b) distinguishing between reliable/unreliable
sources

(c) appreciating types of evidence
(d) reorganising bias/prejudice/propaganda

Have you found any characteristics of history that make
it an effective medium for teaching the slow learner/
less able/remedial DPUDPIL? teveeesoeseceecoonoeennononns

LA A 2 2 B 2 A N I A I B R I B A IR B R R I S I I I S B I 2 I IR I R I S S I S N S S ST S Y
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9. Special. prowvigion. dn- the- History department for slow lear-
ners/less able/remedial pupils:

1. 1Is there any special provision within the History
department for teaching such pupils? Please answer
under the following headings:

i) organisation Of DUDPLIIS teereeessonoscasecnnonnnnos
ii) teaching StrategiesS veeeeeeeeeeeeeocesooeceeeneana
iii) selection of particular topics in history ........
1V) TeSOUTrCeS USEA cevrveconnnosennnnnooannsononsonens
v) marking and monitoring of pupils' WOrK ..eeeeeeses
vi) assessment and examining of pupils! WOTK seeeeeess

2. Are there any other comments you wish to make?

L A I I N N R N N A N R

LR R A I e e I I I I I I I R I A I O I I I I I I O I N I I R A I )

10. Judging success in teaching slow learners/less able/remedial
pupils

1. How do you decide whether particular provision/teaching
approaches have been successful? (refer to the list in
9.1)

AR SR L B B A I I I R I O L R T I I I S S S S S S ]

2. Do you make use of any of the following types of evalu-
ation?

i) teacher discussions within the department ...¢....

LA AR 2 B Y AR I I I R R SR T T R S S N T S S SR S SO A AO
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ii) teacher discussions between departments

iii) teacher discussions with pupils

e e ¢

iv) teacher discussions with parents ..

® © 9 0 2 2 S 0 0 8 2 N G S PG L OSSOSO e o

v) use of examination/test scores

® 6 ® 6 8 8 8 8 06 0 6 8 00 0SS e 0SS 000 e

slow

learners/less able/remedial pupils

1.

3.

Is there any special provision made outside the depart-

ment?

® 6 0 0 2 5 6 ¢ S 6 6 0 0 0 E G TS S LS LN LT O T DO S L0 LS LSS

(i.e. for the school as a whole)

Please specify

What provision is made under the following headings?
Py o

i) organisation of pupils ..
ii) teaching strategies .....

iii) selection of particular topic
S & & 5 & & 5 0 9 6 B S "SSP E S e e e e
iv) resources USed ..eeceecesenos

v) marking and monitoring pupils

® © 8 0 % 6 8 0000 L8 e E e e 000

vi) assessment and examining of pupils' work

in history

1

work

® & ¢ 8. 2 9 00 5 8 2 8 0L LTS S E LR OSSP S E e P e eSS E 000l e

Do you feel that dealing with the slow learner/less able/
remedial pupil outside the department is beneficial:

i) £Or the 168CHETY tteeeeeoonoasesssonsneneneennss
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ii) for the PUPIL? eteeesesoseasccosncsasansnosnsssnssns

Examples of teaching strategies .and materials

1. Please specify any strategies you have found successful
in teaching such pupils (either individual lessons or
longer schemes of work)

® 5 6 0 6 5 8 0 6 8 ¢ 5 0 0 8 S 0 C S P B 0P GG BSOS SO LA L LIS S s

PR S T I T I Y I I I R Y A I R B I R R Y A A A A I A A I N A N A

2. Please could you send a copy of any such lesson outlines/
materials or indicate resources you have found particu-
larly useful?

® 6 6 6 6 0 0 0 6 0 6 C 5 O F N L PO S LS S S 0L L LGSO LG ST O S SE LS00l

® 6 6 8 6 5 0 5 0 0 6 & 0 0 6 0 B T O O E OGS S OGS O L 0SS ST E L LNl s

And finally - Possible approaches to the problemn

Briefly indicate what you yourself would like to see happen
in terms of the teaching of history to such pupils

THANK YOU FOR YOUR TIME AND PATIENCE
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QUESTIONNAIRE B

TEACHING HISTORY AND THE.DEVELOPMENT -
OF HISTORICAL THINXING WITH SLOW LEARNING PUPILS

Name of School s eceseessecesenss et ss e eessesce s
Name of the Head

of the History T I AT
Department

Tyne of School

(11-16, 11-18 CEC RS R BN SR I A I R B R I R Y N IR 2R R A I A
etec.)

Please indicate the following:

1. Time allowed for the teaching of history as a sep-

arate subject (hours per week) (if combined/
integrated studies, please state)

® 6 6 0 e 0 0 0 8 0 0 00000 s s e o 6 0 0 00 0 0 * e 8 8 00 00000690 0

2. How would you personally define the slow learner/
less able/low achiever?

® 5 0 0 0 0 06 0 5 5 8 6 06 0 S ST S P OO LN E PSSP OSSO0 s o0
L A A A AN I Y B N B A A I IR B L S B B Y A I B B LR I A R R I I I I I O
® P 6 2 0 8 0 0 8 6 0 8 00 P G LS P 0SB S C S PSS GG 00 S B 0L E e e 0o

3. General learning problems for low achievers/less
able/slow learners in history lessons: (Please
tick or give your comments if desired). Are the
pupils!' problems any of the following:

Reading? ..veessecoenssssccnsccsns ceeesescessenecs
Hriting? .ceeeeeocensonsns ceeecesecseccsene v
Speaking? ceeieessesssenssssssssccsscasns ceceesans
Working with numbers? ...eeeecrosssoceccns ces s
Using maps and diagramsS? sseeeecescesssos tecoocans
Retaining information from one lesson to another?

Concentration span? et e s cseenssessssesearssesns

Behaviour problems? cestesenn cesesesesnscasnens
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Any other general problemsS? ..ceseecsscsssosssssccsas
y g p

LI R A I A A B R B B A A LA R B A B A A I A B B B I 2 O O B A O B LR R 4

L I A R I R I B I I I R R R N A L R R BN B A I T I A A I L R I I R B B N B O B R A

How much of a problem are the following in classroon
or visits?

Use of source materials (Primary/Secondary) .eeeee..
aseiiension (fou 618, 661 +rerrereeresrreese.
seoneing svents (Shrono1ogs) «errerereesrerens
evognising bias/prosutios /propagends —evrrereeren!
g other Hiotoriont SKLTIS 1eorerereesereeereseo

L I R R R A A I B A B B A A A I I Y B A AN B AN A A A S B N B A N I I B N L

Do you find that these pupils have difficulty in under-
standing the following historical facts and ideas?

Developing a historical vocabulary, e.g. B3.C., A.D.,
century, etc.

Understanding cause and effect, change and motive
Able to generalize from facts
Developing empathy

Can you please state the provision made for the slow
learner/leéss able/low achiever relating to history,
either in the History Department (or outside) under the
following:

Organization of PUPILE .cieeervenreosnoensoosonsnsnnsns

L A I B A I A B B Y R I A I L R Y I I I I S T I S O BN B I S I SN Y S SN BTSN RN
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Teaching strategies

Selection of particular
Resources used

@ s e 060 060 00 0

Assessment and examining pupils' work

Please specify any methods
teaching these pupils

Please could
syllabus you
achievers?

you

use with

topics

@ ® 6 0 0 8 8 8 6 0 S P S S P S PSS S L S LS s

® 6 0 6 0 0 0 ¢ 00 080 0 0006000088200 0000050000

Briefly indicate

pupils

®© 6 6 0 0 ¢ 0 08 00 00609 02 0 80068 0008800090000 00

@ 6 0 0 0 0 0 0 0 B P OO SO S S DL G EE LS 00 e s

THANK YOU VERY MUCH FOR YOUR TIME AND PATIENCE

successful

® 0o e 0 00 008 e 000

send a copy (or give a resume)
slow learners/less able/low

of

e ® 0 00 0

what you yourself would like to see
happen in terms of the teaching of history to these

o o 00
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APPENDIX 3

THE SURVEY SCHOOLS

N.B. Information pertains to the 1983/8) acadenic year

Key to abbreviations

S = as a separate subject
C =  combined or integrated
Comp (M) = Mixed comprehensive
N.A. = not applicable

TA! = VA' band

3! = 'B' band
HSch = High School

GSch = Grammar School
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APPENDIX ]

No. of

hrs.

devoted

School Total ?ype of to history per week
Nos School
717-12 | 12-13 | 13-14.111-12 | 12-13 13-14
1 900 | Comp(M) S S S 1 1 1
11-18
2 810 | Comp(M) S S S 1.10 1.45 1.45
11-16
3 1,100 Comp(HM) S S S 1.10 1.10 1.10
11-18
4 1,200 | Comp(H) S S S 2.20 1.75 1.75
11-16
5 1,000 Comp(H) S S S 1 1 1
11-18
5 1,280\ Comp(M) S S S 2 2 1
11-18
7 1,100 Comp(H) c S S 3 1,25 1.25
11-15
8 1,500 | Comp(M) C SC SC 2 S51.201} 81.20
11-18 Cl1.60| C1.60
9 1,200 | Comp(¥) S S S 2.20 2.201)1 A1.10
11-18 Bl1.45
10 1,400 | Comp(M) C S S 3 1.50 1
11-18
11 9200 | Comp(M) S S S 1.50 1.10 1.10
11-18
12 900 | Comp(M) S S S 1,20 1.20 1.20
11-16
13 1,250 |Comp(H) C S S 2 1 1
11-18
14 1,600 {Comp(H) 51 hours total
11-18
15 Comp(H) S S S 1.30 1.05 1.05
11-18
16 1,219 |Comp(¥M) S S S 1.0 1.0 1.0
11-18
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. Place. of. Historv. vNo. of hrs. devoted
Total {Type of ' e Y to history per week
School : :
Nos School - - :
I ' 11-121 12-13] 13-14 11-12 1 12-13 4 13-14
17 Comp(H) S S S 1,10 1.10 1.10
11-18
18 (Unidentified S S S 1.0 1.0 1.0
but Durham sch)
19 706 | Comp(H) S S S 1.10 1,10 1.10
11-18
20 2,000 | HSch(H) N4 NA S NA NA 1.10
11-18
21 839 | Comp(M) S S S 1.10 1.10] 41.10
11-18 B2.20
22 Comp(M) S S S 55m 55m 55m
11-18
23 Comp(H) C c S 1.30 1.30 1.30
11-16
24 Comp(H) C C Cc 3 1.30 1.30
11-18
25 Comp(H) c c S 2.0 2.0 2.0
11-18
26 1,472 | Comp(H) S S S 1.10 1,10 1.10
11-18
27 Comp(HM) S S S 1.0 1.0 1.0
11-18
28 1,052 | Comp(i) S S S 1.10 1.10 1,10
11-18
29 GSch(H) S S S 2.30 2.30 2.30
11-18
30 1,245 | Comp(H1) S S S 1.10 1.10 1,10
11-18
31 Comp(HM) S C C 1.10 1.10 1.10
11-18
32 Comp(H) S S S 2.0 2.0 2.0
11-15
33 991 | Comp(H) S S S 1.45 1.45 1.45
11-18
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APPENDIX B

TYPE OF TEACHING GROUPS INVOLVED

Kev to abbreviations

mixed ability

M =

St = streaming for whole year group
Sn = small groups

S = get for history

B = banding (classes mixed within broad ability bands)
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Organisation of Teaching

Groups for History

School
S 11/12 12/13 13/14
1 St S S
2 S S S
3 i S S
4 M M M
5 3 B B
6 H M M
7 M M M
8 Sm S Sm
9 -B B B
10 M H S
11 St St B
12 M il M
13 M S S
14 M M M
15 M M M
16 M M M
17 M Sm Sm
18 M M St
19 | St St St
20 St St St
21 Sn 5 Sm
22 Sm Sm Snm
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Organisation of Teaching

- Groups for History

School
11/12 S 12/13 13/14

23 Sm Sm Sm

24 H M H
25 M M M
26 M H H
27 St St St
28 M M M
29 Sm Sm Sm
30 3 B B
31 H Sm Sm
32 M H M
33 Sm Sm Sm
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APPENDIX B

Years one to three (No. of Schools 33)
Mixed Stream- Small
Ability ing G;oup. Set Band
Year 1
11+ 18 5 7 0 3
Year 2
12+ 14 4 9 3 3
Year 3
13+ 12 4 9 4 4
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APPENDIX C

9. - INDINIDUAL. TEACHERS!. COMMENTS
- REGARDING. POSSIBLE. APPROACHES. TO. THE
PROBLE}M- OF TEACHING HISTORY. TO. SLOW LEARNING

PUPILS (33 Teachers,).

"Complete detachment from other pupils from the
moment they enter school - I can do little for
them unless they have a minimum of basic reading

and writing skill.

I would like to see history used as part of an
integrated adapted scheme of work aimed at the
less able which attempted to support their work
in the 'normal' curriculum and offered them rem-

edial and supportive help.

Greater allowance in teaching and staff (both in

time and resources).

In my school I would like to see a specialist
class of about twelve pupils in each year so that
all subjects were taught preferably by one or two
people. This would ease the situation in the

'mixed ability' class.

Segregate such pupils if there are sufficient into
a teaching group not really the answer. Better to

try to teach them separately in a teaching group.

In a perfect world, more time; more highly trained
and selected teachers; more resources; better
rooms; more time for preparation; more secretarial
and technical assistance; smaller classes, but

what a hcpe at the present!
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11

12
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1) Smaller classes - allowing individual attention
to the less able
2) More resource material available for slow learn-

e€rsS.

Main thing, that they enjoy the subject and can
respond to the materials and teaching methods. If
they do then they will relate to the past and develop
the reading/writing etc. skills involved. Publishers
could probably keep in mind these pupils more effect-
ively when developing materials. HMost publications

aim at the 'middle ability' group.

I would like to see more co-operation between depart-
ments with a combined/integrated approach. Contribu-
tions could be made from a variety of subjects to
achieve this. However, a remedial unit must be well
funded and must be extended to 4th and 5th years with
special option provision at the end of the 4th year,
catering for the particular problems of the slow

learners.

Teachers need the support of more materials especially
geared to less able children. Remedial staff need to
be more involved with the work of the Department but
here we come up against the problem of money, time

and staffing.

Development of strategies already used in the Depart-

ment.

I should like less able children always to be taught
in a mixed ability situation but be able to develop
their confidence more - small groups would help. Two

teachers to a group or parents coming in would too.
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16

17

18

19
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Ideally that setting of zroups could be in such
small numbers that a specialist in each subject
could be responsible for remedial pupils - a year

group.

More commercially produced materials especially

in relation to the Schools Council Project.

Pupils with low skills in reading/writing/compre-
hension should have their own separate classes.
Often they are withdrawn from occasional lessons
which means they miss work and become further
behind. A simpler type of syllabus less related
to written skills might benefit them. Poor attit-
ude to school/hostile attitude to school pupils

should stay in the same class as other pupils.

Part of a separate unit with specialist teachers

to whom they can relate.

I would like to see less time spent producing

written material by pupils - more oral work and
discussion. More fieldwork in the lower school
would be a step in the right direction, although

logistics prevent this.

I have always felt that history is a subject where
special provision for slow learners is needed.

The most important thing is adjusting some of the
more testing assignments for children who struggle
and ensuring you have time to spend a little more

time with them on an individual basis.

Closer liaison between my Department and the Rem-
edial Department and experimental use of teanm
teaching. I would like to be able to spend more

money providing suitable books for each year group.
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A non-examined course as an optional element for

the slow learner in each option block.

I am happy with existing provision - especially
in years 1-3. I hope that as rolls fall we will
be able to continue to provide for the needs of

the slow learner.
Not specified.

Like to develop a bank of resources particularly
applicable to the less able but we have never

attempted this in the past.

More money for resources. Small classes of slow
learners to give them the attention they need.
It would then be possible to devise a separate
syllabus for them tailored to their needs. We
do not have the staff to cope with this at pres-
ent. Any new i1deas which it would be possible
for us to put into practice would be most grate-

fully received and considered.

Best possible resource is the teacher/pupil rela-
tionship. With the less able pupil encouragement
is all important. Teacher should be prepared to

use his/her own resources viz. family relics,

collected primary source nmaterials, hobbies, etc.

As a Department we offer a wide syllabus - not too
rigid. In years 1-3 school policy insists upon

exaninations - this we find restricting.

Nothing very precise I'm afraid. More varied for
these pupils. Attempt to make it visual to ecatch
their interest. "It is difficult to say exactly

what history these pupils need when many of their

problems are so basic.
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School:

28 I feel slow learners derive benefit by working
alongside the more able. They can participate
in the oral work and benefit from the preparation
which has gone into the topies. Ideally, I would
like to see these pupils in years 1-3 in mixed
ability groups with a remedial teacher available
to work alongside the class teacher so that after
a lead lesson introduction some help could be
given to those with reading and writing difficul-

ties.

29 It is not the subject that is all important but
the way 1in which it is taught and the personality
of the teacher that determines the success or

failure of the subject.

30 Ideally, smaller groups to ensure easier control
and more opportunity for engaging each individual's

attention.

31 The development of language skills should become
more prominent. They often have a limited know-
ledge of the local environment; bring in loecal

history whenever possible.

Creation of gsituations in lesson conducive to
the development of empathy - so moral awareness

should be a constant aim.

I feel that properly planned schemes of work aim-
ing at the above are too easily neglected. The
result - pupils follow a diluted version of the
common school history syllabus which was not
designed to cater for their problems. In mixed
ability situations (preéent first form), it is

even easier to neglect their prodlens.




School:

32

33
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A wider concent of time is needed. Drama, more
work done with plays in period costume. More
opportunity to touch and handle things from the
past. To realize that today's events are history

in the making.

Time to develop better resources and money to add

to the resources."
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APPENDICES:

Tests administered to pupils: Years 1-3

Sequence
Authenticity
Vocabulary
Number Order
Classification

Multiple Choice Papers
Designation of "Remedial" Pupils

Reading Ages : Year 1-3

Pupils designated "Remedial"

The,Survey Results of Individual Scores
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APPENDIX A

Tests administered to pupils

Years 1—3 remedial, Years 1-3 'A' band and

Years 1-3 'B' band groups

SEQUENCE

Test 1(a) Days of the week

Test 1(b) Months of the year

Test 1(c) Sentence sequencing

Test 1(4d) 5 pictures - earliest to latest
Christ to Concorde

Test 1(e) 7 pictures - earliest to latest
Tyrannosaurus Rex to skateboarder

AUTHENTICITY

Test 2 Documents

VOCABULARY

Test 3 10 questions

NUMBER ORDER

Test 4 Ascending order

Test 5 Descending order

CLASSIFICATION

Test 6(a) Objects - Classification

Test 6(b) Objects - Identification and Dating

MULTIPLE CHOICE PAPERS

Test 7 Awareness of the past (general)
Test 8 Prehistory to this century

Test 9 This century 55BC to 1984AD
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Test 1(a)

SEQUENCE

Write the days of the week in the boxes in the correct

order, beginning with Sunday.

Friday Wednesday Monday Saturday

Tuesday Thursday Sunday
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Test 1(b) .

Write the months of the year in the boxes in the correct

order, beginning with January.

April January May June
February July March October
September August December

November

1. -
2 8.
3. 9
b . 10.
5. 11.
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Test 1(c)

SENTENCE SEQUENCING -

Put the sentences below in the order you think tells the

story of the Roman Standard Bearer.

the standard he carried fell to the ground

as they moved forward the arrows were coming

towards them
the Standard Bearer led the troops into battle

the Standard Bearer was wounded
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Test 1(d)

pictures below the put them in the order you

Look at the

think they happened;

from earliest to latest on the fol-

lowing chart

Farliest ——————3 Latest
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Teét l(e)

Picture 1 The Laughing Cavalier
Franz Hals 1624

Picture 2 A skateboarder c. 1978
Picture 3 Neolithic flint arrow or spearheads
c. 3000BC
Picture 4 Tyrranosaurus Rex 100,000,000 years ago
Picture 5 The Light of the World

Holman Hunt 1852
Picture 6 The Jarrow March 1936

Picture 7 The Parthenon c¢. 450BC






AUTHENTICITY .
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Test 2

Look at the document and tick which you think it is taken

from:

A newspaper

An advert-
isement

A poster

A postecard

A programme

A diary

A letter

A comic or
cartoon

A text book

The copy of
an engraving

2. What is the document about?
3. Write down any fact that you have learned from this
documenti -
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5., Is your document an original document or is it a copy
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Documents

Code Item Contents Date Original/
, ——— —_— Copy

A Post- Charlotte Bronte 1850 Original
card

B Advert-| Colt Car 1980 Original
isment

C Prog- School Sports Day 1984 Original
ramme

D Text Monks 1082 Copy
book
page

E Car- Life in the dungeons 1984 Original
toon

F Letter Coffee morning 1984 Original

G Diary Twelve year old's 1972 Original

comments re. her life
H Poster Carts in Barnard 1850 Copy
Castle streets

I News- Pit rebels return to 1984 Original
paper work (Miners'! strike)

J Engrav-| Map of Durham and sur- | 18thC] Copy

ing

rounding area
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FRIENDS OF THE ROSEBERRY COMPREHENSIVE

Pelton Roseberry Comprehensive School,
PELTON,
County Durham.

Tel: Durham 700300

Dear Parents,

The Friends of the Roseberry Comprehensive are holding a Coffee Morning/
Food Bring and Buy, in the School Maim Hall on Saturday 17th November between
10,00 a.me and 12,00 LOCN e

Everyone is welcome and we would be grateful if Parents could supply
perhaps a tin of something or a cake for our stalls.

We look forward to seeing you, come along and have a Coffee and a Chat.

Yours sincerely,

Pat Benson,
Secretary.
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A twelve year old's comments re.
her life

dutele® Octber 72
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Test 3

VOCABULARY

These are special words used to describe or about the past.

What are they?

1. A hundred years CeNewas

2. Something that happened before PrCeceveson

books were written

3. An author who writes about the hiSeeoeons

past and things that happened

then
L. Someone who is younger than jun...
others
5. An ancient piece of handwriting doCesens
6. New or up-to-date mod. ..
7. A terrible disease that killed pla...

millions in the Middle Ages

8. A race of people who used to EgYeoanos

mummify their dead

9. The Normans built hundreds of CASeass
these
10. A man who fought on horseback kni...

in the Middle Ages



ASCENDING ORDER

Make a 1ist of the following numbers in order. Begin with
the smallest and end with the largest number. Put the

numbers in between in order of size.

60,000,000

300 2,000
400,000
1,000,000 96
8
70,000 |

The smallest number 1s ————>

Numbers in order

of size

The largest number is ———>
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Test 5

DESCENDING ORDER:

List the following numbers in order of size. Begin with
the largest number and end with the smallest. Put the

numbers in between in order of size.

200 50,000 6
8,000,000 3,000

54

The largest number is —————>

Numbers in order

of size

The smallest number 1g-———>




270

Test 6(5)
OBJECTS
Name
Age
1. Look at the twelve objects. Put them in the order you

think they go in history. Begin with the oldest first
ending with the one that is brand new. Write the num-

bers of the objeets in the boxes.

Long ago - Prehistoric (so very old
as to be before history). Millions
of years.

Very old.
Romans to Saxons.

0ld.
Middle Ages.

Fairly old. From Queen Victoria to
your great grandparents' birth
(100 years).

Modern - 20th century. Your grand-
~parents through your parents' life-

Togs) R SR

Recent or 'nearly new'.. Your own
lifetime from birth to now (1970-
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Brand new - (now).
Newer than you. ~Made this year or
“even this week.

2. I think the objects are:

W

o~

\
.
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Tist A.

Test 6(a):

1.1 Civilian tin hat World War I

1.2 Royal Wedding commemorative
coin, July 29th, 1981

2.1 Romano-Egyptian lamp (toy)

2.2 4 flint spearhead (prehistoric)

3.1 Axe-head - bronze lst century AD

3.2 Roman coins - Nero : Constantine

4ol Spearhead - bronze 2nd century AD

b2 Fossil - prehistoric

5.1 Victorian knitting sheath (1850)

5.2 Stamp book (1982)

6.1 Wooden spoon - Latin inscription

Middle Ages

7 Tape - Top of the Pops, 1984
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List B.

Testtékb)

LIST OF 7 OBJECTS, FOR IDENTIFICATION AND DATING

Object

Number Object
1 Civilian tin hat World War I
2 A flint spearhead (prehistoric)
3 Romano-Egyptian lamp (toy)
4 Roman coins - Nero : Constantine
5 Wooden knitting sheath (1850)

Victorian

6 Wooden spoon - Latin inscription

Middle Ages

7 Tape - Top of the Pops, 1984
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Test 6(b)

7 OBJECTS - IDENTIFICATION AND DATING

1. What is the object?

2. What 1s 1t made of?

3. How old is the object?




What was the object used for?
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Test 7

Please underline the choice of three answers you believe

to be correct. For example: Which day was earlier last

week? Wednesday Friday ionday

Now try to do these:

Which time is earliest in the morning?

9 o'eclock 7 o'eclock 11 o'clock

Which time is latest in the afternoon?

2 ol'clock L o'clock 5 olclock

Which of these three letters come before the others
in the alphabet?

Q G M

Who was born latest?

Your grandmother You Your father

Which of these was born last?
A four year old boy A man of seventy-two A woman
of thirty
Which of these events happened earliest?
The man's birth The same man's death The same man's
wedding
Which birthday is latest?
Your seventh birthday Your- fifth birthday Your second
birthday
Which event happened longest ago?

The Battle of Hastings The first man on the moon

Last Thursday



10.

11.

1z2.

13.

14.

15.

16.

17.

18,

19.

77

"Which of these events happened longest ago?

Your birth Your mother's birth Jesus Christ's birth

Which year is earliest of these three?

1977 AD » 1966 AD 1945 AD

Which year is the latest of these three dates?

1900 AD 1600 AD 1700 AD

Which year is the earliest of these three?

1977 AD 1675 AD 1785 AD

Which of these periods is latest?

After Jesus Christ's death During Jesus Christ's life-
time

Before Jesus Christ'!s birth

Which king's was the earliest reign?

William III William I William II

Which woman was born last?

Mrs. Brown aged 73 Mrs. Jones aged 25
Mrs. Smith aged 40

Which of these objects is the oldest?

A battle axe Concorde A fossil

Which came first?

Aeroplanes Knights in armour Astronauts

Which year is earliest of these three?

1832 AD 1846 AD 1828 AD

"Which year is the latest of these three?

1721 AD 1774 AD 1702 AD
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20. Which came first?

Steel tools Flint tools Iron tools
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Test 8

MULTIPLE CHOICE PAPER

Put a tick inside the box which you consider gives the

correct answer to the following questions:

1. In which century was Magna Carta signed?

Twentieth century

Sixteenth century

Thirteenth century

2. Did dinosaurs live

Thousands of years ago

Millions of years ago

Hundreds of years ago

3. Did Stone Age man live

Hundreds of years ago

A few years ago

Thousands of years ago

4 Were Norman castles built in

The eleventh century

Last century

This century
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" The. First World War was fought from 1914-1918. Did

this War last

31 years

6, years

4 years

The Battle of Hastings was a long time ago, in 1066.
How long ago do you think that was?

666 years

918 years

2044 years

The Second World War was fought from 1939-1945. Did
the War last

20 years

6 years

40 years

The Second World War ended in 1945. How many years
ago was that?

39 years ago

1945 years ago

17 years ago




9.

10.
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A boy says he was born in 1964. Would you expect his

age to be

96 years

20 years

64 years

The date
stone?

2,6 years

200 years

20 years

(in 1984)

old

old

old

on a tombstone is 1784,

How o0ld is the tomb-
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Test 9

Please tick the box you think contains the correct answer.

1.

In which year did the First World War end?

1910

1970

1918

Did Margaret Thatcher become Prime Minister in

1909

1979

1929

Was President John F., Kennedy assassinated in

1763

1963

1863

Was Adolf Hitler invplved in

The Crimean War

The Second World War

The First World War |




Was o

1983

1903

1953

When

ain?

55 BC

1966

1900

When

1066

1966

1666

When

1912

1926

1969

What

1902

1920

1981
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ur Queen (Elizabeth the Second) crowned in

did the Roman General Julius Caesar invade Brit-

AD

AD

did the Normans invade England?

AD

AD

AD

did the first man land on the moon?

AD

AD

AD

year was Prince Charles and Princess Diana married?

AD

AD

AD




284

When was their second son, Prince Henry born?

1924 AD

1904 AD

1984 AD
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APPENDIX B

Degignation of "Remedigl" Pupils

A test is given in mathematics and English in the
school to determine 'A', 'B' and 'C' bands; pupils having
very low scores are the "remedial" pupils. The two results
obtained from the English and mathematics tests are added
together to arrive at the eventual scores. The tests are

given within two months of the pupils entering the school.

The cut-off point in the tests for the '"A' band is
usually around the 189 mark. Taking a 5 mark overlap on
both sides of the 189 score, 1t appears that most children
scoring at least 194 marks should be in the 'A' band; those
scoring less than 184 in the 'B' or 'C' band. Similarly,
the 159 mark is the cut-off point for the 'C' band so that
pupils who have scored marks 5 points either side of 159
should be considered for either 'B' or 'C' band. Pupils
designated as "remedial" in the school score between 70 and
155 marks. However, other considerations are also taken
into account: the child's reaaing age for instance, and
the reports from junior schools, plus the fact that the
child may benefit from the greater individual attention

given in the remedial class.

"A" ) ’ 'IA:I Or "IB:'- .A T A’B.' ) . : 'IB;I or ’ICIl'I' E Icl

_(f—fff-——— 189 . 159 > Remedial

194 184 164 154
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APPENDIX C

Reading Ages - Years 1-3 Pupils designated remedial

The present Year 1 - designated 1LRU - Control group
The present Year 2 - designated 2RPA - Pilot group
The present Year 3 - designated 3HWR

Reading Ages

1LRU 1953 Control group
Name c.4. R.4.
Sharon

(trans. from 11.9 10.6
'B!' band)

David 11.11 10.0
Sean

(trans. from 11.5 9.9
'B' band)

Andrew 11.10 9.6
Gary 11.3 8.11
Tony 11.3 8.10
David 11.7 8.8
Linda 11.11 8.7
Claire 11.2 ‘ 8.6
Maxine 11.6 8.5
Thomas 11.2 8.4
Julie 11.5 8.3
Alan 11.3 8.1
Jill 11.7 . 8.0
Tracy 11.6 7.10
Janice 11.10 7.9

C.A. =1 Chronological Age R.A. = . Reading Age




2RPA - Reading Ages in Years 1 and 2
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APPENDIX C .

Pilot Group

1984 Year 1 1985 Year 2
Name
C.A., R.A. C.A. R.A.
Thomas 11.10 8.7 12.7 9.6
Al fred
(trans. to 11.5 10.1 - -
'B!' band)
Richard 11.3 7.6 - -
(deac'd.)
Craig 11.6 8.9 12.2 9.6
Nigel 11.3 8.8 12.1 11.0
David 11.3 8.7 12.2 9.10
James 11.11 8.2 12.7 8§.10
Andrew
(trans. to 11.7 9.6 - -
'B! band)
Michael 11.11 7.7 12.8 8.3
Justin 11.2 7.5 12.1 8.1
Lee 11.1 8.6 11.11 7.9
Darren 11.0 7.9 11.11 7.9
Christine 11.9 8.4 12.8 8.6
Julie (a) 11.9 . 8.2 12.5 8,2
Julie (b) 11.11 8.6 12.7 9.6
Maxine
(trans. to 11.11 8.11 - -
'B' band)
Lisa 11.4 9,6 12.2 10.3
-Karmjit. - - 212.7. 10.3.
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CHAPTER FIVE

APPENDICES
Appendix A Resources
Appendix B General Syllabus - History Department -

Bishop Barrington School

Appendix C Worksheets Years 1-3 Less Able:
1. Year 1 - Barrington School
2. TYear 1 - Castle in the Middle Ages
3. Year 2 - Law and Order
Le Year 3 - Census Returns

Tests Years 1-3 Less Able:

l. Year 1 - Invasions of Britain
2. Year 1 - General Test: Roman - Norman
3. Year 1 - General Test: Saxon - Middle
Ages

Lo Year 1 - Hospital in the Middle Ages
5. Year 2 - Law and Order
6. Year 2 - Richard III
7. Year 3 - Industrial Revolution
8., Year 3 - 1871 Census

Appendix D Examples of Pupils' Work (folder)

Appendix E Photographs of Exhibitions of Pupils' Work

(folder)
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APPENDIX A/

RESQURCES -

D. Birt The Middle Ages 1307-1485

The Norman Conguest

Knights and Tournameants

The. Black Death

The Medieval Village

Tongman Resources Unit (1974)

Binchester Trust Binchester Roman Fort
Durham County Council

E. Blisher and Town Story (A fictitious town)
J.C. Armitage Book 1 - Today-1901 (from today-300A.D.)

Book 2 - 1851-1588
Book 3 - 1399-300A.D.
Blond Educational Limited (19%4)

A, Braithwaite Bath From Roman Times
Dinosaur Publications Ltd., Cambridge
(1977)

X. Brown History Workshop

Set 1 - Early Times to 1066
(52 teaching cards plus answers)
(Use as revision)

Set 2 - The Middle Ages

Maemillan (1971)

R. Bowood The Story of Railways
(Illustrations)
Ladybird Books (1961)

E.E. Cowie Living Through History
(Homes)
Cassell & Co. Ltd. (1967)
J.B., Coltham and Life Then - - Horman Times
W.H. Wright (Homes, Meals, Clothes, Tools and
Weapon's)
Rupert Hart-Davis Ltd., (1967)
Central O0ffice of The Story of Our Police
Information pub. The Home Office (1977)
P. Davis Growing Up din the Middle Ages

Wayland Publishers Ltd. (Pitman) (1972)
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G. Evans Food and Clothing
Nelsons Humanities Scheme - History 2
(1974)

P. Fincham Focus on- History

Tudor Town and Country Life

Longman (1968)

C. Falkus The Spanish Armada
Pan Books Ltd. (1972)

J.G. Gittings Windows in History
Stuart People - Book 2
Hulton Zducational Publications (1959)

J. Gregory Furniture and Furnishings
(Diagrams/Refearence)
Longmans (1957)

E.A., Hewitt Model Making with card
(Adapt the models)
Grindleys, Leigh-on-Sea (1972)

J.9W.Y. Higgs English Rural Life in the Middle Ages
(I1lustrations)
Oxford Press (1965)

M., Hobbs One Day in Medieval England
Robert Tyndall Ltd. (1974)

T. Hutchinson Battle of Britain
Purnell (1969)

Jackdaw No. 38 1066
(John L. Davies)

Jackdaw No. 56 Sir Thomas More
Jackdaw Publications

E. Jones Homes and Families
Nelsons Humanities Scheme - History 1

(1973)

Our Town:
Nelsons Humanities Scheme - Geograp!

(1973)

<

Jackdaw No. 24 Richard III and the Princes in the
Tower
pub. Jonathan Capne
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P. Larkin Britain's: Heritage' - Book 4
Hulton Educational Publications (1960)

td

.J.S. Lay (ed.) Men of War
(I1lustrations plus easy reading)
Macmillan (1952)

H.H. Madeley Homes and Homemaking
(Illustrations)
Longmans (1954)

G. Middleton Focus on History - Saxons and Vikings
Longman (1968)

G. Middleton Focus .on History - At the Time of the
Plague and the Fire
Longman (1969)

E.K. Milliken Saxons and Vikings
Harrap (1977)

R. Mitchell Focus on History - Roman Britain
Longman (1968)

R. Mitchell and History in Focus (3) - Norman and Med-

G. Middleton ieval Britain '
Longman

H. Nickel Arms and Armour through the Ages

Collins Press, London (1959)

J. Nichol The Middle Ages - 1066-1307
King John
The"Middle -Ages -:.1307-1485
Battle of Bosworth
Ships and Voyages
Longman Resources Unit (1974)

M. Palmer and The Source Method in History Teaching
G.R. Batho Historical Association, No. Z8 (1981)
T.S. Patchett and Visual Histories -

R.W. Rose (Use diagranms)

Book 2 - 1485-1715
Evans Brothers Ltd. (1959)

F. Reynoldson WHar at. Home
Jar in Europe -
Heinemann




R. Sandford and
L.E. Snellgrove

N. Scarfe

Schools Counecil

B. Taylor (ed.)

A.J. Unstead

R.J. Unstead

S. Usherwood

M,A, Whitehead
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Picture. the- Pasgt: .

Book 2 - Knights, Priests and Peasants
(1977)
Book 3 - Kings, Queens and Jacks

Longman Group Ltd. (1977)

Focus on History - Norman England
Longman (1968)

Integrated Studies Pack
Children and the War

History 13-16 Project
Medicine Through Time
Barly Man and Medicine
Book 1

Holmes McDougall (1976)

What is History?
L. Problems of Evidence
Holmes McDougall (1976)

Picture Reference (1) - Elizabethans
Brockhampton Press Ltd. (1965)

Picture Reference (17) - Ancient Romans

Brockhampton Press Ltd. (1965)

Travel by Road through the ages
A. & C. Black Ltd. (1958)

Xings, Barons and Serfs
Macdonald Education (1971)

History from familiar things (1969)
including:

Festivals and Holidays
(Project books for each topic)
Hollen Street Press Ltd. (1969)

Inns and Signs (1971)

Coins (1971)

Street Nameg (1969)

Hollen Street Pregs Ltd.

Esconb Extracts -

Printed at Darlington Teachers' Centre

(1979)
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R.L. Wilson " 'The’ Story of Dentistry
Unilever Educational Booklet (195%)

Witton Park Working Exploring Saxon Egcomb
Party Durham Joint Curriculum Study Group
S. Wood Exploring History - The Vikings

O0liver and Boyd (1977)

Booklets "From Coalfield to Battlefisld"
(The Road to Dunkirk Remembered)
G.J. Purdon
pub. Pit Lamp Press, Beamish (1983)

"Under Hell's Flames"
(The Durham Light Infantry 1914-1918)
pub. Durham History Curriculum Group

(1983)

Videos "The Cruel Seal
"The Third Reich" (Parts 4, 5 and 6)
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APPENDIX. B

GENZRAL SYLLABUS

History Depariment, Bishop Barrington School

Years one to three :

Aims and objectives of the course

To develop some gsense of historical cause and effect

To see history as a continuing process, not as a series

of isolated events

To put a human and living face on history and not to view

it as a study of a dead past

To see that history has bsen shaped by people of all

classes, creeds and colours

To develop skills in writing, clarity of expression, tog-

ether with a basic development of historical judgement

To study history, where possible, from actual source mat-
erial, primary or secondary: i.e. to see historical events

as they appeared to contemporaries

To show history as a colourful subject in the methods we

use to impart historical knowledge to the pupils

It is hoped that the study of history will help these
pupils to develop some understanding of the different
customs, beliefs and ideas of the people of our society
by showing how such people have helped to shape our her-

itage
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- To give pupils an understanding of early ZEnglish history
from the early Stone Age to the 18th century. The course
looks at the invasions which have hit our shores and at
their effects on our history, tracing language, govern-
ment, customs and general way of 1life. This course also
emphasises people in history - individuals who have added
colour to the period, as well as ordinary folk, for many
of whom the great events of our political past meant
little as they struggled to make a living under difficult

circumstances.

Syllabus Content

lst Year

Term 1 - 01d and New Stone Age - Bronze Age - Iron Age
(Heapons, food, shelter, remains, lifestyle).
Romans in Britain - army, soldiers, Hadrian's

Wall, towns, villas, roads - Coming of the Saxons.

ms 2 Anglo Saxon England (farms, villages, lifestyle).

Missionaries and monks.

Vikings (invasions and settlements).

Alfred, Canute and Edward the Confessor; Harold
and William I; Hastings and after. Domesday Book
and life under the Normans (castles, towns, monas-
teries, manors, markets, fairs, housing, clothes,
food and cookery).

Henry II and Becket.

2nd Year:

Term 1 - Crusades - John and MYagna Carta - Henry III.
Zdward I, II and III (Scotland and Wales).
Black Death - Peasants' Revolt - Henry V and VI
and the war with France (Joan of Arc and 100 years

war‘) .
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ms: 2: - Wars of the Roses to Richard III - Modern Times

and the reign of Henry VII - Voyagers and discov-
erers (Columbus, Magellan, Cabot).

Henry VIII (character, religion, government, wives,
navy).

Edward VI (events Northumberland and Somerset).
Mary Tudor - Elizabeth I (explorers, theatre,
homes, clothes, food and pastimes, Mary Queen of
Scots, Spanish Armada).

James I (Gunpowder Plot, Pilgrim Fathers, general

problems).

3rd Year

Term 1 Re-cap on James I (first week).
Charles I - events, parliament, Civil War.
Cromwell - the Protectorate - Puritan England.
Restoration - Plague and Fire.

ms 2 - Stuart Life (houses, food, pastimes, fashions).
James II 1685-88,
William and Mary (Anne).

Georgian Life - a selection of topics arranged
according to particular themes.

England - Scotland (Uniton, Stuarts, Bonnie Prince
Charlie).

Transport - roads, canals, railways.

Colonial - (Clive in India, Wolfe in Quebec, 13
American colonies, U.S. Independence.

French Revolution.

Britain - houses, sports and pastimes, fashion,

early farming and industry, religion.
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APPENDIX: O

Worksheets =~ Years 1-3: Less Able

1. Barrington School - Year 1

2, Castles in the - Year 1
Middle Ages

3, Law and Order - Year 2

b Census Returns - Year 3
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1. Year One:

Workesheet - The Barrington: School

Name ® 8 0 8 0 5 & 0 9 08 0 03 08 8 G VOB OSSO EE G LSS S80S0 000000 0SS e e e e

(Please put your answers on the dotted lines)

1. Who 1s our school named after?

2. What year was he born? ......... et reesnanaas Creeeeanens
3. What year did he die? ....... e et eeeee et

Lo Why did he have the school built?

5. What were the school hours in winter in the old Barring-

ton School?

6. What were the school hours in summer in the o0ld Barring-

ton school?

7. What hours do you come to school now? What do you
notice about these and the hours the children of the
0old school attended?

4o e e 0 s 000 s0 0000 R B I o0 e 0 e 0 a0 oo e s e e 000 e . .
------------- e 000 R R N R R SN S R S A B A A RN S A SR SR ) . Y LIRS
LAY s s e 00 e 080 L N LY ¢ e s 0800 oo 0 e s o0 e L R R A B I B )

9. Write down the subjects the children studied in the old
Barrington school. " Are they different from yours? 1If

so, how?

e e s s s s e P e 0 0 s 0 e s 000 s 00 s s 00 e s s s 000000 e s e e 000000 .
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Year One:

Worksheet ~ A Castle in the #iddle Ages -

Copy out the following putting in the missing words
from those below. (Study the picture carefully

before giving your answer.)

The picture shows a Cesseessss castle. It had an
0.... and an inner wall which were used for d......
The b.es.. contained s,e.... and a ¢c..... among
other buildings. The bailey was also known as the

inner or outer wWe...

bailey ward chapel
stables outer concentric
defence

Label the picture of the castle using the following

words:
Bailey Xeep Outer wall
Inner wall Moat Gatehouse

What type of castle is it?

AN STE T oo eeesecconssosssscassssscsasossssensssescnsss

Name two buildings in the bailey

AN SWETY ¢ eoeossoesscssascssacsscsscsssssosseanossssssssosascs

What was another name for the bailey?

AN SWETY veeeescssssscsossascssssassssosssssassasssascacsss

Why did this castle have two walls?

ANl SHWET 4 oo oo oovoesossocsassessscsosssosssoscsscsssaes
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Copy out the following putting in the missing words

from those below.

The keep was made of s.... The lord and his f.....
lived there. When the castle was under a..... the
arrows were f.... from arrow s.... in the walls by
the defenders of the c..... The drawbridge could
be eeoo. to allow feeueu.. in and 1l...... to keep

Eeeeess OUtL,

family attack stone castle fired

raised slits . friends lowered enemies




383

Year Taror

Jorksheet - Law and Order

Write your answers on this sheet.

1.

From the picture 'The Manor Court' answer the follow-
ing: -
How many 'crimes' are shown?

Which of these 'ecrimes' are still considered to be

againgt the law today?
Where was the court held in the Middle Ages?
Who was the judge and jury in the manor court?
Who decidsd if a person was innocent or guilty?
o
Who decides if a person is innocent or guilty today?
Name four crimes which are against the law today.

D R I I T I I I R I I I I N I I I R I I N N R R R I R

Copy out the following, putting in the missing words

below.

If Deeeswses conmitied crimes such 28 S.eeeessy
Peeeswos Meoo.. they were taken to a..... courts.
For other things thought to be against the 1..
people were tried in the m.... c.... Anyone found
guilty had to pay a f...; if not, the 1l... could

take some of thelr Piveseenens



peasants

law

fine

3

murdser
court

Dossess

84

stealing assize
nanor robbery
ions lord

‘The Man

————— e

AL
3, 'l. AN

Taking wood from the
hedge or fence round
the pasture field

or Court

Dodging work such as
mending paths

The court in the manor with the lerd or more ofien his

stezard or bailiff as judge

D

RSSO,
L::::Jf.
R

ﬁm

o

DTN\ §

and jury

Digging up wasie land
without permission

Muvirg boundary stoncs

Jaking wild honey from
trees in woods

}ot marrving the person
the lord 1old vou 10

without the lord's
permission
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Yeaxr: Thres .

Horksheet - Census Returns -

Copy out the following and put the words underneath

in
We
of

at
at

Cop

ont

How

How

How

she

How

Who

Who

How

"How

of

the correct places.

have been looking at a village last c.cecen

Most

the men worked in the m.... The boys began work

the age of t.. years. The women usually worked

hBD.

mines ten home century

y out the Dobinson, McTaggart and Watson family

o the attached sheet.
many children had the Dobinsons?
many children had the Xirkcups?

many coal miners are there on the

et?
many scholars?

is the oldest man?

is the oldest woman?

nany sons has G. Kirkcup?

many people are on this section

the Census Form?

Answer

Answer

Answer

Answer

Answver

® 00000 o

Answer

Answer

Answer

°



11.

12.
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mean?

Ligt the names of the won

girls on the Census Form
© ¢ @ @ 0 © 6 0 © 0 ©C © 0 & 5 D ¢ & ° 0 B O D N
© © 6 ¢ 060 0 & 0 © 06 O © 0 © 0 0 0 0 00 & 0 0 &

0 060 & 006 60066 00O0O0O0COCGS®DOGCDOOAQOC

"What does the word 'occuvation!

Answer

en and

Answer

» o6 ®» 0 ® 0D OO OO O OO 00 OO0 0 O

© 00000 c0o 0060000 00 OO0 OO O

G 06 088 96 000606 000 D5T C DO O
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APPENDIX: G -

Tests ~ Years 1-3 Less Able

Invasions of Britain

General Test - Roman -
Norman
General Test - Saxon --

Middle Ages

Hospital in the Middle

Ages

Law and Order

Richérd 11T

The Industrial Revolution

Census Returns

Year

Year

Year

Year

Year

Year

Year

Year
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Year: One/

Test -~ Inwvasions of' Britain

Please write all your answers on the paper.
Y

1.

10.

When was the Roman invasion of Britain?

A B v ittt tetanesovaassosoesssssssoessssocnersnenonansas

How many Saxon kingdoms were there?

A W B ittt eeeenoeosoeesoesansetssosssossssteasossasesnnnonssns

When did the Anglo Saxons invade?

A B s vttt eetestoentesaseneesstsossssassassssscasnsossnees

Name a Danish king.

A S vttt ireteeneneeoeeonossonsaseseseseosssescnonnsonns

When was the second Viking invasion?
8 o= = o

™

When did the Normans invade England?

A W BT it ie s ittt tneeseeseesoessennssessosoassssoasnnnnens

Name one thing the Normans built in England.

A B BT ittty s enesenneseosoeeeansnensosonesosoeeonansonansa

How many invasions were there in all?

A B B Lttt e enereenaeseeassnesoaeasoensnnanseensananons

What did the Romans use to fight their enemies with
during the invasion of England?

A SO v tvveeeteeaseosonensssssssensassssossassasnsssssssssanss

Write down the date the invasions begzan and the date
they ended.

B S B ittt it sttt tanesenseasnseesososessassssosnososssnnnas
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Test.

INVASIONS OF BRITAIN 43-1066

ROMAN INVASION

7
£

ANGLO- SAXON INVASION

—e—

" IVIKING INVASION (SECONSD)

\ 400

P A NAAA

100

3003

i

il ot
2=

=

PANISH KINGS - CANUTE

NORMAN ENGLAND

45
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2b.
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Year One.

General Test - Roman - Norman:

Draw around the attached picture of a Roman legionary.

Put these names on the Roman legionary in the correct

places.
shield sword shoulder armour
sandals tunic javelin

Write out the numbers 1-20 using our numbers,

Write out the numbers 1-20 in Roman numerals.

Draw a large decorated letter similar to those you

have seen in the Anglo Saxon Chronicles.

Trace around the attached Norman soldier and label the

armour he is wearing using the words:-

kite-shaped shield helmet nose-guard

chainmail suit leggings long axe

Write out ten foods we ealt today. Write out the food

the Normans would eat from:-

pigs sheep jam bread
fishfingers fruit beefburger ice-
crean

Copy out the following and put the words below the

story in the right blank spaces. .

Grendel was a terrible o.... He attacked
and X..... many k...... before the k...
decided to find someone to kill him. 3B......
killed G...... and the king gave him a

beautiful he.o.. @85 @ Teo... for what he did.
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3. Year One

General Test - Saxon - Middle Ages

Put your answers onto the attached sheet.

Saxon Times

1. Tell the story of Grendel the Anglo Saxon monster.

2. Draw a picture which shows your ideas of how he may

have looked.
3. Who killed Grendel? Beowulf or the king?

L. What is the monster that once lived near our school

called?
Pollards Barrington Grendel
5. Draw a picture of the monster.

6. Copy the attached diagram of the 3 field system of

farming onto your paper and answer the questions:-

Field 1 Field 2 Field 3
Wheat Barley Fallow
Fallow Wheat Barley
Barley Fallow

a) How many fields altogether?
b) What was grown in the fields?
c) What does 'fallow' mean?

d) What is missing from field 3?
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7(a) Copy out this writing and put the words underneath

in the correct places:

In the Moooos A... hospitals were very
different from hospitals t..... The

barber-s.es... did the o...... ssee He
did not use an anaesthetic., He did not

understand that g.... caused deveoooo..

surgeon Middle Ages today

operations diseases germs

Living Today

7(b) From your notes write a paragraph about a hospital

today.
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5. Year Tawo: !

Test - Law and Order -

Crime and Punishment

#rite out your answers on this sheet.

1. HWame three serious crimes in the Middle Ages.

D I R I I I I I L I I I R I e O R R R I I R S A N SR SR Y S R S )

I I I I I I O I I I I R R I T I R O S R I I R I I N N S S R O A S I ST NN SR )

2. Name three punishments.

L I O R I I R I I T I I N I I I R I R I R I R I R I A R S S A A A )

3. Do you think the punishments were cruel? Give reasons
for your answer.

L. Name three serious crimes today.

PR R R R I R R R R R I I I R I I I R R I R L R TR SN Y

5. MYame three punishments used today.

P I R I R T R S S R e R O R I I I I I T R R e O I I I I I I I O I N R O A B

LRI R T I R I R I I R O I I I I O A I I R R A B B I I Y

6. Why are they different from punishments given in the
Middle Ages?

7. Copy out the following, putting in the missing words:-

If a coveeees being heo... could reach a
Ceowss he could claim the right of Seeeiees..
This meant he could stay in church for f....

days, no one could touch him. If he did not
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.. for ever.
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Year Two

Test - Richard III

Please write your answers on the attached paper and not on

on this sheet.

l.

10.

11.

12.

How long did Richard rule?

Name his two nephews.

What 1s supposed to have happened to them?
Who accused Richard of the murder?

How do we know so much about a crime committed so long

ago?

NHame two people who said Richard was guilty of murder-

ing the boys.
Why mizht they have said this?

What does the modern evidence tell us about the dis-

appearance of the princes?

Study Richard's portrait on Sheet One. Describe what
he is wearing. List four things which are different

from the fashions worn today.
Study Elizabeth Woodville's portrait. Describe her
clothes. List two things which are different from the

fashions we wear today.

Was Richard a hunchback? Give reasons for your answer.

Do you' ‘think Richard IIT was innocent or guilty of the

crime? Give rsasons for your answer.
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7. Year Three -

Tegt ~ The Industrial Revolution

1. UWrite out the four most important reasons for popu-

lation change from the following:-

(a) Birth rate (b) Death rate (c) Harriage rate

(d) Housing (e) Iamigration (f) Emigration

2. From the following graph what happened to population

from 1300 to 1900? (Draw the graph first.)

60 Pirst
50 Census

40
0 37'1England
3 & Wales

20
Black Death
10 . -
/\2.5‘_2-8_——303
0 v
1300 1400 1500 1600 1700 1800 1900

hzo “rr-X

5.8'”—9'2

3. Copy out the following, putting in the correct words

as shown below:-

The Tesoveeees Revveevess began in ....

and was concerned With Gueeeceeeeoes Loeoooeess
and t....000.. One of the greatest factors
involved W8S Peeseseses Coevesas The popu-
lation grew from a few million in the l4ith

century to 37.1 million in .....

agriculture 1760 industry popu-
lation change Industrial Revolution
transport 1901

4. From the attached sheet about the Three Field System

of farming, answer the questions and copy the diagrams.
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my,

8. Year Three .
Test - RQuestionsg relating to the 1871 Lensus Returns
1. What do you notice about the SIZE OF THE FAMILIES?
2. HName the families, e.g. George Kirkcup and TOTAL UP
THE NUMBER OF CHILDREN - write this down.
3. Why 'HEAD OF THE HOUSE'?
L. The AGES OF THE PEOPLE IN THE CENSUS - VWhat do you
notice about this?
5. What do you notice about the AGES OF THE CHILDREYN
AT WORK? - Compare this with the ages at which people
begin work today.
6. What JOBS DO THE MEN AND BOYS DO?
7. Which MAY HAS A DIFFERENT JOB TO ZVERYONE ELSE?
8. What is a LICENCED VICTUALLER?
9. What is the most COMMON NAME USED FOR WOMZEN?
10. What is the most COMMON NAMEZ USED FOR MEN (OR BOYS)?
11. Write out the FIRST NAMES OF SOME PSOPLE YOU XNOW -
do you notice any difference in their names and the
ones on the Census?
" 12, At what age did the 'SCHOLARS' FIRST START SCHOOL?
13. Hame the NON-LOCAL AREAS FROM WHICH SOME OF THE PEOPLE
CAME,
14. Why do you think they CAME TO THE NORTH EAST?

(]

I\
YOl
o

/

7

o el

N2
I

e
\
7



