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The Next Forum

This number will focus on three main issues, all of
current concern.

First, on the educational advantages of smaller classes
— now a real possibility because of the decline in
school rolls. Annabelle Dixon writes from her own
experience and research; another article draws on the
ORACLE research results which point the urgency of
of this reform.

Second, Clyde Chitty contributes an important article
on the differentiation process in comprehensive
schools through the option choice system. This is
partly based on recent research both in England and
Scotland. He, and others, discuss the need to move
towards a common curriculum.

Finally Maggie Gracie and the staff of West Moors
Middle School, Dorset (9 to 13 years) contribute a
symposium on the value (and practice) of this type of
school — important in view of recent attacks on the
middle school.




The Attack on Education

There is no doubt whatsoever that the public system of
education is suffering the most sustained attack it has
experienced since the Geddes Axe of the early 1920’s.
The attack is twofold in character, and this needs to be
understood by all concerned. While the main thrust of
government policy appears to focus on cutting public
expenditure, the second prong of the encircling movement
is perhaps even more dangerous. This is the overt attempt
both to buttress the so-called independent sector at the
expense of publicly maintained schools, and to strengthen
selective processes within the maintained sector. The main
target of both prongs of this offensive strategy is the
system of comprehensive secondary education, only brought
into being over the last ten to fifteen years.

The actual cuts in financial provision for education which
local authorities are expected to make this year, amounting
to over £500 million, are bad enough; but the government
has given notice that even larger cuts are to be made next
year. Not content with actually destroying the school meals
service in its existing form, or with forcing parents to pay
ror school transport so that their children shall participate
in what is a compulsory activity (itself a very doubtful
nrinciple), the government is preparing cuts which will
mnevitably bite even more deeply into the education service
sext year. Government spokesmen blandly maintain that
these cuts will not affect the quality of education. In that
case why is it that, all over the country, schools are already
asking parents to provide their children with books and
other resources? The real value of school capitation grants
has greatly declined. This certainly affects the quality of
the education service, as will the cuts in the teacher force
predicted (and already taking place). Parental support for
the purchase of books and other resources is in any case a
principle entirely at variance to those which should govern
a public service like education. It is the children attending
schools in the poorest areas who will go to the wall under
this system.

The cuts in education, however, should not be seen in
isolation. They are part of a general strategy which seeks
on the one hand to downgrade the public system and, on
the other, to buttress and strengthen the independent
sector. Peter Newsam, Director of Education for the
ILEA, is right when he characterises the Assisted Places
Scheme (and related measures) as involving a decisive shift
of resources from the public to the independent sector
(Education, 24 August 1980). This, it appears, is deliberate
volicy on the part of a government 80 per cent of whom
{(in terms of Cabinet members) were themselves educated in
independent schools (and 30 per cent from one only —
Eton). And none of whom educate their own children
in the maintained system they ‘administer’ and legislate
for.

In her important article in this issue, Caroline Benn submits
government policy to a searching and detailed analysis. The
fact that, in their first six months of office, two Bills have

already been introduced on education is a measure of the
importance the government attach to policy in this sphere.
Both Bills are designed not only to weaken the movement
to comprehensive education (the first, now an Act, by
repealing Labour’s 1976 Act), but more particularly to
buttress such selective procedures as exist, to strengthen
them and to import new forms of selection into the system.
As Caroline Benn points out, under cover of slogans about
‘parental choice’, new, covert selective procedures are
proposed that amount to a new 11-plus, but take a form
long discredited. The object is to build up the selective
sector, whether selective in terms of wealth or ‘merit’ —
a sector that already covers nearly 27 per cent of children
of secondary school age (there are 412,000 in independent
schools, 128,000 in the old direct grant schools, and a
further 256,000 in maintained grammar schools). The latest
official figure of 86 per cent of secondary age pupils in
comprehensive schools concerns the maintained system
only — a point that those who favour a complete system of
comprehensive education, as Forum does, need to bear in
mind.

It is, therefore, not only a question of defending the
school system as a whole against the cuts — though that is
essential. Equally important is the defence of comprehensive
education against the attempts now being made to under-
mine it. This involves launching a powerful movement for
the extension of comprehensive education with the aim
both of exorcising premature selection and eventually of
bringing in the independent sector as part of local systems
under local and national democratic control. That must
remain the perspective, even when the cold winds blow —
indeed now more than ever. For this reason, Forum will
continue to publish articles both monitoring official govern-
ment action, such as those by Caroline Benn and Mick
Farley, and raising for discussion central educational issues
affecting the schools, as do the articles by Maureen Hardy,
Helen Simons and others in this issue.

With this number, Forum greets the 1980’s. This is, sur-
prisingly, the fourth decade in which Forum has appeared
— the late fifties, sixties, seventies, and now the eighties.
This last has started ominously. As we go to press, Par-
liamentary discussion over Education Bill No.2 has only
just got under way, though it promises to be a long drawn
out affair. It may be that some of the more obnoxious
clauses will be modified, though this is unlikely. What can
be gained, however, is enhanced public knowledge as to
precisely what is being proposed, and therefore enhanced
public understanding of its implications. This, together with
actual experience of the new dispensation later this year
and in 1981 can only lead to a renewed determination to
bring about the decisive changes that are needed both to
construct a democratic system of education, and to raise its
level. This is essential if the system is to meet the demands
which will certainly be made as the micro-processor revo-
lution gets under way during the decade that lies ahead.
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A New 11-plus for the old

Divided System

Caroline Benn

Is Information Officer for the Campaign for Comprehensive Education.

For over thirty years national education policy in Britain
has been pre-occupied almost exclusively with secondary
education controversy. Those from other countries, where
such obsession does not exist, stand amazed, although it is
they, not we, who can more quickly answer the question,
why. They point to a small group of selective schools with
public schools at the centre. '

Every country has its elite educational institutions, and
some have those where men (and less occasionally women)
of high attainment or from backgrounds of wealth and
influence, are trained and later populate, disproportionately,
key posts in industry, the professions, government and the
military. In other countries, however, these institutions are
usually in higher education — not in the secondary sector.
Only in Britain is entry to secondary education (as early as
11 or even 8) so decisive in matters of access to power and
life’s chances (including access to higher education itself,
particular Oxbridge). Governments which wish to change
society through more equality in education thus concentrate
their reform on secondary education. Governments which
represent the interests of the sector served by these elite
institutions, will try, as is now happening, to strengthen
these institutions. This is the motive behind the present
government’s education policy. It is social engineering no
less than that of other governments: in many ways, much
more obvious.

Within six months of taking office two major education bills
have come to Parliament. Both concentrate on secondary
education — one passed in July, 1979, permitting authorities
to reverse comprehensive reform by repealing the 1976
Education Act, the second, now being processed through
Parliament, laying down new selective rules for entry to
secondary schools and underwriting public subsidies to
private education — or more strictly speaking, giving the
Secretary of State permission to ‘reimburse’ the ‘proprietors’
of certain private secondary schools for whatever fees they
charge. It is the proprietors who get the ‘assisted place’
money, not the parents or children.

Education Bill No. 1

The July Act was trailed as giving authorities ‘freedom’ to
organise education as they please, but that same promise
was repeatedly broken in 1970-73, and few authorities will
be permitted to change grammar schools into comprehensive
schools now (although secondary modern schools might get
to change their name). In any case, the Secretary of State
for Education obligingly let slip the Act’s two real objectives:
to allow authorities with both grammar and comprehensive
schools to keep both; secondly, to allow those already ‘with
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a comprehensive system .
selection’ (our italics).!
The effects of this first Act will not be immediate, par-
ticularly as there were rather few schools which were in the
middle of being reorganised as a direct result of Labour’s
1976 Act, because this Act was not particularly effective.
It did not make the implementation of the comprehensive
principle a legal duty of local education authorities (as any
serious Bill to end selection would have had to do). Instead,
it merely required local authorities to ‘have regard to’ this
principle. Anyone familiar with the law knows the vast
differences between giving an authority a legal duty (which
must be carried out) and asking that same authority, when
carrying out its normal duties ‘to have regard to’ this, that
or the other (where only a good show is required). As far as
comprehensives went, it meant that no authority had a
duty in law to end selection, and that any authority could
flout the law’s intention in practice while obeying it in
letter — for example, by setting up a working party on
comprehensive reform and letting it sit for months, as
some did.

The weak nature of the 1976 comprehensive Act was the
last chapter in a history of failure to legislate effectively on
comprehensive reform, beginning in 1965 with the crucial
decision not to legislate at all. Although at that time
government advisors and MPs urged legislation,? the Labour
government accepted DES advice to issue a circular instead.
Circular 10/65, although strongly worded, carried no legal
requirement.

Using the Law to the Full

The present Conservative Government will not be making
the same mistake. It is legislating with a vengeance: first, to
give local authorities new duties which will require them to
allow selection to stay where it already exists, to increase
where it is but little, and to return where it has gone;
second, to relieve local authorities of traditional duties
they have always had to provide certain safeguards and
services for all pupils and all schools. The propaganda
claim again is that by relieving authorities of their duties
to provide meals, for example, they will be ‘free’. The truth
is that it permits cuts in expenditure to be made. Authorities
are now being allowed to save money by ditching traditional
responsibilities.

The pedagogical implications mean a move away from the
traditional commitment to the whole child’s welfare and a
narrowing of educational concern to mechanistic ‘instruc-
tion’ — a trend the government and its supporters are
pushing hard. Thus in June a government backbencher

. . to reintroduce a degree of



positively urged his ministers to remove local authorities’
responsibilities for transport and the provision of school
meals ‘so money can be spent on the real job of education’;®
the same backbencher also urged ministers to ‘remove
headmasters and teachers who do not teach their children
properly or encourage their children to reach acceptable
standards’,* while another (a former comprehensive school-
teacher) asked for ‘an enquiry into behavioural trends and
moral education’.’ The first of these requests is already
being met in Education Bill No 2’s provisions relieving
authorities of duties to provide meals and transport, while
the second one — a new version of payment by results —
may not be far behind. Nor the third, for one of the govern-
ment’s pre-election pledges® was a national enquiry into
moral education, including a promise to look into the
misuse of religion to teach ‘communism’. What that meant
has never been made clear, but hovering lately behind that
facade of freedom is a nasty hint of witch-hunt — of
persons, ideologies, and subject fields, as many in schools
and colleges are increasingly aware.”

For the moment, however, the government is too busy
making sure selection is retained and reintroduced to get
down to other tyrannies. In this respect it starts well ahead
thanks to the weakness of Labour Party policy. Half the
local education authorities in England and Wales (59 to be
exact) still have selection,® and the Conservative Under
Secretary of State made it clear in July® that if the govern-
ment ‘is saying that certain authorities can keep their
selective schools, one has to have selection’. This being so,
it is not surprising that debates on the Government’s two
bills read like a trip back to the 1950’s, with attention
focused on secondary modern schools (the majority of
schools still in many authorities, including Trafford, Tame-
side and Buckinghamshire) and whether or not parents
want them, how good or bad they are, and how much
transfer there really is to grammar schools. As a result of
opposition questioning, the government even handed down
its long awaited definition of a secondary modern:

‘modern schools are secondary schools for pupils, who,
under a selective system are considered to receive education
best suited to their needs in such schools.’'°

The Changing
Nature of the 11-plus

This inane tautology reveals the depths to which minds
bent on the science of selection have now sunk. In fact,
it indicates that the defence of selection as a science is
gradually being abandoned by both the DES and the
government. Ministers are at pains to draw distinctions
between the old 11-plus selection of mass testing and the
new 11-plus which is the opting out of comprehensive
education of the selected.! It is vital to understand this
difference and to realise that the old 11-plus — overt,
universal, imposed and scientifically based — has been
giving way over many years to the new 11-plus — covert,
restricted, optional and socially based. It means that
the 11-plus is less and less controlled by those who are
democratically elected (education committees or Par-
liament) but delegated instead more and more often to
individual headteachers of grammar, aided and feepaying
schools. Decisions are not publicly arrived at and publicly
defended as they used to be, but more and more often
privately arrived at behind closed doors with no explanation
of criteria. The new 11-plus applies only to a minority of
parents, since the majority are no longer involved. The new

11-plus is based on self-referral of the child by the parent,
not upon universal testing of all children. It is justified in
terms of the ‘choice’ of the minority of parents who refer
children and upon the ‘needs’ of their children alone, not
upon the majority’s needs or upon the desirability of
universal choice.

Selection now rests on a nearly 19th century myth of
natural order in society and upon a natural elite — one’s
educational betters, if you like — whose path the govern-
ment claims it has a clear national duty to smooth by giving
them their choice. Choice is the new selection. The two
words are used almost synonymously now by government

supporters:
‘I am not opposed to selection. Life is about selection from
birth to death . . . to blur choice in education is to under-

mine what education is all about.’?

The 11-plus is Dead —
Long Live the 11-plus

Bill No 2 shows that education is all about selection and
that selection is now all about opting out. The new 11-plus
has become a necessity because the old form of selection is
no longer acceptable. Parents will not accept that a one day
test can determine school ‘choice’ for their child — especially
when it means a secondary modern school. Attempts to
return to the old selection in areas which have previously
experienced or been promised comprehensive reform are
proving very problematic for local authorities — whether it
is an authority trying to turn a comprehensive school
back into a secondary modern and grammar school, or an
authority trying to reintroduce mass testing to determine
allocation. Resistance is running very high. It isn’t so much
that the demonstrations against such plans are so sizeable,"
nor well organised,'* but the fact that when people cam-
paign to retain comprehensive education, it is the majority
who are speaking. Those who used to campaign for grammar
schools represented only a minority, but when a majority
organises, councillors must listen more carefully. Those in
Tameside who did not and who brought back the old mass
selection were turned out of office; those who try the same
in other areas, including Bolton and Trafford, are likely to
be next.

Since the government will be forced — indeed, it is already
being forced — to pretend that the majority of parents can
have a comprehensive education for their child, the effects
of Bill No 1 will not, except in the short run, be to plunge
everyone back to the old mass testing. But the effect of
legislation in both Bills will be — as it is intended to be — to
strengthen the new selection and to facilitate the opting out
of comprehensive education by the knowledgeable, the
wealthy, the educationally ambitious middle class, and the
parents of those few children who come in none of these
groups but whom schools will now be pressured to single
out and send to join the others to provide that token
working class cover necessary to oil the new selection’s
public relations. The same mass media coverage which went
to Black Paper statements, however outrageous, will now
be put to selling the image of the poor man’s son or daughter
who gets an invitation to the rich man’s educational table.
Yet even if every assisted place in the country goes to a
working class child (which it won’t by far) it will still leave
over 96% of the working class where they were — with
their education standards being cut. Equally important it
will leave them in comprehensive schools which cannot
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possibly be comprehensive in an ever increasing number of
cases.

The middle class will benefit immeasurably from the new
legislation, firstly, because their children are (and will
continue to be) the majority in the schools to which the
new ‘assistance’ millions are to be sent. Indirectly, their
own fees will certainly be subsidised. Secondly, because the
bias towards middle class benefit already exists in the
public subsidies which local authorities and central govern-
ment make available, and which this government intends to
continue to make available, in the form of fee payment and
tuition payment for certain groups of children who get
public assistance for private education: the children of
diplomats, the children of military officers, and those who
are the beneficiaries of place-buying by local authorities in
schemes which already exist (what Bill No 2 calls ‘standing
arrangements’). Thirdly, and perhaps most important, is the
evidence we have that where parents select themselves for
grammar education it is middle class parents who come
forward more often.'® The gradual change in the method of
selection for many grammar schools and direct grant schools
over the last two decades is certainly one of the reasons
why these schools have become more and more middle
class,'® and almost certainly one reason behind the de-
creasing numbers of working class entrants to universities.
The government’s explanation here is conveniently
blinkered, putting the blame on the increased number of
comprehensive schools, when what is far more likely is that
the same process of self selection applies in GCE entry
within comprehensives as in entry to grammar schools.

An Historic Bill

What is new is not this evidence about bias but the intro-
duction of a national policy designed to deliver so specific-
ally to the interests of such a privileged minority. But never
before has a government committed itself so specifically
against equality, a commitment which comes out particularly
in the legislation on admissions and on assisted places in
Bill No 2. This Bill requires local authorities to organise
admissions to schools by the market mechanism of parental
choice. But not to all schools; this is the point. The
operation of preference is restricted to protect elite schools.
That is to say, there is a duty imposed on a local authority
to operate the market mechanism only in respect of com-
prehensive and secondary modern schools. The parental
preference legislation does not apply in the sense that it
must inlaw be conceded, to a) maintained grammar schools,
b) fee-paying schools, c) aided schools (which reach agree-
ments with authorities to control their own entries) or to
d) any school at any stage, including a comprehensive,
which admits by aptitude or ability (say, a sixth form of an
11-18 comprehensive in an area where there are also 11-16
comprehensives).

The very elite schools which are supposed to be in business
by virtue of the market which demands them, are the very
schools which the new legislation protects from the market.
The Bill thus creates two classes of parents: those who have
a choice of both selective and non-selective schools and
those who have only got a choice of non-selective schools,
which authorities are required in law to submit to the free-
for-all mechanism, and selective schools, which the law
protects from majority parental preference because it
accepts that only certain favoured minorities will be
acceptable to such schools by reference to ‘their ability
and aptitude’.
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If it sounds familiar, it is. It is nothing more nor less than
11-plus selection, capable of adaptation to old or new form.
This is an historic Bill for it means the 11-plus will be
sanctioned in law for the first time. Up to now 11-plus
selection has just been a practice; it has never been enshrined
in any Act of Parliament. Bill No 2 changes all that at a
stroke.

Likely Effects on
Comprehensives in Authorities

which Wish to Retain Selection

Bill No 2 is designed to give maximum advantage to a
minority of selective schools and to a minority of parents
who opt out of non-selective education, as well as to
prevent certain powers being exercised by local authorities
which are necessary to run effective comprehensive systems.
No authority, for example, will be able to fix a legal
maximum size for its schools, a power authorities know will
be necessary to retain any planning rights in a situation of
falling rolls. Without this any school — selective or not —
can act unilaterally to increase its size regardless of the local
authority’s policy. It can do this at admissions stage if it is a
grammar school or an aided school (with rights over its own
admissions) or it can do this at appeals stage whether
it is selective or non-selective. The appeals mechanism is
designed to help parents opt out of the local authority’s
system of admissions, however clearly it is laid down.
Individual parents, if knowledgeable enough, can apply to
any school and if their child is accepted, the authority must
in law give way to this school’s unilateral decision. This is
a completely new legal right given to schools and designet
to favour the selective school or the oversubscribed school.
Any such school can accept pupils and the public will be
called upon to fund the extra places, or over time, that
school’s growth at the expense of other schools, or, in the
case of assisted schools, the cost of assistance. The legislation
is once again a reinforcement of middle class advantage, for
it is children from these homes, or children whose attain-
ments are already high, who will be more likely to be
admitted at appeals stage to grammar schools, fee paying
schools, and favoured comprehensives (including those in
neighbouring authorities to which such families can more
easily afford to have their children travel) than pupils from
working class backgrounds.

Any local authority which retains grammar schools or
believes in selection will find it easy to cater to this
minority’s advantage and to build up selection and private-
school place buying, all of which will be to the ultimate
disadvantage of comprehensive schools affected by it.
But it can also do something new: it can make existing
comprehensives selective too. They might be designated as
schools in languages or sciences (a move the government
can be expected to underwrite in due course); or they could
be comprehensives with sixth forms which admit pupils
from schools without sixth forms when such pupils have an
‘aptitude’ for A level work. They might merely be those
comprehensives which are oversubscribed. The new legis-
lation makes it possible for all such schools to become
selective schools over time in all their admissions. In other
words, local authorities anxious to reintroduce selection
have the power to turn comprehensive schools back into
selective schools, as Conservatives promised would be
permitted in their 1977 document Better Schools for All.



Comprehensive
Systems Harder to Run

The other half of the local authorities — those which want
to run genuine comprehensive systems — will have an uphill
struggle too. They will be forced to accept selection from
‘assisted’ schools (see below) and in some cases from
neighbouring authorities (since the Bill also removes local
authority control over boundary movement) where selective
schools may be operating. They face the possibility that
one or two individual comprehensive schools in their own
area will break ranks and start to become selective at
appeals stage or even at admissions (as, for example, an
aided comprehensive could easily do). But most important
of all, all local authorities will now be forced to operate
admissions sytems which recognise only one factor in law:
parental preference.

Most local authorities wish to recognise this factor, since
most already do, but most know that no fair admissions
policy is possible in any comprehensive system if this is the
only factor the law recognises. At its simplest level, what is
to be done when more parents choose a school than it has
places? The new legislation gives no guidance, a dereliction
of duty which clearly signifies the government’s disregard
for the success of a comprehensive admissions policy.
Anyone with a commitment to, or knowledge of, com-
prehensive systems knows that some other factor has to be
brought in to decide in these cases. After siblings and
medical reasons, the main factor taken into account by
local authorities as fair — because it is the only one generally
accepted as fair by parents — is that parents living nearest
a school should have a right of entry over parents living
further away. This is the basis of admissions to comprehen-
sive systems the world over, prized by them as the means
whereby area schools can build up community support and
service. Yet the new legislation does not recognise the right
of a neighbourhood to be served by a school. The law
makes no mention of ‘nearness’ and it takes no account of
the rights of parents living near a school over those of
parents living further away.

Bill No 2 also fails to recognise that other major require-
ment of a fair comprehensive admissions system: continuity
between primary and secondary sectors, or between the
lower and upper tiers of school systems. It means schemes
designed to link schools or for lower schools to feed upper
ones, have no legal standing. They can always be over-
riden by the preference factor which a local authority has a
legal duty to impose. Quite simply, it will make continuity
far harder to maintain — just as it will make it harder to
have community based schools.

Most paradoxical of all, the parental preference requirement
will not mean all parents get their choice of school. If
anything, it will mean fewer will get it than in systems
where authorities can balance preference with neighbour-
hood and continuity. This is because where systems are run
with reference to parental preference alone, polarisation
can develop rapidly. Manchester has collected and published
figures which show how this can happen,!” but most
authorities do not wait for statistics to prove it before
taking action. They know that reliance upon parental
preference alone means that knowledgeable and discerning
parents flock to one set of schools, while children of less
knowledgeable and less demanding parents fill up the others.
The more choice is emphasised, the less there is. Because a
situation is created where more and more parents choose

the same few schools, which build up, while others, in
varying degrees and in increasing numbers, gradually spiral
downwards. Thus every year in pure choice systems more
and more parents are refused their preference, and more
and more children end up in schools their parents do not
favour, having less than is their due.

This legislation will make it far harder for local authorities
to maintain that balance between preference, neighbour-
hood and continuity which is the essence of a successful
admissions system for comprehensive education, for it is
legislation designed to stimulate imbalance, not to keep the
needs of all schools and all pupils in equal consideration. It
is designed deliberately to enhance the advantage of a
minority of parents and a minority of schools. It forces
authorities, whether they wish to or not, to run secondary
education systems which pit parent against parent and
school against school in a consumerist free-for-all. New
laws require schools to be packaged as if they were
‘products’ on a shelf, and advertisement angled. The law
requires authorities to advertise their ‘arrangements’ for
pupils to go to private schools, for example, and to publish
information about all schools — not to enlighten parents
(for most authorities already publish all kinds of general
information) but rather to give the Secretary of State new
powers to direct schools in the matter of specific infor-
mation they must make available and the way they are
to do so (e.g. academic results) in order deliberately to
favour selective schools over others in apparently ‘equal’
competition.

Authorities will have to struggle hard to run secondary
systems where each school and each child is valued equally
against such an imperative to sacrifice both schools and
children on the altar of the competitive ‘shake out’ designed
deliberately to make some pupils and some schools redun-
dant while others flourish. However, it is also not unlikely
that over time legislation which encourages dog eat dog to
any great degree would produce its own reaction, as it has
in other countries where the over operation of market
forces has resulted in over closure of schools or in the
exclusion of parents from the schools of their own areas.
The result could well be that strong neighbourhood school
campaigns develop.

It is not unlikely either that legislation which gives so many
new powers and privileges to aided comprehensive schools
(already favoured under present laws) and sets them up as
virtually independent schools financed by local authorities
(in addition to giving authorities powers to let voluntary
bodies take over county schools), or which allows new
voluntary schools to be funded by public money, will
bring about the clash over the misuse of aided status for
social, academic and racial selection which has slowly been
coming to a head.'®

‘Assisted’ Private Education

It is certain that the legislation in Bill No 2 designed to
assist fee-paying schools to cream comprehensive schools
will result in reaction against fee-paying schools (one reason
why the major public schools oppose this scheme).!® If
nothing else, the ‘assistance’ scheme puts the private sector
as a whole, and public schools in particular, back on the
national education agenda. There is no way in which they
will ever get off it now. Independent schools have become
‘dependent’ schools as economic crisis and inflation have
undermined their material standards. Their academic
standards, it is said, have also suffered because so many of
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them have not been able to cream high attaining pupils
from the new comprehensive schools. Thus private education
now looks for ever greater support from national legislation
and public funds, just as private industry has had to do.

Public attention has gone to such forms of public support
as come from the classification of many fee paying schools
as ‘charities’, but the charity subsidy is small in comparison
to public subsidies for fees and tuition paid to thousands
of pupils in hundreds of private schools. As the Campaign
for Comprehensive Education has made clear,”® the total
public subsidy in 1977 was already running at over £130
millions a year. This was made up of central government
subsidies of £36 million which subsidise boarding arrange-
ments which have not been re-examined in decades, plus
£40 million from local authorities to pay for places in
local private schools with which they have been building
up ‘standing arrangements’. All such existing arrangements
are protected by the new legislation which at the same
time introduces a further such arrangement in the form of
‘assisted’ places. Assisted places will involve an additional
£60 to £70 million a year for some 100,000 places which
could involve between 200 and 500 private schools. The
percentage they would cream from state education would
be about 3% when the scheme was fully developed. This
3%, however would be all from the top attainment levels
and would come in the main before 16-plus. By the time
the percentage was calculated at sixth form level, it
would amount to nearly a quarter of today’s two A-level
students in state education, who would then shift to private
education, where, of course, about a quarter of the total
A-level candidates already are. Sixth form education in
many comprehensive schools in areas where ‘assisted’
schools cluster, would slowly contract; in some it would die.

The Political Motive

It is important to make clear that assisted places is not a
new form of subsidy any more than creaming is a new
threat. Both have been taking place for many years and
both are part of the new 11-plus. They represent just one
more way by which selection has been kept going by the
new opting out process, one more shift of resources away
from comprehensive education and into selective and fee-
paying education. The shift represented by ‘assistance’
however, has a particular political dimension, for at the
same time as there has been movement into private
education by some local authorities, there has also been
movement out of it by others. That half of local authorities
committed to the majority’s educational standards in
comprehensive systems have gradually been ending their
old ‘standing arrangements’ with private education. They
have chosen not to spend millions on fee-paying education
which could be going to support and equip state schools.
They have chosen not to undermine their comprehensives’
academic work by creaming their pupil intakes. A govern-
ment determined to implement selection in these authorities
cannot do it quickly other than by over-riding local
authorities’ prerogatives and acting by central government
fiat to pay individual fee-paying schools to accept pupils
over the heads of these local authorities. That is the reason
for ‘assisted’ places. It reimposes the old ‘standing arrange-
ments’ over the heads, and against the wishes, of that half
of local authorities which have chosen to run genuine
comprehensive systems.

Assisted places legislation is also no different in intent,
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therefore, from the attempts by the big powers like Greater
Manchester and Greater London to impose selection
(on the rates) over the heads of smaller powers like the
Manchester Education Committee and the Inner London
Education Authority. The Manchester case went to the
High Court, but now there is less urgency in the matter
where there is a government willing to give them permission
to use the big stick, and willing to use it itself in the form
of ‘assistance’. Even while doing so, the Secretary of State
proclaims: ‘It is our belief that local authorities — not
central government — are best placed to determine the most
suitable form of secondary school organisation for their

area’.”!

No Comprehensives Possible

Inexorably, the government is going to be caught in its own
trap. For in order to get selection accepted again it is having
to pretend that those not selected will nevertheless be able
to enjoy a comprehensive education in the non-selective
sector. But a genuine comprehensive education is what
selection already prevents many comprehensives from
providing, and, as the new 11-plus takes hold, it will kill
this opportunity in more and more such schools. Already
the Minister of State has had to give way on his famous
statement that if you have grammar schools next to com-
prehensives, the comprehensives can’t be anything but
misnamed secondary moderns.?? On July 16 he trimmed
to say ‘we cannot have 20% selection for grammar schools
and believe the other 80% will be comprehensives’ but we
can have creaming of less than 20%. How much less? By
odd coincidence the percentage the Minister said is accep-
table is about the percentage of the maintained sector now
served by maintained grammar schools — 5%. Unluckily for
him, he went on to say that in his opinion a figure higher
than 5% would have ‘injurious effects upon other schools
. .. more than 5% and the others cannot be comprehensive
schools’.?® Unluckily because, of course, nationally, com-
prehensives are already creamed far in excess of 5% and it is
likely to go to 20% before this government is out. We find
this hard to believe because we are not yet accustomed to
looking at the totality of secondary education when we
calculate creaming. We accept the view that 83% of all our
children are in comprehensive education, when this is true
only of the maintained sector, not all our children. When we
look at “all our children’, the latest Statistics show that only
72% are in comprehensive schools (see Table). This is a far
cry from the popular DES mythology to which all recent
governments have subscribed: that the ‘country’ is now so
nearly comprehensive that it doesn’t matter, the issue is
closed. The issue cannot be closed when less than three
quarters of all secondary age pupils in schools are in com-
prehensives (and that is before we start discounting the
bogus comprehensives and all those which are creamed by
selective or fee-paying schools. In fact, the ‘genuine’ un-
creamed comprehensive population is probably only about
50% of the country).

There is no possibility of a national comprehensive system
when comprehensives are creamed by 15%, the percentage
now in fee-paying and selective schooling, and when laws
are being enacted to increase it. Assisted places will raise
the figure, as will local reversals of comprehensive education,
or extensions of grammar education. The operation of the
market mechanism on comprehensive admissions, if it
polarizes schools to such a degree that some comprehensives



become selective, or specialist, will do so further still. By
1984 it is very likely that the 20% situation wherein no
genuine comprehensives are possible will be with us, if not
long passed.

Policy on
Exams and Curriculum

Government policy inside schools is no less cheerless, even
if less of a preoccupation of the government at present.
Unstreaming is discouraged and denigrated while streaming
by subject is touted as some kind of panacea.* On exami-
nations, a slovenly tripartitism pervades such pronounce-
ments as have been made — just as it dominated the 1977
policy document Better Schools for All. This document
stated that there were three types of children — bright,
average and the ‘bottom’ — and each needed its own
examination. Conveniently, said the pamphlet, the GCE
examination is there for the able, the CSE for the ‘ess
able’, and for the ‘bottom’, nothing at all except the
possibility of a leaving examination. This, it was implied,
could double as a kind of sliding 11-plus, a basic school
certificate to be given to everyone and taken at any age
from 8 to 16. The ‘bright’ would pass it early, the rest along
the way (ensuring many failing year after year). At 15 the
‘bottom’ could use it as ‘their’ leaving exam. If they finally
passed, they could leave early, thus hustling out of full time
education the very pupils who might be said to need it
most. This tripartite policy has already been acted upon —
even if only indirectly — by the cancellation of planned
reforms in examinations at 16-plus and 18-plus. The result
of the scrapping of popular demand for a common assess-
ment system will be that intense aggravation builds up
around the 13-plus selection process inside schools between
GCE and CSE, an agony as unnecessary and damaging to
teachers and pupils as was the old 11-plus between schools,
and one which will just as inevitably be rejected by popular
pressure.

Things are little better on the curriculum front either.
Better Schools for All also envisaged three types of cur-
riculum for these three types of children, apparently
ignorant of the fact that in well-established comprehensive
systems there is only one type of curriculum — a full
comprehensive curriculum — and all children have access to
it from 11 to 13,25 while for years 13-16, most comprehen-
sive schools now have their own ‘core’ which they are busy
extending and adapting.

The government’s thinking here is no further forward than
the age of the ‘great debate’ and they now plan a ‘common
core’ to be set down for all schools. Ministers trailing
the notion in Parliament say they hope they will get a
consensus for it, but it is not a question of a consensus.
A common core is not a proposal that invites approval or
disapproval (except where it would be accompanied by
dictation of curriculum or teaching methods). You don’t
ask for a consensus when you see Oliver Twist’s diet of
‘thin gruel’ — you ask for more.

A common core, as the government has said, is merely
‘a basic minimum’.?® It doesn’t include a choice of
languages, it doesn’t include ‘advanced’ or separate sciences
(the two areas already omitted by ministers) and it won’t
include access to a wide range of educational opportunities
or subjects which a genuine comprehensive education
should make the right of every pupil and which only such
an education can provide. It is a proposal which will be

forced on schools as a substitute for genuine comprehensive
education for all pupils in all schools, an attempt to get
away with very much less than is essential — less education-
ally, less financially, less in terms of choice, and less in
terms of opportunity for the majority.

The Turning Point

This summary of government policy may seem bleak and
dispiriting for comprehensive education, but it shouldn’t
be. The sense of outrage which has greeted proposals to
fund private education at a time when already deprived
schools and pupils are suffering increasing deprivations and
reduction of standards with government cuts — will ensure
that the assisted scheme, and all other subsidies to prop up
private education will not only be properly monitored at
last but eventually monitored out of existence.

Elsewhere the proper response to government policy is to
insist on what we have insisted on all along — a genuine
comprehensive education for every child as of right. Every
refusal of a parent’s choice, particularly at their own local
school — selective or non-selective — will remind parents
that they should have a clear right to enter such a school;
every refusal to a parent for his child to be assessed on a
common system which counts, every failure to provide a
comprehensive range of subjects and educational pro-
grammes at every age, or access to a sixth year of education,
will demonstrate to parents and teachers that comprehensive
education is being denied.

We must set down in concrete form the essentials of such
an education around which a popular campaign can begin.
We must go on working out the teaching and learning
methods which best serve such an education and the
reforms in the curriculum, pupil grouping and assessment
practices which are required to realise it.

In the end it is going to be the failure of this government to
provide genuine comprehensive education for every child
which will destroy its policy more than the rejection it will
suffer for rigging the system to cater to every sort of
privilege. As comprehensive education gets promised to
more and more parents and children — and those promises
have to be repeatedly and increasingly denied — the argu-
ments for comprehensive education, and the demand for it,
if they have not been appreciated and understood before,
cannot fail to be now.

Table 1
Secondary Education from 11 to 18 in England and Wales
Percentage of Pupils in All Schools*

Grammar Schools

(maintained) 6.0
Grammar Schools (direct .

grant) 9.5} Selective Schools 15%
Independent Schools 6.0
Technical Schools 0.5

Other Secondary Schools 10
Comprehensive Schools

720 Non-selective
Secondary Modern Schools 12.0

schools 84%
Other 1%
100.0% 100%

*DES Statistics, Vol 1, 1977, Tables 1(1) and 5(5). Comprehensive
Schools’ population includes half the pupils in middle schools
deemed secondary.
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16-19 Chaos
or Planning?

Mick Farley

Before becoming NATFHE’s Assistant Secretary
(FE) Mick Farley taught in a variety of schools and
in further education. He also spent some time as a

member of the National Executive Committee of
both NATFHE and the NUT.

Most young people in Britain in the 16-19 year age group
receive no education or training at all. Provision for this
group in the UK falls seriously behind that found in other
European industrialised nations. Worse, education and
training beyond 16+ still largely increase inequality in
Britain rather than reducing it. Demographic changes and
the advent of youth unemployment now provide this
country with a unique chance to move towards a level of
provision at least equal to that found in the rest of Europe.
Additionally, the activities of the Manpower Services
Commission (MSC), through its Special Programmes Division
(SPD) and the Youth Opportunities Programme (YOP),
provide a remarkable opportunity to develop a comprehen-
sive, suitably funded, co-ordinated and integrated pro-
gramme of education, training and employment for all
young people.

Such an overall strategy requires four major changes:

1 The allocation of increased national resources to
vocational preparation in all its various forms, implying,
at least, the implementation of the proposals advanced
in ‘A Better Start in Working Life’.!

2 The establishment of a common institutional framework
to meet the needs of all young people, implying a move
towards a comprehensive tertiary system of post-16
education and training.

3 The elimination of different financial incentives, implying
the introduction of mandatory educational maintenance
allowances (emas).

4 The elimination of divisions between education and
training, implying the development of a unified system
resting in a new single national Government agency
having suitable regional and local sub-structures which
could bring together all the existing agencies and interests
involved.

These four changes, together with imaginative curricular

development and examination reform, could provide a

structure in which progress through different stages would

be possible.

It is against this background of much-needed change that

the present situation must be judged. Whilst the MSC has

shown considerable initiative and speed in setting up the

YOP, the inability of Government to ensure through the

education service that monies allocated for specific purposes

are used for those purposes has resulted in the Department
of Education and Science (DES) remaining impotent to
initiate major immediate change. Instead, and rather late in
the day, the DES has had to content itself with issuing



consultative documents in conjunction with other Depart-
ments of State.

The Consultative Papers

1979 will thus go down in educational history as the year
of discussion on the education and training of 16-19 year
olds. Not only did the Labour Government issue three
Consultative Documents, “16-18, “A Better Start in
Working Life and “Providing educational opportunities
for 16-18 year olds”, but consideration was given to various
examination reforms as well. In addition a variety of
organisations and agencies, such as NATFHE,? the NUT,?
the FEU; and the NFERS issued documents on the
subject or advanced curricula models which could meet
the needs of various groups within the age range. The
Labour Government, prior to its General Election defeat
had even introduced legislation which would have enabled
at least a pilot scheme for mandatory grants to those in
the age group staying on full-time at either school or
college.

Although the proposed pilot scheme for such grants was an
immediate casualty of the general election, the in-coming
Conservative Government quickly decided to continue the
consultative processes begun by its predecessor in the two
documents “A Better Start in Working Life” and “Providing
Educational Opportunities for 16-18 year olds”. (The
consultative period on the first of the three documents,
“16-18”, ended in March 1979.) However, the emphasis
of the debate changed noticeably with the change of
Government. Prior to May, the discussion had been free-
ranging within the context of Labour’s aim of providing a
universal scheme of education and training opportunities
for the whole age group. The advent of a Conservative
Government hell-bent on cuts in public expenditure,
refusing to continue with even modest examination reforms,
threatening the FEU and withdrawing the pilot emas
scheme, inevitably meant that discussion continued in a
somewhat more sombre climate. Indeed the Conservative
Party manifesto said, ‘We shall review the relationship
between school, further education, and training to see how
better use can be made of existing resources.’

Education cuts, likely to be far in excess of the ‘official’
figures promulgated by the Government, will reduce even
existing resources so that the possibility of developing a
comprehensive system of education and training for every-
one in the age group with a level of funding and student
support which would enable all to participate fully and
equally seems now to have receded. The Government’s
intention to put ‘more money into the non-advanced 16 to
18 field’, as the Secretary of State told the Trades Union
Congress in September, and later in October the AGM of
the National Youth Bureau (NYB), is difficult to reconcile
with cuts in the Rate Support Grant (RSG) settlement
generally. And indeed, Mr Carlisle was forced to admit at
the NYB AGM that the amount going in to RSG for this
age group would still fall short of that planned in the
previous Government’s last Public Expenditure White Paper
and that he was totally impotent when it came to ensuring
that local education authorities actually spent monies
allocated within the national RSG settlement for a specific
purpose on that purpose. Incidentally, the TUC delegation
was told that the five per cent cut asked of local authorities
in the next financial year is a minimum cut. The TUC
predicts cuts of up to 15 per cent in some metropolitan
areas. Whilst the general election has not caused consul-

tations to stop, the Government’s ‘determination to do
something’ about the education and training of the age
group has certainly caused them to take on a different hue.

‘A Better Start

in Working Life’

Moreover, even ‘A Better Start in Working Life’ fell short of
the objective of establishing a universal system of education,
training and employment for the age group as a whole.
Thus, whilst it argues soundly for vocational preparation,
the organisational form proposed therein has serious defects.
The Industrial Training Boards were not set up to undertake
general and vocational education of the sort proposed:
worse, reliance on them would seriously disadvantage those
young people employed by firms outside the ITB system
altogether. In this respect, it might be that a more appro-
priate organisational framework could be developed using
the Special Programmes Division of the MSC as a base.
Certainly, a method different to that proposed will have to
be found in the long-term for adequately and directly
funding a universal scheme. Moreover, if there is serious
intent to press ahead with improving opportunities for
this group of young people, who have been scandalously
neglected for so long, adequate attention will have to be
given to the major resource implications for such matters
as staff and curriculum development.

‘A Better Start in Working Life’ recommends that within
3 years of the start of the programme there should be
proper provision for about one-third of the young people
in employment below craft level with the extension of this
provision for all such young people by the end of the
1980s. The Consultative Paper suggested a voluntary
approach but did leave legislation as an option if targets
were not otherwise achieved. Whilst, as already indicated,
the proposals in ‘A Better Start in Working Life’ fall short
of setting up a universal system of education, training
and employment for all in the age group, They would,
if implemented, nevertheless represent a step in the right
direction.

Yet already the present Government has made it absolutely
clear that it will not even consider the possibility of legis-
lative back-up in respect of the Paper’s proposals, whatever
is said during the consultative process. It is difficult to see
how a Government which has already refused to introduce
emas, which has cut the YOP budget and which has cut
building programmes can, within such a context, devise a
comprehensive plan to extend opportunities for this age
group.

The Macfarlane Committee

At the same time as continuing consultations on the two
Papers, the Government has established a joint working
party between the DES and the Welsh Office and the
local authority associations to carry out a review of the
educational provision made by local authorities. The group
under the Chairmanship of Mr Neil Macfarlane, a DES
Minister, is ‘in no way intended as a formal enquiry into the
whole range of provision for the 16-19 age group’ but asa
means of providing ‘the education departments and the
local authorities (an opportunity) to consider, within the
wider context of the education, training and employment
of young people, those aspects of educational provision
for 16-19 year olds for which they are jointly responsible.’®
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Now, although this will, presumably, involve looking at
developments in employment and training insofar as these
have implications for the education service, the Department
of Employment and the MSC are not represented on the
main Macfarlane Committee but will only be involved
in a supporting officer group. Moreover, professional
organisations, employers and trade union representatives
have been totally excluded from the work of the Committee
despite the fact that within its general remit is an examin-
ation of the relationship between schools and further
education.

In any case, the establishment of the Macfarlane Committee
with its rather narrow remit could delay decisions as well as
covering some of the same ground as that already covered
under the previous Government.

Examination and
Curriculum reform

But it is not only because of the Government’s expenditure
cuts that the climate of debate has changed. The retreat
from ‘A’ level reform and the refusal to proceed with the
proposals for a single examining system at 16+ contained in
the White Paper ‘Secondary School Examinations: A Single
System at 16 plus’ are other indications of the Government’s
general approach. That it could consider cuts to the Depart-
ment’s own budget which would lead to the closure of the
FEU and the end of the Unified Vocational Preparation
(UVP) schemes is a further indication, if one were needed,
that it is going to be no easy task even maintaining the pro-
gress made over the past few years. It will be interesting to
see how the Government reacts to the report of the Keohane
Committee on the proposed Certificate of Extended
Education. The precedents, are not encouraging.

However, in the long-term, no Government seriously
concerned to advance the interests of both the 16-19
age group itself and the country, can avoid substantial
examination and curriculum reform at 16+, 17+, and 18+.
If the present Government uses the situation it has now
created as an opportunity to review the 16 to 19 curriculum
in a far broader context, some good may yet come.

Comprehensive
Provision Post-16

Against such a chastening background, a few chinks do
appear. The Government’s commitment ‘to do something’
for the age group provides an opportunity, at least, to put
forward positive suggestions, and its intention to ‘put more
money into the non-advanced 16 to 18 field’ is, whatever
the realities, to be welcomed. The continuing consultations
also provide an opportunity to impress on the Government
the desirability of moving towards the development of a
unified system of education and training for the age group
as a whole.

It is now more widely accepted, too, that moves towards
a genuinely comprehensive form of educational provision,
not only for the 16-19 age group but also for the continuing
needs of adults, involves the development of a tertiary
system of post-16 education. This view received a tremen-
dous fillip last year with the publication of a major research
Report by the NFER.” The Report sweeps away the
educational objections to a break at 16+ and disposes of
the arguments against a tertiary solution. The Report

44

should make a considerable impact on any Government
intent on forging closer links between the vocational and
the academic.

The tertiary concept received a further boost last year when
NATFHE’s Annual Conference adopted as its policy the
development of a tertiary system, and took the view that
such a system ‘provides the only truly co-ordinated and
comprehensive solution’ to the education of the post-
16 age group outside higher education. Even the NUT,
previously a strong supporter of the 11-18 school, now,
albeit reluctantly, seems prepared to accept that at least in
some areas a tertiary solution might be appropriate. Thus,
its most recent discussion document says the union ‘also
recognises the merits of sixth-form or tertiary colleges’.
This cost-conscious Government might just be persuaded to
head the main recommendations in the NFER Report, and
so make at least some progress on this front.

Whatever is done at national level, it is already clear that at
a local level greater co-operation and co-ordination will be
forced by a combination of circumstances such as falling
numbers (and, therefore, space) in schools and increased
numbers (and, therefore, pressure on space) in colleges.

‘A Basis for Choice’

One other publication, the FEU’s ‘A Basis for Choice’,
provides hope of progress in a slightly different area. This
FEU publication, a Report of a Study Group on Post-16
Pre-Employment Courses, is an important one. It puts
forward proposals for a course structure which would help
to reduce the confusion now existing in the provision of
one year pre-employment courses for students aged 16+.
As a result the proposals could provide a means of increasing
the chance of recognition of such courses by employers and
others. On reaching 16, some young people have neither
academic nor specific vocational commitment. Many do,
however, desire to continue in broad-based education
with a vocational bias. It is for this group that the FEU’s
proposals are especially important, and an interested and
positive response from the Government would do much to
improve the position of these young people.

Progress?

If the Government can be persuaded through the consul-
tations on ‘Providing educational opportunities for 16-18
year olds’ to move towards the implementation of the
NFER recommendations; if it can be argued into following
the proposals in ‘A Better Start in Working Life’; and if it is
prepared to put its weight behind the FEU Report, then
some progress could yet be made in this area.
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Talking in School

Maureen Hardy

An ex-College of Education Lecturer who has returned to the classroom, Maureen Hardy is now in charge
of Language Development at a new multi-cultural school, Sandfield Close Primary, in Leicester.

In a recent Forum article (Vol 21, No 2), Professor James
Britton remarked that teaching by seminar is ‘sometimes
ridiculed by its opponents as a pooling of ignorance’.
However he pointed out that ‘there is one sort of gain to
be had from discussing a topic with those who share our
ignorance and our struggle to understand and another
complementary gain from discussing with an expert, the
teacher’. From personal experience the writer would
suggest that teacher led small group discussions can offer
children these dual advantages. For thus the ‘ignorance’
of the children is vividly exposed in circumstances in which
the teacher can react personally and instantly. Naturally,
such reaction should be positive and designed to encourage
the child’s willingness to participate. Although difficult
administratively, small group situations, when control
problems are at a minimum, enable teachers to be
sufficiently relaxed to react to the children in an individual
and sensitive manner. Also, it is easier for the teacher to
usefully display his own ‘ignorance’; occasions when he
admits that he does not know, but suggests how and where
the required knowledge might be located. The small group
discussion presents a valuable opportunity for the ‘pooling
of ignorance’ to be turned to good account.

The writer is fortunate enough to work for a Headteacher
who respects the value of such discussions and, as far as he
is able, allows scope for the approach. Wor!_ag in this way,
I have become aware of many confused concepts which
clutter the minds of children and hamper the development
of clear thinking. The following examples arose in dis-
cussions with seven-year-olds: ‘Why are there two seasides
— one here (pointing to a picture) and one at the seaside?’
. .. ‘Its a Roman statue what the Vikings brought’. . . .
‘Water disintegrates into ice’. Perhaps not too serious at
seven, but the problem rarely stops there. Discussions help
teachers to detect precisely which underlying confusions
are likely to muddle the reception of further information.
James Britton remarks that ‘When you tell 30 children
something, only some of them will have been told’. Also,
some will have increased either the blind confusions in their
minds or their growing store of misunderstood facts.
Accordingly, many children grow to expect teachers’
comments not to make sense. Their comments may be
passively accepted, actively rejected, but rarely rationally
considered, a circumstance which leads to students learning
for the current examination rather than endeavouring to see
real relevance in the knowledge proffered by their tutors.
Possibly a greater use of small group discussions in school
might establish more positive attitudes towards future
learning as well as being an aid to learning at each stage of
a child’s development.

To learn by the traditional means of listening, one must
first acquire the relevant skill. Yet it is commonly acknow-
ledge that our noisy environment does not encourage its
growth. Even adults rarely listen attentively to each other
— stating one’s own views seems more important than
listening to others. Mangled lecture notes are another sign
of poor listening. I would suggest that supervised group
discussions tend to encourage the development of listening
skills. Children seem to listen to each other more readily
than they do to a near monologue by a teacher; providing
the conversation is kept brisk, lively and to the point; also,
providing the teacher is able to supply information to fill
the gaps in the children’s knowledge and gently correct
their misconceptions. Such talk prepares the children’s
minds to receive new information and the form of its
delivery can be instantly adapted to fit their current flow
of thought. Group discussion thus creates a situation
conducive to learning. As the Bullock report (4.9) indicates
and Britton empbhasises, ‘The development of the individual
context for a new piece of information, the forging of links
that give it meaning, is a task we customarily tackle by
talking to other people’. The following example demon-
strates the process in action:

T. (Teacher) ‘There are many mountains in Switzerland’.
D...,what do you find on the top of mountains?’

D. ‘People camping.’

T. ‘Right on top? — Would you camp right on the top of a

mountain?’

J. ‘Iknow, rocks .. .rocks.’

T. ‘Yes, rocks and what else? What do you find on the very

top of mountains?’

Chorus ‘Flags, flags.’

T. ‘When people are the first to reach the top, then they

put a flag there . . . but what is naturally there?’

S. ‘Streams.’

T. ‘Well streams do run down the mountain sides S . . .,
but where does the water come from to make the
streams?’

. ‘From the sea.’

. ‘Grass, Miss.

. ‘No, where does the water come from? . .. think ...’

. ‘From rain.’

. ‘Yes, now when the rain is very high up, it is very cold;
what happens to very cold water?’

. ‘It disintegrates into ice.’

. ‘T'know all about it.’

. ‘Just amoment J...;good D...,but let us think for a
minute. Very cold water freezes. Disintegrate is a good
word, but do you know what it means?’

=g HRH=0
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. ‘It splits up.’

. ‘Does water split up to become ice,D ...?’

. ‘“No, it freezes into ice.’

. ‘Yes, the drops of water all stick together to become
solid pieces of ice and snow and then afterwards the ice
distintegrates or melts back into water — D .. ., what
makes ice and snow melt, can you tell me?’

D. ‘The sun on it.’

T. ‘Yes, the warmth of the sun makes the ice and snow

melt. Now J .. ., what did you want to say?’

Clear thinking and problem solving can be fostered by such
discussions. Also, the foundations of study skills can be laid
when children are encouraged to formulate their own
questions as an aid to enquiry work. Sadly, today, many
children have to be deliberately stimulated to ask questions,
the desire seems to have been stifled in infancy. In my
experience, the type of questions children tend to produce
initially are too broad to be of immediate use as an aid to
study. For example, ‘How was the sea made?’, posed by a
group of seven year olds, left the teacher at a loss to know
how to attempt an explanation. The best suggestion the
children produced was ingenious, but inaccurate — ‘I know,
when there were no drains in the town the water just got
higher and higher’. However, the question was used as a
pivot for discussing how and where answers to difficult
questions might be found. ‘How did the sand get made?’
gave an opportunity for the teacher to lead the group
through a series of smaller questions which gradually built
up a picture of its development by the process of erosion.
The aim was to present a method of problem solving in
addition to the facts. ‘How are starfishes made?’ provided
an opportunity to present models of simpler questions to
which answers could be found from resources available to
young children. The teacher’s reply was ‘I do not know. We
can try and find out, but wouldn’t it be more interesting to
ask — What does a starfish do? — How does he live? — How
does he move? — What does he eat?’
Sometimes the teacher asks specified questions and then
guides the children through the process of finding possible
answers by means of observation, reading or reasoning.
Such methods are utilized in traditional class discussions,
but then it is difficult for most teachers to ensure the
participation of most of the class for most of the time.
Inevitably, some discover personal distractions, whilst
others are too shy to contribute. Small group discussions
can foster useful study skills, such as those required for
coping with CSE projects, College assignments and decision
making in regard to everyday problems. Working with
students in Colleges of Education, the writer discovered
that many had to be taught such skills before they could
successfully attempt their own dissertations or set about
organising their school practice. Possibly a greater use of
discussion sessions at an early age could promote the
growth of useful attitudes towards learning and problem
solving.

To be able to learn by the traditional means of reading, one

has to learn thoroughly to comprehend what one is reading

— many levels of comprehension have to be explored and

many specialist vocabularies have to be acquired. Equally

one has to learn where to find relevant books and how to
use books effectively and further, how to organise one’s
findings into a coherent whole. Sadly, many adult students
have to be taught such skills. Small group sessions can help
in this direction. Indeed, many of the activities recom-
mended for developing advanced reading skills imply the
situation, e.g. such approaches as ‘Group prediction’,
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‘Group deletion’ and ‘Group oral SQ3R techniques’ as
described by Christopher Walker in his book Reading
Development and Extension (Ward Lock, 1974). Working
with groups of ‘good readers’, I have discovered how much
their efficiency in studying and enjoyment of books can be
increased. Their own questions form a sound basis for
studying each section and they enjoy playing detectives to
discover answers not obviously stated. ‘We’ve read it and
it’s no good Miss’ has been changed into ‘much more
interesting than we thought’.

Also small group sessions help children to gain social
competence and confidence. They provide the opportunity
for children to learn how to express themselves clearly and
acquire the techniques of discussion. Many adult students
lack the confidence to speak in discussions and some who
try lack sufficient clarity to make either a valuable con-
tribution or express their own learning difficulties. The
chance to become articulate should be offered to all
children. I have watched the facility develop at different
levels with children who have been involved in small group
discussions. One example illustrates the point. A clever, but
shy, immigrant girl sat in on discussions for a term before
she was persuaded to participate. Soon she became a useful
contributor, as well as revealing gaps in her knowledge and
experience. Accordingly, both the girl and the group
benefitted from her new found confidence. It is doubtful
if she would have gained this facility as quickly if only full
class discussions had been available.

Naturally, too, group discussions are valuable to children
whose first language is not the native tongue or whose
grasp of the language is restricted. For the teacher is con-
tinually sustaining the children’s efforts by repeating their
comments and questions in a clearer form, thus incidentally
and informally presenting models of clearer structures and
alternative vocabulary. Also, the children are continually
invited to enlarge upon and clarify their own comments,
express their own observations and experiences. Again,
the teacher becomes aware of particular gaps in their
knowledge. I discovered a group of older juniors who did
not know the meaning of ‘asked’ and ‘answered’ and
another who were confused by words relating to position
— ‘above’, ‘below’ and ‘in between’. Difficulties with tenses
are often frequent problems.

Administratively, group discussion sessions are difficult to
arrange. A specialist language teacher may be sufficiently
relieved from class duties to cope with this work, or a
floating member of staff may be willing to relieve class
teachers to undertake it themselves. A flexible team
approach helps. Wherever it can be arranged, benefits can
and should result. A further problem is one of account-
ability and evaluation, because talking time does not
produce pages of neat copy for scrutiny by parents, Advisers
and Inspectors. Evaluation is important, but a valuable
approach to learning and teaching should not be overlooked
because it is not easy to assess in itself. Assessment should
become easier as the benefits are reflected in the child’s
approach to his more observable studies. More effective
writing should result from a discussion than from a minimal
instruction or a cold work card; better still, when the
writing becomes the topic for the next discussion or is
discussed as it is produced. Hopefully, talking time will thus
become a stimulus for listening, reading and writing. To
listen, read and write without real comprehension, as many
children do, is to perpetuate ignorance. Supervised talk is
necessary if concepts are to be clarified and real learning
fostered.



Hidden Streaming in the Classroom
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In 1967 the Plowden Report® suggested that group teaching
in non-streamed primary schools was to be recommended,
and that the groups should be formed of children who had
reached the same stages in reading and computation.
However the report also alluded to a danger implicit in
such an approach, namely that clear-cut streaming in a
classroom could be more damaging to children, particularly
those of low ability, than steaming within a school, based
on the assumption that the labelling of groups according to
ability would tend to encourage children to conform to the
label.

As a teacher of primary school children it has long been my
view, and one shared by many of my colleagues, that
designating teaching groups with labels that do not imply
rank, such as colours or animal names, does not prevent
children becoming aware of their own ability and more
importantly, according to Plowden, that of their peers.
The pace of interaction in a primary school classroom is
often so rapid that it becomes reflexive. Under these
conditions it would be difficult for a teacher not to com-
municate to children his or her views and expectations for
them. As teachers’ views are of great importance to the
children in their care I felt it necessary to investigate
systematically the belief that the impressions gained by
children of their own and their peers’ abilities are in close
accord with the views held by their teachers.

One study, carried out by Roy Nash and reported in
Classrooms Observed,? found that ‘even children as young
as eight gave themselves positions which correlated highly
with those assigned them by their teachers’. Nash’s results
were based on a small sample with non-comparable classes.
This article constitutes a report of a study carried out
using Nash’s techniques, into the level of agreement between
individual pupils, their peers and teachers over class
positions in English, mathematics and creative writing.
The sample consisted of 107 third and fourth year junior
school children from four non-streamed classes in the
same non-streamed primary schools in the North East of
England.

The investigation involved the collection of data from
teachers about how they perceived the class hierarchy in
mathematics, English and creative writing, together with
attainment testing in maths and English using standardised
and, in some cases, teacher-designed tests.

Teachers were asked to rank the children in their classes
according to ability and attainment in the three subjects.
Children’s perceptions of the class hierarchy were obtained
as follows. Each child was interviewed individually by the
writer in a room other than their own classroom and
presented with a set of cards, each card having the name of

one child who was in their class. The children were asked
to read aloud the names on the first five cards and then to
sort the cards into three piles; the first to be made up of
those ‘a little better than you are at maths’ (English or
writing stories), the second to be made up of ‘those who
are about the same as you at maths, etc,” with the third
group consisting of ‘those who are not as good as you are
at maths etc.” Once completed the middle group was
arranged in order — best to poorest — with each individual
pupil placing themselves into the position of the rank to
which they thought they belonged.
This indirect approach of comparison with peers is viewed
here as a more valid method of obtaining an accurate
picture of the children’s perceptions than merely asking
‘What position do you hold in maths?’
Each child’s position in each subject was obtained by
adding the number of cards in the first group to his position
in the rank of the second group for each subject investi-
gated. Also recorded were the number of times each child
was placed in the ‘better than I’ group and in the ‘poorer
than I’ group by the others in his class. These discernments
were totalled and ranked to give a rating of how their peers
viewed each individual in each subject. Only one curriculum
area was investigated at a time with an interval of at least a
week between testing for each.
For each third year class the results of standardised NFER
attainment tests in English and mathematics were obtained.
Similar results were available for the fourth year in mathe-
matics only, so therefore it was necessary to utilise the
results of teacher-constructed end-of-year tests. Each
child was given a rank position for each set of results. No
objective test results were available for creative writing
because of the obvious difficulties in obtaining these.
Coefficients of correlation (using Spearman’s Rank Order
formula) were calculated for the following pairs of ranked
data:
1 Teacher rank/Self rank for each subject.
2 Teacher rank/Peer rank for each subject.
3 Peer rank/Self rank for each subject.
4 a) Teacher rank/NFER rank for maths and English, or

b) Teacher rank/Teacher-set test. (4th year English

only).
5 Self rank/NFER test rank (or teacher-test rank).
6 Peer rank/NFER test rank (or teacher-test rank).
A complete table of the coefficients of correlation derived
from the original data appears in Table 1. All of the co-
efficients are positive and significant at the 0.01 level.
Although high correlations indicate where and at what level
a relationship exists they do not necessarily show causes
nor is it possible to indicate that the results obtained are
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directly due to any single factor. However it is possible to
deduce from the overall results that, in the case of this
study, the coefficients strongly support the view that there
is a high level of agreement between teacher and pupils
about the classroom hierarchy.

In particular the correlation coefficients in all classes
between teacher, self and peer rankings in mathematics
were over 0.75 and as high as 0.93. The average coefficient?
for the four classes was 0.87. In the case of teacher self and
peer rankings against NFER test rankings the coefficients
were generally lower with an overall average of 0.70.

Due to the less clear-cut nature of correct and incorrect
answers in English it was expected that the coefficients in
this area would be lower than those for mathematics.
The coefficients obtained for teacher, self and peer rank
correlations varied from 0.68 to 0.95 averaging 0.85 and as
such were much closer to those for mathematics than
expected. The coefficients for the classes which received
the teacher-designed test (classes 1 and 2) were higher than
those obtained from the NFER test ranks at 0.84 and 0.78
respectively. Considering the nature of the timetable area
under consideration the high levels of consensus between
teacher-held and pupil-held perceptions of relative abilities
were surprising.

Even more unexpected were the results obtained for
creative writing, an area notoriously difficult to assess
objectively. Coefficients for teacher, self and peer rank
correlations varied from 0.64 to 0.88, averaging 0.81.

The investigation reported here was concerned with a very
small area within a much wider field of study; that of
teacher expectations and pupil performance, an area
which includes consideration of such matters as the inter-
relationships between teaching styles, self-concept, person-
ality, attainment, formal and informal classroom structures
and power positions among others. One of the shortcomings

of any statement of cause based on this research is the
plethora of factors which could have affected the results.
However it can be said with some confidence that the
original hypothesis that there is a high level of consensus
between the views held by third and fourth year junior
school children, their teachers and their peers, about each
child’s position in the academic hierarchy of the class has
been strongly supported within the sample studied.

The high levels of agreement betweeen teachers and their
pupils noted above, is somewhat to be expected in mathe-
matics where what is correct and incorrect is generally, at
the primary school level, unequivocal. However even in the
‘grey area’ of assessment, that of creative writing, levels
of agreement about individual’s relative abilities have been
seen to be of a high order. Thus it seems that within un-
streamed primary school classes there is a pervasive non-
overt streaming according to ability and that the resultant
hierarchy is perceived in essentially the same form by both
teachers and children.

It appears therefore that attempts to camouflage ability
will be unsuccessful and where the aim is to prevent detri-
mental effects on a pupil’s feelings of self-worth, the
attempts could be largely futile. Perhaps it may be more
advisable for teachers to openly acknowledge such
differences in ability as will invariably occur in non-streamed
classes and to treat these differences as merely a reflection
of wider society. Furthermore it then becomes important
that attainment levels are seen to be fluid, always open to
change and constantly encouraged to change and improve.
In other words it becomes necessary to behave towards
children in ways which attempt to overcome areas of
weakness rather than to denigrate a lack of ability in a
particular area. This is to teach in the way thoughtful and
caring teachers have done and continue so to do.

Continued on page 49

Table 1
Rank Order Correlation Coefficients
(all coefficients positive)

Class 1 Class 2 Class 3 Class 4
Subject Data Correlated n=30 n=29 n=24 n=24
Maths TR — SR 0.82 0.83 0.85 0.84
SR — PR 0.75 0.86 0.83 0.83
TR — PR 0.86 092 091 092
TR — NFER 0.83 0.77 0.55 0.73
SR — NFER 0.79 0.62 0.59 0.64
PR — NFER 0.74 0.65 0.57 0.81
English TR — SR 0.86 0.70 0.87 0.81
SR — PR 0.68 0.71 0.89 0.70
TR — PR 095 0.93 091 091
TTR or
TR — NFER 091 0.86 0.78 0.78
TTR or
SR — NFER 0.86 0.51 0.77 0.76
TTR or
PR — NFER 091 0.78 0.86 0.75
Creative Writing TR — SR 0.78 0.64 0.81 0.80
SR — PR 0.75 0.79 0.84 0.81
TR — PR 0.86 0.86 0.88 0.87

All coefficients significant at the 0.01 level.

KEY.

TR — Teacher ranking.
SR — Self ranking.

PR — Peer ranking.
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TT — Teacher test rank.
NFER — NFER test rank

(teacher test data for Classes 1 and 2 in English)
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The final years of compulsory secondary education see
many teenagers becoming more and more bored in an
environment which becomes more and more hostile as their
disaffection grows. The rejection of contemporary values
may be seen as causal in the decline of social morality,
by others as essential to the moral development of the
individual and so the health of society. It depends on which
side of the fence you sit as to how you see the situation;
one thing on which most of us are agreed, however, is that
too many young people are ‘lost’ at this stage by schools
which fail to either divert or control their interests. Better
comprehensive schools recognise the need to become less
places of rigmarole and ritual, of finely distilled rule and
regulation presupposing the offensive nature of the clientele.
Over the past decade we have seen the emergence of a
number of schools which have tried to redefine schooling,
not only in terms of rationalising the curriculum, but by
examining the school fundamentally, as a social unit in
which important steps in social education should be taken.
One positive step we have taken along this path at Belper
High School, is to involve students much more in controlling
their own affairs.

The students of one house have ‘built’ a coffee bar. Not
only have they improved their own social environment, but
they have perhaps less wittingly effected a more caring
attitude for ‘the school’ by those who use it. A dingy area
of back to back lockers has become a comfortable common
room, well decorated and furnished with durable upholstered
sofas, spotlights, poster mountings and a mural constructed
and painted by the students. Most of the money for the
project, which had to meet County Council Architects’
Dept. approval, was raised by organising disco’s and con-
certs; none was provided by the LEA/PTA, or outside
organisations, though parents with building skills were
welcomed in the final stages of the project.

Continued from page 48
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The problem the students faced were often complex and
exacting, from ordering and paying for costly materials
to dealing with gate-crashers at social events or interpreting
building regulations. The temptation to take over when
they got into problems, or rather when something looked
like being a ‘teacher’s responsibility’ was great. But we
were guided by the belief that, before assuming such
responsibility, we should question whether or not the
students could undertake it for themselves. If they could
we felt they should; if they might be able to, we felt they
should too, though in such cases a teacher might act as an
adviser, or a safety net — so to speak. As a spin off from the

Coffee Bar project a House Committee was formed which
now controls the management of the house facilities, not
only the coffee bar with its rota of servers, cleaners and
stocktakers, but also decisions about buying sportsgear
for ‘local’ use in the dinner hour, and the organisation of
all social events. But what has been most educationally
worthwhile is the positive development of particular
individuals. It was with some satisfaction recently that I
watched a lad who had been a particularly disaffected
fourth year, handling a group of obstreperous outsiders
at a disco. He managed well, and, incidentally, has recently
joined a management trainee scheme!

The Committee

Part of the social education process is to learn the skills of
government so that the concept of citizenship is more
clearly understood. I believe that these skills are best learnt
first hand, from practicing managerial and democratic
procedures. The House Committee has to find ways of
effecting efficient methods of communication with all
fellow students, following acceptable procedure for meetings
— above all developing in-built recall systems (minutes and
so on); school students are naturally dilatory and forgetful.
It’s important that they learn not to ‘lose sight of things’.
They should learn to ask the question for themselves of
themselves, ‘Did we agree to do such and such, by such and
such?”. In practicc we have found that they then take
action which has been agreed upon and overlooked very
seriously. Such inefficiency they despise in adults. It is
much more unacceptable amongst their own number. Thus
the insistence on keeping and reading minutes is more than
simply a procedural exercise; it is essential to the life of the
thing — it sustains the impetus. Similarly the democratic
election of officers, a chairman, secretary and eight com-
mittee members, one from each tutor group in the house,
is more than an exercise. It broadens the base of the self-
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governing unit and preserves its autonomy. The right to
veto does of course exist, but it is something neither
students nor staff have to worry about. This would not be
the case with decision making about academic studies,
where naive decisions might fundamentally alter the pattern
of the curriculum. I believe the development of values
pertaining to the skill of decision making to be a funda-
mental responsibility of the pastoral system in schools. For
it is in the school as a social organisation that opportunities
arise for naive decisions to be made, then seen as such;
mistakes to be made at very little cost to the school but
enormous gain to the individual. Decision making is, after
all, more than the inspired application of knowledge, it is
a matter of social and moral education.

The Committee
and the Curriculum

Students have been involved in one area of curriculum
organisation, and, although this involvement is peripheral
it has important implications. At Belper we offer a pro-
gramme of ‘pursuits’ rather than the more traditional
‘outdoor games’ for all fourth and fifth year students.
The normal choice of Hockey or Football in the winter,
athletics or cricket in the summer is thus supplemented
by a wide range of activities, from war-games and yeast
cookery to kite-making and caving. The range of activities
available depends largely on staff skills, and, increasingly,
on numbers of staff available. During the planning stage the
student committee is invited to suggest which activities
would be most worthwhile and popular. At the end of each
term students make several choices of ‘pursuits’ in order of
preference. Since students pursue a particular activity for
only one term it is usually possible to give everyone his
first choice at least once a year. The administrative pro-
cedure of distributing, collecting and collating choice forms
is now handled entirely by the student committee, and the
‘fairness’ of choice allocation is carefully monitored by
them. Dissatisfied students come back to the student
committee rather than to the member of staff involved,
although he is, of course, always available to help. This
has the important effect of involving all the students with
their committee; whereas the social facilities administered
by the committee may by choice be ignored, pursuits as
part of the curriculum are mandatory and each student
feels the effect of the arrangements made on his behalf.
It becomes a lesson in politics which is hard to avoid.

There are always students who, because of special circum-
stances have special needs, so that a member of staff always
looks over the draft list and suggests alterations to the
committee. As a result of this participation and consultation
students’ sensitivity to particular needs and interests
amongst their peers has developed increasingly. They will
now suggest students to us for Outdoor Pursuits because
they feel, for instance, that planning and participating in a
weekend camp will provide release from a particularly
distressing home situation. Similarly they will explain
that another student has less need for a place on an over-
subscribed option than others because he has exposure to
the same activity through the church youth club, of which
he is a member. Not only is their ‘local’ knowledge useful
but they are beginning to make sophisticated decisions by
means of the objective application of their own moral
judgement.
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Planning the
Induction of New Intake

As students prepare to leave for the community and work,
or enter the sixth form, they are invited to take part in the
planning of an induction course for the new intake who are
to fill their place the following September.

Planning the course makes a fine post examination activity
for 5th years. The aim of the game is to identify the sort of
problems facing a thirteen year old as he or she arrives raw
to the sort of social environment and educational challenges
of the new school. The experiences of ‘schooling’ are very
immediate to a retiring fifth former and he is able to
consider retrospectively which activities have been most
enriching, most significant to his development. He is able
to identify with the problems of entering a high school
community and engaging in the best of its pursuits,
problems associated particularly with what Paul Willis' has
called ‘the counter school culture’, problems of diminishing
achievement.

Those planning the induction course spend a morning with
the middle school students when they visit the school in
July and those who stay on to the sixth form become
attached to a particular tutor group as ‘student tutors’.
During tutor time once a week they operate the induction
course they have planned and make themselves available as
often as possible to the new intake within their pastoral
unit. The nature of the induction course depends on the
strengths and weaknesses of the planners but planning
always starts with a tightly structured discussion so that
the students develop carefully defined aims. The objective
seems to require little definition. The self-governing institu-
tions within the school are keenly valued and their preser-
vation depends on engendering that sense of values within
the new intake. So, over the three years that students are
with us we see the wheel come full circle; the subjects of
social education becomes its protagonists. It is not the
prefectorial system with its privileges and prequisites but
structures such as these which seem to me to provide the
key to the development of mature, responsible young
adults.

Footnote
1 ‘Learning to Labour’.

A Subscription to Forum

To: Forum,
11 Beacon Street, Lichfield.

* Please send three issues of Forum, starting with
Vol No to the address below.

I enclose cheque/P.O. for £2.50.
* Please send a Banker’s Order Form to the address below.

NAME

ADDRESS

* delete as appropriate
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This article is written at a time when there is renewed
interest and concern about the teaching of science in the
middle years. No doubt the recent survey of the primary
school curriculum carried out by HMI’s has served to high-
light this situation and remind us of the weaknesses that
continue to surround the teaching of science in the primary
sector. Adding further complexity to this scene has been
the abundant growth of secondary science courses in recent
years which, in the main, have made heavy demands upon
secondary schools’ time, money, facilities and resources
with the result that a varied response has developed. The
picture is not altogether a clear, coherent and purposeful
one which offers a basic science provision to pupils in their
middle years. In this increasingly technological era this is
not a very satisfactory state of affairs and it is in need of
our urgent attention.

Traditionally the teaching of science in the middle years
has taken place first in the primary school and then in the
secondary school, two very different educational establish-
ments. It is hardly surprising therefore that science teaching
objectives, provision, procedures and approaches have
differed. In recent years we have witnessed the growth of
middle schools catering for the 9-13 year olds and with
them has come the opportunity to look afresh at procedures
and approaches to teaching science to this age group, and
more especially to consider this period of growth as a whole
rather than two separate and often disparate phases in a
child’s education. It is my belief that the teaching of
science in the 9-13 middle school should be a central
feature of the curriculum. Science can do much to enhance
a child’s learning potential; properly organised so that it
attempts to meet individual and group needs science
education can extend and enrich the knowledge, experience
and learning potential of all abilities. Moreover, it is possible,
and I believe worthwhile, to carry out this teaching in
mixed ability groups for much of the time.

It is essential from the outset for middle schools to produce
a science course which embodies both structure and
guidance and yet provides room for individual teachers and
pupils to engage in scientific enquiry of a more open-
ended nature. It is equally important that part of this
framework gives a clear statement of scientific objectives
along with suggestions for class or group organisation and
suitable teaching methods designed to meet the needs of all
the ability range. This initial step is far from being an easy
task and requires the teachers involved in some very careful
planning and preparation. The 9-13 middle school has to be
very sensitive to the needs of the upper school — and
hopefully vice-versa — without it leading to any kind of
dictation by the upper school on what should be taught and

how. In my experience it has not been difficult to agree
with the upper school in what constitutes a good foundation
course in science for the middle school, at least for the
11-13 group. As we know there have been several well-
established secondary science courses available for many
years now, not least of which has been the Nuffield
Combined Science Course (NCS). It is around this course
that my original work in the middle school revolved.

Many middle schools have originated from existing secon-
dary schools, some of which have been endowed with
laboratories, materials and resources geared to teaching
NCS. It is not uncommon, therefore, to find that this
course has become an accepted and established basis for
science work for pupils aged eleven and upwards in the
9-13 middle school. This does not mean, however, that
such a course is strictly adhered to in content, teaching
method and procedure; indeed there is often the need to
tailor the course to a particular middle school’s require-
ments. In fact my more recent experience has been to make
use of ‘Combined Science’ (Green, Petford, Short and
Walker, 1975). This is an integrated course for the first
two years of secondary school, designed for use with pupils
of a wide ability range and based on NCS.

When a decision of this kind is made there is a danger of
‘science’ only really beginning at eleven when of course
what is imperative is that science begins at nine. It is my
belief that there is a need to provide a structured and
systematic science course at eleven or at the very latest
twelve. The problem then arises as to how the children can
be led into the course work so that it is seen as a natural
progression from their earlier science studies, and the
middle school science course appearing as a continuous,
progressive and cohesive development. To achieve this
calls for time, flexibility, patience and resourcefulness,
embodying a variety of organisational strategies, teaching
methods and approaches which are clearly designed to
help children understand basic scientific concepts, gain
knowledge and learn basic skills and techniques which are
seen to grow in usefulness and sophistication.

I have said earlier that science in a middle school should
start in earnest at nine. A clear advantage the 9-13 middle
school has over the primary school lies in its additional
resources and facilities available for science teaching, which
can be immediately put at the disposal of the nine year
olds. In the first place there is usually a teacher or teachers
with some expert knowledge in science who can help
both teacher and pupil. Then there is usually access to a
laboratory with a wide range of materials and apparatus
available for use either in the laboratory or in the classroom,
supplemented by written, audio and visual material. These
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are valuable scientific resources which must be utilised from
the outset and can help to take a nine year old far beyond
the odd bit of science he or she might otherwise do.

More often than not a child entering a middle school at
nine years of age joins children of a similar age and is taught
in a class of approximately thirty children of mixed abilities
by one teacher in several areas of the curriculum; a situation
most childten of similar age would experience in a primary
school. A feature of many middle schools I know is the
year group structure where, for example, all the nine year
olds are together in a particular part of the school and are
simply divided into equal class groups, each class having a
class tutor and one of these having the position of Year
Co-ordinator or Year Leader, whose prime responsibility is to
co-ordinate the work of the year group of teachers and
pupils. Each year group is usually made up of three to four
classes. Supporting this year team are specialists in such
fields as Mathematics, Science, Art/Craft, Music, P.E./
Games, Remedial Education and Home Economics/Needle-
work. In some cases these specialists work alongside both
teacher and pupil on a regular weekly basis, in others less
regularly or not at all, but in this case are available to give
help and advice. This situation opens up all kinds of teaching
and learning opportunities, not only in science but in other
curriculum areas as well. However, the object of this article
is to focus our attention on science, and this situation
means that a combination of the teacher talent, detailed
knowledge of pupils, individual interests and expertise of
the year teams can be brought together to pursue scientific
enquiry supported by a science specialist and a wide range
of material resources.

With careful planning and consultations a unit of work can
be organised which makes full use of the manpower and
resources available to the school. Opportunities can be
organised for scientific work to be carried out on a year
basis, class basis, small group basis or individually either at
the same time or spread out over a period of time. More-
over, this work can be done in the classroom, the corridor,
the laboratory or the school grounds, whichever place is
appropriate.

Even at this early stage it is important for teachers and
pupils to have a clear idea of the work in hand, with some
basic objectives and plan of work. This can be structured
yet allow for some open-ended enquiry if necessary. Indeed
at this stage it would be easy to define a clear syllabus of

science work which all the children ‘cover’; resources and
materials can be built up over a period simplifying the
planning and preparation of work.

To some extent this should be done and a useful start can
be made by using such materials as the ‘Craigie Science Kit’,
topics from Science 5/13, and radio and TV science pro-
grammes. With some careful selection much interesting and
basic ground work in science can be done which will help to
form an important and useful background of scientific
knowledge and skills, and a firm grasp of certain elementary
scientific concepts. A good foundation in fact for the more
detailed, structured and systematic approach from 11
onwards.

There is a lot to be said for investigating scientific topics on
a small group basis within the classroom situation and
ensuring that within the course of one year the class gains
similar scientific experiences; this idea could even be
extended to a year group if resources allow. For example
the topics dealt with in the Craigie Science Kit could
usefully be explored by all the children in a year group over
the period of a year. The Kit offers sufficient support to
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both teacher and child to enable them to exist on their
own, without the help of a science specialist, although it
has been my experience that a specialist on hand can
enhance the pupil’s work, especially in the early stages
when a class teacher is just beginning to get to know the
material.

An approach of this kind does provide some common
ground throughout the year group and is particularly
relevant to the first two years of the middle school. The
work takes place in the familiar surroundings of the class-
room or just outside, pupils work in small groups, they are
free to experiment, explore and find out. This does much
to encourage pupils to work together irrespective of ability,
it promotes scientific enquiry, patience, resourcefulness and
initiative. Pupils talk and work together in a rather special
and exciting way and each is able to report and record to
the best of their ability.

Alongside this work can be the pursuit of scientific enquiry
as part of a topic or theme being studied by the whole
year. The topic may be part of the school’s humanities
curriculum and particular scientific concepts or ideas
singled out for treatment by the whole year. This approach
calls for careful and detailed planning and the provision of
greater resources. It might start with a talk, demonstration,
film or slides and then each class under the guidance of
their teacher pursue certain lines of enquiry which have
been clearly identified by the year teams but allow for
some individual treatment by the teacher. This work could
span over several weeks and at the end certain scientific
information, skills etc, can be seen to have been covered
and hopefully absorbed by the whole year group. Clearly
this approach becomes very much a class activity directed
by the teacher with the pupils involved in discussing,
writing, reading, drawing about similar things. At the same
time there is always the opportunity for pupils to pursue
independent lines of enquiry.

Clearly this procedure is a fairly formal and structured
experience, verbal interaction between pupil and teacher
follows certain predictable paths and the interaction
between pupil and pupil is limited. There is emphasis on
pupils absorbing information and understanding concepts,
sometimes certain skills and techniques are learnt and more
often than not pupils make concentrated use of their senses.
Scientific terminology is inextricably wrapped up in the
work covered, pupils begin to build up a scientific vocabulary
and are encouraged to use it. It must be remembered that
this practice is a shared class experience and if all pupils
are to benefit then it calls for all the teaching skill and
expertise he or she can muster. It is not a soft option.
Radio and TV science programmes can be extremely useful
in helping pupils gain experience of some basic scientific
skills and concepts. With the help of the middle school
specialist a class teacher can plan work and gain access to
materials and apparatus which can be kept in a corner of
the classroom and used either in small groups or by the
class as a whole. In this way a group of pupils can concen-
trate on a scientific topic and if time and opportunity is
allowed a wealth of supplementary investigation can take
place. In all this work it is possible for the science ‘specialist’
to ‘feed in’ to the situation additional help, information
and experiments as the work develops, and also perhaps
take a limited but active part in the proceedings.
Throughout these early middle school experiences it is
essential to keep firmly in mind that children ‘learn by
doing’, and whenever possible practical opportunities
should be encouraged. I never cease to be amazed and



pleased by the type of child who struggles daily with the
written and spoken word, who is easily baffled by the
apparent complexity of number work but comes of age
so to speak in a practical experimental situation. Such
children often need the verbal support, guidance and
interest of the teacher but more often than not they
develop a firm grasp of the basic scientific principles or
concepts underlying the experiments.

There are, of course, many useful outcomes from purposeful
planned scientific enquiry; it is fascinating both to listen
and sometimes be a part of pupil to pupil interaction, to
witness the give and take of mutual endeavour, the sharing
of thoughts and ideas, the weighing up of evidence and the
presentation of findings. What I believe is of particular
interest is the opportunity it presents to the teacher to
help and encourage pupils to verbalise their thoughts and
experiences, so often the key to securing a firm grasp of a
concept or idea — a sound understanding, which is what we
are really after.

A good deal of the kind of science work I have described is
clearly planned and prepared in advance with some very
clear and positive guidelines laid down for the pupils. I
must however reiterate that this approach does not pre-
clude any chance of open-ended enquiry, indeed within
the framework offered there is ample opportunity. What
usually limits this is simply time, there isn’t enough of it!

I must make a special mention of the real need, in my
opinion, for pupils to develop an interest and concern for
their local environment. The immediate surroundings of the
school usually provide a wealth of scientific information,
and opportunity can be provided in the middle school for
pupils to gain experience and understanding of many basic
scientific concepts and skills. It helps considerably to have a
teacher on the staff responsible for ‘environmental sciences’
who can provide help and information to staff and pupils.
In the first two years particularly the procedures and
approaches to mixed ability science work I have outlined
form a useful beginning to middle school science. In fact
there is no reason why this cannot continue, albeit in a
limited form in the last two years. However, I feel that
at around eleven years of age most pupils are ready to
participate in regular laboratory science work of a more
structured, detailed and systematic nature. Indeed a useful
start can be made in the second year (10 year olds) by
arranging for them to spend some time in the laboratory
simply acquainting themselves with facilities, procedures,
equipment and learning simple laboratory skills. (A suitable
interchange of staff can allow a science specialist to take
classes in the laboratory.) The pupils can soon be involved
in simple laboratory work by exploring such concepts as
hot and cold, wet and dry, hard and soft, floating and
sinking etc. The pupils may only have been in the laboratory
for one session per month (approximately 1 hour 10 mins)
for the one year, but this can provide a very useful famili-
arity, simple expertise and confidence for the more regular
laboratory work that follows in the third and fourth years.

I have already mentioned that there are several secondary
science courses suitable for use in these two years. It is
important, however, to state that they should not be
followed blindly or form the basis of all the science work
done from eleven upwards. For many reasons middle
schools could not do this even if they wished, restraints in
time and facilities would prevent it, but more importantly
middle schools must concern themselves with helping all
pupils to understand what they are doing and stretching
them to the limits of their abilities. This is not an easy task

and middle schools must have a degree of flexibility if they
are going to achieve these twin objectives.

Adopting a specific science course to form the basis of
middle school science in the 11-13 age group is helpful for
several reasons. To begin with it provides a useful frame-
work for both teachers and pupils; materials and resources
can be built up over a period; additions and changes can be
introduced to topics to enhance their interest and appeal;
teachers increase in their knowledge of the course and skill
in presenting it, course evaluation and pupil assessment can
proceed carefully and systematically. There is value in
pinpointing more precise areas of investigation designed to
develop more detailed powers of observation, measurement
and initial thinking. There is the challenge of study in depth
which can usually stretch the ablest child. An initial factor
at this stage of the middle years is time. Additions are made
to the curriculum which require the use of time hitherto
devoted to other areas of the curriculum.

So many curriculum demands are being made upon the
middle school that in order to try and meet most of them
time must be apportioned wisely and used efficiently.
Inevitably this leads to more structure and organisation
and having an agreed science course available which requires
a minimum amount of time does ensure that science
receives due recognition. It is perhaps important to stress
that pupils need a minimum of two hours laboratory work
per week with follow-up work completed at home if they
are to gain a good in-depth knowledge and understanding of
basic science fundamental to their science work in the
upper school. And by laboratory work I mean pupils
‘learning by doing’ where chalk and talk, lecture/demon-
strations are kept to a minimum.

Clearly laboratory work of this kind calls for a good level of
science knowledge and expertise and usually at least one
science specialist would be required to carry out the work.
It has been my good fortune over the past ten years to have
worked in middle schools where several teachers have
shown interest and expertise in science and have formed a

science team to serve the school under the guidance of the
school’s science specialist. A procedure was adopted where-
by a meeting of the team decided on the topic to be dealt
with (the topics need not follow the order in the textbook),
agreement was reached on the length of time to be allo-
cated, on the main objectives in terms of scientific skills
and concepts to be taught and on methods of assessment.
The preparation of materials etc., was then carried out by
the laboratory technician under the supervision of the
science specialist.

The basic approach to a topic is of course laid down in the
textbooks. ‘Combined Science’ does offer some useful and
interesting starting points which are usually followed, but
flexibility in the introduction of the topic is possible and
open to each individual teacher’s interpretation.

After the introduction a series of practical experiments
follow giving rise to findings and information which lead to
specific conclusions being made. These patterns then give
rise to further investigation and at appropriate points
throughout the work pupils are asked to answer specific
questions designed either to produce information or test
their understanding of the experiment or concept.

In the early stages of the laboratory work it is particularly
important to spend time and thought on the basic organi-
sation of the practical work so that the children hopefully
know precisely what they are going to do. Time spent at
this stage pays dividends later and allows the teacher to
concentrate on the findings and conclusions drawn.
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The textbooks are useful here and pupils must get in the
habit of reading them carefully — some will always rely on
the teacher if possible and not always the needy cases!

A laboratory session is usually planned to include a short
introduction or recapitulation of the previous lesson’s work
followed by experimental work sufficient to be completed
in the time available; for those who complete quickly
suitable extension work should always be at hand, either
found in the textbooks or provided by the teacher. Notes,
measurements, readings, answers to questions are recorded

in jotters as the children carry out their work. The lesson
ends with the pupils clearing away and a short discussion
with the class on the principal findings. In the practical
work the pupils generally work in pairs and sometimes in
groups of four, carrying out the same experiments.

An important aspect of all practical work is to see that the
pupils have access to significant information and are trained
thoroughly in basic procedures to be practically self-
sufficient, thus releasing the teacher to concentrate on
findings and outcomes. The teacher needs to be able to
move around the laboratory, guiding, prompting, encourag-
ing and above all asking pertinent questions of pupils in
order to stimulate thinking and enquiry. It is so important
as far as is possible for the teacher to become part of the
scientific quest and not to get bogged down in making sure
a pupil’s experiment is set up properly. It is also important
to have a few simple objectives in mind; these can take the
form of seeking answers to specific questions concerning
the experiments. Later a class discussion can help to for-
mulate some useful statements or discoveries. With this
approach the whole class can focus their attention on the
same material. After discussion of the outcomes their
recording of experimental data and diagrams will be similar,
their descriptions of experiments different in some respects
and their written answers to questions varying in quality
and correctness according to their ability and level of
understanding. Pupils build up a body of scientific know-
ledge and skills and concepts which can at intervals be
tested for retention and understanding. More thought in
fact, needs to be given to the assessment of science work,
this is an interesting aspect but outside the scope of this
article.

In any topic there is usually interspersed a lecture/demon-
stration carried out mainly when experiments are interesting
but perhaps difficult to execute or hazardous to perform.
Use of this procedure is often very useful to draw aspects
of a topic together and stimulate general class discussion
by focusing attention on specific issues.

Sometimes a topic lends itself to the ‘circus approach’.
Here a number of different but related experiments are
spread around the laboratory. Pupils working in pairs
start on one experiment and then work their way round
the rest. On each occasion they complete notes and dia-
grams in ‘rough’ form for write up later. When they have
completed the ‘areas’ of experiments they will have usually
investigated a number of important and related concepts.
This approach offers more variety and flexibility; pupils —
and teachers — have to handle a number of different skills
and concepts in a concentrated period of time, mental
switches are necessary in order to respond to the phenomena
encountered. This procedure is often more relaxed and
interesting than the set experiment, one is not so much
conscious of having to complete a set piece of work, simply
because the work is usually spread out over two or three
sessions. One is able to linger a while and sometimes pursue
a line of enquiry thrown up from the work in hand.
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In recent years my experience of course work in science
during the last two years of the 9-13 middle school has
been the result of an agreement between a group of middle
schools. A principal objective of this has been to provide
a basic foundation course in science for the upper schools
to build on. It is perhaps only natural that one might be
inclined to concentrate on ‘covering’ the agreed syllabus in
order that your pupils are not at a disadvantage when they
enter the upper school. To do this may result in other,
example those connected with understanding scientific
concepts and the scientific process.

Recently my interest in science teaching led me to complete
a study of a series of science lessions taught in a manner
similar to that described for the 11 year olds upwards, by a
group of five teachers who were part of a science team in a
purpose-built middle school (Parks D.J. 1977). The study
concentrated on a systematic analysis using a science
observational schedule of the verbal transactions that
took place between teachers and pupils. It is perhaps not
surprising to find that similar patterns of interactions did
occur between the teachers and their pupils, although there
were some important differences. However, a general
pattern emerged which showed that a lot of what the
teachers and pupils said was concerned mainly with scientific
facts and principles, experimental procedure, and to a lesser
degree problem-solving. Little or no interactions centred
around constructing hypothesis, speculating, making
inferences from observations or designing experimental
procedure.

Perhaps these outcomes were predictable when you consider
the close structure of the lessons and their basic objectives.
But there again one must not believe that such a study
provides a clear and precise analysis, it can only serve to
indicate certain trends and outcomes, related to science
lessons taught in the manner described.

The scientific process requires opportunities for open-ended
investigations; perhaps further rethinking of the science
course is necessary in the light of this information in order
to incorporate an approach which gives more attention to
this aspect. On the other hand it might be satisfactory
to accept the limitations of such an approach to science
because the limited objectives can be handled easily by the
majority of children and are considered to be a prerequisite
to genuine scientific enquiry. Whatever view is taken any
science course will have its limitations. What must be
remembered however is that although this information is
useful it cannot be assumed that it indicates clearly and
precisely the outcomes of a two year science course.

What I do feel emerges from this description of science in
a middle school is that children are involved in scientific
investigation and discovery from nine onwards. They are
subject to a wide range of scientific experiences, gain a
body of scientific knowledge, learn certain skills and
techniques and gain some understanding of basic scientific
concepts and engage in the scientific method.

In addition the pupils will experience a continuity and
progression in their work, which will add both meaning
and purpose to their activities. Perhaps the most important
outcome is that hopefully all pupils will develop an interest
in science which will stay with them for the rest of their
lives. '
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Many of those who argue for school self-evaluation rest
their case on the need to provide different indicators of
what goes on in schools to those being sought by central
and, in some cases, local government. The Assessment of
Performance Unit monitoring programme in England' and
the Michigan Accountability scheme in America® are two
examples. Such schemes, it is argued, take a narrow focus
on pupil achievement abstracted from the context and
process of learning. While measurement tests may show
how well a school is doing on a certain criteria in comparison
with a national norm, they fail to indicate how well a local
school is providing educational services to the community.
They fail, as Stake (1976)° points out, to provide relevant
evaluation on the quality of educational provision.

‘The evaluation should be relevant to education, not to
rote performance. Unfortunately, we do not have a tech-
nology of measurement oriented directly to education.
Although they are good instruments for other purposes,
none of our Evaluative Criteria,4 none of our classroom
observation checklists provide us with an objective measure-
ment of educational quality.’

Stake goes on to suggest that information relevant to
educational quality lies in a different direction — one
that is sensitive to the particularities and complexities of
learning and schooling.®

The process of school self-evaluation outlined here sub-
stantially takes this position and suggests that, as a first
step towards providing relevant information to the com-
munity, the school study itself. The major aspiration is to
describe and share professional practice with colleagues.

I do not want to quarrel with the case for evaluation in a
context of accountability. Such arguments seem reasonable
given the political pressures and the privacy of schools in
the past, and provide an external motivation. Rather I want
to suggest that school self-evaluation, which is a long term
process, is best developed as a continuing part of pro-
fessional practice. Long term it may provide an index of
accountability. Short term it may need to be separated
from accountability demands.

The central issue here is external or internal motivation.
In the arguments advocating self-evaluation from account-
ability, the view is often expressed that nothing along these
lines will happen at all in the schools without an external
stimulus.

That may be true of some. And there are problems of time
and priorities which I recognise. But I believe that there are
many schools which have given considerable thought to
evaluative questions and to reviewing their policies, although
they may not have made these inquiries explicit in evaluation
reports or shared them professionally with colleagues.

Even if an external stimulus is needed to encourage schools

to document their work the professional case rests upon
whether schools can use the stimulus to produce a positive
climate for continued development. So often, externally
imposed demands set up a defensive reaction leading to the
production of what is sought or required without actually
affecting the professional practice of the school. Such
responses, too, are often short-lived, disappearing when the
external stimulus fades. Internal motivation, on the other
hand, is likely to prevail over external threats to teacher
and school autonomy and to produce a quality control
which is genuinely professional.

Such an emphasis on professionalism is not, of course,
unrelated to accountability. By becoming more professional
in the business of describing and analysing the school’s
policies and practices, the school is being accountable.
Professionalism should be the major justification, however,
not response to a short-term political demand.®

Process of School
Self-Evaluation

What then does such evaluation look like in practice? Does
it differ from reports to school governors? Or information
about the school given to parents? What problems confront
teachers in conducting such evaluations? And what support
is needed?

During the past two years I have had the opportunity to
work with several groups of teachers (over two hundred in
all) from both primary and secondary schools clarifying
the concept and the conditions in which school self-
evaluation might best be implemented. While attending
courses on the subject many also conducted and produced
a written evaluation of a policy issue in their school. The
description below owes much to their judgement of what is
feasible and desirable. It is only one perspective of school
self-evaluation — one which focuses on the broader issues
concerning the whole school, such as language or mathe-
matics policy across the curriculum or allocation of
resources and teachers to subjects, and which encourages
a high degree of participation.”

The assumptions underlying this particular perspective are
detailed elsewhere.® One major assumption which this and
other forms of self-evaluation share is that teachers are
often in the best position to describe the practice of the
school in qualitative terms. They are evaluating all the time
and have the detailed contextual knowledge and skills to
produce relevant descriptions. It is a question of time,
priority and appropriate procedures for making such
evaluations explicit. What follows is an outline of how
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school self-evaluation might proceed. Precise details are,
of course, best decided in the particular circumstances
of each school.

The process is one in which the school takes the initiative
for deciding the criteria on which they wish to be valued
(and these may include both external and internal criteria,
the issues they want to evaluate and the methods and
procedures for doing so). The evaluation in the first instance
is to help inform school policy. Later it may be shared with
colleagues in other schools or provide the basis of a report
for governors and parents. Initiative for the study may
come from anyone within the school, although experience
indicates that a group initiative is likely to be more sustained
than an individual one and the results considered more
seriously.

The climate in the school is ideally one in which everyone
is a potential contributor to the study and everyone is
committed to reviewing the findings as a basis for decision
making. To this end it is useful if a full staff meeting
decides what issues to study, who should conduct the
evaluation, the time it should take, the data sources that
should be consulted, who has access to what data on what
grounds, when the results should be discussed and with
whom they should be shared.

While all staff and pupils are potential data sources, only a
small group, selected or elected at a staff meeting, need
take responsibility for conducting the evaluation and
presenting the findings. If the process becomes a regular
activity, membership of the group could change for further
evaluations.

The study may be small and take only a few days or a week
for actual data-gathering, though sometimes this may be
spread over a few weeks or months to allow for a cycle of
development. Termly tests, for instance, might be useful
data, so might observations at beginning and end of term.
Starting small is important if evaluation is to be instituted
as part of a continuing process. Large scale evaluations
involving massive data-gathering and long reports tend to be
seen as a one-off exercise which, once completed, need no
further attention. The aim underlying these suggestions is
to ensure maximum participation, minimum intrusion on
time and no delay in presenting findings.

Much information which can form a data base (exam
results, timetables, school documents, for instance) already
exists in the school: it is a question of compiling this in a
form which is easy to assimilate and discuss. Where data
has to be collected useful methods which need not take a
lot of time are interviewing, observing and reporting of
critical incidents and dialogue — provided such incidents
and dialogue are relevant to the chosen issue. The issues
focus is important for several reasons: to give frame to the
questions, to avoid a focus on personalities and to limit the
scope of the study.

Observations in Practice

In practice systematic evaluation is not as easy as it sounds.
It is not always easy to make explicit the grounds on which
judgements are made or describe the complexity of class-
room events or changes in policy, particularly when the
criteria for assessing the value of such descriptions is not
widely shared. Teachers who conducted a school self-
evaluation concluded that much professional support is
needed to sustain the process at two levels: course support
on the concepts and techniques of evaluation and personal
support in the form of general awareness on the part of the
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whole school and the LEA of the difficulties involved in
doing an evaluation and the time it takes to develop the
appropriate skills. Several factors contributed to their
conclusion but four observations seem particularly relevant
to the professional argument.

In the early stages of conducting an evaluation teachers
queried the validity of using the observational and question-
ing skills they normally employ in teaching and sought
more formal methods. When interviewing, for instance,
instead of following up issues from informal discussion
and questioning, they tended to formalise the questions
in advance and closely adhere to the initial framework.
When writing up observations many did not write what
they actually observed but produced a more formal account
of what they already knew about the pupil, class or
problem.

Several chose to use the questionnaire technique: it
distanced people from the problems associated with
interactive methods when everyone knows each other
in a specific role; and it was perceived to cover more
ground, to be more objective and to give the study more
‘scientific’ validity.

Formal expectations of evaluation had another effect.
Teachers were not sure initially that a study conducted
by them in their own context would provide a sufficient
basis for decision-making. They were inclined to regard
their efforts as ‘too subjective’ (in contrast to those of the
outsider whom they perceived to be ‘objective’) and a study
of the particular to lack the potential for generalising.

The difficulty was partly one of lack of familiarity with
using these skills in an evaluation context. Once they had
conducted the evaluation and discussed their study with
colleagues both within and outside the school, the position
changed. One example may serve to illustrate the point.
Two senior teachers in different schools each conducted
an evaluation of the problem of disruptive children in
the school. Each produced a case study detailing the exact
nature of the problem (through descriptions of critical
incidents, numerical indices of types of disruption, dialogue
between teachers and pupils); outlining the academic
and social progress of the pupils given different kinds of
provision, and raising issues for discussion and options
for future action (drawing on interviews with parents,
teachers and pupils and the other data). The evidence for
judgements was clear and the descriptions of the extent
and nature of the problem vivid. The intakes were different,
the forms of provision were different but the issues were
similar. Quite how similar and therefore quite how useful
one school study could be for their own and another
school’s decision making could be assessed precisely because
the issues were raised in a specific context.

A third observation relates to checklists. Checklists for
observation and collection of data are now widely advocated
as a useful procedure for evaluation. Compared with many
techniques of research, they are economical and easy to
use, providing a quick reference on progress or a reminder
of questions to follow up. What needs to be stressed about
checklists, however, is that they are an aid to data collec-
tion and evolution and not a substitute for it. Once checks
have been made the information still has to be dealt with.
Teachers reported that one of the problems with specific
checklists of pupils progress (and this applies equally,
I think, to the school as a whole) is that they do not
adequately reflect the complexity of knowledge they
have about the pupils (or the school). Here they wanted
to write a description and/or provide an explanation.



A second problem with general checklists,” reported by the
teachers is that there are often no guidelines for how to
use the information once obtained. Perhaps the precise
use of checklists generated by those outside the school is
seen to be the prerogative of the school. But the point is
that some strategy for its use was seen by the schools to be
needed.

While some of the difficulties associated with expectations
and methods of evaluation changed with practice, all
teachers who undertook an evaluation agreed that more
experience was needed in processing and analysing
evaluation data. Having collected a range of data, how
precisely does one isolate issues, focus on themes, select
appropriate evidence, edit transcripts and observations,
interpret and present data in a way that will be both
credible and interesting to those reading the evaluation
and useful for discussion? The problem is by no means
limited to teachers conducting school self-evaluation.
Well-established researchers are constantly confronted
by problems of distillation and presentation of data.

There are other factors related to the interpersonal nature
of the exercise, the shaping of criteria, the sharing of
judgements and of decision making which may create
difficulties in practice. These are discussed in a related
paper'® and reinforce the suggestion made here that time
and support is necessary to build up confidence in the
process.

Questions remain as to who would provide such support —
teachers, advisers, researchers, for instance; whether it should
be on or off-site, exactly what form it might take and how
credibility might best be established. But the need seems
clear. Just as the need for self-evaluation seems clear. For in
the long term, to return to the accountability context, such
evaluation seems the best professional insurance against the
worst effects of external accountability schemes that have
been noted by House (1976)'! and others in America and
increasingly by educationalists in this country, and the best
investment for improving professional practice.

In 1975, Stenhouse,'? writing of the teacher researching
his/her classroom practice concluded, conflict of roles
notwithstanding, that

‘It is difficult to see how teaching can be improved or
how curricular proposals can be evaluated without self-
monitoring on the part of teachers.’

The same holds true, I believe, for the school as a whole.
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Discussion

Remedial Education
and Adult Literacy:
A Comment

In their article, ‘Remedial Education and
Adult Literacy’ (Vol 21 No 3), M. Bain
and F. O’Hagan seem to argue that there is
a certain bundle of teacher attitudes which,
when taken in conjunction with certain
observably deficient methods of organising
remedial provision in schools, contribute
in large measure to the not infrequent
phenomenon of sub-literate school leavers.
These attitudes include a limited perspective
on reading development (i.e. incorporating
basic decoding skills but excluding the
language experience approach and the
higher order skills) and also a tendency to
devalue, personally, those pupils who are
poor readers. The deficiences in the system
of provision are those stemming from a
reliance on a ‘few trained personnel’ rather
than a ‘communal responsibility with
remedial staff playing a key role in
organising, assessing and advising’. They
then discuss ways of tackling this set of
problems and argue for the ‘necessity of
liaison between remedial education and
adult literacy’.

The logic of this remedying connection is
far from clear but there are at least two
observations worth making about the nature
of the problem as they see it. A considerable
proportion of students in the Adult Literacy
Scheme are not simply seeking help with
higher order reading skills;! they are seeking
to remedy deficiencies in their basic decoding
skills. Clearly the fact (according to M. Bain
and F. O’Hagan) that:

‘staff have been well trained to concentrate
on initial assessment and diagnostic work in
phonics, word attack and word recognition
skills’

has not produced a situation in which all
school leavers can be assumed to have
acquired such skills. The suggestion that
remedial staff turn their attention to higher
order skills should not be allowed to divert
attention from the substantial band of
poor readers who still need to work on basic
decoding skills during their secondary
education.

Further, the exhortation to non-remedial
teachers to ‘become more aware of the
reading tasks they set their pupils’ is un-
exceptionable; but an analysis of the reasons
for lack of awareness would have been more
useful. Experience with teachers who
become literacy tutors suggests that
deficiencies in the training of secondary
teachers may be partly responsible; teacher
volunteers frequently remark that they’ve
learned more about reading development
and ‘difficulties’ during a short tutor training
course than in their three years at college.
Clearly then, for those teachers at least,
training did not adequately prepare them
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for the range of actual literacy perfor-
mance they regularly encounter in the
classroom.
However, even if we accept the Bain/
O’Hagan analysis of the problem in school
it is difficult to follow the logic of their
appeal for greater liaison between the
remedial teachers and the Adult Literacy
Scheme. What would this liaison mean or
achieve? Several possibilities spring to mind
but one type of liaison, i.e. involving con-
sultations about school leavers who may
be potential candidates for the Literacy
Scheme, must be subject to hard criticism.
It is true that a minority of pupils are
prepared to join the Scheme when they
leave school but the bulk of sub-literate
school leavers firmly reject the idea of
another dose of what they regard as the
same. For the poor school achiever the
moment of leaving school is the time when
his perception of the value of literacy is at
its lowest. Hence even though the state of
the job market may subsequently force him
towards the Literacy Scheme as a means of
improving his employability, evidence from
one local area suggests that such entrants
often do not even get as far as their first
lesson.
Within two to four years of leaving school,
however, the attitudes of some poor
achievers change dramatically, usually
because they have had time to evaluate for
themselves the implications of their sub-
literacy. To attempt, therefore, to keep
school leavers on some sort of educational
‘continuum’ is arguably wasteful of time
and effort.
Furthermore, most school leavers are not
ready for the sort of reciprocal relationships
(particularly in the one-to-one arrangements)
which adults provide for each other in the
presently organised literacy scheme. Such
relationships, which involve mutual respect
and the gradual development of a learning
partnership, seem to be a particularly tall
order for many late adolescents who find it
difficult to relate comfortably to adults, and
who need everything to happen quickly.
The authors’ view of liaison which involves
self-evidently good ‘consultations’ between
literacy organisers and remedial teachers,
also invites caution. To implicitly argue
that ‘we’re all teaching reading anyway’
simply ignores the essential differences
between schools and adult provision. To
propose time-consuming meetings which
have no specific purpose serves only to
divert attention from the ‘emphasis on
preventative measures’ which M. Bain
and F. O’Hagan (and the rest of us) so
desire.

MARGARET HERRINGTON

90 Holmfield Road, Leicester.

1 H.A. Jones and A.H. Charnley, Adult
Literacy: A Study of its Impact, p 74
reveals that at least 30% were near
beginners.

Socio-linguistics
and Intelligence
Theory

Rosen, commenting in Language and Class!
on the rapid dissemination and acceptance
of Bernstein’s sociolinguistic theory, notes
that the theory acted as a convenient
substitute for the intelligence theory: ‘It
was just when this theory (the intelligence
theory) was looking sadly tattered . . . that
the theories of Bernstein began to become
available.’” (p.3) He continues:

‘Whereas in the fifties children had their
IQs branded on their forehead, in the sixties
more and more of them had the brand
changed to ‘‘restricted” or ‘“elaborated”.
(p-3)

This was a change of brand in an even more
literal sense than some might suppose, for
the affinities between the two theories are
much greater than is often imagined. First,
both theories are essentially deterministic,
holding that children already enter school
differing fundamentally in terms of educa-
bility. The fact that Bernstein argues that
this arises from the preschool environment,
while the psychometrists claim that it
results from some amalgam of heredity and
environment, should not obscure this.
Bernstein’s concern as to whether the child
should be forced into the mould of the
school, or whether the school should in many
respects be shaped round the child merely
highlights the similarity. His preference for
the latter approach points inevitably and
unambiguously to different types of edu-
cation for children from different types of
background despite his stance against
compensatory education.

Second, Bernstein perpetuates the ‘two
minds’ concept which was fundamental to
the actual application of the intelligence
theory for the purposes of secondary
education (though not necessarily to all
versions of the theory itself). Wheras the
psychometric  selectors operated with
academic and non-academic minds, Bern-
stein offers a world full of ‘meanings’, but
only those equipped with elaborated as
well as restricted code have access to the
‘universalistic meanings’ which Bernstein
believes are the real stuff of education.
Those who have only restricted code are, he
believes, limited to ‘particularistic’ (here-
and-now) ‘meanings’. These unfortunates
are quantified without reference to any
source as 29% of the population.2 Here,
too, there is a danger of deflection from
the substance of the theory. One of the
many factors contributing to the inherent
instability of secondary selection was the
fact that in most LEAs the overwhelming
majority of children aged 11 and upwards
were in practice treated as sub-academic —
as something less than altogether normal.
(Of course, this is still the case in those
LEAs that have resisted comprehensive
reorganization, and even in some that have
adopted it). By very roughly reversing the
proportions of those traditionally considered
normal and those treated as something less,
Bernstein is able to write as if he were
dealing with a minority problem; but this in
no way alters his underlying assumptions.
Like many psychometrists, Bernstein dicho-
tomizes the school population and this
inevitably implies a strong case for two



radically different kinds of school provision.
Third, Bernstein’s sociolinguistic writings
are riddled with cultural value-judgements.3
Lower working-class children appear both
in his writings and those of many psycho-
metrists as in some sense educationally
dysfunctional, though he does not go as
far as those American proponents of the
verbal deficit theory who treat them as
pathological.

Superficially, Bernstein’s environementalism
seems to offer hope, and this may go some
way towards explaining the widespread
support that his theories found across the
whole spectrum of the Left, at least until
c. 1974. However, his environmentalism
is largely limited to a concept of two
dichotomous family-types, which he tends
to equate with two social classes: family
structure determines access to codes and, by
the time a child starts school, its mode of
perception has been firmly set in one
direction or the other. Little reason for
optimism here! Finally, just as the psycho-
metrists have failed to provide any satis-
factory definition of intelligence, Bernstein
has similar difficulties in defining his codes,
and has thus removed the key concept in
his theory from scientific scrutiny. In short,
his sociolinguistic theory does not represent
a significant or useful advance on the
intelligence theory. Indeed, it is equally
dangerous because it amounts to an open
invitation to teachers to label children
‘restricted’ or ‘elaborated’ on the basis of
whatever criteria they may choose to
employ.

JCB Gordon

Language Centre, University of East Anglia.

1. H Rosen, Language and Class: A Critical
Look at the Theories of Basil Bernstein,
3rd. ed., Falling Wall Press, Bristol
1974. See especially pp.24.

2. See B Bernstein, Class, Codes and
Control, Vol.1, Routledge & Kegan Paul,
London 1971, p.81.

3. See JCB Gordon, ‘Folk-Linguistics and
the Essence of Verbal Deficit Theories’,
UEA Papers in Linguistics 7 (April 1978),
11-21.

Reviews

Cyril Burt:
Psychometrist
Extraordinary

Cyril Burt: Psychologist by L.S. Hearnshaw,
Hodder and Stoughton (1979) pp xi, 370,
£8.95.

How did this critical biography, of the man
who was psychometrist extraordinary to the
educational system for most of this century
and eminent in his profession, come to be
written? This is quite a saga in itself as
Leslie Hearnshaw, formerly professor of
psychology at Liverpool University and
historian on the subject, explains in his
preface. When Sir Cyril Burt died, aged 88,
in 1971, it fell to him to produce two
tributes. Both were eulogistic, the only
mitigating factor being that he then knew
virtually nothing of Burt’s ‘huge post-
war output’. Subsequently invited to write
a biography he gained access to all his
subject’s personal papers, including diaries,
but still had no suspicion of lack of integrity
when he began to write. Hardly had he done
so when Dr Oliver Gillie raised the charge
of fraud, in September 1976 in a Sunday
Times article. Pulled up short Burt’s bio-
grapher now worked out an extended plan
of research, looked more closely at Burt’s
own papers and was gradually convinced
that charges of fraudulent activity ‘were,
in their essentials, valid’.

It is fortunate then, for the pursuit of truth
if not for his own reputation, that Burt
regularly kept a diary and filed an extensive
correspondence. Had there not been evidence
from these sources — to support other
indications that post-war ‘researches’ were
little more than arrangements of data to
allow for the desired conclusion — it is
likely that any damaging criticism of Burt
would still be being labelled ideologically
motivated or politically biassed. At the least
false claims would still be circulating.
Indeed they are in Philip Vernon’s Intel-
ligence, Heredity and Environment (1979)
for, as a prefatory note explains, he was still
unconvinced when this went to press
of the ultimate charge — now upheld by a
biographer of ‘impeccable credentials’ —
that Burt perpetrated ‘systematic fraud
from about 1950 onwards’.

This is a serious matter for psychologists
in general and psychometrists in particular.
But it is not of primary moment to the
educational world where Burt’s views and
the policies depending on them have long
been set aside, even if his ideas linger in the
air and find some support. It is, of course,
interesting to learn that the famous claim
trumpeted by Black Paper II in 1969 —
that standards of achievement in schools
have been steadily declining since 1914 —
is one of the more barefaced cons. But it is
not news, teachers and others said as much
at the time. And there is no material dif-

ference, at the receiving end, between claims
of the kind psychometrists have often made,
which turned out to be false and have been
withdrawn, and falsifications deliberately
introducted by fabricating data and fiddling
the figures.

The crucial point is how psychologists
could have continued to stand limply aside,
even when educationists protested loudly
and cases involved points of scientific and
social importance or hit the headlines.
Undoubtedly this abdication, coupled with
the availability of a political coterie eager to
disseminate his product, prolonged Burt’s
opportunities of propagating an ideology for
years after the educational system had seen
him off the premises.

The explanation seems to be that psycho-
metry was, and is, an enclave apart from
other branches of psychology, where
abstruse statistical techniques or devices
are deployed of which the average psy-
chologist understands little or nothing. Here
is the context in which Burt was able to
consolidate his views, on lines which dis-
couraged any criticism, and project them on
the profession and the public. Intervention
from colleagues was the less likely because
pronouncements issuing from his territory
were beamed at the educational world,
rather than impinging adversely on his own,
and because nothing of scientific moment
emerged to claim attention elsewhere in
psychology or spark off discussion.
Hearnshaw touches on some of these points
but fails to grasp the nettle, preferring to
take refuge behind a ‘medico-psychological’
analysis of his subject which explains
nothing of moment. Maybe Burt was in
‘a marginally paranoid condition’ but why
did psychologists, of all people, fail to
recognise the complaint when educationists
easily detected a megalomanic arrogance
and dogmatism.-‘@. his pronouncements?
Although the corument was, at the time,
attributed to ideologically motivated bias
in favour of ‘egalitarianism’.

This well worn charge, often deployed by
Burt, is raised afresh by Hearnshaw, and
crudely at that. He himself builds up a
formidable indictment of Burt’s work, not
only latterday lapses but earlier departures
from scientific procedure, ending by placing
him on the historical shelf. But it soon
becomes apparent that, if reconciled to
disposal of the baby, he is intent on saving
the bathwater. It is to this end that he seeks
to discredit educational criticism of ‘intel-
ligence’ testing which have been the most
consistent, take due account of advances in
other areas of psychology and have been
amply vindicated.

On the other hand Burt — described as a
highly intelligent man despite his crippling
personality problems — evidently recognised
the force of such criticism and took un-
common steps to meet it. The first and for
long the only outright challenge to the
theory and practice of psychometry, by
the editor of Forum, Brian Simon, was
Intelligence Testing and the Comprehensive
School (1953). It did not make a dead set at
Burt but it was at precisely this point that
he began to overstep the margin between
what counts as legitimate and illegitimate
statistical manipulation. In due course the
sociologists weighed in and in 1963 the
Robbins Report dismissed ‘the belief that
there exists some easy method of ascertaining
an intelligence factor unaffected by
education or background’ as ‘outmoded’.
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So Burt renewed his efforts to refashion the
world in the image of his own dogmatic
credo — or, as his biographer bluntly puts it
at the close, chose to ‘cheat rather than see
his opponents triumph’.

Hearnshaw also pulls a fast one, it might
seem, in that, after holding up critics of
‘intelligence’ testing as idiot egalitarians, he
reiterates the main points they make as his
own. Indeed he is markedly ungenerous to
all his predecessors, from Simon over a
quarter of a century ago to Gillie who
gave him so timely a warning in 1976.
Consequently there are frankly contradictory
passages in his book. The chapter on ‘edu-
cational developments’ with which Burt
was associated strings points together
without reference to any historical treat-
ments of the subject. More generally the
fact that topics are taken up separately
with hindsight operating throughout, rather
than adhering to an historical approach,
makes for considerable confusion and
repetition.

Nonetheless much work has gone into
disentangling Burt’s machinations and there
is a good deal of interest. And it is useful a
psychologist has gone on record that psy-
chometry is essentially arid, telling us little
or nothing ‘about the nature of intelligence’
or, for that matter, anything else; that its
biological base is unsuitable to diagnosis of
human capacities and that it fails to notice
advances in other branches of psychology.
Burt, of course, persistently ignored these
in favour of backing his own ‘psycho-
metrically based conclusions with stub-
bornness and conviction’. Indeed it was his
‘besetting weakness’ — it would have been
best to stay with ‘sin’ — to ‘rely on statistical
manipulations rather than empirical investi-
gation, forgetting that poor data cannot
yield sound conclusions’.

After this what need to say more? It only
remains to underline & -; point Hearnshaw
works hard to obscure, wat strictures of the
kind apply not merely to the man but the
genre.

JOAN SIMON
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Accountability
in Education

Accountability in Education, Tony Becher
and Stuart Maclure, NFER Publishing
Company (1978), pp 256.

The seminar sponsored by the Educational
Research Board of the SSRC held in Sep-
tember 1977 in order to clarify the ‘con-
ceptual background to accountability’
brought forth two products; agreement by
the SSRC to set aside £200,000 for research
initiatives and this book of papers presented
to the seminar.

One extra paper which was commissioned
after the seminar, written by Ernest R.
House of the University of Illinois, gives
more than the ‘North American perspective’.
This paper was the result of a mature
reflection on other contributions, which
identifies their essence. The pivotal state-
ment of the whole debate is here.

‘The major shift in values is from the
individualistic =~ values, the traditional
emphasis, to societal goals and values,
from the individual to the government. The
long-standing consensus on traditional aims
has been broken and the pattern of
educational government is at issue.’

The opening bid in the collection is made by
Stuart Maclure in which he maps out some
of the ground to be covered and succinctly
sets the scene, historically, Sir David Eccles
to the APU via Mr Callaghan’s Ruskin
contribution to educational policy making.
William Taylor, in his paper on ‘Values
and Accountability’, apparently undeterred
by his own assertion that ‘anything they
(educationists) write about goals and
values could be hacked to pieces by any
philosopher, political scientists or socio-
logist who deigned to give it attention’,
provides a sixfold classification of aims
and values statements which occur in the
educational record. Taylor also examines
five definitions of ‘accountability’, each
distinguished either by the methods used
or the purposes served or both. Apart from
an embarrassingly uncritical reference to
Collier’s ‘mythology’ of the British Character
under societal values, I found the classifi-
cation of values helpful and offending no
taxonomic principles.

Taylor’s conclusions include themes which
are repeated with variations in the papers
which follow. The first is ‘the complexity of
the variables involved means that attempts
to make individual schools and teachers
accountable for pre-specified outcomes in
relation to given resources are unlikely to
succeed’. I am sure that there are subsets
of specifiable outcomes to which this
statement applies but some caution must
be exercised. A recent NFER publication,
Sources of Difference in School Achieve-
ment! concludes that at least within the
‘O’-Level population who take the London
Board’s examinations, there is a significant
school and teacher effect. His second
conclusion, that ‘stressing product rather
than process may erode the moral basis of
a curriculum and pedagogy which should
properly exemplify, sustain and develop
understanding and skills in relation to such
values as tolerance, respect for persons,
liberty within the law, democratic pluralism
and community participation’ seems to me
to be a statement of belief rather than a

conclusion based on the preceding paper. I
fail to see why to find out if a pupil at ‘O’-
Level understands Ohm’s law and can apply
this law in assembling an electric circuit for
a specified purpose should erode ‘the moral
basis of curriculum’. Have not at least
those moral philosophers who conclude
that autonomy is a desirable end product
of moral education stressed the rational
components of moral behaviour? Are not
these rational components accessible as
products of an educational system?

This talk of process as though it were an
end-in-itself seems to me unhelpful. On
the other hand, Taylor’s view that a ‘work-
able concept of accountability embraces. . .
systematic self-monitoring by individuals
and institutions, regular review of cur-
riculum and methods . . . wider public
discussion of educational objectives’ would
I am sure command universal support.
Values are also considered in Trevor
Pateman’s paper ‘Accountability, Values
and Schooling’. This contribution did not
add a great deal to Taylor’s thesis and
House, in his later chapter, simplifies and
clarifies the issue by a synthesis of the
two sets of value dimensions. Of his own
extended treatment of the case for the
existence of children’s needs, Pateman
raises the question of how it relates to
accountability? A ‘good’ question. In what
in my opinion is one of the two most lucid
papers in this collection, John Nisbet
examines ‘Procedures for Assessment’. As
he sees it ‘the concept of accountability has
so many aspects and its introduction has so
many purposes, that it needs a variety of
methods. The question at issue, therefore,
is not which is the most suitable method,
but what are the conditions which deter-
mine the appropriateness of various pro-
cedures for assessment’.

I am sure Nisbet is right to draw a parallel
between the rationales and methods of
curriculum evaluation and procedures for
accounting. He raises the fundamental
questions:

Who is accountable to whom?

Accountable for what?

and
Why - for what purpose do we want
accountability?

Nisbet’s criteria for selecting methods of
assessment, especially fairness (‘not promise
more than they can provide’), verifiability
and communicability are, clearly, of
critical importance but by no means easy
to secure.

The impact of ‘Policy Implications of
Monitoring Processes’, a paper by Maurice
Kogan, points to possible changes in the
relationship between ‘stake holders’ in
education when certain kinds of account-
ability procedures are adopted. The visible
theme of the relationships between assessor
and assessed is well developed, but the
relationship  between knowledge and
authority remains subliminal. What counts
as knowledge about an educational system?
Can this knowledge be communicated? Are
there circumstances in which any ‘stake
holder’ has the responsibility to deny others
access to such knowledge?

It is left to House to point to ‘the un-
warranted ‘authority’ apparently possessed
by certain kinds of knowledge, especially
‘test score’ — ‘... there is a strong tendency
for power to shift to the purveyors of test
scores’.

Barry MacDonald, ‘Accountability, Stan-



dards and the Process of Schooling’ and
Michael Erault, ‘Accountability at School
Level — Some Options and Their Impli-
cations’ both describe methods of accounting
which seek to avoid the danger inherent in
the ‘systems approach — input/output
model’. MacDonald sees no virtue in the
‘defect-ridden technology’ which is currently
being applied to accounting, which is
‘deterministic in educational values’ and
‘technocratic in form’. He hopes to see a
‘school initiated process model of account-
ability aspiring to educational critique’ —
similar to what he has called elsewhere a
democratic model for evaluation.

The emphasis on ‘process’ rather than
‘product’ is central to MacDonald’s view.
Absent from his account is any explicit
reference to the formidable difficulties of
obtaining objective data on processes or the
possibility that the descriptions, anecdotes
and formal critiques of processes (his
proposed methods) might result in verbal
agreements which are not translated into
actions, or if they are, that the actions
might not yield the desired outcomes. He
apparently fails to acknowledge that there
might be agreement that the processes of
schooling in operation are consonant with
the values of society, but pupils fail to
secure instrumental goals essential to their
freedom of choice in the system.

I found Erault’s discursive paper somewhat
uneven in treatment. His practical experience
of accountability may have led him to
present rather detailed procedural state-
ments which cloud some of the important
issues he raised, particularly in relation to
the different audiences potentially involved,
and the relationship between ‘evaluation’
and ‘action’.

Despite my reservations, I am persuaded
that the original aim of this conference
was to a substantial degree achieved. This
book could be read with profit by those
involved in school accountability and that
seems to be almost everyone.

J.F. EGGLESTON
University of Nottingham

1 Sources of Difference in School Achieve-
ment by Alan Brimer, George F. Maclaus,
Bernard Chapman, Thomas Kellahan and
Robert Wood, NFER 1978.
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An Australian
Innovation

Learning to Teach: Teaching to Learn by
Gwyneth Dow, Routledge and Kegan Paul
(1979), £8.50.

This important and absorbing book describes
an experiment in post-graduate teacher
education inaugurated in 1973 in Melbourne
by a small team of university tutors led by
the author. Dissatisfied with the traditional
pattern of theoretical studies in main
subjects and separate educational disciplines,
coupled with a thrice-yearly spell of teaching
practice, Mrs Dow and her colleagues set up
an alternative course — Course B — which,
she claims ‘was a total reconstruction of
teacher education based on integrating
theory itself and relating it to action, on
working towards a close partnership with
schools, and on experimenting with student
autonomy’. This is a large claim, but her
story of the course — ‘an account of
educational principles in action’ — carries
conviction.

The course was based on ‘the overarching
principle [of] . the cross-fertilization
of theory and practice’. This meant the
rejection of ‘mass methods of instruction
by precept’ in the so-called educational
disciplines; the development of a thorough-
going integration of schools into the work
of preparing, supervising and assessing
practical teaching; and the creation of
relationships which would allow — even
compel — the students to participate, on
level terms and at all stages, in the planning,
execution and assessment of their own
courses.

Before the course began, a Schools’ com-
mittee was set up, with representatives
from schools, university staff and students
involved in Course B. This committee had
policy-making powers over the conduct of
school practice. As the course developed,
close personal relationships grew up between
school and university staffs, and between
them and the students. This was a slow
and sometimes painful process, probably
because all three were for the first time
getting to know each other intimately,
and were therefore having to come to terms
with each other’s reality.

It was these close links with schools (only
three at first, but extending year by year)
which made possible the other two parts
of the ‘total reconstruction of teacher
education’: the theory/action relationship,
and student autonomy. From the beginning
every effort was made to develop theory out
of experience, at first from the students’
recollections of their own school and
university education, then, as the course
developed, from their experiences during
school practice.

After an initial fortnight in the university,
when much use was made of educational
autobiography (contributed by staff as well
as by students), there was continuous
teaching practice two days a week through-
out the year, and it is this experience that
provides the richest source material for Mrs
Dow’s book. Students were asked to keep
a personal diary which would ‘prompt them
to consider what they saw in schools, what
they did in schools and how well it worked,
what we did in the course and how well it
worked — in short to discover the sources

of their own learning throughout the year
[and] . .. it was agreed upon as a means to
help us to evaluate the Course . . .".
Extensive extracts from some of these
diaries provide one of the chief delights of
the book, and are, indeed, integral to what
it has to say. For they demonstate con-
vincingly the validity of a number of radical
departures from usual practice, and the
establishment in their place of positive
alternatives:  joint staff/teacher/student
assessment instead of competitive grades
or marks (no confidential reports were
kept); students were expected to (and
mostly did) study from inner motivation
without the ‘stimulus’ of competition;
and, above all, theoretical discussion of
educational problems arose out of and/or
was related to personal experience.

These diaries reveal the often painful
progress from subjectivity to detachment,
from practical experience to theoretical
interpretation, in a way that no brief review
can convey. Mrs Dow has integrated them
tellingly into her text, which is itself a gem
of lucidity, intelligence and shrewd com-
ment. In the course of her account, and
with powerful evidence to support her, she
has made a strong case for a fresh look at
many of the practices (and some of the
theories) that are currently taken for
granted in teacher education.

PETER WRIGHT
Leicester.

A Common
Curriculum

Regenerating the Curriculum, by Maurice
Holt. Routledge Education Books (1979),
pp 196, £6.50.

In this book Maurice Holt outlines the
changes that have come about in our thinking
about the secondary school curriculum.
Earlier in this century the curriculum was
determined by the Regulations of the Board
of Education: ‘knowledge fields were
reasonably stable and pluralism in society’s
values was reasonably absent . . . In effect,
there was no dispute about what should be
taught, or how to do it’ (a pardonable over-
simplification perhaps, in the context of
Holt’s main argument). That curriculum was
firmly based on the idea of separate subjects,
and when curriculum reform first began to
get under way — not until the 1960s — it
was simply a matter of updating the separate
subject syllabuses. Innovations were worked
out by a central body, then offered to
schools in general to adopt, or adapt, or
(in most cases) to reject, as they thought
fit: for example, the Nuffield Science
Project, the School Mathematics Project,
and many Schools Council projects sub-
sequently.

In the adverse economic climate since
1974, government and public opinion has
remembered that ‘education . . . is too
important (and expensive) to be left for
teachers alone to decide’. The 1977 Green
Paper was the first government statement
on the curriculum since before the war.
Moreover, it is now beginning to be felt
that the traditional view of the curriculum
as simply consisting of separate subjects,
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and as being ‘no more than the sum of
those parts’, has been inadequate. The
pressure is towards a common curriculum
for the five years of compulsory secondary
education, or at least a very substantial
common core with a small element of
choice appearing in Years 4 and 5 as an
intrinsic feature of the compulsory ‘facul-
ties’. The HMI document ‘Curriculum 11-16’
speaks of eight ‘areas of experience’
(aesthetic/creative; ethical; linguistic; mathe-
matical; physical; scientific; social/political;
spiritual). This idea and other broadly
similar ones have been put forward recently
as a basis for the working out of a coherent
‘whole curriculum’, and Holt sees this quest
as unmistakably right and necessary.

The author has much of value to tell us and
makes many shrewd comments on various
aspects of the contemporary educational
scene. There is a fundamental difficulty in
his main argument, however, which he
certainly recognises, but which may be
thought to need clearing up more con-
vincingly before his basic confidence and
optimism can be widely shared. On the one
hand, as he so rightly insists, ‘curriculum
innovation is a process focused on the
school itself’; ‘the school will need to enjoy
substantial autonomy if it is to carry out the
job of cultural synthesis’. On the other
hand, again in Holt’s own words, ‘the
pattern of change has now a directed
quality about it’; ‘schools are more likely
to follow than to lead’.

The author does indeed suggest procedures
and developments whereby this dilemma
could be resolved. External ‘agencies for
change’ (inspectors, advisers, the Schools

Council, professional centres, hopefully a
staff college) might, with varying degrees
of probability, nourish the schools with
fresh ideas and contribute to the recurrent
education of teachers, inspiring them all to
look ‘beyond the boundaries of subject
and specialism’ and to see the aim of the
curriculum as ‘extending to every pupil an
understanding of his cultural inheritance’.
The extra teacher time which some of us
expected to result from falling rolls might
be (or might have been) used to free staff
to collaborate on curriculum development
projects! Reluctantly, it must be said that
the teaching profession looks very unlikely,
in the present political climate, to receive
the stimulus and encouragement here
envisaged. In these circumstances, if a
common curriculum were to come about, it
would be very much more likely to be
imposed from outside, or from above,
than to result spontaneously from the
innovating capacity of schools. There may
well have to be limits to autonomy. But
more positive good comes, surely, from
creative if untidy schools (and scholars!)
than from merely neat and passive ones.
The jacket design of this book, showing a
tiny building marked ‘school’ held in one
enormous hand while the other enormous
hand is winding it up (yes, from above!)
with a clockwork key, is aptly sinister.
We may or may not be enthusiastic for a
common curriculum right up to 16, but I
think neither Mr Holt nor I would want it
at that price.

ANDREW FINCH
Longslade College, Leicestershire
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Differentiation

Comprehensives

A Charter for Choice, by Ann Hurman.
NFER  Publishing Company (1979),
pp 335, £8.50.

Curriculum provision in secondary schools
throughout the last two or three decades
has often reflected a difference in style and
organisation as between the early years
and the final stages of the compulsory
educational process. A break, more often
than not, comes at about 14 years of age.
In the early years or ‘lower’ school, which
usually covers the first 3 years, pupils have
a fairly common curriculum provision. At
14 the pupils, from then on often referred
to as students to mark the transition to a
more adult style, are presented with alter-
natives. They have to choose which route
they will take through the fourth and
fifth years.

Charter for Choice examines the reasoning
behind the development of ‘options’ in the
fourth and fifth years and exhaustively
investigates the mechanics of choice. In
a short opening section Ann Hurman
summarises aspects of curriculum develop-
ment in the post-war years with particular
reference to the comprehensive movement.
The merging of the differing styles and
purposes of grammar and secondary modern
curriculum patterns into a genuine com-
prehensive provision providing an equality
of opportunity within the concept of
secondary education for all has been the
task of these post-war years. Comprehensive
schools face a situation which no other type
of school has yet had to face — ideally that
of catering for the entire age group and of
preparing pupils for the whole range of
career and/or higher education hopes,
expectations and prospects.

The second, and by far the longest, part of
the book is given over to a detailed exami-
nation of option schemes in two comprehen-
sive schools, one 11-18 and the other 13-18.
Teachers who have worked in comprehensive
schools over the last decade or two will be
very familiar with the ground covered. I
guess their collective empiric or instinctive
conclusions will not be very different over
the nature of choice and how the process is
presented.

The main thesis of the book is that choice,
certainly free choice, is largely a myth.
Although schools may boast a vast range
of courses and options, sometimes running
into many thousands of possible com-
binations, for the individual student the
range is usually much more limited. There
is a clear link between ability and option
choice. Students are not only choosing
between one subject and another but also
the level at which a subject will be studied.
The plethora of options available in some
schools does little to disguise the differen-
tiated structures inherited from the tri-

partite system. Schools may be hiding
behind the edifice of an options structure
that is little more than ‘a method of selecting
pupils at 14 plus!’.

Part 3 is concerned with analysis and
comment on the research findings. If option
systems are a response to external pressure,
particularly that of public examinations,
and often represent a reluctant move away
from a common curriculum, schools should,
at the very least, constantly review the
balance between ‘core’ and ‘options’. The
teachers in the two schools studied ‘were
generally in favour of the notion of offering
choice to pupils in the fourth year’. But
Ann Hurman suggests that ‘what is important
is not the number of combinations which
are theoretically possible but the way in
which the school directs the process of
choosing’.

Balance in the curriculum is a critical
concern. Educationists are increasingly
insisting on a whole curriculum approach
and far from excluding one subject so that
a student may concentrate on another
‘the curriculum must introduce all students
to all inter-related kinds of knowledge’.
Much of the Great Debate was about trying
to define areas of essential curriculum and
to define a compulsory common core. Ann
Hurman brings the reader to the point of
an examination of a common curriculum
having put options in perspective. Her book
is rather lengthy, but one must respect the
detail and care of the research. It will be
more valuable for anyone starting out in
curriculum studies.

ROGER SECKINGTON
Earl Shilton Community College, Leics.

Thatcher’s Actions

Comprehensive Schools: Does Mrs Thatcher
know what she is doing? National Union of
Teachers, 12 pp.

Designed to tell the public what is at stake if
the government’s present plans are realised,
this NUT pamphlet registers total opposition
to attempts ‘to halt the progress in full
comprehensive organisation and to entrench
elitism in education’. Concentrating on the
threat to equal opportunity, as an essential
aspect of the union’s campaign to safeguard
and improve standards of educational
provision, it points to legislation intended
to retain selection and differentiation which
extends to a scheme to hand over an
estimated £62 millions of public money to
independent schools. But this issue is hardly
taken up as it undoubtedly will be in due
course. Rather the progression is to ask
‘who wants selection?’, refute critics of
comprehensive schools from the pages of
Fifteen Thousand Hours, set out the facts
about supposedly falling standards and deal
with ‘Parental choice: fact and fiction’.

In the process an earlier union protest is
recalled, What is Mrs Thatcher up to?
(1972) which described her mode of
handling the education service when
Secretary of State. This brings to mind,
in turn, the Forum pamphlet Indictment of

Margaret Thatcher, published in September
1973, which analysed in detail a strategy
and tactics designed to hinder and hobble
secondary reorganisation. Times have
changed! In June 1970 how shocking
Thatcher’s behaviour seemed when she first
took over at the DES. The failure to consult
partners in the education service, the claim
that she was mandated by the Tory mani-
festo and this alone, the dogmatic pro-
nouncements on educational matters, the
narrow legalistic devices resorted to to carve
up local authority plans for secondary
reorganisation — even while loudly pro-
claiming that they were being ‘set free’.
In September 1979 the nation as a whole
has become accustomed to this kind of
thing. And education is now only one of the
vital departments of national life to be
submitted to treatment of this kind. None-
theless the NUT pamphlet might have noted
that it is not a simple case of turning the
clock back, there is a more ambitious and
more dangerous cast of the dice.
Does Mrs Thatcher know what she is doing?
There seems little doubt that she is intent
on altering the whole climate of national
life as it has developed during this century.
It is no longer a question of reinstating the
‘direct grant’ list of grammar schools, as
was once the aim. Instead the proposal is
that grants go direct to independent schools,
and not only for entrants from provided
primary schools but even those from pre-
paratory schools, for which there seems no
excuse whatsoever in her philosophy.
At the same time, inevitably, provision for
those in real need is withdrawn as the policy
designed to provide a secondary education
in tune with late twentieth century develop-
ments is set aside. ‘The educational justi-
fication for comprehensive schooling is so
conclusive that it must remain the context
in which local education authorities can
meet the educational needs of children’,
says the NUT. To substitute ‘a form of
sloganising under which education provision
can be distorted is a damaging act by
government’. It is difficult for anyone who
takes education seriously to disagree.

J.S.
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