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SUNMARY 

This study investigates the emergence of the comprehensive school 

following the issue of Scottish Education Department Circular 600 in 

1965, and its focus is the area of West Central Scotland covered by 

Dunbartonshire, the City of Glasgow, Lanarkshire and Renfrewshire. A 

major concern of the research is to examine how the secondary sector was 

affected by the transition from a bi-partite to a comprehensive system. 

The introduction gives a short account of the purpose of the research, 

its organisation and the methodology chosen. The thesis falls into six 

chapters. After a short examination of the comprehensive lobby in the 

post war period, Chapter one presents a literature survey in four 

sections: definitions of the comprehensive school, and some conceptual 

models; the cultural context, which highlights the charactVistic 

features of the Scottish educational tradition; ' the political context, 

dealing with issues of central control, central-local government 

relations and the roles of local politicians and education officials; 

policy implementation and the management of innovation. These f our 

themes form a conceptual framework against which to examine the data 

presented in the following chapters. Data f or the thesis was gathered 

from two sources: a wide range of documentary material, and the 

transcripts of one hundred and fifty-two interviews conducted by the 

author with educationists and politicians. 

Data presented in Chapter Two leads'to the following propositions: the 

comprehensive school was perceived as an English imposition on the 

Scottish system; official opinion in the Scottish Education Department 

was unfavourable to its introduction; optimistic claims for its 



educational and social potential were made in an ambiance of confusion 

about its definition; the Scottish Education Department conceived of 

the changeover principally in-structural terms, and adopted a laissez- 

faire attitude to its philosophical implications; the advent of the 

comprehensive school caused widespread apprehension among educationists. 

Chapter Three argues that the comprehensive school, in reality a new 

educational concept in Scotland, encountered a powerful tradition of 

secondary education, the features of which caused it to be viewed as a 

threat to established schools. The adoption of the omnibus school as a 

paradigm for the new concept suited vested interests, and did not 

conflict with prevailing educational values. The predilection for a 

meritocratic concept of education supported by a continuing academic 

tradition were found to militate against the comprehensive principle and 

its implications. The result for many teachers was professional 

insecurity, so that initially comprehensive 'reform' remained largely 

nominal. 

Chapter Four suggests that Circular 600, albeit directive, was an act of 

faith to establish a new model for the secondary school. The Scottish 

Education Department retained control over the administrative/ financial 

aspects of comprehensive policy, but took no clear official line on its 

educational dimensions, preferring to adhere, to a reactive policy model. 

The problems associated with the decision to raise the school leaving 

age in - 1972 are taken as an example. The inspectorate guided 

developments gently in a comprehensive direction, and the ideas in the 

publications of the Consultative Committee on the Curriculum appeared to 

Dave little impact on school practice. In local government, Directors 

Of Education and local 
. politicians responded to Circular 600 in a 
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predominantly administrative and pragmatic way. An exception to this 

interpretation is provided by the selective schools controversy in 

Glasgow which is examined in some detail. It is finally argued that the 

reorganisation of local government in 1975 created new difficulties for 

the Directorate which left schools to deal with the implications of 

comprehensive policy. 

In Chapter Five, after an examination of practical difficulties and 

problematic factors encountered by comprehensive policy in West Central 

Scotland, it is contended that progress towards its implementation was 

slow. Strategies employed to innovate within schools were found to have 

been gradualistic, and the impact on teachers of the advisory service and 

in-service training patchy. It is further suggested that organisational 

developments related to comprehensivisation called for substantial 

modifications to existing practices, and schools received variable 

support in devising coping strategies for change. The malaise in 

secondary education in the mid 1970s is examined, and the proposition is 

advanced that, notwithstanding the reform proposals by three national 

working parties, the comprehensive school in 1980 still faced unresolved 

problems. 

In the final chapter an attempt is made to draw the main strands of the 

argument together into an overall statement of the author's 

interpretation of developments in comprehensive education in the area 

under study for 1965-1980. The study reveals interesting contrasts in 

management style at Directorate level in the four areas examined. While 

acknowledging the timescale required to effect major educational change, 

the work challenges the received wisdom that the change to a 

comprehensive system went smoothly in Scotland. The argument is 

In 



advanced that the implications of comprehensivisation were not addressed 

in any coherent or co-ordinated way, with considerable responsibility 

for implementation devolved to people at all levels in the education 

service. 

The Conclusions are set in the context of the three organising concepts 

- culture, ideology and management - which emerge as central to the 

argument. After acknowledging the changed ideological climate of the 

late 1980s, the chapter ends with some possible lines of development for 

the comprehensive school in the foreseeable future. 
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INTRODUCTION 

... research is ... concerned with the extension of 
knowledge. 

(Sally Brown in 'The Promotion of Educational Research and 
Development Scottish Style' in the 1985 World Yearbook of 
Education, eds. j. Nisbet, S. Nisbet, J. Megarry, Kogan 
Page p. 170) 

Research - in education at least - may have relied too much 
on the force of rationality, neglecting the pervasive 
influence of values. 

(, 7ohn Nisbet and Patricia Broadfoot in The impact of 
Research on Policv and Practice A. U. P. 1980) quoted in 1985 
World Yearbook of Education p. 15 

... the enlightenment function of research in the social 
sciences is concerned with changing people's perceptions, 
influencing their aspirations, questioning assumptions and 
offering new insights. 

(John Nisbet in 'The Contribution of Research to Education, 
in Education in Transition eds. S. Brown and R. Wake, 
S. C. R. E. 1988, p. 17) 

(Educational research is) the systematic, empirical and 
critical enquiry into matters which directly or indirectly 
concern the learning and teaching of children and adults. 

(J. Powney and M. Watts in Interviewinq in Educational 
Research RKP 1987, p. 3) 
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This research was undertaken to examine the introduction and development 

of the comprehensive school in the West of Scotland in the period 1965- 

80. The principal aim was to attempt an appraisal of the consequences 

for schools of Scottish Education Department Circular 600 issued in 

October 1965, which officially marked the end of the former system of 

secondary provision, under which pupils were sent to separate junior and 

senior secondary schools. The subject was chosen partly because of the 

author's professional involvement and interest in comprehensive 

education, and partly because of his feeling that previous studiesl in 

the field had neglected to include the West of Scotland in any 

significant way. The neglect of the West of Scotland seems all the more 

regrettable since it has been convincingly argued that it constitutes a 

significant entity in terms of recent educational history and policy- 

making in Scotland. 2 For the purpose of the research, the 'West of 

Scotland' is taken to mean the area covered by the former counties of 

Dumbarton, Lanark and Renfrew and the City of Glasgow (and the 

corresponding divisions of Strathclyde Region, post-1975). The 

intention was to explore how these different areas in the densely 

populated and predominantly industrial west had tackled the issues 

involved in the comprehensivisation of their secondary provision. one 

of the most difficult decisions was to delimit the period under review. 

While all date setting is to some extent arbitrary, . 
1980 was chosen as 

the end point, in view of the fact that it was at that time that a 

commitment was made at government level to embark on a development 

programme based on the proposals contained in the Munn and Dunning 

Reports. This initiative was to lead ultimately to the introduction of 

the Standard grade courses for the entire ability range, arguably the 

next major event in Scottish secondary education after the advent of 

comprehensive schools. 
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The issue of Circular 600 can be seen as the culmination of progressive 

educational ideas first broached in the early years of the century, but 

only given serious emphasis in the years af ter the end of the Second 

World War. Inasmuch as the Circular enshrined what might be labelled a 

swing to progressivism, 3 it can be seen as heralding a new educational 

order by means of political f iat. On this view, the Circular marked a 

dramatic change of direction for the old educational order, in which the 

'best' secondary schools were perceived as the senior secondaries, which 

took as pupils those who had performed successfully in the qualifying 

tests taken in the latter stages of the primary school, and provided for 

them an essentially academic education leading to presentation in 

national examinations. (Those pupils who had been unsuccessful were 

placed in junior secondary schools). Traditional histories of Scottish 

education have presented a picture of change through the centuries as 

essentially a steady process of natural evolution in response to 

changing social and historical circumstances. 4 The predominance of this 

conception, coupled with the received wisdom about the democratic and 

egalitarian nature of Scottish education has contributed to a widely- 

held view that the introduction of comprehensive education in the 

Scottish context was managed more smoothly and with less upset than in 

England. It was hoped that this study might shed some light on the 

veracity of this view at least' as f ar as the West of Scotland was 

concerned. An additional aim was to 'explore the ef f ects of an imposed 

change of structure on the existing educational system and its 

practices. 
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METHODOLOGY 

Any researcher has to address at an early stage of his work the thorny 

problem of devising an appropriate research methodology, a problem made 

even more difficult in the field of the social sciences in general, and 

education in particular, beset as it is by a complex of issues. In this 

case, the strategy was chosen both for epistemological and practical 

reasons in an attempt to keep the enterprise manageable. There is an 

extent to which any strategy is of necessity a compromise between the 

best method available and the exigencies of the situation in which the 

researcher is operating. In this study it was decided to opt f or a 

qualitative approach given the subject under study. It was felt that 

the issues involved and questions which would require to be addressed 

necessitated a research design which would throw light on the social 

world of the principal actors in the process of comprehensivisation, and 

draw on their insights and accounts of what happened. 

As Powney and Watts have argued. 5 researchers should adopt whichever 

research method suits his/her purpose, and in so doing add to the growth 

of educational research, since there is no one best model. The authors, 

caveat is thatýthe method used must be consistent with the philosophy of 

the research itself. 

For these reasons, and taking into account the purpose of the research 

in question, it was decided to opt for a more flexible design, to allow 

a picture to emerge of what happened in secondary education -during the 

period under examination, and to include the perceptions, reactions and 

opinions of those whose function was to make the new comprehensive 

system operate. Irrespective, howeveri of the particular methods 

adopted to gather data, it is wise to be alert to the fact that any 
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researcher brings to his work bias, value judgements and preconceptions 

which must invariably influence the picture he presents and the 

interpretation he places on the information gathered. Decisions have to 

be taken about what to include and exclude from the f inal account. 

Nevertheless, it is hoped that the methodology on which this study is 

based is valid and legitimate, with its limitations openly acknowledged. 

Only then may any conclusions drawn from it be deemed worthwhile. 

Research has enhanced standing when its methods and findings are open to 

public scrutiny. As Glenn Tuner has stated: 

What is important about a piece of research is no so much 
its scope, or extrapolations from it to the macro-level of 
sociological theory, but its validity. if research has 

validity then it can be used as the basis for further work, 
and its scope is thereby increased. However, if a piece of 
research is invalid, then it has little value, no matter how 

great its scope. 6 

The research data for this thesis was assembled from two main sources: 

a) Published and Unpublished Documentary Evidence 

At an early stage in the research, as extensive a list of published 

sources as possible was drawn up which potentially would contain 

references to the introduction of comprehensive education and to 

subsequent developments. Several suggested themselves automatically: 

Annual Reports of the Scottish Education Department 1965-80; 'Reports of 

the Scottish Certificate of Education Examination Board 1965-80; 

Education Committee Minutes (1965-80) for the four areas being studied; 

references in newspapers (quality and popular) and educational 

publications ('The Times Educational Supplement (Scotland)'; 'Forum'; 

'The Scottish Educational Journal'); two research reports conducted in 

the 1970s into aspects- of comprehensive education (SED, SCRE); a 

research report on a study commissioned by Strathclyde Regional Council 

into the curriculum and organisation of secondary 1/2; the published 
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output of the Centre for the Study of Comprehensive Schools, University 

of York; the published output of the Centre for Educational Sociology, 

University of Edinburgh; bulletins, periodicals and papers produced by 

working groups of teachers in the West of Scotland 1965-80. 

In addition, several prominent educational bodies gave access to their 

unpublished files: The Association of Directors of Education in 

Scotland; The Headteachers' Association; The Scottish Examination 

Board; The Scottish Trades Union Congress; the principal teaching 

unions (EIS; SSTA; NAS/UWT). The Scottish Education Department waived 

the '30 year rule', and allowed consultation of certain filed material 

held in The Scottish Record Office and Her Majesty's Inspectors 

Divisional Headquarters in Glasgow, as well as of some OECD reports 

relevant to the subject under investigation. Jordanhill College of 

Education, Edinburgh University and the Scottish Centre for Studies in 

School Administration all made relevant unpublished material available, 

and the Lanark and Renfrew Divisions of Strathclyde Regional Council 

granted permission to examine papers in their archive sections. (The 

Dumbarton Division policy was to jettison all files over five years old, 

and Glasgow Division was reluctant to permit access to files held in its 

offices. ) Most of the political parties in Scotland willingly enabled 

the author to consult whatever material he wanted in their 

reference/library departments. 7 All the local associations of the 

Educational Institute of Scotland in the four areas of West Central 

Scotland readily gave the author permission to consult their Minute 

Books and other relevant unpublished papers. Unpublished theses were 

consulted where appropriate and, finally, much of value was gleaned from 

all manner of personal documents and papers kindly lent by individuals 

involved in developments in a variety of capacities, in an attempt to 

vi 



provide additional material otherwise unavailable. 

It is realised, of course, that documentary evidence, by itself, can 

only contribute a partial account of developments and, with the 

exception of quotations from newspapers or speeches, is devoid of the 

contribution made by individuals at various levels in the education 

service. Moreover, what has been recorded for posterity in print has 

inevitably been subject to selection, editing, omission, and is 

influenced by the whim of the recorder. Consequently, much printed 

material tends to the factual and dull, and often neglects the personal 

views, motives, reactions and perceptions of the individuals involved. 

Nonetheless, it is contended that, at the very least, material drawn 

from a wide range of sources provides much that is useful on the 

background to developments and conveys a flavour of the period in which 

they occurred. Moreover, it is worth making. the point that a comparison 

of documentary material from a wide range of sources can give a fuller 

and more balanced picture of events over a period of time. 

b) Semi-Structured Personal Interviews 

In order to supplement data culled from the documentary sources 

outlined, and for the reasons alluded to in the previous paragraph, the 

decision was taken to make use of the interview as a research 

instrument. 8 Indeed, in a recent book, it is argued that 'oral 

evidence' now plays a major part in data collection in research in the 

social sciences. 9 The increasing and successful use of this technique 

in recent yearsiO reflects a move away from the narrow scientific 

approach to research, and an attempt to establish the value of a more 

interpretative model. The interview is thus an important tool in 

qualitative research methods. Though problematic, it is a technique 
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which enables the researcher to probe into the 'assumptive worlds'll of 

the individuals involved in a social system, and has the advantage that 

it can help to explicate their modus operandi in terms of concepts such 

as ideology, values and perceptions. in that sense, interviewees give a 

description of the culture which they use to explain, def ine and 

interpret their professional experience. 

An opportunity sample was drawn upl 2 of individuals in various sectors 

in the education service - inspectors, advisers, headteachers (in both 

denominational and non-denominational schools), union officials, 

directorate staff, academics, curriculum development centre directors, 

educational journalists - and in the world of politics. Some were still 

in active-service, others had already retired by the time the 

interviewing began. Many had held senior educational or administrative 

posts and could thus be called 'principal actors' in the events. Their 

views, at the''very least, were deserving of respect and serious 

consideration. Simultaneously, a set of open-ended and, hopefully, 

unbiased questions on comprehensive education was devised. These 

covered a wide range of aspects deriving from the subject under study, 

but were not-intended to be-exhaustive. Rather, it was hoped that they 

would act as a stimulus to discussion which would reveal not only facts 

which could''be compared with information gleaned from documentary 

sources, but also more about the attitudes, opinions and reactions of 

the speakers., The intention was quite deliberately exploratory. One 

principal set of questions was used for the majority of the 

interviewees: 'those given to the Directors of Education in the four 

areas'of West Central Scotland under study, the Curriculum Centre 

Directors, 'Advisers and representatives of the world of politics were 

devised to take account of the particular nature of their contribution. 
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(Examples of all the interview schedules used are contained in an 

Appendix. ) Potential interviewees were sent a letter which explained 

briefly the purpose of the research, testified to the bona fide status 

of the researcher, and invited them to participate in the work. One 

hundred and sixty people were contacted and only eight either declined 

the invitation, or did not reply. of the one hundred and fifty two 

positive responses, a small number sent written replies because it 

proved impossible to meet face to face. Each personal interview lasted 

one to one and a half hours, the majority being conducted in the home of 

the interviewee, The interview schedule had been enclosed with the 

letter of invitation, so that the subject had time to consult and 

reflect on it beforehand, rather than face the questions 'cold'. 

Answers were recorded in detail by the author in note form as the 

interviewees spoke. It was considered that they would find this method 

more congenial and less inhibiting and intrusive than having their 

responses recorded on tape. In every case, the notes taken during the 

interview were meticulously transcribed into a full written record the 

same day, to minimise the vagaries of memory and maximise the 

faithfulness of the account. Notwithstanding the genuine efforts made 

by the author accurately to record what was said, it is acknowledged 

that there is a difference between the spoken and the written word, and 

that the latter cannot transmit to the reader the characteristics of 

normal speech - hesitation, emphasis, pauses - nor indeed facial 

expressions and gestures, which contribute to the tone of the discourse. 

All interviewees were made aware that the interviews were being 

conducted to provide data for a doctoral thesis, and guaranteed 

anonymity by the researcher's assurance that any quotations used in the 

text would be attributed by the use of a general term (e. g. 

'headteacher', 'adviseri). 13 It was hoped that such foreknowledge of 
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confidentiality would encourage interviewees to be candid in their 

replies. All were offered open access to the author's final interview 

transcript with a view to enhancing the validity and reliability of what 

was said, but in the event, none availed themselves of the opportunity, 

giving as a reason that they were satisfied by the researcher's proof of 

integrity, and happy to entrust their utterances to his use. The 

outcome was that one hundred and fifty two individuals provided an 

account of their experiences of and reactions to the introduction of 

comprehensive education, and thus provided the researcher with a 

substantial body of information on which to draw in addition to the 

documentary material. All interviewees were thanked formally in a 

letter in which the value of their contribution to the research was 

acknowledged. 

Several authors have recently drawn attention to the complex issues 

involved in the process of conducting interviews for the purpose of 

academic ý research and point out its inherent dangers. 14 Seldon and 

Pappworth (op cit) highlight the following problematic aspects: the 

credibility and competence of interviewees; the potential for 

distortion in responses due to a variety of factors (fallibility of 

human memory, ý self -aggrandisement, simplification or rationalisation of 

facts, misunderstanding of actual role in the developments described); 

the motives influencing the interviewees' agreement -to participate in 

the research; the completeness of interviewee accounts; the 

possibility of discrepant accounts of the same reality; interviewer 

bias in questioning; the extent to which the interviewer has mastered 

the skills* of interviewing; the status and credibility of the 

interviewer; the social'skills involved in establishing a satisfactory 

interviewer-interviewee relationship; interviewer objectivity in 
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analysing the data yielded by the interviewee. Moreover, as Powney and 

Watts (op cit) point out, researchers need to be aware of certain 

theoretical issues which are involved in interviewing. Of those listed 

by the authors, the following seem particularly relevant: congruence, 

which is achieved if the reader is convinced that the interview sessions 

have been managed properly; confidentiality, advisable since 

interviewing gives access to information which is sensitive and can be 

potentially powerful; negotiation, the process of reaching an amicable 

agreement on the eventually ownership of the information provided in 

interview; an awareness that interviews nearly always constitute an 

intrusion of Drivacy, so that the trust of the interviewee should not be 

abused; a realisation that interviews provide theory-laden data, which 

is thus not neutral but generated by the particular methodology for a 

particular purpose; given the fact that any sample cannot be 

representative of a whole group, the generalisability of interview 

responses becomes problematic. McPherson and Raab have succinctly 

summarised these complexities of interviewing thus: 

We have suggested that there are inter-dependencies between 
methodological problems, ethical problems and problems of 
substantive interpretation. 15 

The question which naturally arises in such circumstances is this: what 

credibility as research evidence can be ýattached to the information 

yielded by the interview as an investigative technique? How objective 

are the accounts rendered in the interview transcripts? What, indeed 

constitutes the truth? 

Obviously there is the philosophical question of how one person (the 

researcher) reaches decisions on the meanings of others, given that any 

such analysis is to some extent coloured by his theoretical perspective, 
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implicitly or explicitly stated. In addition, given his research 

interests, the interviewer must have already made some personal, if 

provisional judgements on the matters on which he has invited 

interviewees to speak. These issues notwithstanding, the following 

points are advanced in defence of the information yielded by the 

interviews conducted in connection with this research exercise: 

- all the interviewees spoke in good faith and reacted in the spirit of 

the enterprise. To that extent, and to the best of the author's 

knowledge, the interviews were 'informant"16 i. e. issues emerged 

which were relevant to the speakers, or, in other words, they 'told 

it as they saw it' 

- the opportunity sample could not be claimed to be representative. 

Nevertheless, an attempt was made by the researcher to consult a 

substantial number of individuals whose perspectives derived from 

their professional involvement in different spheres of the 

educational and political world. Although the inevitable differences 

of opinion and emphasis emerged, it was remarkable, as the 

interviewing proceeded, and transcripts were analysed, that common 

themes emerged from the retrospective testimony offered by the 

interviewees. This is akin to the phenomenon called by McPherson and 

Raab 'triangulation'17, the suggestion of 'truth' appearing from the 

intersection of a variety of perspectives on the same topic 

- to the best of the researcher's knowledge the interviews were 

conducted in a professional manner, and in an ambience of trust and 

good rapport. Although some interviewees were more guarded than 

others, all spoke easily, directly and in relaxed fashion 

- the researcher was meticulous in recording the information during the 

interview and expeditious in its transcription to final form, with 

the explicit purpose of trying to ensure that no-one was wittingly 
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misrepresented 

- the researcher had a high degree of personal commitment to the 

investigation 

- the researcher's technique of interviewing developed though the 

repeated experience of conducting the interviews 

- the researcher endeavoured by his approach to give the impression of 

being aware of the issues involved in the subject under study 

- the results of the interviews can be claimed to be reasonable in the 

circumstances, and discussion of them may contribute to professional 

debate 

- giving key participants the opportunity to comment on their 

experiences of the 'education system is both a respectable research 

undertaking, and a valuable aid in reaching a better understanding of 

the system's workings and problems. 

As the interviewing came to an end af ter a two year period, the 

researcher had formed the view that essentially a similar story was 

being told, and that there would have been little point in interviewing 

anyone else. To'that extent, it is doubtful if substantially different 

information would have been yielded by a different hundred and fifty two 

individuals drawn from the same professional groupings. Accordingly, it 

can be claimed with some justification that the interview transcripts, 

pertaining to this research, make some contribution to the collected 

knowledge on-the subject, representing as they do a-collective account 

of the experiences of those involved. They may usefully serve as a 

source for future work in the field. Clearly, in evaluating the use to 

which interview material is to be put, the researcher's judgement comes 

into play and, 'as an almost inevitable consequence, his treatment of the 

information and the conclusions he draws from it must involve an element 
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of selection. However, it is salutary to bear in mind a point made by 

McPherson and Raab in discussing the status of interview data as 

evidence: 

All this is relevant to the meaning that the reader is 
invited to take from the transcript evidence. But it may 
also help with the problem of disengaging the validity of 
our method from the validity of our conclusions, so that the 
former may contribute to, and not just derive from the 
latter. We are suggesting that, in a very limited way, 
procedural aspects of the interviews give us a further, and 
partially independent, perspective on the historic events; 
independent insofar as we, as interviewers, could form our 
own judgements of character and personality, of competencies 
and of where allegiances lay, basing these judgements not 
only on the interviewees careers and statements but also on 
our own observations of their behaviour. 18 

ORGANISATION OF THE RESEARCH 

This thesis is organised in six chapters. Chapter 1 contains a review of 

the literature pertinent to the subject of comprehensive education. the 

literature provides reference points from the work of other researchers 

in the field, and highlights central issues which can be used to examine 

the data and make sense of the information gathered from the research. 

In a field as vast as this, it is especially difficult to devise a 

context for a particular study. Rather than make the chapter comprise 

an exhaustive account of all that has been written on comprehensive 

education, it was decided to examine the literature under four headings: 

(a) the historical emergence and definitions of the comprehensive 

school, with reference to the ideological assumptions it embraced about 

the relationship between school and society; (b) the cultural context 

into which the comprehensive - school was introduced, so that works 

dealing with the Scottish educational tradition are reviewed in the 

belief that the present can only adequately be explained by reference to 

the past; (c) the political context, concentrating on policy process 

and the influence exerted on it by central government, local government, 
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and individuals in the worlds of education and politics, with some 

reference to the effects of the reorganisation of local government in 

1975; (d) the translation of policy into practice and the issues 

involved in policy implementation. The literature review covering these 

four central strands was used to give some shape to the data gathered, 

and to act as a theoretical backdrop to its examination. Accordingly, 

Chapters Two, Three, Four and Five contain an analysis under these 

headings of data culled from both documentary sources and interview 

material. References are made in these four chapters to theoretical 

considerations raised in the appropriate section of Chapter One, and 

provisional suggestions are made on the findings. Liberal use is made 

of illustrative quotations from both documentary and interview data. 

Periodically, the salient points from interviews are summarised for 

reason of brevity. It was hoped that this research design would allow 

the blend of documentary evidence and individuals' perceptions of their 

experiences to provide a reliable account of a major educational change 

in one geographical area of the Scottish education system. One of the 

principal decisions to be taken in the writing of these chapters was 

what data to select for inclusion, since all theses are by definition a 

condensation of a much wider range of material than that reported. In 

Chapter Six, after a brief summary of the main arguments from the 

preceding four chapters, the findings are discussed in terms of the 

central concepts which are found to emerge from the data, in an attempt 

to arrive at a structured understanding of developments in the period 

under review. The inter-relationship of the three concepts is examined, 

and the chapter ends with some suggestions for the possible future 

development of the comprehensive school, taking account of the changed 

political ambiance of the late 1980s and of recent published work in the 

field. Any conclusions drawn, therefore, are kept within the limits of 
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the research carried out, and are set in the context of subsequent 

knowledge gained by other commentators about the period and subject 

under review. Thus, 'conclusions' are better expressed as tentative 

indications of possible interpretations of the findings. Nevertheless, 

however provisional the conclusions, it is hoped that the endeavour will 

have made a useful contribution to the accumulated knowledge of 

developments in an important and eventful period of recent educational 

history in Scotland. If it has helped to increase awareness and 

understanding of central issues in the continuing professional dialogue 

on secondary education in the post-war period, the effort expended will 

have been worthwhile. As one commentator with long practical experience 

of educational research has asserted: 

The primary function of educational research is to 
sensitise, to make people aware of problems ... 
investigation into teaching and learning sharpens thinking, 
directs attention to important issues, clarifies views and 
thus deepens understanding ... research of this kind aims to 
increase the problem-solving capacity of the educational 
system, rather than to provide f inal answers to questions, 
or objective evidence to settle controversies. on this 
view, educational research is a mode of thinking, rather 
than a shortcut to answers. 19 
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FOOTNOTES 

Half Way There Benn and Simon (1970), Reconstructions of 
Secondary Education, Gray, McPherson and Raffe (1983) and 
Governing Education, McPherson and Raab (1988) are examples of 
scholarly studies which deal with comprehensive developments in 
Scotland on a national scale. A great deal of the published work 
on comprehensive education refers almost exclusively to England 
and Wales, and very few M. Ed. /Ph. D. research exercises on the 
subject held in Scottish Universities take the West of Scotland 
as their focus. 

2. See 'An Angle on the Geist', A. McPherson in Scottish Culture and 
Scottish Education (eds) W. M. Humes and HM Paterson, John Donald 
1983, and Governing Education A. McPherson and C. Raab, E. U. P. 
1988, Chapter 17. 

3. This phrase is used to describe the notions which underpinned 
comprehensive ideology: the mixing of a wide range of pupils of 
different abilities and social classes; the encouraging of each 
pupil to attain his/her highest potential; a concern f or all 
children, irrespective of academic ability; tailoring the 
curriculum to the individual pupil's needs; a concern f or the 
whole child and for abilities other than academic. 

4. Recent examples are mackintosh (1962), Scotland (1969). Earlier 
works in a similar vein are Strong (1909), Morgan (1927,1929). 

5. Interviewing in Educational Research J. Powney and M. Watts, RKP 
p. 168. 

The Social World of the Comprehensive School, G. Turner, Croom 
Helm 1983, p. 5. 
The concept of 'validity' is used in research to denote the 
degree of relevance of concepts, data or research techniques to 
the research objectives for which they have been developed. 

7. It is unfortunate to have to record - with some irony, given that 
the study was dealing with comprehensive education - that 
repeated attempts by the author over several years proved 
unsuccessful in gaining access to filed material held by the 
Labour Party at its Scottish Headquarters. 

8. The term 'interviewer' is here understood as an 'informant 
interview', described by Powney and Watts (op cit p. 18) as one in 
which the interviewer's intention is to gain an insight into the 
interviewee's beliefs and perceptions by means of a series of 
loosely structured questions. The authors define an interview as 'a 'conversational encounter to a purpose' (p. vii). 

9. By Word of Mouth, A. Seldon and J. Pappworth, Methuen 1983. 

10. A notable exponent of the interview as a research technique is 
Maurice Kogan. A major Scottish contribution is the interview 
research conducted by McPherson and Raab in the preparation of Governing Edication (op cit). 



This is a phrase used by McPherson and Raab (op cit) p. 55, 
quoting K Young and L Mills in their report to SSRC (Bristol) 
(1978). 

12. Individuals approached for interview were chosen with the help 
and advice of many of the author's professional colleagues. 
Lists of members of SCEEB, Committeess of the CCC and 
groups/working parties which had produced most major national 
reports on education in the period 1965-80 were scrutinised, and 
those names with a strong link with the West of Scotland 
abstracted. In addition, some national figures who had achieved 
prominence were included to leaven the 'local' input. In the 
case of directorate staff, headteachers and advisers, an attempt 
was made to contact as many as possible who had been 
professionally active in the four areas under study. 

13. But see Chapter Four, Footnote 150. 

14. The approach to interviewing adopted in this research exercise 
owed much to the considerable advice offered in Seldon and 
Pappworth (op cit), and Powney and watts (op cit). Other useful 
manuals on interviewing include: 
Educational Research: An Introduction W. R. Borg, Longmans 1963 
The Research Process in Education D. J. Fox, New York 1969 
Understanding Research in Education, K Lovell and KS Lawson, ULP 
1970 
Conducting and Analvsinq Interviews, E. C. Wragg, T. C. R. Rediguide 
No. 11, Maidenhead, No date. 

15. McPherson and Raab (op cit) p. 69. 

16. in the sense used by Powney and Watts (op cit). 

17. McPherson and Raab (op cit) p. 63. 

18. McPherson and Raab (op cit) p. 67. 

19. 'Educational Research: The State of the Art', John Nisbet in 
Rethinking Educational Research B. Dockrell and D. Hamilton, 
Hodden and Stoughton 1980, pp. 9-10. 



CHAPTER ONE 

SOME EXPLANATORY CONTEXTS AND RELATED THEORETICAL ISSUES 

It just happened, but the f act remains that the principles 
of comprehensive education were hardly examined. Much was 
left to assumption. There was no genuine attempt to grasp 
and define the concept, or think through its implications in 
general terms ... there was no sense of critical detachment. 

(interviewIMS11) 

Comprehensive schools were resented because they created an 
obstacle on the academic route, so people in positions of 
power erected all sorts of subtle barriers, so that, as a 
concept, comprehensive education was never taken seriously 
nor given af air crack of the whip. The general view, I 
would say, was that efforts should be directed to mitigating 
its worst effects, when it was realised it would not go 
away. 

(Interview1HT1IO) 

Politicians stumbled into comprehensive education as much in 
the dark as those on whom they forced the change. 

(interviewIPL13) 

Perhaps the major problem was that academics werel put in 
charge of a good theory. 

(InterviewlMSM 
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It is fair to say that in the years immediately af ter the Second World 

War education became a veritable growth industry. The gradual 

achievement of economic stability and expansion, and a concomitant 

increase in the general standard of living under the Tory government 

(1951-59), symbolised in the slogan 'YOU'VE NEVER HAD IT SO GOOD', 

created feelings of optimism in society. The influence of liberal- 

progressive philosophy began to be felt, and education came increasingly 

to be seen as a vital component of public policy. Spurred on by an 

increase in industrial production and national wealth, parents developed 

increased aspirations for their children in the gathering momentum of 

the race for jobs and money in a period of affluence. A 'good' 

education came to be seen more than ever bef ore as a passport f or 

success -and social status later in life. During these years too, 

sociologists and educationists began to put the school system and its 

achievements since the passing of the 1944 Act under the microscope. 

They produced resultsi which showed conclusively. that the ideals of 

previous well-intentioned education acts had not been attained. This 

was all the more disturbing as advances in science and technology world- 

wide caused people to question the appropriateness and relevance of the 

school system and the education it was providing. Essentially, the 

country had a divided educational system in which results in tests of 

intelligence and social class background were powerful determinants of 

pupils' success. A mounting tide of incontrovertible evidence was 

gradually amassed, and voices calling for reform became louder. More 

and more members of the comprehensive school lobby, (chiefly members of 

the Labour Party, supported by liberal academics), who had begun to 

agitate for the abandonment of selective education as early as the 

1940s, gained public credibility, and their advocacy of the 

comprehensive school as a solution to the country's educational ills 
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gained ground. Gradually it came to be accepted that government, by 

implementing liberal educational policies, could ameliorate life chances 

and counter the worst effects of social class by widening access to 

secondary education for all children. Equality of educational 

opportunity and investment in the country's human capital became the key 

concepts guiding educational policy making, and the comprehensive school 

gradually rose to prominence as the favoured instrument for their 

realisation. Although some pioneering education authorities in England 

had established comprehensive schools in the 1950s, and the so-called 

'omnibus school' had long been in existence in small towns and burghs in 

Scotland, it was not until the Labour-victory in the general election in 

October 1964 that the reorganisation of secondary education on 

comprehensive lines became a matter of national policy. 2 Since then 

comprehensive education has become a complex emotional issue, clouded by 

extremist rhetoric and biased party political dogma. It seems pertinent 

to ask: what was understood by the terms 'comprehensive education' and 

a comprehensive school? 

DEFINITIONS 

An important point-to make at the outset is that, perusing the extensive 

literature on the subject, the reader cannot fail to be struck by how 

frequently the terms are used without any attempt to define their 

precise meaning or identify the basic assumptions which underlie them. 3 

Indeed it is easier to talk of a comprehensive policy than it is to 

discern the principles on which it was based. Eggleston, writing in 

1979, has this to say: 

'It is to say, the least very difficult to identify the 
category 'comprehensive school' in most of the many 
countries which have adopted them ... it is virtually impossible to isolate the term 'comprehensive' as a single 
significant variable'. 4 
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The comprehensive debate, for all that it was a social, educational and 

political issue at both national and local levels, was obfuscated by 

much idealism, abstraction and theoretical pronouncements, with few 

writers attempting to translate ambiguous and often ideological concepts 

into more accurate terminology capable of providing'a practical strategy 

which could be put into operation. This confusion and lack of clarity 

is alluded to, by Ball (1981): 

'As, a descriptive category, the term -'comprehensive school' 
remains essentially without analytical meaning ... an 
examination of the literature of comprehensive education 
makes it clear that there is no agreement either in 
government policy or educational theory about the goals and 
purposes of comprehensive education. There is no generally 
accepted, notion of what comprehensive schools are intended 
to achieve'. 5 

Nevertheless, four recurrent themes f eature prominently in theoretical 

statements about comprehensive schools: 

A comprehensive school admits all children of secondary school age 

from a defined catchment area and provides a secondary education for 

them in one establishment. 

2. A comprehensive school attempts to integrate children of all social 

classes and intellectual abilities. 

3. A comprehensive school enables resources (human and material) and 

educational facilities to be concentrated in a central location. 

4. ý A comprehensive schoolzprovides an educational resource which is an 

integral part of the community in which it is situated. 

Quite apart -from these general -distinguishing features, it is also 

possible to identify in the literature three basic conceptual models for 

the comprehensive, school, each varying in the extent to which it 
I 
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represents an alternative vision of schooling to the one which prevailed 

in the segregated system. 

THE MERITOCRATIC MODEL 

In this view, a comprehensive school seeks to maintain academic 

achievement in a disciplined atmosphere as a primary aim, teaching 

pupils in homogeneous ability groups and permitting flexibility and 

movement between them to remedy 'misplacements'. A school's 'success' 

is determined by its performance in national examinations. This model 

adopts a predominantly orthodox view of schooling,. and sees the 

comprehensive school as essentially a fairer and more efficient means of 

ensuring equality of educational opportunity for educational success. 

The classic exponent of this approach 
I is Dr. Rhodes Boyson6 supported by 

Mary Warnock. 7 The statement made by Michael Stewart in the House of 

Commons in January 1965 announcing the Labour Government's intention to 

reorganise secondary education on comprehensive lines adopted an 

analogous stance: 8 

'This House, conscious of the need to raise educational 
standards at all levels, and regretting that the realisation 
of this objective is impeded by the segregation of children 
into different types of secondary school, notes with 
approval the efforts of local education authorities to 
reorganise secondary education on comprehensive lines, which 
will, preserve all that ý is valuable in grammar 

, 
school 

education for those children who receive it and make it 
available-to more children'-. 

For its part, the Scottish Education Department, when pressed by the 

Educational Institute of Scotland in 1969 for a definition of the term 

'comprehensive education' replied evasively in a letter to the Executive: 

'It would, be out-, of place .f or the Department to attempt to 
set out rigid def initions in af ield where a great deal of 
experiment is going on and is to be welcomed ... There are, 
however, one or -two fundamental characteristics of 
comprehensive education. One is that at the point of 
transfer from primary school, children should not be 
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preselected for different types of secondary school or for 
different types of secondary education; this was the point 
on which Circular 600 concentrated. Another characteristic 
is that pupils should be progressively guided into-courses 

which suit their interests and aptitudes as they develop, 

and that this process should largely take place for all 

pupils in the same environment. This implies a genuinely 
uncommitted start to secondary education in which all or 

most pupils initially take the same range of subjects ... 
it 

does not mean that all pupils taking a common course must 
proceed at the same pace and have their progress assessed on 
a common standard of attainment'. 9 

THE EGALITARIAN MODEL 1, 

This model emphasises the integrative potential of the comprehensive 

school in terms of mixing different social classes to obtain a less 

divided society, but espouses the concept of appropriate educational 

provision in order to realise each pupil's potential. Miller (1961), 

Cole (1964), Miles (1968), Jenkins (1966), Pedley (1969), Gardner 

(1968), Benn and Simon (1970) and Crosland (1956,1974)10 all subscribe 

to this definition: 

'A comprehensive school gathers all children of all 
abilities and social classes in one school, and provides an 
appropriate variety of courses ... it seeks to provide for 
all children in a given locality a secondary education 
suited to their diverse aims, interests, abilities and 
aptitudes'. 11 

implicit in this view is internal selection according to ability as this 

is progressively revealed, but done in such a way as to make 

distinctions between pupils less invidious. Discussing experiments with 

comprehensive schools in 1956, Crosland states: 

'There is no sign of any levelling down of standards, and 
some evidence even of the reverse. The main reason is that 
the comprehensive schools have not, as many feared (and some 
hoped) mixed children of different abilities in the same 
class, but have adopted a system of testing and 
differentiation designed to produce homogeneous classes of 
more or less similar standards of attainment ... division 
into streams, according to ability, remains essential ... the object of having comprehensive schools is not to abolish 
all competition and envy ... but to avoid the extreme social 
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division caused by physical segregation into schools of 
widely divergent status, and the extreme social resentment 
caused by failure to win a grammar school place, when this 
is thought to be the only avenue to a middle class 
occupation'. 12 

Scottish Education Department Circular 600, in which Scottish local 

authorities were 'asked' by the Secretary of State to reorganise 

secondary education on comprehensive lines provides a similar rationale: 

'(the organisation, of secondary education) should avoid the 
segregation of pupils into separate schools at the transfer 
stage ... it is his view that young people will greatly 
benefit in their personal and social development by.. spending 
the formative years of early adolescence in schools which 
represent a fuller cross-section of the community'. (Para 
5) 
'Arrangements on the lines suggested above will make it 

possible for the course a pupil takes in each subject to the 
determined by his ersonal needs ... (and) ... will minimise 
social divisions' . 

ý3 
(Para 7) 

THE RADICAL MODEL 

on this interpretation of the implications of comprehensivisation, a 

more innovative stance is adopted. Reorganisation of the educational 

system is taken as being the signal f or a change in educational 

philosophy which will impinge on the whole ethos of the secondary 

school, and will affect the content of the curriculum, methodology, 

assessment and teacher-pupil relationships. As early as*i-965, Young and 

Armstrong, arguing that the administrative structural changeover was but 

a first step, declared: 

'Comprehensive reform cannot be completed except by internal 
reorganisation within each school. The initiative passes 
from the politician and administrator to the teacher. our 
thesis is that, without a new look at curriculum, 
comprehensive reform cannot be rounded offl. 14 

Albert Rowe (1971) and more recently Watts (1977,1980)15 both stress 

the dangers in stopping short at organisational reform without effecting 
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a fundamental change of approach within the school itself. Rowe, for 

example, gives a flavour of his outlook by enumerating what he sees as 

the essential features of a comprehensive school. A brief selection 

will suffice as an illustration: school as a humane experience; a 

democratic internal framework; attention to pupil dignity irrespective 

of ability; no predetermination of achievement levels; the role of 

praise; the centrality of pastoral care; an emphasis on co-operation 

rather than competition. Daunt (1975) and Watts (1977)16 are also 

exponents of a more radical view of the comprehensive school. The 

former writer takes an extreme view, claiming that true comprehensive 

education must be based on the principle of equal value, a purely 

educational principle whereby the education of all pupils is held to be 

intrinsically of equal value. He acknowledges that translation of the 

principle into practice will bring conflict and opposition in the school 

setting. The translation inevitably entails concepts like innovation, 

participation, co-operation, autonomy and individual excellence. An 

even more exhaustive list of principles upon which comprehensive 

education should be based has recently been drawn up by members of CSCS 

at York University: 

- access and entitlement to a worthwhile and appropriate education 

- emphasis on non-selective grouping of pupils 

- equal valuing of all pupils shown in an emphasis on personal 

achievement 

- school as a humanistic community based on a broad intake of pupils 

- positive teacher attitudes towards all pupils and their educational 

development 

- the active involvement of pupils in their education, negotiating the 

curriculum and discussing their attainments 

- educational experiences designed to foster pupil self-esteem 
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- education offering opportunities for success 

- education caring for all pupils equally by meeting their diverse 

needs 

- education providing a challenge to all pupils to enable them to give 

of their best. 17 

The intention is that these principles should act as a guide to practice 

in a truly comprehensive school and contribute to its essential ethos. 

The account of attempts to embrace a radical interpretation of 

comprehensive education would be incomplete without reference to the 

work of R. F. Mackenzie who, in schools in Fife and Aberdeen, endeavoured 

to implement a child-centred educational philosophy, but encountered 

innumerable obstacles. His experiences led him to engage in a sustained 

and polemical attack on the state education system, and to regard the 

Inewl comprehensive schools as no more than modern versions of the 

selective schools which they replaced. 18 

The identification and use of conceptual models are well-known 

analytical devices in the social sciences. Equally, their inherent 

dangers must be recognised. Reality, especially the complex reality 

that is a secondary school, rarely matches up to one model, and indeed 

one school can exhibit features of several models simultaneously. The 

point should also be made that a school may match a particular model at 

a theoretical level only, and closer examination of its actual processes 

and practices can reveal a wide divergence. Moreover, the whole area of 

the aims and objectives of secondary education is a potential minefield, 

and one which is rarely addressed in any serious fashion. Nevertheless, 

the models will prove useful in determining the form that comprehensive 

education took in the West of Scotland over the period under review. 
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At this point it is well to, introduce a note of caution. The ideal 

descriptions of, school types in the models are neat, clear-cut and easy 

to envisage. They do, however, overlook some essential facts which 

require constantly to be borne in mind: 

- they exist at the level of rhetoric only, and it is arguable that 

much of the comprehensive debate has been conducted at that level to 

the virtual exclusion of the realities of secondary school education 

- schools are not autonomous units existing in a, vacuum, and dispensing 

a generally perceived 'good' called education 

- the motives for introducing comprehensive education, therefore, - may 

not have been entirely benign I 

-a central issue is the role of the school in society, and society's 

expectation of ý- its function, ýboth value-laden questions intimately 

bound up with what kind of society politicians and policy-makers wish 

to createý Writers of the Marxist school of thought argue that in 

capitalist societies the central function of the school is to ensure 

that control of the means of production is retained by the dominant 

groups, 'who thus use the education system as a means of social 

control. In this view, schools inculcate deference and acceptance in 

pupils, - and education is perceived as exploitative, incapable of 

being radically changed by social democratic policies like 

comprehensive education" 

- there is -no evidence of unanimity about the aims and objectives of 

schooling, our understanding of the processes of teaching and 

learning are not yet at an advanced stage, and we are still far from 

being-able to measure the outcomes of the educational process other 

than by the crude criteria of examination success 

- the geographical location, of aý school has a powerf ul ef f ect on the 

potential educability of its intake 
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- the cumulative findings of sociologists over the past thirty years 

return the same verdict: the power of the school to counteract the 

central determinants of educational success is circumscribed. 

Writers have offered varying explanations for the failure of the 

school to ef f ect social change. Halsey et al, f or example, argue 

that class lies at the root of social inequality, while the French 

Sociologist Bourdieu, using the concept of 'cultural capital', 

contends that the relative lack of educational success and social 

mobility of working class children is attributable to the fact that 

society is stratified and that schools reflect in their curricula the 

'cultural capital' of those who control the, economy. Fletcher,, too, 

has recently claimed that the intransigent facts of society militate 

against the concept of equality as a principle of social justice20 

- cognisance must be taken of the political, social, economic and 

cultural forces which operate in society and perforce impinge on 

schools and schooling. I 

THE CULTURAL CONTEXT 

Since the aim of this thesis is to study, the introduction and 

development of comprehensive education in the West of Scotland, it seems 

essential to refer to some aspects of the Scottish educational system 

and its tradition. Writers of the' classic studiesýof this subject2l 

stress the great Scottish tradition of education which they trace back 

to the publication, in 1560 of John Knox's, First Book of Discipline, and 

which, they say, accounts for the system's distinctiveness, and has 

moulded the Scottish character and contributed to the national identity. 

This tradition is characterised, they claim,. by the following features: 

a high conception of the value, of education; openness to members of all 

social classes; - the provision of an educational highway f rom the 
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elementary school to the university; promotion to successive stages on 

that highway dependent on effort and discernible intellectual capacity. 

McClelland (1935) provides this apt summary: 

I ... the reader will have the key to the understanding of 
most of the features of our system if he bears in mind that 
the Scottish people value education, and that the central 
and unbroken strand in our long tradition is the recognition 
of the right of the clever child, from whatever social class 
he may come, to the highest and best education the country 
has to offer'. 22 I 

Hutchison (1973), 23 in his study of educational documents covering four 

centuries, argues that it is necessary to have a historical perspective 

in order the better to understand and appreciate the educational system 

as it is today. If, as he asserts 'the past has powerfully helped to 

shape the present', it may be helpful to consider the characteristic 

features of the Scottish educational system which have their origin in 

its historical development. 

Education in Scotland has long been recognised f or its ideology of 

separation and differential provision for pupils of differing abilities. 

Even as -early as The First Book of Discipline, attention was to be 

concentrated on those pupils 'apt for letters'. This led to the 

powerful image of the 'lad o'pairts' in the democratic tradition, and to 

a particularly Scottish conception of the concept of equality of 

opportunity, namely, after initial access for all pupils to education, 

meritocratic selection would identify those destined for the highest 

academic honours. Mitchison et al (1944), lamenting the fact that the 

democratic idealsýenshrined in the 1918 (Scotland) Act had been largely 

ignored by educational administrators, have this to say: 

'Dominated as they were by their country's academic 
tradition, they preferred to spend their money and energies 
in providing secondary schools in which the vast majority of 
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their country 's future citizens were to be sacrificed on an 
altar of scholasticism'. 24 

Itýis not an exaggeration to say that the-history of Scottish education 

from the 18th century onwards is the story of the translation of an 

elitist, academic conception of education into a reality in the school 

system. The development of secondary education in the late 19th century 

-in particular, with the gradual--emergence of burgh and grammar schools, 

the birth. of the qualifying examination in 1903, the influence of Craik 

andýStruthers of the Scottish Education Department in the early years of 

the present century, and the Education (Scotland) Acts of 1936 and 1945 

- all contributed to the creation of a graded system based on academic 

ability. The research of academics like McClelland, Thomson and 

McIntosh, by -refining methods of selection in the interests of 

identifying an intellectual elite, led to a further entrenchment of the 

Scottish obsession with academic ability, and the consequential neglect 

of the children thought not to possess it, as Boyd and Roxburgh show. 25 

In their survey of comprehensive development in the late 1960s Benn and 

Simon make the point that the internal organisation of Scottish 

'comprehensive' schools was marked by rigid segregation and what they 

term 'inflexible parallelism!. 26 

Both Cruikshank (1970) and Mitchison. (1978)27 focus on another facet of 

the Scottish educational system. In their view, the predominance of the 

traditions of Calvinism and Protestantism has had a powerful impact on 

Scottish culture. As a result, the social fabric has been imbued with a 

rigid moral framework of which authoritarian discipline and regular work 

are the salient features. Hence respect accrues to those who subscribe 

to t he ethic of individual achievement gained through academic 

competition. As Young (1979) and Anderson (1983)28 have shown, the 
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educational system was greatly affected by the growth in population and 

spread of industrial isation in the 19th century, both of which caused 

its cherished democracy to take a severe knock. The rise of a wealthy 

middle class led to increased class and status consciousness, and the 

educational system began to be marked by differentiation according to 

social origin. It was explicitly exploited by the ruling middle class 

as a form of social control, by allowing a limited amount of social 

mobility within the developing class structure. 'Democracy' gradually 

came to be interpreted as providing access to educational opportunities 

in order ý to - identif y and select the ablest-- f or educational (and 

therefore social) promotion. The related creation and development of 

. national certificate examinations, and their effect on the practice of 

education in Scotland is well documented by Osborne (1966,1968)29, and 

the historical antecedents of the comprehensive school - the omnibus 

school in rural areas, - and the senior secondary/junior secondary schools 

in urban 'areas - became the principal institutions in which secondary 

education was dispensed. Forbes Macgregor (1970) has provided a vivid 

and down-to-earth assessment of the impact of these developments on the 

Scottish educational system: I ýI - 

'This was the nature of ý Scotland during -its belated 
renaissance and it demonstrates the immanence of 
intellectual f ervour, at least f rom the beginning of the 
Christian era ... this has been the eternal ideal of all 
lovers of Minerva, goddess of intellectual activity of all 
kinds ... in every age we find the lust for learning 
divorced f rom reality developing into a mania ... all 
pupils tended to be regarded as conscripts ... schoolmasters 
were traditionally tyrants .. -. the effect of all this 
mixture of morality, military discipline, dry-as-dust 
arithmetic, chopped grammar and inert fact was to make us 
hate school ... holders of academic distinction were the 
object of undue adulation ... (a) passage (from Robinson 
Crusoe) describes not only my educational experiences but 
our perilous educational and political condition: 'no 
sooner had I found myself making headway towards a state 
conducive to the play of free intelligence and wide 
education than the old forces of reaction, seemifig, almost 
spiteful at seeing me escape, tried to drown me'. It has 
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applied to Scottish education for centuries and still 
applies'. 30 

That such characteristics have proved impervious to the passage of time 

is demonstrated by the findings of a recent piece of research conducted 

in Dundee schools. 31 Concentrating on the introduction of the house 

system, the researchers discovered that the following points tended to 

militate against attempts to innovate: 

- the system's structure and the attitudes of its teachers 

- aims and objectives in line with the Scottish tradition 

- the legitimacy of tradition as a, guide to behaviour 

-a marked emphasis on the intellect and its corollary -a disregard 

for the 'less able' and practical/aesthetic studies 

-a formal, expository teaching style 

- the importance attached to sound discipline 

- the power of the individual subjects and subject departments 

-a pronounced conservatism and-unwillingness to depart from well-tried 

and familiar ways of working. 

It seems reasonable to arguej therefore, that the comprehensive school, 

as it was envisaged in government policy in 1965, was introduced to a 

country where the social structure and climate of opinion had f orged a 

particular philosophy and practice 'of education. As Cruikshank, puts 

it: 

'The ethos of the nation was reflected in-its schools'. 32 

It has been suggested by several writers33 that Scottish educationalists 

have been over-fond of blindly and uncritically adopting traditions of 

the past as guides to present practice, and this has led to a 
I 

complacency and lack of educational vision. As Humes and Pdterson34 
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state: 

'Taken in total, the standard histories of Scottish 
education indicate a continued fascination ýith the 
country's educational tradition, a wish to preserve what is 
valuable in that tradition and a desire to promulgate these 
virtues by reminding others (often English legislators but 
also Scots themselves) of the reflection in Scottish 
educational practices of a unique Scottish culture and 
identity which it would be unwise to ignore and fatal to 
forget'. 

Conservativeness and an unwillingness to experiment are not new in 

Scottish education (Smout, 1977). 35 One only has to consider the fate 

of the 1947 Advisory Council Report. Its advocacy of a liberal, general 

and democratic education proved too progressive a break with tradition, 

and its radical recommendations were shelved in favour of a continuation 

of the status quo. It is not, therefore, overstating the case to say, 

with Bone (1971), 36 that for all her 'democratic' tradition, Scotland 

was imbued with af airly strong predisposition against the common 

school, which can be accounted for by historico - cultural reasons. One 

suspects that the following description of education in the 1960s veils 

the reality in rhetoric: 

'In the system of education, especially in the sixties, the 
amazing, the far-fetched and Ahe impossible came into 
serious contemplation; the Utopian visions of four 
centuries were adopted as political programmes, even as 
practical policy., ý The effect was to erode the traditional 

. conservatism. Men in- authority, who had once regarded 
sweeping changes as unthinkable, now undertook to tackle 
them, timidly at first, then boldlyf- and finally with a 
decisive, attack which seemed very close to rashness. The 
climate of the sixties , was one of constant change, 
theoretical and material ... one emergency followed 
another'. 37 

Indeed, the dislocation between rhetoric and reality in Scottish 0 
education is important in the context of the introduction of 

comprehensive education. In recent years, several writers have 
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challenged the more conventional accounts which purport to glorify the 

openness and democracy of education in Scotland. It will be useful, 

therefore, to take account of some of the debunking of the Scottish 

educational tradition in these critical accounts, as a corrective 

counterbalance to the received wisdom. Brown (1975)38 argues that the 

democratic tradition in fact ensures inequality of provision, with 

attention and resources always devoted in the first instance to a 

minority in the system. Houston (1986)39, critical of the power of the 

democratic tradition, upward social mobility through education and the 

assumption of Scottish classlessness, argues that in Scotland there was 

no fundamental egalitarian consensus, and thus no genuine commitment to 

equality of opportunity, so that the 'lad o'pairts' syndrome in fact 

preserved the existing social structure, and contributed to social 

harmony by maintaining an illusion of fairness. Cuddihy et al (1970)40 

and Harvie (1981)41 both comment on the lack of critical thought in 

Scotland about fundamental educational principles caused by the 

predominance of. the political and social functions of the educational 

system. Campbell (1981)42 avers that stasis and immobility are central 

to Scottishness and the Scottish identity, a crucial feature of which is 

the preservation of the values of yesteryear. Cuddihy (1970)43 believes 

that the dominant societal and cultural values which impinge on 

education reinforce an elitist ethic which attributes inferiority or 

superiority to people on the strength of their performance in the school 

system. This leads to 'complacent narcissism and cultural 

provincialism, 44, which in turn casts doubt on the potential of the 

comprehensive school to provide a modern and relevant education for all 

its pupils. S everal writers45 refer to the power of myth in Scottish 

education. myth is defiped as an assertive. account which serves to 

explain the world. as it is, but which, on closer examination, may be 
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only tenuously connected to reality. Nairn offers this blunt 

description of the position: 

'Scotland is a land where ideal has never, even f or an 
instant, coincided with fact'. 46 

According to the writers of this school, the power of myth creates a 

cosy, consensual view of the functioning of the educational system, and 

hence radical questioning or contrary views are unwelcome. In 

consequence, change is usually cosmetic, and leaves the basic structure 

and underlying value system unaltered. The existence of mythical 

accounts of the educational system leads to a perception of the 

philosophical or theoretical dimensions of education as threatening, and 

thus people prefer to take refuge in the alleged glories of the past, 

rather than face an unpalatable present. Broadfoot (1979)47 suggests 

that the difficulties encountered in trying to implement the 

comprehensive system of education in Scotland testify to the need to 

formulate different questions and re-define the basic issues in 

education. Paterson (1983)48 lays particular stress on the importance 

of wider forces in Scottish culture which have shaped the values which 

predominate in the country's educational system. Scotland's inherent 

povertyl he contends, has resulted in a desire to 'get on', and 

exacerbated the cult of materialism and a craving for status in the 

social hierarchy. The contradiction between a national democracy and 

actual elitism creates a conflict in the education system which, as a 

consequence, is Marked by a formal openness which masks informal 

selectivity. Secondary education for all in a Scottish context, 

therefore, becomes shrouded in rhetoric which veils the continuance of 

traditional practices - an academic education for the future leaders of 

society, while the majority, adjudged 'non-academic', are fobbed off 

with an inferior and inappropriate educational pabulum, which acts both 
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as a palliative and as a form of social control. In this view, the 

comprehensive school represents nothing more than a change of name which 

retains the former divisions by type of course under one roof. 

THE POLITICAL CONTEXT 

Powerful though historical and cultural forces have been in shaping 

Scotland's educational system, account must also be taken of its 

political context. It has become a cliche to say that education and 

politics are inextricably intertwined. To take cognisance of some 

aspects of ýhe political ambiance in which the Scottish educational 

system operates seems, therefore, apposite to this study, not least, 

because the subject of comprehensive education is one which particularly 

highlights the interconnection between education and politics. It must 

be made clear at the outset that the term 'politics' is used here in two 

senses: the ideological, which encompasses the value and belief system 

of a nation and its leaders, and the elective, which refers to the 

negotiation and sometimes struggle between different interest groups in 

society to take decisions which concern priorities. 

Many commentators49 on the subject have drawn attention to the fact that 

the Scottish educational system is characterised by strong central 

administrative control. A former Secretary of the Scottish Education 

Department has put it thus: 

'Historically the Central Department has always been 
conceived not only with,,, 

_the 
necessary processes of 

'administration, but also with educational policy, with 
teaching methods and with the content of education ... thus 
the Department has made a very substantial contribution to 
the shaping of educational policy in schools ... some 
measure of regulation must remain when standards have to be 
national and public opinion is concerned to see them raised. 
But, we would hope to move steadily from negative and 
particular control to positive and general guidance . :* (but) as things are there is still a disquieting tendency in 
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the Scottish educational world to look to the Department to 
take the initiative in far too many things'. 50 

James Kellas (1968,1975)51 has also commented on how closely schools 

are controlled by the Scottish Education Department which he calls a 

'directive agency'. He argues that the Scottish Office. has created a 

bureaucracy which is recruited from the Scottish people, and is thus 

knowledgeable about it, but adds that the price paid for its autonomous 

policy process is a narrow parochialism and restricted educational 

vision which reinforces its insularity from the English educational 

system. More recently, Keating and midwinter (1983) have pointed out 

that the fragmentation and departmentalism in the Scottish Office have 

resulted in substantial policy autonomy in its constituent departments: 

'In the case of education, the degree of responsibility is 
almost total for the policy process'. 52 

Agreeing that Scottish educational policy making is largely self- 

contained, Raab53 alludes to an interesting paradox: the high degree of 

centralisation and consensus in the Scottish educational world would 

seem to indicate a considerable potential for making policy that was not 

ad-hoc and responsive to immediate pressure, whereas in reality there 

appears to be little incentive to do so. Thus, existing practices are 

reinforced, with decision-making in the Scottish Education Department 

remaining within professional and administrative circles, despite the 

ostensible attempts to devolve some of its power in the mid 1960s when 

the General Teaching Council and the Scottish Examination Board were set 

up. 54 

In addition, the ethos of policy making in the early - 'Years of this 

century appears to have had a marked eff ect. Osborne (1966) and 
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Anderson (1983)55 have highlighted the fact that a preoccupation with 

the social /selective function of education, dating from the late 19th 

century has led to the type of policy making which ensures its 

continuance and a permanent legacy of a segregationist ethic. Labelling 

Scottish Education Department policy 'utilitarian vocationalism', 

Anderson states: 

'By the 1900s, the emphasis was less on the individual, more 
on the state and its need to recruit the best brains f rom 
all classes f or the sake of national ef f iciency; ýhe lad 
o1pairts aspect of the democratic tradition had been 
transmuted into a meritocratic elitism which satisfied 
contemporary notions of equality of opportunity, but which 
may strike the democrat of today as particularly narrow. 
From the point of view of the schools, the new, structure of 
scholarship, the leaving certificate and university entrance 
examinations meant that the pupil who was to succeed had to 
be ruthlessly drive over a series of hurdles, and it is 
perhaps to this period ... that one may ascribe the 
examination consciousness and fact-grinding often seen as 
characteristic of the Scottish secondary schooll. 56 

Alluding to the centrality to and overpowering influence of the 

University on the Scottish educational system, McPherson (1973)57 argues 

that it has been affected by two dominant values: collectivism (or the 

assertion of nationality and distinctiveness through education) and 

individualism (or competitiveness to succeed) of which there has been a 

marked strain. Policy making has'been based on these-twin criteria, 

which have become fused in the Scottish notion that pupils should all 

get a formal first chance in the education stakes, but subsequently sink 

or swim according to their proven academic ability. McPherson asserts: 

'it is beyond question that the aim, but only to a lesser 
extent the achievement, of those concerned with the national 
system, was to make education accessible in three senses: 
geographically, numerically and socially in terms of 
availability to different social classes'. 58 

Notwithstanding policy trends in the Scottish Education Department 

earlier in the century, the issue of Circular 600 marked a new policy 

initiative - the reorganisation of secondary education on comprehensive 
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lines. By the mid 1960s the comprehensive issue had achieved political 

salience, and indeed was a central plank in the Labour Party manifesto 

for the 1964 General Election. Despite the tradition of separate 

English and Scottish educational provision alluded to earlier, 

educational issues which have a party political nature tend to lead to 

policy uniformity north and south of the Border. Given that 

comprehensive education had become a major question of national 

importance, why did the Labour Government opt to launch its new policy 

by means of a Circular rather than legislation? Writers on the subject 

have advanced several opinions. Keith-Lucas and Richards (1978)59 claim 

that governments pref er to rule by circular, on issues of potential 

conflict, while Regan (1977)60 sees the Circular as an indication of a 

strong lead from central government and having the function of being a 

catalyst to action. 61 Published political autobiographies of Labour 

politicians in the Cabinet at the time62 suggest that while some members 

preferred legislation, this course of action was ultimately rejected 

because of the party's small overall majority and the long tradition of 

local authority autonomy in education with which legislation would have 

conflicted. Buxton (1973)63 sees the circulars on comprehensive 

education as being disruptive of relations between central and local 

government, given that the issue had party political overtones and thus 

infringed vested interests. Contributions to the Open University Course 

(1974)64 argue that educational policy arises from an amalgam of 

ministerial views and those of civil servants, and that choices have to 

be made in deciding what kind of political sanction to give to major 

changes. In their view, the Circular was the preferred instrument 

because the government assumed that local authorities would co-operate 

willingly in the change. 
_ 

Higginson in Broadfoot (1981)65 claims that, 

given a century of efforts to define secondary education, the decision 
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to proceed by Circular was either audacious or naive in the extreme, 

chosen probably because it was not underpinned by a coherent policy 

based on defined objectives and priorities, and was thus not seriously 

viewed as a means of fundamentally changing the structure of society. 

Rather, it spoke the rhetoric of educational reform to avoid social and 

Political reform. Thus, as Bilski (1971)66 states, Labour tried to 

create the impression. that the national policy enshrined in the Circular 

was' the result of development all over the country, and it was thus 

perceived by the -government- as a means of providing central guidance to 

local authorities whose co-operation in the new initiatives was fully 

expected and relied on. In Scotland in particular, with its long 

tradition of omnibus schools and attachment to the myth of the 

democratic tradition, - the issue of Circular 600 was based on the 

assumption that its -proposals amounted to nothing more than a 

rationalisation of existing - practice and was thus a non-directive 

document. 67 

The subject of the reorganisation of secondary education on 

comprehensive lines is illuminating about the much-debated question of 

central-local, relations in the education service. Official statements 

make reference to the concept of 'partnership', and to the fact that the 

nationally determined but locally administered education service 

operates on mutual co-operation, understanding -and consensus. This 

influential if hackneyed picture, with its connotations of harmony, has 

been challenged by writers who study the public policy process. Jackson 

(1965)68 claims that central government, although it has much statutory 

Power, tends to prefer not to use'it and to exercise control through 

Persuasion. Shipman (1984)69 states that the only real control used by 

central government is financial. He says that all major decisions are 
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taken at the centre but thereafter local authorities are left very much 

to their own devices in interpreting policy in the light of local 

circumstances. Shipman conceptualises the relationihip on policy 

matters as one of central push with local development. His diffused 

Power centres model is, however, challenged by Dearlove (1973), Regan 

(1977) and James (1980). 70 They take the view that the notion of 

central government control is much exaggerated, and that in reality 

central government proceeds diplomatically, in the knowledge that it 

will use force only if compelled to. Hence these writers see local 

authorities as significant political entities with a great deal of scope 

to act at their own discretion. Far from being passive respondents to 

central direction, they have wide freedom to interpret national 

initiatives in their own way. Anyone doubting the reality of local 

authority power need only consider the outcomes of the -famous Enfield 

and Tameside court cases on the subject of centrally directed 

comprehensive education. Other commentators (O. U. 1974; Pratt et al 

1973; Fenwick and McBride 1981)71 claim that the partnership model may 

conceal more than it reveals. In this view, policy emerges from a 

complex, interlocking set of formal and informal relationships, so that 

the education system is a broad national framework with local 

variations. In the specifically Scottish context, Kellas (1975)72 

states that both central and local government play an authoritarian role 

in all aspects of education, with the Scottish Education Department and 

local education committees exercising direct control. 

Many writers allude to the influence both of the Inspectorate and of 

permanent civil servants on the policy making process. Regan (1977)73 

states that the Inspectorate act as the eyes and ears of the central 

authority, to which they give professional advice. Kellas (1975)74 
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argues that Scotland has a powerful national Inspectorate, and the 

effects of this have been to create a tendency to conserve rather than 

experiment and to look to the centre for direction. Graham has this to 

say about Her Majesty's Inspectors: 

'A distinctive f eature of our organisation and methods is 
the Inspectorate ... from the beginning, Her Majesty's 
Inspector of schools did more than just inspect ... out of 
experience and authority he gave advice and sought 
constructively to improve. He became and remains a link 
man, furnishing an informal commentary on the state of play 
in his area, bringing to notice the practical difficulties 
of applying policy, and, in the other direction, 
interpreting the Government's intentions, doing locally and 
personally those parts of the Department's business that are 
more readily done in that way ... they are in one sense our 
legates and in another our early warning system'. 75 

I 

Kogan (1975), Fenwick and McBride (1981) and Lodge and Blackstone 

(1982)76 all allude to the power and influence of permanent civil 

Servants. Kogan claims they are a, major source of policy continuity, 

exercising a strong influence on the evolution of policy by virtue of 

their authority and prestige. Both Kogan and Raab (1977)77 subscribe to 

the view that policy making in the education service is characterised by 

incremental ism - (i. e. change within the limits of the feasible to avoid 

Major conflict), an&this perforce ensures continuity. Raab's account 

Of educationalý government in Scotland sees it as a cluster of 

. Sdministrative, regulatory and advisory bodies which overlap within a 

Shared educational philosophy. The predominant model is one of 

disjointed incrementalism, operating in a ýcohesive and centripetal 

OYstem. Even attempts to change the Inspectorate into an innovatory 

force to foster initiative among practising teachers by the use of 

Working parties, still function within broad lines of policy laid down 

PY the central authority, with Her Majesty's Inspectors exercising a 

formative influence on party- membership by recommending only those 
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teachers who hold orthodox views. An ostensibly dispersed and pluralist 

model therefore, works within the parameters of a tight central grip. A 

recent major study of educational policy making in Scotland offers an 

authoritative account of the exercise of power in education. Using the 

explanatory concepts of 'pluralism' and 'corporatism' as a central part 

of their argument, the authors contend from their evid66ce that it is 

misleading to interpret Scottish education as being the victim of strong 

central control, since the decision making process in the post war 

Period contained elements of both pluralism and corporatism. 78 

Some comments on educational government at a purely local level are in 

order. Many recent studies have been' conducted of policy making at 

local level, 'and most authors alert, readers to the dangers of 

generalisation. Saran and Hill (1973,1974)79 think that the roles of 

various participants at local level change over time and with the issue. 

Saran feels that the key councillors are committee chairmen, and that 

great power is vested in the majority partyi the caucus -of which takes 

all the key decisions. In her view many councillors are earnest and 

hardworking individuals who, however, remain largely ignorant of the 

workings of the education' system. - James (1980)80 too feels that the 

Power of the committee in the structure of local government is great, 

but real control even decision-making is in the hands of a group of 

relatively few councillors. Local parties are inevitably influenced by 

national party ideology which they reflect locally, especially on major 

issues- like comprehensive reorganisation. Batley et al (1970)81 have 

argued, that the role of political will in a local authority is 

important, - and that an unenthusiastic local authority can engender much 
inertia, even in the face of national policy statements. .. -They point to 

two popular myths: the Director of Education does not manipulate his 
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Political masters like puppets; and the officials do not merely carry 

out committee policy in a routine fashion. In reality, each makes a 

contribution in a collaborative enterprise where personalities play an 

important part, a point emphasised by Kogan and Van der Eyken (1973)82 

who assert that the issue of comprehensive education illustrates the 

influence of strong individuals who pos sess authority in a pluralistic 

and incremental system of education. With particular reference to the 

Director of Education, Kogan and Van der Eyken (1973)83 argue that he 

has real power and tangible authority, and can mould the nature of 

educational provision at local level. Much depends on his personal 

Perception and interpretation of his role, but he has great potential 

for being an agent of change within nationally suggested guidelines. 

According to James (1980)84, while the Director cannot obstruct local 

authority decisions or run counter to national policy, he can influence 

the way decisions are put into practice. He styles the Director as the 

information gatekeeper and a major power source, though it is pointed 

out that much depends upon the strength, organisation and length of 

tenure of office of the majority party. 

It should be stated that, since the introduction of comprehensive 

education in the 1960s, local government has itself been reorganised, 

and that this event has had implications for central - local government 

relations in general, and relationships between officials and elected 

members in particular services like education. Although in the Scottish 

context the major part of the changeover to comprehensive education was 

complete by 1974 - at least structurally - it will be opportune to take 

account of what has been written on" the subject of local government 

reorganisation, not least because the period covered by this thesis 

extends to 1980. Although Bush (1982)85 states that the relationship 
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between central and local government is in reality ambiguous,, confused 

and complex, much rhetoric and a cultural assumption of local authority 

independence disguises the reality. Regan (1977)86 claims that, given 

the increase in size and reduction in the number of local authorities, 

they have become more powerful, and now the correct way to describe 

education is to say that it is a local service nationally supervised. 

Keith-Lucas and Richards (1978)87 argue that the advent of corporate 

management as the overarching principle in local government has led in 

fact to a marked increase in party political influence, so that council 

meetings take decisions on party lines to ratify what the ruling group 

has already agreed in advance. in addition, the reduction in the number 

of local authorities has given scope for increased central control. 

James (1980)88, in his study of comprehensivisation in England, remarks 

on the more policy-oriented party politics and greater party solidarity 

that have emerged since regional isation. The Policy and Resources 

Committee is a powerful mechanism for party control, and the caucus of 

the ruling group is the real Centre of power. Given much overt control, 

it is interesting to speculate on the role of the Directorate staff in 

the education service, and the extent to which regionalisation has 

affected their dealings with local councillors. Commenting on the 

education service since reorganisation in a specifically Scottish 

Context, McLellan (1976)89 claims that relations between officers and 

elected members have become more formal as the ambiance has become more 

markedly political. The differentiation of function between region and 

division has resulted in negative attitudes and role confusion. The 

Director of Education has become a civil servant who has a political 

rather than personal relationship with the Chairperson of the Education 

Committee, and although-he administers policy, he is not its principal 

determining agent. Thus McLellan sees reorganisation as having 
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cha llenged, if not overturned the values which previously characterised 

the administration of the education service at local level. A recent 

study of the interplay of politics and education since regionalisation 

concluded that increasing awareness of the weaknesses and limitations of 

comprehensive provision heightened political interest in education in 

the late 1970s. The corollary of continuing inequalities coupled with a 

Period of economic recession was enhanced questioning by politicians of 

the work of schools and a deepening suspicion of education officials. 90 

THE IMPLF14ENTATION CONTEXT 

Having considered some central aspects of the political context in which 

the education service operates, and in which the policy process occurs, 

attention must inevitably f ocus on how policy is implemented and 

translated into practice. The subject of educational policy 

implementation has attracted a number of students who have endeavoured 

to elicit the principal factors which impinge on implementation. An 

important one is policy origin. Pointing up policy's historical 

heritage, Evetts (1973)91 draws attention to the fact that much of 

twentieth century education policy has its roots in the Victorian era, 

when education was seen in two lights: as a means of social control, 

and as an aid to the nation's efficiency. Carelli and Morris (1979)92 

and Lodge and Blackstone (1982)93 argue that in the post-war period in 

particular, education policy has originated from a desire to maximise 

the nation's ability and reduce the wastage of potential talent to a 

minimum. These authors, together with Lawson and Silver (1973), 

CERI/OECD (1977) and Watts (1980)94 all stress that comprehensive policy 

was essentially politcally motivated, arising from a growing social 

trend of increased demand for education because of its perceived 

I)eneficial value, and that this has had the result of affecting the 
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scale of educational provision without- a corresponding questioning of 

the nature of the education - that was to be provide(i'- to meet the 

increased demand. , Hence, they argue, the status quo has merely been 

revamped rather than radically altered by the switch to a comprehensive 

system. 

Another important f actor relating to policy origin is the manner in 

which it is presented to those who have subsequently to implement it. 

Middleton, and Weitzman (1976) and McPherson and Neave (1976)95 have both 

highlighted the dangers in a policy which is presented as a 'fait 

accomplil, having been decided upon by administrators who have agreed 

without prior consultation what the consumers want. 

The final crucial factor is the nature of the policy itself, and the 

features it displays. With. regard to the policy on comprehensive 

education, a'number of critics96 are unanimous that comprehensive policy 

was characterised. by the-following traits: it lacked central leadership 

and strong advocacy; it was based on ill-thought-out aims and unclear 

theoretical objectives; it had no stated goals or clearly formulated 

strategy to back it up; no criteria to judge the success of a 

comprehensive school were announced, so that operationalising the policy 

was rendered more difficult; no prior research was conducted as to its 

feasibility, nor was a systematic evaluation carried out of its actual 

Outcomes. In these circumstances, which are ascribed tu a failure of 

national will and, commitment, there was an increased likelihood that the 

implementation of' comprehensive policy would lead- to unintended 

Outcomes. 

Related to issues- of policy origin, presentation and nature is the 
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question of how innovations are managed, and although there are 

differing views as to how much of an innovation comprehensive'education 

was in Scotland, it at least falls within the category of innovation 

inasmuch as it marked a break with the tradition of separate junior and 

senior secondary schools. Fantini and Weinstein (1968) and Bell, Fowler 

and Little (1973)97, commenting on the fact that very few reforms in 

education are actually implemented to any appreciable degree, 

particularly those targeted at the underlying status quo, attribute the 

failure to the fact that often the administrators who launch a reform 

have different or conflicting interests and aimsýfrom the implementers. 

These writers, supported by Pressman and Wildavsky (1973)98 point out 

that attempts to implement a change in a top-down fashion, especially in 

rigid bureaucratic organisations, are highly likely to evoke a defensive 

response in those pressured with 'demands' to change. Another factor 

which must be taken into account is the almost legendary-autonomy which 

schools-in this country enjoy in devising curricula and internal school 

organisation, having often been given merely the broadest of general 

guidelines on which to work. Hence, the variety, of practice encountered 

in schools, partly accounted for by the fact that those who devise 

innovative policies rely on strong leadership and advocacy by local 

authorities and headteachers (Burrows, 1974). 99 In recent studies of 

the implementation processlOO certain factors emerge as being 

prerequisites of successful policy adoption. The existence of multiple 

decision-points over decentralised sub-units militates against this, as 

does the mood of the environment into which the new policy is 

introduced. It is folly to assume, as administrators often do, that the 

environment is a mere passive ý recipient,: and to underestimate the 

complexity and, magnitude of co-ordinating all the tasks and agencies 

involved in the programme. Equally crucial is the power of the ideology 
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and value system of those required to implement a policy which can 

impede or compromise its acceptance. Evetts (1973) and Burrows 

(1974)101 allude to the potential for ignoring new policy when it 

affects people who have not grasped its implications for their everyday 

lives, or whose underlying values and beliefs about the system in which 

they operate are left intact by it. Dealing with the implementation of 

the comprehensive education policy, some writers have mentioned facets 

which did not appear to receive adequate attention102. All take the 

view that it was a major change in the education system, but that it was 

introduced without adequate consultation and support for those affected 

by it; the existing arrangements within the system were taken as given, 

and the implications of comprehensivisation were expected to be grafted 

on; there was a widely-held assumption that the change would not arouse 

controversy, and indeed be widely accepted by teachers at the 

grassroots; it was principally envisaged at the organisation/management 

level, with little or no thought given to the corresponding changes that 

would, be required in curriculum, pedagogy and methodology. In short, as 

several recent commentators have suggested103, comprehensive education, 

introduced for political objectives, encountered urban and social 

realities, as well as the system imperatives of the existing education 

service, both of which demonstrated remarkable stability, with the 

result that those who had to implement the policy adopted an essentially 

pragmatic response. 

Focusing on the act of policy implementation in its, own right, the major 

theorists104 have indicated that the mere adoption of a policy as 

official is no guarantee of its successful implementation, and that 

there is a danger of considering the latter after the former, when it is 

chiefly concerned with means rather than ends. Moreover, they suggestt 
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implementation, if it is to maximise. the chances of success, must take 

account of the context in which it is to be conducted, - and not operate 

at a purely bureaucratic or semantic level. The ideological stance of 

dominant individuals who are charged with the implementation inevitably 

affects, their capacity to implement the policy-makers intentions to the 

letter. , Jenkins (1966)105 suggests that the history of educational 

policy implementation in the past few decades shows thaf'it has tended 

to be conducted within the limits of the feasible, and to be governed by 

a mentality which is concerned not to jettison the best of the old in 

the rush to adopt untested theories which challenge established and 

revered procedures. The result has been that lines of development have 

remained within the confines of the existing system, and have rarely 

offered a radical alternative to it. Looking at the management of 

educational innovation in a specifically Scottish context, McPherson and 

Neave (1976)106 suggest that implementation depends as much on the 

existence of an informal consensus as it does on explicit control, which 

is then exercised by mobilising consensual views. The Scottish 

administrative style produces change with relative speed#--but the gains 

are often achieved at the cost of considerable passivity in schools, a 

situation which tends to neutralise the impact of policy drives 

emanating from the Scottish Education Department. McPherson (1973), in 

an article on the Scottish educational system and Scottish society, 

summarises the position in these terms: 

'This balance between action and inaction is the key to an 
understanding of how the educational system has accommodated 
to external changes during the last hundred years'. 107 

The foregoing discussion is intended to provide a conceptual framework 

as a background against which to discuss the introduction and 

development of the comprehensive school in the West of Scotland in the 
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period 1965-80. It is hoped to use the four contexts discussed in this 

chapter, and the issues arising from them, as a focus to examine the 

data collected in the course of the study. The findings will be 

measured against the conceptual framework, - and the discussion and 

analysis undertaken in subsequent chapters will seek to determine the 

extent to which the evidence collected substantiates or is at variance 

with the main points raised in the literature reviewed. 

i 
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CHAPTER TWO 

THE COMPREHENSIVE SCHOOL IN THE WEST OF SCOTLAND: 
GESTATIONs, INCEPTION AND RESPONSES 

Comprehensive schools started as af etish imported from 
England. It was imported from there'and forced on Scotland 
for national political reasons. our own system was damned 
good. 

(in tex-vi ewIPL19) 

It is true to say that if you kept your school running 
quietly, and did not provoke complaints to head office from 
parents or councillors, you were left to do as you pleased. 

(interviewITU12) 

There was a massive lack of conviction about the whole idea 
and no real staff development attempted for years. ... the 
comprehensive school was received as the creation of 
idealism and theorising by the Inspectorate and politicians. 
It was seen as being externally imposed, and it created a 
new situation in schools into which many teachers were 
dragged, reluctant and screaming ... there was an enormous 
lack of faith. 

(Xnte. rviewlADIIO) 
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Af ter several decades of doubt, controversy argument and counter- 

argument within the Labour Partyl and elsewhere, the decision that its 

official policy for secondary education was reorganisation on 

comprehensive lines was announced by the Secretary of State for 

Education and Science in the House of Commons on 21 January 1965. Since 

this was a major political initiative, the education systems of the 

whole United Kingdom were to be affected, irrespective of their 

differing traditions and features. The aim of this chapter, in the 

context of remarks made in the opening section of Chapter One, will be 

to assess the ambiance into which the notion of the comprehensive school 

was launched in Scotland; examine its reception and the reactions it 

engendered; consider official statements and interpretations; explore 

its effect on the teaching profession and its coverage in the national 

and educational press; and finally present professional perceptions of 

the concept as revealed in the interviews with educationists and 

politicians undertaken in connection with this research. 

OFFICIAL OPINION 

In order to put official opinion in the Scottish Education Department 

into context, it is necessary to explain the Labour Party position of 

comprehensive education in the post war period. It had endorsed the 

Comprehensive principle in a Report of 1950, after which the National 

F-xecutive called upon the Annual Conference to implement a policy of 

Comprehensive education. The then Scottish Secretary of State, Hector 

McNeil replied to the Party in these terms: 

I 
-am glad to say that the comprehensive school or omnibus 

school as me call it in Scotland, is well-established, and I 
can assure you that .... no obstacles will be placed in the 
way of any authority wh, propose to set up a school of this 
kind for which the need I can-be demonstrated. This question is exhaustively dealt with by the Advisory Council in 
Chapter 7 of its 1947 Report. In a Circular, I am intending 
to-intimate my agreement with their general recommendation 
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in favour of the omnibus school. 2 

In a letter to Morgan Phillips the following year, McNeil wrote 

The question of whether secondary education should be 
provided in different types of school (known in the past as 
junior secondary and senior secondary) or in a single 
school, general known as a comprehensive or omnibus school 

... is not one which admits of easy answer, involving as it 
does a number of conflicting considerations, some of a 
relatively imponderable nature; and in many instances, the 
determining factor will no doubt be found in local 
circumstances ... the (Advisory Council) recommendation 
relates to a school providing a four year course, but I 
consider that it should be adopted in relation to the 
existinq orqanisation of secondary education in which a 
fully secondary course extends to five Years. J 

Further evidence of official attachment to the thinking of the Advisory 

Council can be found in the following letter from the Secretary of the 

Scottish Education Department to Mr 6rainger-Stewart: 

In relation to comprehensive education in Scotland, the points we wish 
to make are: 

1) -secondary education in Scotland is not organised on 
comprehensive lines 

2) the distribution of population in Scotland is such as to 
make it the natural arrangement to organise secondary 
education in comprehensive schools. The only exception 
is in the four cities where the numbers of secondary 
pupils are sufficient to enable separate senior and 
junior secondary schools specialising on different lines 
to be established. 

3) the whole question of the organisation has been 
exhaustively dealt with by the Advisory Council, whose 
general conclusions are in favour of the omnibus school 

4 

0 

Such caution was, paralleled at a national level, as this communication 

from George Tomlinsbn to Morgan 1ý Phillips shows: 

I have felt it wiser to proceed on the present basis of 
encouraging experiments under sound and suitable 
circumstances, rather than to adopt a root and branch 
policy. Existing plant cannot be changed overnight, and such 
a policy would take years to implement. Comprehensive 
schools are still the subject of violent controversy in 
educational circles, and any drastic enforcement of a policy 
in their favour would alienate a large, vocal and 
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influential, section of, opinion. 5 

It seems clear that, official opinion in the Scottish Education 

Department in the 1950s was satisfied with- the way in which -secondary 

education was organised in Scotland, and as such appeared reluctant to 

adopt the comprehensive principle as the basis of the, system. 

Commenting on the Labour Party Report6 already mentioned, John Brunton 

adopted the following stance, again, revealing a cautious, bureaucratic 

response: 

The Report is, to my mind, both a depressing and- somewhat 
alarming document. It is full of muddled thinking and it 
contains many assertions which are undoubtedly not supported 
by real experience. It makes a number of recommendations 
which are just not practicable at the present time, if 
indeed they are desirable at any time. It is rather 
alarming to the extent that-it may be accented as the basis 
of a policy which may in turn become official Policy. I 
certainly do not think that we should accept the invitation 
to comment on the Report. ... I myself would under no 
circumstances be willing to accept, an organisation of the 
type outlined on page six of the Report. 7 Such an 
organisation would in my view be cruite, disastrous, designed 
to level everything down and-to ensure that the best never 
came to the top, and never receive the treatment they 
deserve or which the country requires. 8 

The Secretary's reply to Mr Brunton leaves, little room for doubt on the 

official view: 

much of the f og generated in discussion of this question 
arises from the various current interpretations of-the words 
'omnibus', 'multilateral' and, 'comprehensive' ... the two 
terms 'multilateral' and 'omnibus' seem to cover all our 
Scottish secondary schools, and it is a pity that the third 
term, 'comprehensive' should have been introduced by the 
Advisory Council. It is clear that, in Scotland, the 
dispute is-whether our i)resent system-of lunior and senior 
secondaries, all of them multilateral and providing a 
variety of courses, should continue, or whether the 
splittinq_of Promoted Punils into two streams should be 
ended. and all Pupils sent to senior 9%c-ondary schools. 9 
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In a communication from Mr Arbuckle to Mr Henderson Stewart in 1953, we 

read: 

Those who champion the comprehensive school without any 
reservations are generally influenced by doctrinaire 
considerations - social equality, parity of esteem among 
schools etc - often of doubtful educational validity. Any 
attempt to force 'on the schools a rigid organisation in 
large comprehensive units would be disastrous. The decision 
about the type of organisation to be adopted must be left to 
individual authorities, who know best the needs of their 
areas. 10 

It can thus be claimed that the Scottish Education Department in the 

1950s was extremely diffident towards the comprehensive school, which it 

saw as a politically rather than educationally inspired notion, and 

showed no desire to interfere with local authority autonomy with regard 

to secondary provision. Indeed, around the mid-fifties, it is clear 

that the comprehensive school as an educational concept was not regarded 

as being worthy of much attention; and that solutions to the problems 

besetting Scottish education were best sought elsewhere: - 

The real weakness of secondary education lies in the failure 
to provide the less able pupils whether in a junior or 
senior secondary school with an education genuinely adapted 
to their needs. To suggest that all will be well if only 
all pupils are sent to comprehensive schools is to ignore 
the fact that this fundamental weakness is independent of 
the f orm of school organisation ..., the out-and-out 
champions of the comprehensive school are generally 
influenced not so much by purely educational criteria as by 
social and political considerations. " 

Even where the comprehensive form is considered, it is quite clear that 

it is not seen as a radical departure from current practice: 

Now that all pupils, whatever their ability, receive 
secondary education, it is necessary to classify them 
according to their ability in order that they may be 
allocated to courses ... suited to their widely.. varying 
capacities ... the allocation would be the same whether 
courses were provided in junior secondary or comprehensive 
schools. The only difference is that any transfers later 
found necessary are generally more easily effected in a 
comprehensive school, where all courses are provided in the 
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same buildings. 12 

Ten years or so later, by the time the Labour Government's policy 

intentions had been made public, official Scottish thinking - and 

practice - had not altered noticeably. The following was the reaction 

to a draft version of Circular 10/65: 

I have now read the DES draf t quickly and it seems to me 
that it goes into far greater detail than is necessary for 
our purposes ... 
Assuming that the statement in paragraph four represents 
Government policy for Scotland as well as for England, it 
would seem that the kind of arrangements which Fife and 
Renfrew are adopting are only acceptable as an interim stage 
in the development towards a fully comprehensive 
organisation. This seems to mean a system in which all 
pupils from a given area are in the same school until age 
16, whereas the system which is developing in Scotland 
involves the removal of the 'H' grade pupils to a senior 
high school at age 14 

... I think our line ought to be that 
in the cities and industrial areas the 12-16 comprehensive 
system is practicable, but that outside these it would 
involve an unacceptable degree of centralisation, if 'H' 

pupils are going to get their due. 13 

Some days later, a meeting was held in the Scottish Education Department 

Secretary's room to consider the Department's position in the light of 

the impending change to a comprehensive system of education. Once 

again, the Scottish Education Department position is made clear: 

The terms 'comprehensive school' and 'comprehensive 
education' are being used without any accepted definition or 
understanding of their meaning. The Government's basic 
principle of comprehensive organisation appears to be that 
selection at a particular age should not be used as the 
means of allocating children to particular schools. ... 
under a comprehensive system, all children from given 
primary schools would, go to the same secondary school at 12, 
althouqh classification within the schools by means of 
streams or sets would take account of academic ability, of 
other al? titudes nd of interests and need_s as these 
emerged. 14 

Discussing the possible, forms of comprehensive organisation, it was 

stated that: 
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A two-tier system with a break at 14, with some pupils 
transferring from a junior high school to a senior high 
school ... was felt to be in some ways best suited to the 
circumstances in many Scottish areas, but there was room for 
experiment on the effectiveness of a middle school (10-14) 
arrangement. 15 

The f eeling of the meeting was that, in the Scottish context, account 

had to be taken of the fact that Scottish Certificate of Education 

Higher grade exams were taken at 17. Accordingly, it was opined, there 

were sound educational grounds for favouring a split at 14: 

If pupils were divided at 14 into 'H' and 'non-H' groups, it 
would allow teachers to specialise in the type of teaching 
appropriate to one of these. two grou s- instead of having to 
cover the whole intellectual range. 1E 

It was concluded at this meeting that the Secretary would prepare a 

submission to Ministers on the form comprehensive education might take 

in Scotland. A further indication of the Scottish Education Department 

view of the reorganisation of secondary education on comprehensive lines 

can be gleaned from a letter written in 1966 by the Secretary of the 

Scottish Education Department to Bruce Millan, the Under-Secretary of 

State. The bulk of the letter outlines the progress made by Scottish 

local authorities in response to the issue of Circular 600. The 

Secretary says. 

All the replies to C600 have shown a basic acceptance of the 
comprehensive principle and a willingness to plan towards a 
comprehensive system. ... At the same time there is a well- 
established tradition in rural areas of central schools 
providing a full range of courses. 17 

Noting the reasons for the variability of progress towards a completely 

comprehensive system, the Secretary concludes in these terms: 

It can fairly be said that C600 has hastened the-process of 
gradual centralisation of secondary education hich has been 
takinq Place in scotland since th? last war. Authorities 
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are taking a close look at geographical and social 
circumstances, population, housing and industrial trends, 
and trying to reconcile these with a pattern of schools 
which can provide all children with a modern education on 
comprehensive lines. 18 

On the matter of the internal organisation of comprehensive schools, the 

Secretary, while apparently tentative, nevertheless 'again gives an 

indication of the'official view. 

Much more, however, requires to be done to create conditions 
in which the comprehensive principle can be put to work. At 
present, there is only very limited knowledge and experience 
of running purely comprehensive schools with an unselected 
entry. AS Ministers know, we envisage a period of 
orientation lasting up to two years depending upon the 
individual pupils concerned, during which teachers will use 
grouping and setting to enable pupils to find their level in 
each subject before embarking on more specialised courses 
leading to '0' grade or Brunton-type courses, or a mixture 
of both. 19 

CIRCULAR 600 AND ITS BACKGROUND 

In the Scottish context, the official notification of the changeover to 

comprehensive education is contained in Scottish Education Circular 600 

of October 1965 and the consequential Circular 614 of June 1966, which 

deals with aspects of the internal organisation of comprehensive 

schools. Before examining these documents in detail, it seems 

appropriate to comment briefly with the political thinking which gave 

rise to them. A key figure in shaping the thought of senior party 

Members was C. A. R. Crosland. Arguing for much greater equality of 

educational opportunity and against segregation into separate types of 

secondary school at 11, he recognised that 'revolutionary connotations' 

were involved: 

The achievement of truly equal opportunity would carry us a 
distinctly long way towards equality and a socialist 
societyl In fact, a high de%ree of equality is a 
precondition of equal opportunity. 20 
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His case for integrated secondary education, apart from its emphasis on 

increasing educational opportunity, is predicated on strongly social 

motives: 

The school system is the greatest divisive influence in 
society ... a school system can either increase or diminish 
social disparities2l 

There is, moreover, an economic consideration: 

Education-is, of course, highly relevant to our national 
efficiency. As an investment it yields a generous return, 
and we badly need more of it in Great Britain ... our 
greatest need and our largest untapped resource now lie well 
below the level of the cleverest few per cent ... from the 
viewpoint of efficiency and equality, we need less 
concentration on an educational elite and more on the 
average standard of attainment. 22 

Several years later, in an important speech, Crosland summed up the 

thinking which had generated Circular 10/65 (and, of course, Circular 

600 in Scotland): 

It was, I think, these various considerations of equity, 
efficiency, avoidance of waste and social cohesion - which 
produced over the last decade an increasing revolution 
against the 11+ -and a gathering movement towards 
comprehensive schools. And it was they which caused this 
Government to set the seal of national approval on this 
movement by issuing Circular 10/65.23 

It is worth making the point that the social cohesion argument seems 

slightly over-optimistic, since it would require to extend to such 

aspects of the educational system as the private sector, denominational 

provision and single-sex schools. 

Final evidence that such an outlook had captured the thinking of the 

party leadership is furnished from a speech made by Harold Wilson at the 

Annual Conference at Scarborough in October 1963: 
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To train the scientists we are going - to need will mean a 
revolution in our attitude to education ... it means that as 
a nation we cannot af f ord to f orce segregation on our 
children at the 11+ stage. As Socialists, as Democrats, we 
oppose this system of educational apartheid ... we simply 
cannot afford as a nation to neglect the educational 
development of a single boy or girl. We cannot af ford to 
cut off three quarters or more of our children from 
virtually any chance of higher education ... we must use all 
the resources of democratic planning, all the latent and 
under-developed energies and skills of our people, to ensure 
Britain's standing in the world. 24 

It seems, therefore, reasonable to argue that the acceptance of the 

movement towards the comprehensive school arose from the particular form 

of social democratic thinking which was current in the upper echelons of 

the party: that is, the comprehensive school was conceptualised as the 

instrument by which the educational system would be used to eliminate 

wastage, promote greater social, equality and justice, and promote 

economic and technological development for the country. Hardly anything 

appears to have been said about how the new schools were to be organised 

internally. Allegations that the comprehensive school arose from 

commitment to a deep-seated educational philosophy of egalitarianism are 

mitigated by Harold Wilson's famous statement in a television interview 

in 1964: 

The grammar school will be abolished over my dead body. 25 

Essentially, therefore, - the two Scottish circulars must be, seen as 

embodying a particular ideology current in the Labour Party in the early 

1960s, and one which, it believed, would have wide electoral appeal in 

the run-up to the General Election in October 1964. However, the 

justification for comprehensive reorganisation was presented in these 

terms: 

The Secretary of State believes, that if the organisation of 
secondary education is to take proper account of the recent developments in the secondary curriculum, it should avoid 
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the segregation of pupils into separate schools at the 
transfer stage. Quite apart from educational considerations 
in the narrow sense, he believes that a system which 
segregates children into separate schools at the age of 12 
is wrong. It is his view that young people will greatly 
benefit in their personal and social development by spending 
the formative years of early adolescence in schools where 
pupils represent a fuller cross section of the community. 26 

However, the Secretary of State, af ter this assertive value- judgement, 

is less bold about what should happen inside the comprehensive school, 

in which: 

there must be flexible arrangements which avoid rigid 
divisions and are based on an understanding not only of the 
great variation in children's individual abilities and 
aptitudes, but also of the achievements which recent 
experience has shown average pupils to be capable of. 27 

Conceding the heavy demands avoidance of allocation to 'certificate' and 

'non-certificate' courses in the early stages make upon the skill of 

teaching staff, the Secretary of State goes on to state that: 

arrangements can be made to enable pupils to progress at a 
rate which suits their capacity. The arrangements should 

-'take full account of . the needs-both of those who have 
exceptionally high ability and those whose best rate of 
progress is below average. 28 

The expected result of the shift was that it would be possible: 

for the course a pupil takes in each subject to be, 
determined by his personal needs. (The arrangements) will 
ensure that the development of pupils is not held back, nor 
the pupils discouraged, by failure to relate their rate of 
progress in each subject to their individual capacities. 
They will enable all children to develop a pride in their 

., own achievements, and avoid the sense of inadequacy which 
causes frustration and boredom. They will minimise social 
divisions. 29 

Although conceding (in paras 9-12) that variou's f orms of organisation. 

would be necessary as a result oflocal contingencies, the Secretary of 

State,. in another value-judgement, clearly expresses his own preference: 
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In the Secretary of State's view, the most ef f ective and 
most desirable form of organisation will be the secondary 
school providing a full range of courses for all pupils from 
a particular district who would attend it throughout their 
secondary career. 30 

Local authorities are asked to: 

aim at achieving whatever further measures of reorganisation 
are necessary to enable all pupils from a particular primary 
school to proceed to the same secondary school for at least 
the f irst two years of secondary education. All schools 
providing the first years of secondary education should have 
a wide variety of courses for pupils of all aptitudes and 
interests ... 

31 

By the - 31 March 1966, local authorities were 'asked' to review their 

existing schemes and inf orm, the Secretary of State of their proposals 

for reorganising their secondary education provision on comprehensive 

lines. 

For a document which was to have a considerable impact on Scottish 

secondary schools, it is remarkably tentative, and even permissive in 

its language, and at no time goes into specifics about the internal 

workings of a comprehensive school which would indicate a radical change 

from established practice. It may be that the tentativeness can be 

ascribed to the fact that official' opinion, in the Scottish Education 

Department had not significantly altered since. the 1950s, and still 

demonstrated a lingering attachment to the status quo. Nonetheless, it 

manages to convey a strong impression that the question of a changeover 

was not open to debate. That had been decreed; it was now up to local 

authorities to make the necessary physical arrangements. . 

Even Circular 614, which announced the logical next step of abolishing 

existing transfer arrangements between primary and secondary schools, 
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offers few concrete proposals for schools. As a consequence of the 

discontinuation of allocating pupils to particular courses at the outset 

of their secondary schooling, it was the Secretary of State's view that 

decisions about the secondary courses which individual 
pupils should follow ... can best be made af ter they have 
had some experience of secondary education. 32 

Stating the case f or a less-directive role in the transfer process for 

the primary school, and urging closer contact between the primary and 

secondary sectors, the Circular argues that ultimate decisions about a 

pupil's future should be based both on his primary school record and on 

the experiences of the secondary staff. As a result, the early years of 

secondary school should be regarded as: 

a period of orientation during which the pupils, who will 
cover a wide range of ability, will be able to acquire a 
firm foundation for the later years of their education, and, 
at the same time, to explore a variety of subjects to find 
out for themselves where their particular aptitudes, 
interests and abilities lie. 33 

Such an arrangement would, it was f elt, enable an accurate picture of 

each pupils to 'emerge', but: 

The length of the period (of orientation) may vary f or 
different pupils since some will reveal their potentialities 
in various respects much earlier than others. Gradually, 
however, it will be possible to guide pupils towards 
particular courses in particular subjects that suit their 
abilities and aptitudes and their own inclinations. 34 

The vagueness which characterises the above is replicated in the section 

of the Circular which deals with internal arrangements in comprehensive 

schools, which will henceforward call for: 

a greater degree of flexibility in the internal school 
organisation than has been normal in most Scottish secondary 
schools, and the Secretary of State will welcome experiments 
with different forms of organisations. 35 
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Clearly, though a comprehensive structure was mandatory, schools had 

substantial room for manoeuvre in determining its detailed operation. 

In summary, it can fairly be said that the two Circulars, to the extent 

that they were prescriptive, advocated the following as national policy: 

- the end of separate. junior-, and senior secondary schools 

- all post-primary pupils were to attend the same local secondary 

school 

- pupils were not to be labelled with respect to the course of study to 

be undertaken in secondary school 

- final decisions were to be based on pupils' emergent capacities and 

interests. 

It is not an exaggeration to claim that the overriding, interest in the 

Scottish Education Department was the physical provision of integrated 

units to provide secondary education in accordance with government 

policy. The- implications that the changeover would have for such 

matters as curriculum, methodology and assessment procedures do not 

appear to have figured prominently on the agenda for discussion. 

REACTIONS OF PROFESSIONAL BODIES 

Given that reorganisatiOn on comprehensive, lines was government policy, 

how did the Scottish educational world react? To formulate a response 

to this question, it is revealing to examine the records of the main 

'interested bodies'. The teaching unions demonstrated a varied 

response. The SSTA was guarded: 

The Executive welcomed the basic principle underlying the 
draft Circular (600) but thought that the difficulties had 
been underestimated. 36 
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At the Annual Congress in Dundee two years later, the President made 

comprehensive reorganisation the subject of his address. Enthusiasm for 

C600 was lacking: 

Mr Low referred to the apprehension felt by many teachers at 
recent changes ... and especially at the introduction of 
comprehensive education. This apprehension arose because 
they were not convinced that these changes were to the 
advantage of their pupils ... he doubted the possibility of 
teaching any subject successfully unless pupils were 
streamed according to ability. He f elt that the great 
danger in comprehensive education lay in the likelihood of 
pupils being forced by parental pressure to study at a 
higher level than their abilities warranted. He doubted 
also whether the introduction of comprehensive education 
would remove class barriers and remove the distinction 
between good and bad schools. 37 

A Council discussion of the SSTA submission to the Public Schools 

Commission made this point: 

The remit (of the PSC) begs some questions, most notably the 
implications that comprehensive education is necessarily the 
best system and that grant-aided schools should be 
integrated into the public system - questions about which 
teachers parents and the general public are far from 
agreed. 36, 

The SSTA set up a committee to 'consider the desirability or otherwise 

of the comprehensive system of secondary education' in October 1969, and 

its report was presented to the Annual Congress in 1971. This report 

contains a 'definition' of a comprehensive school. 

We have defined a comprehensive school as being one which 
admits all pupils from an area and which provides a common 
course for a period of time. 39 

Vagueness was clearly not confined to the Scottish Education Departmentl 

After rehearsing the arguments for and against the comprehensive school, 

and examining the various organisational forms, the report presents its 

major conclusions. 

We are broadly in favour of a comprehensive form of 
secondary school organisation, although we do not 
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necessarily accept as valid all the arguments advanced in 
support of this form ... we recognise that our conclusion in 
favour of a comprehensive form of secondary school education 
can only be an interim judgement and that a more mature 
assessment cannot be attempted until after an adequate 
period of trial. 40 

Such a period, the Report estimates, would be ten years. 

For its part, the Educational institute of Scotland began to confront 

the issue of comprehensive education earlier even than the issue of 

Circular 600: 

The AGM requests Council to prepare f or the next AGM a 
report on the problems which would arise f rom the general 
introduction of comprehensive secondary schools and give 
suggestions showing how'these might be overcome. 41 

The notion being carried by a large majority of delegates, the 

above mentioned task was remitted to the Education Committee. As a 

result of its deliberations, a memorandum entitled - 
'The Comprehensive 

School' was prepared by April 1965 for submission to the AGM of that 

year. Problems of the definition of terms, however, had clearly begun 

to emerge: 

It was agreed, on the recommendation of the Education 
Committee, that because of the apparent need for 
clarification regarding the Scottish Education Department's 
final interpretation of Circular 600, a meeting with the 
Department be sought at the earliest opportunity ... to seek 
clarification of its policy and detailed intentions. 42 

In the retiring President's address at the Annual General meeting in 

1966, attention was drawn to how the whole topic was being received by 

the profession: 

Let me turn to comprehensive education, a topic which has 
been hotly debated in the press of late ... in sharp 
contrast to the practice prescribed for local authorities, 
the Government has had little if any consultation with the 
profession on the advisability or otherwise of introducing a 
comprehensive system of education. It is a fact that at no 
point in time has this Institute had discussions with 
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representatives of the Government as to whether or not 
comprehensive education is a good thing. 

The f act is that there exists a pronounced cleavage of 
opinion in the profession on this subject ... the very fact 
of its existence suggests that the transition from the 
present system to a fully comprehensive' one may not be 
unattended with difficulty. 

The situation is not made easier by the lack of precision 
surrounding a definition of 'comprehensive education'. It 
is to say the least extremely doubtful if a wholly 
comprehensive system in its 'purest' form (i. e. without some 
form of streaming) could be organised ... with such an aura 
of imprecision surrounding the details ... it is little 
wonder that teachers are not a little uneasy about the 
prospect that lies ahead. 43 

It seems clear that the Educational Institute of Scotland was in general 

agreement with the contents of Circular 600, but the following comment 

from its observations on it to the Scottish Education Department is 

revealing: 

The Institute is confident that the advantages of a 
comprehensive system will be felt particularly by pupils who 
would be directed to Junior secondary schools under a dual 
system: special care will require to be taken, however, to 
ensure that the present high standards in senior secondary 
schools are not in any way endangered by reorganisation on 
comprehensive lines. 44 

The key Educational Institute of Scotland document THE COMPREHENSIVE 

SCHOOL, sees the problem of the comprehensive school in rural areas as 

#entirely one of internal organisation', and devotes most of its space 

to the situation in urban areas. The definition of a comprehensive 

school is given: 

a secondary school which accepts all children from every 
primary school in the neighbourhood and educates them 
without recourse to streaming. 45 

Doubting the organisation feasibility of such a school, the following 

compromise is settled on: 
most comprehensive schools have ... a common course in the 
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first year for all except those pupils who require a 
modified course. This is followed by a three-stream 
organisation in the secondary year, followed by a 
combination of streaming and setting. In this way the upper 
half of the school, i. e. those following certificate courses 
and the abler of the non-certificate pupils can be mingled 
in sets for academic subjects, and taught in mixed-ability 
groups for aesthetic and practical subjects. The 
integration with the rest of the school of those pupils who 
do not intend to stay beyond leaving age is less easily 
achieved. 46 

Recognising that to preserve comprehensive education over the whole 

ability range and meet the variety of abilities is 'a task of enormous 

complexity', the document asserts: 

In the interests of standards, it will be necessary to 
divide the timetable into two aspects in the first two 
years. First one must preserve the social motif, and see to 
it that the register class, which is also the basic social 
unit, puts children together for all those subjects which 
are not segregated by examination differentials. Secondly, 
the timetables created will have to show a common core so 
that transfer between study and set is adequately 
maintained. 47 , 

But the Institute set itself f irmly against any argument that the 

curriculum in secondary 1/2 should be common to all pupils: 

To def er f or so long any f orm of selection would - make it 
difficult to achieve that measure of study in depth which 
modern academic standards demand of class VI. 48 

Revealing as these extracts are, it is difficult to accept that the 

Educational Institute had a 'policy' on comprehensive education. 

Indeed, as late as 1978, an information leaflet entitled 'Comprehensive 

Education' was published (in response to a request from a local 

association for advice on arguments to be used against the continuation 

of 4 year schools) which opened with these words: 

Institute policy on the organisation of comprehensive 
education is implicit in its acceptance, without 
qualification, of the basic principles of reorganisation of 
secondary education which were set out by the SED in 
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Circular 600. ... - Thus the Circular is a statement of 
Institute Policy'as well as of government policy. 49. 

- 

Writing in 1982, Robert McClement, retired general secretary of the SSA 

(later NAS/UWT) said of theýunion's organ 'THE SCOTTISH SCHOOLMASTER': 

... - it was, for many years the brightest and most outspoken 
teachers' association magazine in the UK ... and was not 
slow to point out and condemn wrongheadedness in local or 
central government or in their departments. 50 

A fitting statement, to judge by an article entitled 'YOU CAN'T ABOLISH 

SELECTION', which contains the following passage: 

What (Willie ROSS) in fact means is this: I have been told 
by Big Brother to abolish those schools in Scotland which 
resemble grammar schools in England ... hence the rubbish 
put out in C600, compiled by the dutiful Civil Servants of 
St Andrew's House, who have no choice in the matter but who, 
I bet, are hoping that they will not be ordered to close 
down certain Edinburgh schools before their offspring have 
gone through them. The f allacy in all the talk about 
abolishing selection is that you have simply got to 
select. 51 

The SSA view was made abundantly, clear the following month 

... the Government isý trying- to force a complete 
reorganisation of secondary education with little regard to 
the availability of suitable buildings, and even less to the 
wishes of parents. Thousands of these are well aware that 
the motives behind the changes are doctrinaire rather than 
educational.. this unwanted dictation is a long way from 
the spirit of the post-war Butler Act and the Scottish Acts 
dependent on it ... the whole machinery of bureaucracy has 
been employed to deprive parents of their, freedom of choice, 
while the specious arguments of some politicians have 
clouded the facts. 52 

one indication of a positive - reception for Circular 600 is found, 

perhaps not surprisingly, in the Scottish-Trades Union Congress. Prior 

to a meeting with the Under-Secretary of State for Education in January 

1965, a statement was preparedýin which we read: 

A nation cannot af ford to train only those of Olympic 
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educational ability; it must cater for all its young 
people. Those who argue that the educational attainment of 
the few will be inhibited by comprehensive school are 
thinking only in terms of present difficulties. 53 

Notwithstanding such enthusiasm, however, an inkling of how 

I comprehensive schooling' was construed is to be found in a speech James 

Milne made to the 1965 Annual Conference at Rothesay, which ended with 

this motion: 

A changeover to a comprehensive system of education was one 
which required to be made at the earliest opportunity 
despite all the difficulties such a change presented ... a 
scheme of national comprehensive education required to be 
introduced on as wide a scale as possible, and the duty of 
the Scottish Education Department should be to ensure a 
nation-wide standardisation of educational facilities 
throughout Scotland ... an increase in the number of 
children embarking on senior secondary courses was not 
itself enough if it did not also ensure that all education 
authorities provided comparable high quality schooling for 
the same age group. This would only be achieved within a 
framework of a comprehensive system. 54 

The motion was carried unanimously. 

Another important body on the Scottish educational scene - the 

Directorate - can hardly have been unaware of the f act that change was 

in the air in the years leading up to 1965. The Report of the Working 

Party on the Curriculum of 
-the 

Senior Secondary School (1959) and the 

Report From School to Further Education (1963) in various ways indicated 

the emergence of an altered outlook. A study of the records of the 

Association of Directors of Education in Scotland (ADES) shows how the 

spirit of the age was presented to the Directorate. At the October 1964 

conference, HMSCI Brunton addressed the Association on his recently 

published report, and strongly advocated a change of emphasis in 

education in Scotland: 

Talent is much too precious to waste, and a system which is 
unreliable in detecting and nurturing even a small moiety of it cannot be fully efficient or remain unchanged 

... we must 
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now extend to all our young people the excellences we have 
provided for the abler pupils for many years. 55 

Brunton's colleague, HMDSCI Dickson, considering the implications of the 

Report for schools, gave the assembled directors a foretaste of what was 

to come: 

We are getting away from compartmental ism in education. 
There is a blurring of lines, and much of this is relevant 
to what we are doing in third and fourth years. Youngsters 
who started off in non-certificate courses are achieving '0' 

grade passes. Perhaps this implies that more pupils should 
be in schools where it is possible for them to have '0' 
grade courses, such as comprehensive schools. 56 

This telling view from a high-ranking Scottish Education Department 

official was followed almost exactly a year later by the issue of 

Circular 600. It is very revealing to note the reception accorded to 

this and its sister document Circular 614 by ADES. Both were: 

noted without discussion. 57 
,. 

Such a remarkably cursory treatment of two circulars which were going to 

have far-reaching effects on Scottish education conceals the feelings of 

the Directors on the subject of comprehensive educati. on. Arguably, the 

reaction of directors of education would not be enthusiastic, and some 

interviewed in connection with this research alluded to marked 

differences of personal opinion on the subject of comprehensive 

education at ADES meetings. It is probable that a sense of enforced 

conformity to government policy prevailed. However, some entries in the 

minutes of ADES give a better indication of directorate sentiments. 

Some letters sent to T. Henderson, Director of Education for Midlothian 

are informative indicators of opinion: 

(i) If ind myself out of tune with much of the draft 
circular we are to discuss ... it raises more questions than 
it solves. What on earth are, 'personal needs'? Have we to 
abandon the, conception of 'age, aptitude and ability' for 
something more vague? 4 
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(ii) ... existing transfer machinery has been a great deal 
more effective than the Circular admits it to be. I suppose 
it is good policy to decry the old in favour of the new. 
(iii) The Circular should make clear beyond any shadow of a 
doubt what exactly is meant by 'comprehensive education'. 
... Is a percentage of the very bright pupils and the poorer 
pupils to be exempted from the general arrangements? Are 
pupils in the f our broad groups referred to to be in some 
way separated at the beginning or in the same class? it 
would appear that in the new set up the role of Director of 
Education is to more or less disappear while the already 
overburdened secondary headmaster will have even more to 
cope with. 58 

As Directors were beginning to come to terms with the implications of 

Circular 600, Sir JJ Robertson, speaking at the Winter Conference in 

1965, lamented the fact that the impact of the 1947 Report had been so 

negligible and, by implication, foresaw problems for the comprehensive 

school: 

The essential spirit of the Report has never prevailed ... 
the 11+ and all that has been vanquished. We are moving to- 
a comprehensive system, but the all-through school that many 
advocate is not the only solution. the advance in methods 
is still too slight and patchy ... ... a pretty rigid 
timetable and the specialist teacher still tend to be in 
possession of the field ... what we have to emphasise is 
that for the average child the price we have to pay for 
examinations is too high. 59 

At the same conference, in the discussion which followed a talk given by 

the successful English headmaster of a Coventry comprehensive school on 

how he had made comprehensive education work by questioning and 

challenging his formerly-held notions on education, a member of 

Dunbartonshire's directorate staff struck a note of reservation: 

Mr Rumble has shown us ... the real progress that has been 
made in -English schools. Are our schools too proud to 
follow their lead? Will they remain hamstrung by the myth 
of Scotland's former excellence? 60 

Perhaps the mood of the Scottish Directors is best caught in an address 

delivered to the Winter 1966 Conference by the Director of Education for 
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Ayrshire. A major point he made was that the upsurge in increased 

opportunities for secondary pupils had resulted in even more of them 

going to University, a trend he obviously did not welcome: 

There is a danger of opportunity opening the door too wide 
... some still 'GANG IN STIRKS AND COME OOT ASSES'. There 
is more than a grain of truth in Amis's observation that 
'MORE MEANS WORSE' ... I have deliberately refrained from 
mentioning the phrase some of you might expect to be the 
central theme: COMPREHENSIVE EDUCATION. At the risk of 
appearing complacement, I end with the confession that, 
doing my homework, I have come to the conclusion that, in 
spite of all our faults and frustrations, we are doing not 
too badly in giving the young people of this country 
opportunities undreamt of in former times. 61 

In discussion, the Director of Clackmannanshire argued for a more 

radical concept, of education, in which every pupil in a school was 

brought to the highest level of which he was capable, and had his 

particular talents developed. The speaker gave this telling reply: 

I hope I shall not be thought of as other than 
compassionate, yet I have to admit that I am impressed by 
the French economy. France is producing an elite which is 
giving leadership ... it is important to f ind the right 
place for pupils. 62 

For its part, the Headteachers' Association of Scotland adopted a 

diffident stance towards the 
"winds 

of change which were beginning to 

blow across the Scottish educational landscape. 
- At their Dunblane 

Conference in May 1959, John S Maclay, Secretary of State for Scotland 

expressed his view thus: 

After the war, when secondary education for all became a 
reality, it was natural that we should have devoted most of 
our attention to the problem of devising'suitable curricula 
for the seventy per cent of our pupils who enter junior 
secondary courses. Now we must tackle the different but not less difficult problem of adapting the education of the top 
thirty per cent to the needs of our time. ---I am in full 
sympathy with, the aim of fitting the senior secondary 
curriculum to the needs of the individual pupil and of introducing a greater measure of flexibility into. the 
curriculum 
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Notwithstanding the hint of change, the following entry is noted in the 

account of an HAS Autumn Meeting held in Glasgow: 

There was overwhelming support f or the proposal that any 
promotion exam should include a test in English composition. 
Opinion was divided as to the merits of the 'common f irst 
year', and there was also a marked division of opinion 
regarding the value of the comprehensive school. 64 

At the 1963 Annual Conference in Dunblane, Mr W McL Dewar gave an 

indication of the extent to which the changes being mooted in Scottish 

education had altered HAS thinking: 

The old pattern of senior secondary schools has gone and 
greater freedom has been given' to headmasters and 
administrators. Typical of the new arrangements were 
setting of subjects, group teaching, supplementary classes 
for those with 'free'ý periods and study periods. In spite 
of these changes, however, the basis of the secondary school 
is still the five year course leading to Higher in fifth 
year. 65 

One year, later, the HAS President prefaced his address on change in 

education with these words: 

With a change in-Government we might expect a quickening of 
the pace of change in education, and, as faithful stewards, 
we must examine all proposals very carefully. 66 

During this conference, there was a session on the comprehensive school. 

One headteacher described how he ran his 'comprehensive' school: 

The ideals of the post-war, period prepared the ground for 
the growth of comprehensive schools ... my allocation to 
courses is 30% to senior secondary, 50% to general courses 
and 20% to modified courses ... but there are many problems. 
Where does one draw the Jine between SCE and general 
courses? Different methods and facilities are required for 
the majority of pupils ...... how is it possible -to get one 
ethos into a school of this kind? ... 

67 

It is revealing to note the following comment: 

Thanks were expressed to Mr Henderson for his provocative 
remarks. 68 
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Further proof of the 'welcome' extended to the notion of comprehensive 

education is provided by the following paragraph: 

The HAS is divided in it opinion regarding the introduction 
of comprehensive education. It is interested to know upon 
what evidence the Secretary of State has based his statement 
that young people will greatly benefit in their personal and 
social development from this type of education. 69 

The subject was raised at the 1965 Conference in Dunblane at which W McL 

Dewar made three points, which betray a traditionally Scottish 

perception of secondary education: 

1) The characteristic unit in Scotland is the small town 
which already has the comprehensive school 
2) Even within the comprehensive school, differentiation 
must be made as soon as possible 
3) The able must be identified sooner rather than later, if 
we are going to provide the numbers going on to higher 
education. 70 

It is, of course, misleading to argue'that the views of several people 

are representative of an entire organisation. Nevertheless, it seems a 

fair point to assert that in the HAS a body of opinion existed which was 

not in favour of a switch to a comprehensive system, which was seen to 

be a threat to a selective system which had served its people well. 

THE COMPREHENSIVE SCHOOL: THE VIEW FROM THE TOP 

How was the comprehensive school portrayed in public by officialdom? At 

a residential conference organised by the Scottish Education Department 

in 1966, HMDSCI Dr Dickson, stressing that its purpose was not to 

discuss the merits or otherwise of comprehensive education, but to 

provide an opportunity for the exchange of views and experiences, had 

this to say: 
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A school can be termed comprehensive if: 

I) it receives all, the secondary pupils from the area it 
serves 
2) there has been no prior allocation of pupils to courses 
before they join it 
3) within the school itself there is no rigid system of 
streams which are so far apart as to meet nowhere. , 

This does not mean that there should be no differentiation 
among pupils; sensible and appropriate differentiation will 
be necessary. ... the comprehensive school should give the 
pupils the experience of living together as a community, 
regardless of differences of ability or environment. 71 

Interviewed in a Scottish newspaper; Mrs Judith Hart, Joint Under- 

Secretary of State at the time of the issue of Circular 600, was at 

paints to allay the fears of the readership and answer their 'vital' 

questions. The comprehensive school was going, she said, to offer 

increased opportunities to pupils, more parental choice and a challenge 

to the teaching profession: - 

There is-no streaming in bands of ability; the child simply 
moves f rom primary into a comprehensive ... as many 
certificate courses as possible will be given to many more 
children ... the needs of both the academic (pupil) and non- 
academic (pupil) are being realised ... a lot of the 
organisation will be up to the individual headmaster. ... 
teachers, I find, welcome comprehensive education as the 
only means of achieving the kind of educational opportunity 
they themselves want ... comprehensive schooling is a 
traditional part of the pattern of Scottish education. Here 
we think of education as education rather than as a means to 
an end in itself. 72 

A less bland but equally optimistic justification for the changeover to 

a comprehensive system was given by Mrs Hart's colleague in the Scottish 

Of f ice, Bruce Millan, speaking at an Educational Institute of Scotland 

Congress in Aberdeen later that year. Echoing Crosland, he stressed 

that the comprehensive school was soundly based on educational 

considerations, but social and economic factors were also involved: 

The most compelling reason for the adoption of the 
comprehensive system is the failure of the selection 
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process. Rigid selection, however, carefully done involves 
wastage, not only in junior secondary schools but among 
those who find themselves misfits in- senior secondary 
schools ... the selective system is socially divisive and 
implies that only a minority of children should be educated 
to the highest standards. ... this is not only socially 
damaging but economically at odds with the need for more 
highly educated people at al levels in society. 73 

Mr Millan went into more detail about the educatiogal aspects of 

comprehensive education in another speech: 

The comprehensive system is merely an extension of a type of 
organisation traditional in many, parts of Scotland ... 
children's potential cannot be finally pre-t 

, 
old at the age 

of 12, before they have experience of secondary education. 
At present we are not tapping all available ability ... the 
first stage of secondary education should be regarded as a 
period of orientation after which pupils can be grouped and 
set according to their abilities in different subjects, but 
able to move between groupings as their interests develop. 

... it is clear that teachers will be concerned to a greater 
extent than has been customary in many Scottish schools with 
the social education of pupils as with their academic 
education ... it is important to pay equal attention to all 
pupils, includinj those who will achieve neither highers nor 
0 grade passes. 7 

In the interview with Mrs Hart quoted above, she was eager to emphasise 

that the Government would rely on the Inspectorate to introduce the new 

ideas to practitioners. These new ideas were outlined at an official 

conference on comprehensive education organised by Renfrewshire 

Education Authority, by Her Majesty's Chief Inspector Charles Forbes, 

who listed his five prerequisites for a successful comprehensive system: 

The (comprehensive) school should be based on the area; 
pupils should not be pre-selected; there should be time for 
assessment before they commit themselves to courses; 
different pupils should get different treatment; the aims 
should include the aesthetic and the social as well as the 
strictly academic. 75 

Challenged in discussion that Circular 600 was an act of faith, 

unsupported by research but nevertheless imposing its own orthodoxy, Mr 
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Forbes refuted any idea of bureaucratic uniformity: 

He pointed out that the SED had allowed a variety of 
interpretations of the Circular. He emphasised the 
importance of the headmaster in the development of the 
school's ethos and pattern - more and more responsibility 
was devolving on him. How pupils should be grouped, how 
long assessment should last were decisions for the 
individual school. But, if pupils were taken in without 
labels, they had to be given a taste of secondary education 
before being allocated to courses. 76 

A final indication of the apparently laissez-faire line adopted by the 

Scottish Education Department is furnished by remarks made by HMSCI 

Dickson at a conference on comprehensive education a year later held in 

Bathgate Academy. Stressing the need for some experimentation as a 

result of unfamiliarity with the comprehensive concept, Dr Dickson said: 

We believe in all modesty that we do not know all about 
comprehensive education. We think that there may well be 
something to be learned from types of education not based on 
the all-through school. ... we have encouraged a large 
number of authorities to experiment. ... we believe very 
strongly that nobody knows enough yet about comprehensive 
education to be writing Bibles about it. Too many people 
have been writing what they appear to think is canonical 
about comprehensive education. 77 

I 

Dr Dickson said the Department's definition of a comprehensive school 

was simple: 

a school taking all the children of a, neighbourhood with no 
pre-selection at the primary stage ... the neighbourbood 
secondary school has the advantage of being an extension of 
the primary school system ... in the end, comprehensive 
education, all education in school, will stand or*'fall by 
the efforts of the teachers. They must be quite clear what 
they and their schools are trying to do. 78 

Exactly how teachers were to be clear when the Scottish Education 

Department by its own admission was not is neatly evaded. 

THE TEACHERS' VIEW 
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It is instructive to examine also the reception accorded to the notion 

of comprehensive education -among the Scottish teaching profession. 

Although at fist sight lying outwith the official period covered by this 

thesis, -the late fifties and early sixties give an excellent indication 

of the concerns which exercised teachers and, by extension, the 

prevailing ambiance into which comprehensive education was born. The 

Scottish Educational Journal -for the years 1955-64 is a particularly 

rich source of such evidence, and it seems important to 'take some time 

to examine major trends. Scrutiny of the journal over these years makes 

it clear that certain themes recur in its columns with unfailing 

regularity. It is proposed to enumerate these with supporting 

illustrative quotations in an attempt to portray the prevailing 

professional mood. 79 

THEME I AN OBVIOUS COMPLACENCY WITH THE STATUS QUO IN THE WORLD OF 
SCOTTISH SECONDARY EDUCATION 

The HMCI North Eastern Division is quoted as saying at an Educational 

Institute of Scotland Congress that 

When he looked back over the post war years, he could not 
help feeling that, * all things considered, education 
throughout Scotland was in good hands ... difficulties were 
being faced with resolution. 

Scottish education was as good if not better than that of 
any other country. 

Secondary education is undergoing considerable changes and 
there is no royal road to the successful organisation of 
secondary schools ... the state schools of Scotland continue 
to provide a first class secondary education for the great 
majority of our children. 80 

THEME 2A GRADUAL RECOGNITION OF WASTAGE IN SENIOR SECONDARY SCHOOLS 

... everyone agreed that one of the biggest tasks schools 
had to -f ace , was to keep 

- the clever children at school and 
prevent them going to dead end jobs. 

The main object of the revised arrangements was to reduce 
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wastage. 

The new fourth year certificate will be an act of belated 
justice to Scottish boys and girls ... and stop talent 
running to waste by making it worthwhile for pupils of 
practical rather than academic ability to stay on for one 
more year. 81 

THEME 3 THE UNSATISFACTORY STATE OF MANY JUNIOR SECONDARY SCHOOLS 

A great deal of time, money and energy is spent with little 
result. This is true of some aspects of the junior secondary 
school. A great deal of concern is felt in many quarters at 
their lack of prestige ... we take far too academic a view 
of them. ... Is the name wrong? Is it not time to drop the 
'junior'? 

... 

The SED is not satisfied with the junior secondary school as 
it is today ... there is a place f or the academic, but in 
these modern times, it is not everything. 

Junior secondary schools are the stepbairns of the education 
department in the matter of buildings, equipment and 
staffing. 82 

THEME 4 PARENTAL DISCONTENT wITH SEGREGATED SECONDARY EDUCATION 

Recent social changes have brought many- families up to 
middle-class status. Parents are faced with the dilemma of 
wishing their children to go to senior secondary schools, 
but finding them placed in a junior secondary school because 
of their intelligence quotients. Three'out of every four 
children go to such schools. 

Xf the senior secondary and junior secondary courses are 
provided in separate schools and one school is inferior to 
the other, then, of course, parents have a grievance ... the 
fault lies with social attitudes to different types of 
school, and even more perhaps with the failure of ... local 
authorities to ensure that all schools are equally well 
equipped and staffed. 

Segregation of pupils into junior and senior secondary 
courses was causing great bitterness ... the problem seems 
to be more a social than an education one. Some form of 
comprehensive schooling would help to obviate much of the 
parental discontent. 83 

THEME 5 SUBSTANTIAL RESERVATIONS ABOUT THE CONCEPT OF THE 
COMPREHENSIVE SCHOOL 

our visit to Kidbrooke raised as many questions as it 
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answered ... is the London plan one for undiscriminating 
export? 

The (comprehensive) -scheme must be judged on its merits. 
Would it improve'the educational prospects of the young? ... 
a dogmatic answer for or against is scarcely possible 
such far-reaching proposals for educational reconstruction 
would demand much informed reflection before they could be 

confidently adopted as the panacea for our present ills... 

Perhaps it is well to remember that 'secondary education for 
all' is a relatively new conception; to think in terms of 
educating everyone is revolutionary. It is essential not to 
forget that the essence of democracy in education is not to 
provide the same things f or all but to provide the right 
thing for each. 84 

While it would be erroneous to give the impression that the Scottish 

teaching profession had no other concerns - indeed, superannuation, 

salaries, shortage and uncertificated teachers occupied their thoughts 

as well - it seems pertinent to highlight these five as being 

particularly germane to the subject under study. While acknowledging 

that the Educational Institute of Scotland journal was not 

representative of all Scottish teachers, the frequency with which these 

themes appeared in the period 1955-60 indicates they were matters of 

professional concern. A curious ambivalence, however, emerges: on the 

one hand grave problems are recognised - wastage in senior secondary 

schools, the mounting parental concern at the branding of large numbers 

of children as 'failures' at 12, and the massive and unresolved problems 

of the junior secondary schools to which they were sent; at the same 

time, such a recognition did not impute any blame to senior secondary 

schools, which were seen to be guarding the best traditions of Scottish 

secondary education. Not surprisingly, therefore, the notion of the 

comprehensive school, despite successful examples well established in 

some English local authorities was scarcely welcomed with enthusiasm as 

the panacea for the perceived difficulties being faced. 

72 



Even after the issue of Circular 600, it is possible to detect confusion 

among the teaching profession, and the S. E. J. again provides an ample 

repository of evidence. A senior member of the Ipspectorate, for 

example, described its effect thus: 

Scotland is in the midst of an educational revolution ... 
many changes -have taken place in secondary education ... 
there seem to be two inevitable trends - more centralisation 
and less segregation. 85 

A Lanarkshire headteacher expressed his scepticism of the new 

development in these terms: 

I am not at all convinced that comprehensive education is 
the answer to Scotland's educational problem. The junior 
secondary problem. is simply going to be buried in the senior 
secondary schools; it is not going to be solved. Everyone 
is simply jumping on the bandwagon. 86 

John Pollock, then an Ayrshire headteacher, highlighted the fact that 

much confusion had been generated by imprecision: 

many people are so vague about the meaning of comprehensive 
education that it would be as well to quote the definition 
given in Parliament in 1964: AN EDUCATION INTENDED TO 
PROVIDE ALL THE SECONDARY EDUCATION FACILITIES NEEDFD BY THE 
CHILDREN OF A GIVEN AREA, BUT WITHOUT BEING ORGANISED, IN 
CLEARLY DEFINED SIDES. By this definition the majority of 
schools offer the antithesis of comprehensive education ... 
it is ... the SED which needs to clarif y its thoughts on 
this matter. 87 

Later that year, an editorial commented: 

There would appear to be some confusion about the 
Government's policy regarding the reorganisation of 
secondary education on comprehensive lines. Part of the 
trouble seems to arise from the lack of definition of a 
comprehensive school ... further there is no real clarity on 
how such a school is to be organised. 88 

At a Glasgow local Educational Institute of Scotland meeting, a 

prominent Fife headteacher described the comprehensive problem using a 
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medical metaphor: 

Comprehensive education is being spread in Scotland like a 
vast poultice; ver s oothing of course, but it covers a 
multitude of sores. 8X 

An article by_'DOMINIE' was critical of the lack of direction offered to 

schools: 

The definition of what constitutes a comprehensive school 
within the present system has been'one of the problems in 
all discussions regarding comprehensive education. Each 
area has more or less made its own definition. Not only do 
school organisations differ, but the kind of education the 
comprehensive school is supposed to produce is also a matter 
for argument. 90 

Drawing a' powerful comparison'' býtw_een 'the comprehensive school and the 

primary school, a later article d'rew' attention to the reason for the 

difficulties being experienced by schools grappling with the changeover: 

The primary school has developed a philosophy which 
considers the child an individual. The secondary school has 
not yet got round to thinking about this. This is because 
the primary school 

- 
has developed organically over a number 

of years, 'whereas the secondary school is having the 
situation of comprehensive education wished upon it as a 
political decision. 91 

PRESS ACCOUNTS 

An important source of information on the subject of comprehensive 

educationlis, arguably, the_press, since the manner in which the subject 

was presented to the general public in the West of Scotland can be taken 

to be an influence on how it perceived the whole question. While 

acknowledging some obvious caveats - the political bias of the 

newspaper; the prime objective of selling 
_newspapers; 

the values and 

perceptions of journalists -a survey of the major newspapers around the 

mid to late sixties reveals how the notion of comprehensive education 

was portrayed to the public. In the 
. 
*'Daily Record', a series of 
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articles by the education correspondent John Pirie argued f or 

comprehensive education on two grounds: the injustice of the qualifying 

exam, and the appalling state of junior secondary schools. In one of 

many articles he criticises the segregated system: 

I accuse Mr Bruce Millan of complacency. I charge him with 
f ailing to heed the mounting evidence which clearly shows 
that the transfer board system of selecting pupils for 
courses in secondary schools is unfair, unjust and 
unworkable ... the system does not work except to give many 
a good Scots parent a sore heart. 92 

After the issue of Circular 600, Pirie expressed delight that the 

Government had at last faced up to reality: 

Soon parents will no longer have to face the injustice of 
having their children's education mapped out by invisible 
judges who, farcically, also rule on appeals ... what the 
Scottish Secretary foresees in a comprehensive educational 
system is all primary pupil at the age of 12 being moved 
into secondary schools without the unfair, unsatisfactory 
sifting out done at present. 93 

Earlier, Pirie had offered his own view of what the changeover would 

mean: 

Comprehensive education will give them all a chance of 
taking certificate courses, even in only one subject. 94 

The same point is emphasised here: 

in comprehensive secondary schools, children will be taught 
in groups according to their ability. Youngsters will 
develop their own natural talent ... the result will make 
even the present total of exam entrants look like drop in 
the bucket. 95 

One of the most scathing attacks , on the problems of 'Junior secondary 

schools dealt with Wishaw Central School: 

Pupils, parents and teachers know the school as 'the dump'. 
It is aptly tagged. It is so old that it has been condemned 
by councillors and educationists alike. ... a local minister 
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claimed that the pupils who enter it have no hope of 
educational advancement. For the local authority 
deliberately to make more than 400 pupils the innocent 
victims of its policy of educational segregation is 
unmercifully thoughtless and cruel. 96 

In a series of articles in 'The Scotsman', John Marshall argued for 

caution and experiment before changing over to a comprehensive system, 

and above all for the need for a clear definition of comprehensiveness: 

Now that comprehensive schooling is Government policy many 
discussions of future planning tend to assume that the giant 
English comprehensives are the only conceivable model. ... 
the blind assumption that what has been English experience 
must also' be a prescription for Scotland leads many 
theorists into error. ... is there any possibility that 
decisions on Scottish school organisation can be based on 
surer foundations of fact ... than on opinions and imported 
doctrinal gospels? 97 

For its part, the 'Daily Express' predictably cast all its articles in a 

political mould, and most-return to the same repetitious conclusion: 

The Government is letting is belief ý -in socialism -run ahead 
of its belief in democracy in the name of equality. 98 

The move to , comprehensive education was invariably presented as 

destroying something well-tried and good and promoting mediocre 

uniformity for bigoted, doctrinaire socialist reasons. 

In the TESS, which carried a rash of reports of the conferences and 

meetings which took place locally and nationally, an article appeared 

which endeavoured to make a realistic assessment of what was actually 

happening in 'comprehensive schools': 

Comprehensive education 'sweeps the dirt under the carpet'. 
It means that the job of selecting children for certain 
forms of education has gone on within the school instead of 
being external to it, but it does not represent a change in 
our basic educational ideology. ... Comprehensive education 
challenges single stage selection, but not the fundamental 
belief that there are appropriate types of education for 
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appropriate types, of individual. All it does is rationalise 
the system of allocation. " 

At a meeting in Glasgow, an academic contributor lent weight to this 

view: 

There is much confusion in society at large and in the world 
of education about the meaning of 'comprehensive education'. 
In Scotland it means a school which takes all the children 
from a given area and after six, twelve or tw--nty-four 
months sorts them out into academic, less academic and mixed 
streams. 100 

The retiring president of Lanarkshire Educational Institute of Scotland 

Local Association, af ter stating that the two conditions vital to a 

comprehensive school were no streaming on entry and a fair deal for 

pupils unable to follow Scottish Certificate of Education courses, 

expressed this reservation: 

I hope the fear that, to gain as many certificate passes as 
possible, some headmasters might be tempted to relegate the 
concrete methods of the junior secondary school to an 
inferior place in the curriculum will prove groundless, and 
every provision will be made to give the non-certificate 
pupil the best education of which heýis capable. 101 

In a letter to the editor of the TESS, the headteacher of St Augustine's 

School in Glasgow, one of the two pioneering comprehensive schools 

opened in the city in 1954, provided, this definition: 

To call a school 'comprehensive' because it takes all the 
pupils from a particular area regardless of ability is 
clearly a misnomer ... a comprehensive school should provide 
full educational opportunities for all its pupils ... they 
should embark on the same educational programme but they 
cannot start on an equal footing, since, for various reasons 
and in various ways some will be educationally in advance of 
others. 102 

Finally, a secondary headteacher put the case f or a clear and 

unequivocal definition of the term 'comprehensive education' to be given 
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to the public, laid bare of emotive overtones, and gave his own view: 

The phrase 'comprehensive education' is an import we could 
well have done without -... some gather that (it) will open 
the sluice gates of intellectual richness to those who in 
the past have been, deprived of equality of opportunity. 
This is a false assumption ... what comprehensive education 
can do is produce a curriculum more interesting and relevant 
to our era of scientific and technological advance, and to 
persuade more pupils than ever before to come to enjoy the 
busy industry advocated by schools. But the onus remains on 
the recipient of the privilege of education. 103 

SOME DEFINITIONS 

Given the number of calls for greater clarity in the use of terms, it is 

not surprising to discover that, despite an extensive search, it has 

been extremely difficult to discover many accounts in print of . what a 

comprehensive school should be, or be trying to be, which might act as a 

guide at the practitioner level. It is interesting, therefore, to 

examine the one or two instances that have emerged. In a series of 

staf f papers, one Glasgow headteacher, in an attempt to acquaint his 

staff with the implications of Circular 600 made these remarks: 

Govan High is designated a comprehensive school. The I irst 
implication is that all pupils of all grades of ability come 
to us. ' the problem is how to organise theý school so that 
the pupils will receive the greatest benefit academically, 
spiritually, socially and physically. ... the solution? 
Pupils remain in early secondary 1 as far as possible in 
their primary classes, so that transition is less 
disturbing. ... the next- consideration is to make, the best 
possible provision for pupils who prove to be the most able 
and the small number who find themselves in the greatest 
difficulty. 104 

Stressing the value of the social education programme in enriching the 

quality of living of all the pupils, heýwent on: 

I consider that the period of assessment at the beginning of 
secondary education can be reduced to 5 months ... but 
setting is not final. 105 

In a later 'lecture to post-graduate students, the same headteacher said: 
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The comprehensive system is much more humane and much less 
divisive in society ... 

in a comprehensive school we attempt 
to treat all pupils with respect and in a friendly manner 

... we try to make the pupils good, but in different ways. 

... Inýa comprehensive school you are a teacher first and a 
subject specialist second. 106 

Another headteacher was given to devoting some lines of his prizegiving 

speeches to general trends in education during his tenure of the 

rectorship. Speaking in 1971 of the gradual changeover from a selective 

to a comprehensives structure, he said: 

The name (of our school), with all the tradition of hardwork 
it is associated with, is known all over Scotland. ... if it 
were to vanish, the local residents would assume that the 
future education in the school would be inferior. ... 
Different the education may be. Inferior it will not be. 
There will be no levelling down of standards here: 
levelling up is the process we will set out to accomplish 
... one of the pupils who will be presented with prizes 
today came to us after 3 years in a junior secondary. This 
is sufficient justification, if any be needed, for the claim 
I made for our future. 107 

The following year, he added a further explanation: 

The one fundamental difference from the old multilateral 
school is that in a comprehensive situation there is no 
question of being in the bottom class for everything because 
of weakness in one subject ... pupils will be allowed to 
find their own level. 108 

When the process of comprehensivisation was complete, reacting to 

outside comments that the school was 'not what is was', the rector 

rebuked his critics: 

We are now comprehensive and take everybody regardless of 
ability, race, creed, colour or religion ... we have no 
disguised multilateralism. Anyone - who wants to sit '0' or 
'H' and who completes the course gets a chance to sit. 109 

One of the most prolific 'advocates (in print and 'at conferences) of 

comprehensive education was a former headteacher of Knightswood 

Secondary School in Glasgow. In an address to the Annual General 
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Meeting of Lanarkshire Educational Institute of Scotland, he gave this 

justification of the change: 

The Newson report is the expression of a belated, guilt- 
laden awareness of our educational and social callousness to 
those pupils who are ... the majority of our citizens of 
tomorrow, oniwhose labours our ... well-being solidly 
rests. 110 

Strongly advocating the abolition of the junior secondary school, he 

pinpointed the source of opposition to the comprehensive principle: 

It is begotten out of Ignorance by a fertile sire called 
Prejudice with a good deal of cross-breeding up the line by 
horses always first past the winning post: Snobbery, 
Traditionalism and 'I'm all right, Jack'. 111 

In a staf f paper, written in 1966, he argued that there were three 

principal advantages accruing from the adoption of comprehensive 

education which could be summarised under three headings - educational, 

social and economic. Under the f irst rubric, we f ind f ind his picture 

of a comprehensive school: 

It will provide a multiplicity of courses at all levels and 
these will develop the total potential of every pupil, and 
it will maintain a fluidity within, its courses so that 
transfer from course to course is not only possible, but 
easy whenever a child's development shows such a change to 
be desirable. 112 

Acknowledging that the introduction of comprehensive education on a 

national scale would not be problem-free, the paper concludes: 

The introduction of a national - system of comprehensive 
education will not solve all our problems, but it will be a 
major step towards a better society. 113 

A former present of HAS offered the following definition as a guide for 

his staff: 

Basically, a comprehensive school is one which caters for 
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all the pupils of the age group in a given area. Pupils 
proceed from their primary schools to the same secondary 
school, irrespective of ability or attainment. To carry the 
idea further, pupils are not immediately classified but 
allowed to settle down, given a common course and then 
allowed'to choose different courses as their abilities and 
career intentions become clear. Thus, the final choice of 
course may be delayed until the start of S3. Even then, 
setting permits a pupil to find his proper level in each 
subject. 114 

An interesting political perspective is found in a document used by 

Councillor John Mains at the many meetings he was forced to address at 

the height of the public outcry over Glasgow Corporation's proposed 

closure of the former local authority fee-paying schools: 

An outstanding f eature of the comprehensive school is that 
children of a high grade of ability can follow a particular 
line designed for their needs, while those with no clearly 
marked special abilities can find 'an appropriate course 
within the school to meet their needs ... whatever their 
course, all share the same school life, outside formal 
lessons ... the grouping of all secondary courses within the 
same school should help to give equal value and prestige to 
each in the eyes of the public. ... Comprehensive schools 
provide the best means of securing parity of prestige among 
various types of post - primary education and provides for 
fluidity of transfer from one-section to another. 115 

Although emanating from a Labour politician, this view can hardly be 

said to embrace a new philosophy of education, and in another paper, 

Councillor Mains reassures doubters- that the benefits will be 

inestimable: 
I 

The comprehensive school reflects the open society which is 
now forming. Pupils will learn to co-operate to succeed 
with not over others. Children will grow up appreciating 
the worth of all -a man's a man f or a' that ... it is a 
not a school where to be first in Latin is enough - you must 
also be socially well-adjusted. 116 

THE PROFESSIONAL RESPONSE 

With regard to the professional reception accorded to comprehensive 

education in the Scottish educational world, and the manner in which it 
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was perceived by those who had to cope with its -implications, 

interesting points emerge from the series of interviews conducted, in 

connection with this research. Interviewees were asked what they took 

to be the sources of initiatives for-the introduction of a-comprehensive 

system of education. The strong impression is that the notion of the 

comprehensive school had not received much serious attention in the 

Scottish context. As one person put it: 

The move to comprehensive education had a political basis 
and was part of the education policy of the Labour Party 
which was in power at the time. The notion was imported into 
Scotland from England, where feelings were much 
stronger.. 117 

(Di. rectox-ate Staff) 

Several, interviewees stressed that it was an idea which owed its origins 

to the post-war era: 

The real background to the initiatives to create 
comprehensive schools was the general spreading of liberal 
ideas which gradually gathered momentum and eventually 
assumed a bandwagon effect. ... I do not think that the 
Scottish educational world was ready for what happened as a 
result of the political push. 118 

(Directorate Staff) 

Another root cause of the move to comprehensive schools frequently 

mentioned was the gradual realisation that all was not well in the 

junior secondary school: 

Junior secondary schools were appallingly badly regarded by 
most teachers, in effect as an inevitable and much despised 
endurance, a stage which ýhad to be tolerated to get 
promotion into a senior secondary and so get a better job. 
Most junior secondary teachers loathed working or having to 
work in them. Such an atmosphere meant death to all 
concerned, staff and pupils alike. 119 

(Headteacher) 

q 

However, it is worth pointing out that several people commented on the 

f act that, though wrong, the Junior secondary- senior secondary system 
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was nevertheless perceived as fair by many people in Scottish education. 

It can be argued that such a perception has both historical and cultural 

origins, given Scotland's pride in its educational system and the power 

of the democratic tradition. When asked whether they saw the 

introduction of comprehensive schools as primarily an educational or 

political movement an overwhelming majority opted for the latter. These 

comments are typical of many: 

There is not the slightest doubt that the impetus was almost 
wholly political. Very little ý would have happened from 
within the teaching profession had it not been for C600 and 
C614. These were almost bulldozed through, and there 
certainly was no feeling for comprehensive education in the 
profession. 120 

(Headteache. r) 

The moves were entirely political, inspired by that old 
left-wing radical idealism - get rid of social inequality 
and give the bairns a chance, education is the way to get 
on. 

(Headteacher) 

The moves were without a shadow of a doubt political ... The 
opponents (teachers) didn't have the push or muscle of the 
proponents (politicians). So that was itl It was decreed 
that schools were to become comprehensive. 122 

(Headteacher) 

Asked why they thought the comprehensive school became an attractive 

proposition in the 1960s, a very common response, albeit acknowledging 

the accession to power of the Labour Party in 1964, ascribed its 

popularity to-the prevailing zeitgeist, an idea, as it were, whose time 

had come, and which was in tune with prevailing societal feelings of 

egalitarianism and expansionism. The comprehensive school, it was 

believed, would change society as a result of its educational philosophy 

and approach. One respondent itemised the reasons thus: 

- idealism was rife in education 
- the working class was changing its lifestyle to one of 

83 



relative affluence 
- money was plentiful in society 
- people increasingly had consumer goods and wanted 

opportunities for their children 
- the whole youth culture movement burst, on the world 
- education was seen as being able to give all children the 

prospect of a better future than their parents had has. 
It was seen as an instrument to change society f or the 
better. 123 

(Academic) 

Another individual, however, hinted at an ulterior motive: 

Comprehensive policy became attractive in the 1960s because 
there was a recognition that the economy needed- a labour 
force with professional and technical expertise. The 

-management/mass of workers model was obsolete and 
inappropriate ... Production industries were in decline, 
whereas white collar work was booming. 124 

(Academic) 

It is hardly surprising, in the circumstances outlined above, to 

discover that -a widespread conception of the comprehensive school did 

not embrace an integrated educational unit, but rather a junior and 

senior secondary school under one roof: 

The merging of junior and senior secondaries was not handled 
at all well, and was militated against by buildings, staff 
and pupils. there was resentment. Schools operated on old 
criteria ... the ground rules did not change. Junior 
secondary schools were stuck-on to, senior secondary schools 
and lef t to get on with it. Deep down there was a 
reluctance to consider the integration of pupils of all 
abilities, and no questioning of the underlying purposes of 
comprehensive education. 125 

(Advise. r) 

Another respondent put his view thus: 

The concept of a school as an integrated community was never 
realised. old traditions continued ... no one knew what a 
comprehensive policy was. Harold Wilson's phrase 'GRAMMAR 
SCHOOLS FOR ALL' with all its vagueness and in-built 
rejection of the majority reinforced what headteachers 
actually did. ... the senior secondary school had opened its 
doors to 6/6 instead of 1/6 of the local population. 126 

(Adviser) 
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These opinions were supported by this pointed remark: 

I have always asserted that painters and signwriters have 
done more for comprehensive education than educationists 
ever did. , To a great extent, it was a name - change and not 
much else. 127 I 

(HM Inspector) 

When interviewees were asked to offer their own personal definition of a 

comprehensive school, it was noticeable that most gave an answer which 

could at best be described as slogan-like, at worst vague. The main 

points to emerge were that a comprehensive school took all the pupils 

from a defined area, regardless of class or ability, and then devised a 

variety of courses to cater for the needs and aptitudes of the intake. 

This description typifies many given: 

A comprehensive school is one in which a group of pupils of 
widely varying abilities is given the best possible chance 
of achieving tangible success in terms of whatever abilities 
they may have. Ideally, it should enable every child to 
show -that it can achieve something. . Ability of whatever 
kind should receive recognition. However, we have failed to 
create attainable goals for all. 128 

(Headteacher) 

However, other reSponses, reveal how far from, the ideal referred to above 

the reality was: 

Comprehensive education in Scotland, as envisaged in C600, 
was not interpreted as a new concept: all it did was make 
academic education to senior levels available to more 
working class kids than before. 129 

(Headteacher) 

Indeed, as one interviewee put, it: 

The attempt to cater for and motivate all children is at 
variance with the experience of many schools, where the 
idealism and theory comes up against the reality of real 
teachers, real attitudes, human failings, tiredness, lack of 
resources etc. 130 

(HM Inspector) 
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Occasionally bolder perspectives emerged, but descriptions like the 

following occurred relatively rarely among responses: 

A comprehensive school is one which is institutionally and 
professionally organised and designed to give every- pupil 
the best possible education suited to his individual 
abilities. It takes all-comers irrespective of their mental 
capabilities and tries to bring these out without imposing 
prior ceilings of expectation. ... the key target of a 
comprehensive school is to awaken motivation in all pupils 
as a prerequisite of successful leaving. It should also 
have a wide conception of education. 131 

(Adviser) 
0 

The school management needs a conscious policy to provide 
and review opportunities for all pupils and develop a 
positive attitude towards them. ... It is a school which 
does not just espouse equality of opportunity, but matches 
its aims to its practice. Staf f need to be aware of the 
process and management of learning. There has to be a 
professional consensus and a feeling of corporate response 
in the staff. 132 

(Adviser) 

That such a philosophy was rarely encountered is amply attested by this 

statement: 

There are, examples -of successful and radical comprehensive 
schools in most authorities in Scotland, but they are 
usually found in deprived or disadvantaged areas, or 
sparsely populated areas. The- senior secondary and 
multilateral schools have served as models, so that many 
schools are a variation on the junior/senior secondary 
pattern which existed before. 133 

(HM Inspector) 

Towards the end of the interview, people were asked if they thought that 

the potential of the comprehensive school had been tapped in the years 

since its introduction. - Every single one answered 'emphatically in the 

negative. Many cited obvious extraneous factors like under- financing, 

the state of the economy, and changes of government, but other reasons 

proferred. help towards an understanding of how the comprehensive school 

was conceived. A number of people felt that it was chief ly viewed in 
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structural rather than educational terms, being merely grafted on to the 

existing system: 

... perhaps most of all because the educational thinking to 
match the structural changes was very slow to develop ... by 
the time serious thought was given to what it actually meant 
to be operating a comprehensive system, a great deal of 
damage had been done. 134 

(Union Official) 

Hence, a narrow definition prevailed for many years: 

I cannot think of a single instance in which the potential 
of the comprehensive school has been tapped. No school has 
managed to engage, let alone galvanise all of its pupils. 
The emphasis, even in those with comprehensive ambitions, 
has remained locked on to certificate pupils. 135 

(Adviser) 

It was mentioned several times that only a minority of committed 

enthusiasts had ever asked fundamental educational questions, and 

actively sought ways of putting them into practice in their schools. In 

addition, several people asserted that there was a lack of an accepted 

philosophical basis to the comprehensive system: 

Various people have struggled along the road in an attempt 
to tap its potential only to be thwarted by economic 
barriers or starved of any real educational philosophy to 
serve as a basis for action. 136 

(HM inspector) 

As a result, people were left to make an ad-hoc response which of ten 

acted as an expedient: 

Practice has not-followed theory. Parents and teachers have 
not asked the basic question: WHAT IS THE PURPOSE OF THE 
EDUCATIONAL PROCESS? Competitiveness has been encouraged at 
the expense of co-operation, and people in key positions 
have not had enough educational vision. ... children have 
not been valued for what they are, but measured by academic 
criteria and compared to other kids in consequence. 137 

(Adviser) 

0 
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An overwhelming number of people referred to the persistence of 

entrenched attitudes and the under- estimation of the scale and 

complexity of the change to a comprehensive system. As a consequence, 

educationists fell back on the familiar, and much tokenism ensued: 

The potential of the comprehensive school has not been 
tapped. It has been a long, slow process which has met with 
quiet resistance. The level of guidance, given the enormity 
of the change, was dreadful, and the succession of 
Governments we have had have merely paid lipservice to the 
ideal, both ideologically and in terms of finance. Teachers 
- or most of them - just conducted business as before. 138 

(Headteacher) 

fitting summary is provided by one-interviewee: 

All that the comprehensive did was create more education for 
more people, in the belief that society's problems would 
thereby be cured. ... but- it did not result in a 
fundamental questioning of the principles on which the 
education service was based. The confusion its birth caused 
was tackled by pragmatic solutions for survival rather than 
by long-term strategies of a serious educational nature. 139 

(Educational Journalist) 

it is dif f icult not to take the view that, whatever the ideological 

justification for the move to comprehensive education, its origin owed 

much to pragmatism. The centralisation of provision which would ensue 

was seen as an expedient solution to contemporary problems. Indeed, a 

recent OECD position paper states that the factors which influenced 

official thinking at the time (the mid sixties) were: 

1) selection was socially divisive and therefore undesirable 
2) the unsatisfactory way in which the selective system 

worked 
3) the need to provide new schools for a rising population 
4) the imminent raising of the school leaving age by another 

year, further increasing the school population. 140 

According to the paper, which was compiled by members of Her Majesty's 

Inspectorate, the principal reasons for the change to a more 
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comprehensive form of education were: 

1) to have all pupils from a neighbourhood. under one roof 
2) to provide equal opportunity for*all 
3) to see ability rewarded irrespective of the social status 

of the family141 

In essence, official exhortations to go comprehensive in Scotland 

stopped at outlawing selection tests in primary schools for 

differentiated secondary schooling and stating a decided preference for 

the all-through type of comprehensive unit: 

Whilst Government policy clearly expected local authorities 
to organise secondary education on the basis of all-through 
comprehensive schools to age 18, it neither prescribed nor 
detailed the curriculum or the organisation with 
comprehensive schools. On the other hand, the Government 
made it clear that transfer examinations with their verbal 
reasoning tests, standardised tests in English and 
Arithmetic and teachers' estimates should be discontinued, 
and pupils assessed for secondary courses after a period of 
orientation in the secondary school. Local authorities were 
thus free to introduce their own concepts of comprehensive 
education within the confines of Government policy. 142 
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CHAPTER THREE 

THE COMPREHENSIVE SCHOOL AND THE SCOTTISH 
EDUCATIONAL TRADITION 

Scottish secondary education has been at once peculiarly 
academic in type and utilitarian in intention. We have no 
large class of monied people in a position to indulge a 
preference for a vital and enlightened schooling of their 
children as against one that ensures examination success and 
a passport to the professions. 

Secondary Education: a Report of the Advisory Council on 
Education in Scotland (1947) para 110. 

Many people in the system at the time of Circular 600 had 
perceptions about 'education which have to be explained in 
historical terms. - They were suddenly surrounded by intense 
pressure to do an about-turn. 

(interviewINS11) 

i should say at the outset that in all my involvement in 
Scottish education, there have never been questions about 
the basis of the educational system. This was a given. 
many people also spoke as if there was a general assumption 
that modern events were simply manifestations of a 
comprehensive system of educati on which has existed f or 
centuries. 

(interviewlCD12) 

All pupils going to the local school had a long heritage in 
Scottish education, so that principle articulated with 
tradition. I am not so sure whether comprehensive. education 
was seen by many people in education as a means of 
integrating pupils of different intellectual capacities and 
social backgrounds. This was difficult in Scotland with its 
long and proud tradition of identifying and developing 
academic excellence with an eye on the university. 

(. rnterviewITU13) 
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If the premise is accepted that no period in educational history exists 

in a vacuum but is by definition shaped, by the ideas and practices of 

previous years, then the examination of the introduction and development 

of the comprehensive school in the West of Scotland during the years 

1965-80 is no exception. The problem for the researcher becomes one of 

deciding at what historical point to locate 'the past'. it could be 

argued that any date in such an exercise is arbitrary, but, from points 

made in the introduction to the previous chapter, it seems a reasonable 

proposition to go no further back than the period immediately after the 

Second World War. 

I 

In the previous chapter, consideration of the reactions to and 

definitions of the 'comprehensive school revealed that no precise model 

was suggested by officialdom, which adopted a somewhat laissez-faire 

attitude to its introduction, resulting in a variety of feelings, at 

best confused, at-worst hostile, amongst those charged with converting 

the wishes of Circulars 600 and C614 into, educational reality. It will 

be argued in this chapter, that, partly as a consequence of this state 

of affairs, a quite precise construction was in fact put on the term 

'comprehensive school' by many individuals. in positions of influence in 

the Scottish education system. This construction derived from 

traditional ways of thinking about secondary education in Scotland, and 

also from the fact ihat a ready-made, home-grown paradigm was already in 

existence which accorded with such thinking. The widespread recourse to 

the features of this model explains why it has often been claimed, 

particularly in official circles, that the changeover to a system of 

comprehensive education in Scotland was effected with relative ease. 1 

Equally, it helps to account for the fact that the comprehensive school 

was seen as a threat to the best Scottish traditions in education; that 
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reorganised secondary schools found it hard to dislodge the attachment 

to a predominantly academic view of the educational process; that the 

colossal influence of external examinations remained unthreatened for 

many years; and that a particularly Scottish interpretation was put on 

the term 'equality of opportunity' It can thus be postulated that, in 

the world of Scottish education in the mid-sixties (and for some years 

later) the practice of comprehensive education took on quite 

identifiable characteristics which were designed to mitigate what were 

perceived to be the 'worst' aspects of the political decision to go 

comprehensive, and which brought in their wake certain, almost 

inevitable circumstances. 

THE 1947 ADVISORY COUNCIL REPORT AND THE OMNIBUS SCHOOL 
PARADIGM 

The 1947 Advisory Council Report on Secondary Education is absolutely 

crucial to an understanding of official thinking on secondary education 

in post-war Scotland. In the section on the organisation of secondary 

education, the Council laments the fact that, in urban areas, the 

tradition had grown up of separate junior and senior secondary schools 

since the issue of Circular 44 in 1921, and extols the virtues of the 

lomnibus' secondary school found in small burghs and rural areas. Such 

a school is described in these terms: 

a comprehensive centre of post-primary education designed to 
meet the needs of a whole community. 2 

one advantage claimed for this type of organisation is that it provides 

#organic unity, 3 and thus mitigates the worst effects of selection at 

12. Not only that, it is asserted that such a school: 

best embodies the ideals of the new age4 

99 



and is recommended warmly as: 

the natural way for a democracy to order the post primary 
education of a given area. 5 

It would be erroneous, however, to infer f rom such pronouncements that 

Tom Johnston's distinguished educationists were, in some embryonic way, 

hinting at the comprehensive school. Indeed, all that is proposed is 

that all children from a given area should attend the same secondary 

school to avoid the resentment engendered by segregation, but that they 

should be allocated to appropriate courses once admitted (Para 166). A 

final 'plus point' would be that changes to accommodate late developers 

would be purely an internal matter (Para 167). Further proof of the 

true nature of the Council's thinking is afforded by the glorification 

of fee-paying secondary schools existing in Scottish cities as almost 

quintessential omnibus schools, which are skilled in: 

the wise handling of assorted humanity. 6 
p 

That the Council, despite its denunciation of separate schools, 'still 

strongly favoured segregation by ability within one school is attested 

by its repudiation of the possibility of the 'common course' in first 

year: 

Equality of opportunity can never mean forcing markedly 
unequal abilities to do the same or equal things, even for 
one year, nor can we atone for a past, in which the weak had 
to pant after the strong, by a future in which the strong 
are made to crawl along beside the weak. Surely, too, it 
would be a strange irony, if, at the very time when we are 
trying to urge the freedom and diversity of individual 
groupwork at every stage, we should try to force the hapless 
first year on to the Procrustean bed of a uniform course. 7 

A senior member of the Inspectorate said of the 1947 Report in 

interview: 

i 
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Comprehensive education in Scotland is all about a physical 
reorganisation which remained without the support of an 
educational theory to match. The 1947 Report has as its 
main legacy the establishment of a particularly powerful 
ethos of learning and of a learning environment. it 
classified the secondary population in psychological terms, 
and laid down a curriculum to match the classifications ... 
it is a historical document which had a powerful influence 
in shaping ideas about schooling ... it advocates the 
classic division and segregation so noteworthy in Scottish 
educational practice. 8 

Notwithstanding this judgement, a large number of people interviewed in 

connection with this research claimed that the Report had no impact on 

teachers, indeed was hardly discussed at training college or in 

staffrooms. It, was generally perceived to be a document ahead of its 

time, albeit well-written and oft-quoted, but imbued with post-war 

idealism,, and a vision of a new world in which education would play a 

central part. Many opined that any influence it had would have been 

restricted to members of the Inspectorate and senior officials at the 

Scottish Education Department. Be that as it may, however, the official 

silence which greeted its publication is well documented. 9 Apart from a 

few nodding references in a Circular issued in 1951, hardly any of the 

recommendations were taken up. one can only speculate as to the 

reasons, but it. does not seem too fanciful to suggest, that despite its 

professed segregationist ethic, the Report's findings were considered 

idealistic or unconventional in Scottish Education Department circles, 

and possibly even a challenge to the authoritarianism and autonomy the 

Department had wielded over Scottish education for several decades, 

especially since no' Scottish Education Department or Her Majesty's 

Inspectorate personnel sat on the Advisory Council. while the 

curriculum/assessment proposals advanced by the Council may have been 

considered radical, its advocacy of the omnibus school only disturbed 

the status quo in urban areas, and was in any case posited on the notion 
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of differentiation of course according to pupil ability. Thus, the 

model advanced in the Report was theoretically consonant with received 

ideas in the Scottish educational world of the time. 

It seems clear that this model served the planners well. When Glasgow's 

f irst 'pioneering' comprehensive schools - Crookston Castle and St. 

Augustine's were opened in 1954, the headmaster of the former had this 

to say in his first prize-giving speech: 

... we accept all 'pupils of secondary age resident in the 
area irrespective of their. attainment and ability. The 
promotion tests do not operate, but pupils are tentatively 
graded on the basis of the primary headmaster's report. A 
modified scheme of promotion is in operation after exams and 
teachers' reports, but actually very few children have been 
moved from their original class. Pupils at all levels will 
be given instruction at least equal to the best given in 
other schools. 10 

Indeed, in an article in the Eveninq Citizen on the occasion of the 

opening, the convener of the Education Committee was quoted as saying: 

There is -some misconception in the public mind as to what 
the comprehensive school stands for and what its aim is. 
Traditionally, schools in Scotland have been of the omnibus 
type, admitting children irrespective of ability. That is 
the foundation on which the Glasgow Authority proposed to 
build St. Augustine's and Crookston Caste ... it cannot be 
overemphasised that we are out to support the education of 
children who have the Leaving Certificate in mind, or that 
one of the main functions of such a school is to provide 
facilities leading to the Leaving Certificate. Indeed, one 
of the main aims is to encourage young people to stay on at 
school so that they can fulfil their academic promise. 11 

The same philosophy was clearly enunciated in an article on the subject 

of Glasgow's comprehensive schools. A spokesman for the Education 

Department, describing the courses on offer said: 

In making provision for the fullest possible range of 
course, we take the view that pupils should be divided into 
groups, not only in respect of subjects of the courses, but 
also in respect of the treatment of those subjects in the 
light of the final objective and the capacity of the pupils: 
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class groups should have regard to homogeneity if any real 
educational advantage is to ensue ... whereas in England the 
comprehensive school is an importation, in Scotland it is in 
the nature of an organic growth. 12 

A further indication of the pervasiveness of the omnibus model is 

provided by the head of Inverurie Academy, writing a decade or so later 

about comprehensive education in a small burgh, school. After discussing 

the efforts made to integrate the school population he says: 

Despite all this, however, a barrier-valve continues to 
separate Scottish Certificate of Education and JSC classes 
in Secondary 1- Secondary 3. Movement of pupils from 
Scottish Certificate of Education to JSC streams is possible 
at any point in the intermediate school I but movement in the 
reverse direction proves well-nigh possible. 13 

The writer reveals towards the end of his article where his emphasis in 

reorganisation lies: 

A reorganisation of the kind suggested has been called an 
attempt at social equality by sweeping junior secondary 
pupils under the comprehensive carpet, yet if in the 
sweeping some of the 'dust' becomes part of the senior 
secondary 'Pile', the sweeping process would indeed be 
justified. 14 

More recently, the head of Brechin High School, writing on the same 

theme said: 

Reorganisation was an entirely internal one ... which 
constituted a vast improvement, especially for the less able 
pupils who now found themselves getting a fairer selection 
of teaching staff and a better share of the equipment. 
Gradually for them, any possible sense of inferiority wore 
off, with academic and non-academic lining up in the same 
hockey team or holiday abroad. Nor did the brighter 
brethren suffer. What seemed a sensible amount of streaming 
was retained, and the school's academic performance, as 
measured by external examinations was unimpaired. 15 

The critical reader must surely be less sanguine about the extent of 

integration and the real diminution in feelings of inferiority. Nothing 
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said here indicates a fundamental shift in educational thinking, 

encompassing notions like a common curriculum and greater integration of 

pupils of varying abilities. If such elitist thinking was as ingrained 

in the Scottish educational psyche as is being suggested, it comes as no 

surprise to note Professor Brian Simon's statement in an address to 

Glasgow Educational Institute of Scotland members to mark the 1972 

Centenary celebrations: 

If the main task of education, is to provide all with a 
secondary education as a necessity of a scientific and 
technical age, room for the realisation of that end must be 
made by firmly ditching the very special provision made for 
the lad o'pairts. This may seem a heresy in Scotland, but 
the lad does very well in the comprehensive school, and is 
surely the least of the teachers' worries. 16 

The irony is, according to the argument advanced here, that the lad 

o'pairts occupied a predominant place in teachers' thinking, long after 

schools were officially reorganised. 

The existence of the omnibus model also accounts f or the much quoted 

mythical point of view that the comprehensive school was not a new 

concept in Scotland. It is probably nearer the truth to state that 

while the comprehensive principle of educating all children in one 

school sat easily with Scottish notions of democracy and equality, 

dealing with the harsh realities of its implications was rather less 

welcomed. It is worthy of note how many of the people interviewed f or 

the investigation alluded to the long-establi shed tradition of 

comprehensive (sic) schools in Scotland. The following extracts are 

typical of many: 

Circular 600 articulated very easily with the Scottish 
tradition, much more easily than in England, given the 
tradition of one secondary school for all children in most 
areas outside the major cities. There was a very large base 
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of existing schools which met the requirements of Circular 
600.17 

(Politician) 

In omnibus schools there was enshrined the best of the old 
Scottish dominie traditions. The seeds and possibilities of 
comprehensive education were there ... 

18 
(Adviser) 

The traditional Scottish secondary school was multilateral, 
so the basic idea of all pupils going to the same secondary 
school was far -from revolutionary ... so that comprehensive 
schools were really going back to our roots, -a 
reincarnation of burgh schools. 19 

(Directorate Staff) 

So, we had 'comprehensive' schools only in so far as all 
pupils went to one school ... the introduction of 
comprehensive education actually sustained the idea of 
longstanding Scottish democracy and the myth of Scottish 
education being excellent. Hence, the idea that with 
comprehensive schools it was being' made available to more 
children was very acceptable to all in Scotland. 20 

(Headteacher) 

it is possible to say, therefore, that a particular version of the 

comprehensive principle lay at the base of traditional Scottish 

secondary education (i. e. all children going to the same secondary 

school but rigidly separated into different types of course on ability 

after entry). Thus, 'going comprehensive', at least organisationally, 

did not conflict with the predominant value system. The high national 

standing of the omnibus secondary schoolý and widely-shared assumptions 

about the excellence of the education it had provided for decades, 

coloured thinking and perceptions to an extent which enabled those 

involved in education to -interpret the reality of the change to a 

comprehensive system in terms which made it appear more palatable, and 

obviated the necessity to address-its real implications, central among 

which was the challenge of devising an appropriate curriculum and 

pedagogy now that full secondary education was the right of all children 
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regardless of ability. 

THE INVOCATION OF TRADITION 

A striking feature in the documentation of the introduction of 

comprehensive education is the frequency with which Scottish traditions 

in education are invoked as if to provide support for a long-established 

system perceived to be threatened by change. of many such references, a 

few will suffice to serve as examples. At an occasion organised to 

celebrate the twenty-fifth anniversary of one of Glasgow's pioneering 

comprehensive schools, the then headteacher said in his address: 

The Scottish system of schooling today is still a bit 
traditional, a bit old fashioned, a bit slow to change, and 
because of this, a bit of all right. In educational terms, 
the question 'WHA'S LIKE US'? has few answers. The nicest 
thing about Scottish parents is the way they leave the 
schools to get on with it, so long as they think that the 
school is doing its best with a difficult job. 21 

A telling extract, not only for its self-congratulatory complacency, but 

for its illustration of how many inroads comprehensive education had 

made in the years 1965-791 The reference to the non-interference of 

parents is equally revealing. An excellent example of the pervasive 

power of tradition is to be found in an article written by Dr. Stewart 

Mackintosh, Director of Education for Glasgow on the occasion of his 

retiral in_1968. After reflecting on the many changes in the 'teaching 

revolution', the author considers external examinations and proposed 

changes in them: 

I -cannot but feel that in- this development our Scottish 
education has been blown off course ... for generations we 
have preserved a recognisably distinctive Scottish 
educational system which stressed the importance of a broad 
curriculum ... (the proposal to introduce Certificate of 
Sixth Year Studies) is an attitude which offends against the 
idea of the democratic intellect, our distinctive Scottish 
inheritance which, after all, did not do too badly by the 
lad o'pairts. 22 
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The former Director seems to be suggesting, from his comfortable vantage 

point in the Scottish educational ý world, that changes must be evaluated 

and rejected if they pose a threat to traditional practices. One 

headteacher echoed such sentiments in a speech on prize-giving day. 

Alluding to the changeover to comprehensive education he said: 

The staff continue to give an excellent academic education 

... our pupils' academic achievements continue to be 

considerable ... I have always said that comprehensive 
education should never mean inferior education. Here at --- 
we are keeping our standards up. 23 

Two years later, he returned to the same theme: 

Surely society does not want - an equality that means a 
sameness f or everything. Schools are not an educational 
sardine-tin. They are places with traditions and a life and 
outlook of their own ... at a time when all the old ways are 
under threat of change, some aspects of tradition have 
become important ... we still cling to traditional ways 
(assembly, sports, prize-giving). My aim in ----- has been 
to implement real comprehensive education. I will continue, 
however, to fight monotony, monochromatic education, - 

the 
levelling down of the school to drab patterns of conforming 
mediocrity. 24 

An almost identical refusal to let comprehensive education and its 

implications impair tradition is found in Glasgow. An editorial in its 

local teachers' magazine, after tracing tradition from the parish school 

of Knox down to the 1970s, strongly refuted any allegations of decay or 

decline: 

in Glasgow, at any rate, one only has to look around ... an 
educational complex which will be able to take a son or 
daughter of the city all the way from the nursery to the 
capping and gowning ... we make bold to say that the overall 
quality of education in Glasgow as a microcosm of Scotland 
compares today with that of any other authority in the U. K., 
indeed, in what is a more stringent parallel, with the 
reputation of a system which had George Buchanan for 
godfather. 25 

The President of the Educational institute of Scotland in her address to 
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the Annual General Meeting in 1968 acknowledged the changes that had 

taken place in recent years in these terms: 

... the focus of Scottish education has shifted from the 
high f liers to the children of middling attainments ... 
equal attention is now being given to the others who 
constitute more than half our future, and we have entered 
upon a new era in the development of, Scottish education - 
the emancipation of the average child. 26 

Notwithstanding this alleged change of emphasis, the President reassured 

any of her audience who might have construed it as a radical departure 

from established practices: 

While recognising the need for change to keep Scottish 
education abreast of the times, we can still take sober 
pride not only in the progress we have already made but in 
the basic soundness of our educational system. As a 
custodian of the Scottish educational tradition, the 
institute constantly seeks to preserve what is best in it 
and to keen reform within the bounds of the established 
framework. This we do not out of any narrow conceit of 
ourselves, or vain regard for past glories, but because we 
firmly believe that the distinctive quality of Scottish 
education is worth preserving: 77 

Two years later, a newspaper report of the opening of two new purpose- 

built comprehensive schools at Airdrie and East Kilbride carried the 

following reassuring comment on the official speeches: 

At both ceremonies, however, speakers were quick to point 
out that traditional values would not be neglected ... it 
was welcomed that education would now be for everyone, but 
respect would still be retained for the traditional 
disciplines of the Scottish school, geared to helping bright 
youngsters make their way in a hostile world ... throughout 
it was obvious that some pride was still to be taken in 
academic success. 28 

As an interpretation of these illustrations, it can fairly be said that 

the prevailing ethos seemed to be that schools, while required by 

government circular to be comprehensive in intake, were under no such 

requirement to make significant alterations to their internal 
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organisation in order to accommodate the novel heterogenous population. 

It is not an exaggeration to claim that the physical change left 

hallowed concepts of education unaltered: an imposed change was tacitly 

confronted by stretching a system designed for a few to meet the needs 

of the many, and hence its worst effects were mitigated; or at least 

made more palatable. 

It has to be said, of course, that it would have "been somewhat 

unrealistic to expect any other outcome. Despite the widespread 

recognition of the inadequacy of junior secondary schools, which could 

have acted as a stimulus for genuine reform, the power of traditional 

values and assumptions remained strong. As a report on comprehensive 

education presented to the Lanarkshire Education Committee concluded: 

it looks as if the ancient virtues of Scottish education 
have hardened our arteries. 29 

Hardly surprising, therefore, is the conclusion of a working party of 

Lanarkshire headteachers, appointed in October 1964, to consider the 

introduction of comprehensive education:. . 

Several members of the working party felt that the most 
satisfactory and efficient part of the secondary structure 
was the senior secondary school and it should therefore be 
left intact by whatever changes were recommended ... there 
is a strong loyalty to our own schools as we have inherited 
and helped to shape them; this is natural and 
commendable. 30 

Nonetheless, it has to be said that some headteachers did try to 

confront the challenge of the comprehensive school in a spirit of 

professional honesty. Even here, however, it is possible to note some 

contradictions which suggest that innovative ideas encountered the brick 

walls of tradition. One Glasgow headteacher issued a memorandum on 

guidance to staff which contains this extract: 
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comprehensive education means more than an uncommitted start 
to secondary school. It means education on a much wider 
front. It means a genuine attempt to create good personal 
relationships ... the building up of a friendly working 
atmosphere ... 

31 

Such encouraging sentiments are put into perspective by an extract from 

a later document on the same subject. Talking about tutor groups in 

social education, the headteacher notes: 

Some tutors have great difficulty in talking to pupils about 
social or moral issues. Some consider it is not part of the 
work of a secondary teachers to deal with these matters. 32 

speaking some years earlier on curricular policy in the comprehensive 

school, he said: 

There is one way in which my thinking differs from that of 
some headmasters. I consider that the period of assessment 
and orientation at the beginning of secondary education can 
be reduced to five months. 33 

The central dilemma was well documented by a researcher at Glasgow 

University who had undertaken an analysis of the Scottish Education 

Department Secondary Staffing Survey of 1970. Outlining his findings, 

he said 

While we appear to be offering our, pupils a very general 
education, the criticism is that we still put a heaving 
emphasis on the theoretical and academic sides of the 
subjects while teaching mixed-ability groups in the common 
course. The result is that many pupils are alienated at an 
early stage of their school career ... 

the survey indicates 
that there is still an underlying philosophy which relates 
Technical and Home Economics with the lower abilities and 
Latin with those pupils of highest ability ... many of the 
present school timetables are the result of educational 
thinking which took place in another age. 34 

Not only, then, had new ideas met resistance; a traditional outlook was 

causing the comprehensive principle to be compromised, if not sabotaged 
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in practice. To redress the balance slightly, reference must be made to 

the fact'that some educationists not only were cognisant of the effects 

of the Scottish educational tradition, but also encouraged colleagues to 

escape its less desirable influences. A presidential address at a local 

association' of, the Educational Institute of Scotland contains these 

words: 

For too long we have been sustained in self-deception by the 
shibboleth that Scottish education because of some intrinsic 

-quality is the best in the world. Let us recognise that in 
most aspects of education we are at least one step behind 
other educational nations. 35 

A successor in office two years later reiterated a similar line: 

For far too long Scotland boasted of the, achievements of the 
lad o'pairts. We are now breaking away from the training of 
the elite and paying more attention to the education of the 
masses. 36 , 

Despite these pleas to discard an inappropriate conception of secondary 

education, it seems to have been the case that many of their colleagues 

either could or would not. Notwithstanding the rhetoric to the 

contrary, the comprehensive school, and the vision of education it 

enshrined were novel in Scotland, and jarred with inherited values. But 

the rhetdric about 'comprehensive' schools having a long lineage north 

of the Border probably served to sweeten the imposition of an English 

idea and interpret and make sense of a changed educational reality. The 

effect of the Scottish educational tradition is akin to Raymond 

Williams's view: 

What we have to see is not just a 'tradition', but a 
selective' tradition; aný internationally selective version 
of a shaping past and a pre-shaped present, which is then 
powerfully operative in the process of social and cultural 
identification ... it is a version of the past which is 
intended to connect with and ratify the present. What it 
offers in practice is a sense of predisposed continuity. 37 
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THE ACADEMIC-TRADITION 

A central well-attested component of 'that educational tradition was an 

exaltation of the academic deriving from an ideology of separation 

according to ability. Reference has already been made to Circular 44 

issued in 1921, and during the decades which followed academics like 

McClelland, Thomson and their disciple McIntosh expended great efforts 

in an attempt to winnow out the able child in order that he could be set 

on the ladder of opportunity leading ultimately to higher education. 38 

In 1967, the' recently'' constituted Consultative Committee on the 

Curriculum published its second paper dealing with the organisation. of 

the curriculum in the'secondary school. An earlyrparagraph opens thus: 

Traditionally, Scottish schools have been concerned 
primarily, though not exclusively with the intellectual 
development of their pupils. over the years, however, it 
has become clear that the scope of education is widening to 
include such matters as health, social behaviour ... at the 
same time ... the pressure on young people to. obtain the 
necessary qualifications has markedly increased and this has 
helped to perpetuate the over-emphasis on the intellectual, 
or at least the examinable parts of the curriculum. 39 

This document, which contains the first official acknowledgement of the 

common course as the vehicle for the orientation and assessment 

mentioned in Circular 614, has as a central recommendation the notion of 

'minority time'. The idea was that pupils should spend no more than 

three quarters of the week on examination subjects, so that 'essential 

elements are not crushed out of the, curriculum'. (p. 24) Leaving aside 

the f act that a large number of the working group came f rom a senior 

secondary background, and that no allusion is made in the paper to the 

existence of 'comprehensive schools', scrutiny of public statements 

shows that the reception accorded to the proposals- was cool. An 

illustrative examplet is -provided by the Scottish Secondary Teachers' 

Association: 
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... if it were- adopted without modification, it would 
involve the application of all pupils at this stage to a 
Procrustean Bed, on which the able, would be cut down to the 
size of the less able and the least able would suf f er 
distress by being stretched beyond their capacity to endure 

... any attempt to reduce the weekly timetable to seventy- 
give per cent examinable work would be to reduce the time 
available for certificate work of any value to disastrous 
proportions. 40 

Despite the . official existence -of comprehensive schools it remains 

highly doubtful if a parallel shift in. the education on offer had 

occurred. Indeed, it would appear as if the expectation was 'business 

as usual': 

... the immediate and definite rewards of examination passes 
have obscured the less obvious but equally important 
considerations of social and moral development. For the 
large mass of pupils and apparently for most parents, the 
school is simply an academic forcing house, producing '0' 
and 'H' passes like so many stalks of rhubarb ... ý the 
attitude to Music, Art or Drama is that it is distraction 
from the'serious business of gathering qualifications. 41 

I- 
Such expectations were not, however, limited to parents and pupils, but 

chimed in well with the outlook of many teachers. A report written in 

1972 for the Glasgow Educational Committee by a senior member of the 

Directorate refers to recent changes in secondary provision occasioned 

by the introduction of comprehensive schools, but indicates caution: 

it must be remembered that established teachers will take 
time to adjust their attitudes and methods and that 
conditions vary from school to school in regard to staffing 
and the proportions'of able and less able pupils on -the 
roll. ... the staffing of schools with well qualified 
specialist teachers interested in promoting their own 
subject at certificate level has reinforced the tendency of 
organising pupils in separate streams. 42 

support for the view that pupils continued to be separated according to 

ability within 'comprehensive' schools is found by examining the minutes 

of the local associations of the Educational Institute of Scotland in 
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Glasgow, Dumbarton, Lanark and Renfrew. In Dumbarton, for example, the 

Primary School Transfer Board, which allocated pupils to Course 1, 

Course 2, Course 3 on the basis of V. R. Q. tests and teachers' estimates 

continued to operate until 1969.43 (In passing, it should be noted that 

comprehensive education as a substantive issue hardly figures at all in 

Educational Institute of Scotland local association minutes). Even 

noted proponents of the comprehensive principle found it difficult 

totally to abandon selection. At a meeting called by Her Majesty's 

Inspectorate to probe the attitude of senior directorate staf f in 

Glasgow to the integration of fee-paying- schools into the authority's 

network of comprehensive schools, the Director Dr. mackintosh made his 

position clear: - I 

Early in the meeting-it became clear that the Director held 
the view that the Education Committee wished to retain the 
status quo and would not initiate and bring forward a plan 
to the Secretary of State. Likewise, despite his own 
sympathy for -the comprehensive system, it was obvious that 
he did not feel impelled to take any initiative in the 
matter44. 

It is also noteworthy that the established Churches in Scotland favoured 

some form of selective education in the interests of these pupils of an 

academic bent. The Church of Scotland position is summed up in an 

account of its Education Committee Meeting in 1973: 

We do not accept the view that all selective schools should 
disappear, provided always that selection is not f inal or 
damning. We do not believe, though many will disagree with 
us, that the retention of a small number of selective 
schools will necessarily affect the comprehensive character 
of the schools attended by a large proportion of our 
children ... we accept the logic of the fact that for a few 
specially gifted children in arts, special provision is 
made. -By extension of this we accept that for a small 
proportion special academic provision is made. 45 

The Roman Catholic Church also had an overt attachment to selective 

secondary education. The Scottish Committee of the Public Schools' 
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Commission had the Glasgow position explained in the following terms, 

revealing an attitude which can be attributed to the sociology of the 

Roman Catholic Community in the West of Scotland. 46 

The Catholic Community has until now depended on three main 
selective schools for its recruits to higher education and 
the main professions. Evidence was put to the committee 
that if the present selective character of these schools 
were changed, the Roman Catholic Community would regard its 
educational position as seriously prejudiced ... many 
parents had difficulty in finding a local school which they 
regarded as academically and socially acceptable. 47 

It almost seems as if 'academic' education was widely regarded as 

'general' education, and all pupils had to adapt to that model, with no 

others being entertained as possibilities. Given that commonly 

subscribed - to conception of 'worthwhile' knowledge, it is hardly 

surprising that any hint. of an alternative curriculum or pedagogy was 

treated as a threat to the scholastic -progress of the able. To judge 

from the evidence, 'comprehensive education came into that category. The 

H. A. S. ' for example, at the very thought of the introduction of 

comprehensive education nailed its colours to the mast: 

Discussion took place of the SED' Circular on -the extension 
of comprehensive education ... Mr. Dewar made three points: 
the comprehensive school already was the characteristic unit 
in the Scottish small town; differentiation must be made as 
soon as possible; differentiation must -come sooner rather 
than later if we are going to provide the number going on to 
higher education. 48 

A similar plea was made the same year: 

... if academic excellence is to be recognised in the 
process of schooling there is a clear need for selectivity 
... impatience for progress is-no excuse for levelling down 
and imposing a system where the able boy and girl will be 
held back and discouraged. 49 

Several years later, when schools had had some experience of the common 

115 



course and mixed-ability classes, the Scottish Schoolmaster carried 

these statements: I 

all pupils entering S1 ... must do the same work, must take 
the same subjects ... must take the same examinations ... 
the situation becomes a nightmare for pupils and teachers, 
especially in academic subjects ... any attempt (to 
introduce) selection is frowned on by authority. 

what is the object of public education? It is ... to 
educate pupils according to age, aptitude and ability ... 
the fashion ... is to ignore the differences between pupils 

this is the basis of ý the comprehensive system ... in 
Scotland the tradition was that pupils would be educated in 
accordance with their aptitude and ability ... one thinks of 
the past glories of schools like Govan High School or 
Bellahouston 'Academy, - reduced to the level of Clapham 
Comprehensive. 50 

The student of this -period of Scottish education cannot, in perusing 

records and journalistic sources, ý but be forcibly struck by the 

frequency with which the term 'comprehensive education' is used 

alongside expressions like: 'levelling down in the name of parity', 

'able held back", 'the destruction of Scottish education'. Not only is 

such terminology indicative of the hostility to innovation 

characteristic of bureaucratic organisations; in the Scottish context, 
I 

there is another, parochial dimension: the change was seen as 

potentially damaging to a hallowed aspect of Scottish culture, namely 

the senior secondary school. If such a view is accepted, it is easy to 

understand the continued prominence of the academic ethic in the day-to- 

day life of the new 'comprehensive' schools, and to envisage its likely, 

deleterious effects. In its comments on the Munn and Dunning Committee 

proposals, the Scottish Council of the Labour Party had this to say by 
I 

way of explanation for the remits having been considered necessary: 

Establishing comprehensive schools did not ipso facto 
establish comprehensive education. The secondary school 
curriculum is distorted by a, narrow academic operation, 
competitive examinations and the streaming of students into 
certificate and non-certificate categories. As a result 
there is considerable over-presentation of students for '0' 
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grade, serious inadequacy and inappropriateness of 
educational provision for 'non O-grade' students, alienation 
and apathy among a great many students in S3 and S4 and 
truancy and indiscipline in a small but significant 
minority. 51 

Even if all the blame for the state of affairs which brought these two 

committees into being in 1974 cannot be laid at the schools' door, this 

extract highlights the significance and persistence of the academic 

tradition. Press reports of the mid-1970s abound with views that the 

comprehensive school is partially, if not totally to blame. An account 

of research done with a sample of 3000 pupil, s in Strathclyde schools 

was reported thus: 

Comprehensive schools have failed to produce equality of 
opportunity and are alienating 25% of their pupils ... this 
subculture, which we had when schools were selective, has 
been simply thrown under the same roof as the others. The 
old inequalities are being reinforced by comprehensive 
education . ý.. the' pressures are still there, so that the 
bright conforming children latch on to the system and 
identify with it. We still have what to some extent is an 
elitist school system ... the ideology (of com rehensive 
education) is not being translated into practice. 53. 

It is a strange contradiction that, for a country which prided itself on 

a centuries-old tradition of the common school, and education for all, 

its solution to developing an organisational framework consonant with 

the comprehensive principle appeared to depend on fairly rigorous 

discrimination between the able sheep and the less able goats. A 

telling profile of the latter was provided by the Scottish Education 

Department in a pamphlet of suggestions for the teaching profession as 

to how they might devise courses for the impending raising of the school 

leaving age: 

It is worthwhile to consider briefly the type of pupil whose 
education is under discussion' and -the stage he has reached 
in it. By the end of his second year - and perhaps in many 
cases long before that - it will be clear that education of 
an academic sort has neither appeal nor much prospect of 
profit for him ... his future will be in the workaday world 
... this is not to say that he is devoid of intelligence or 
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sensibility but rather that these ... will be seen, applied 
and develoSed only in practical pursuits and, real 
situations. 5 

Appearing as it did after the official launch of Comprehensive schools, 

this extract tempts one' , to conclude that official thinking on less able 

pupils had not substantially shifted since the publication of the 

memorandum Junior Secondary Education in 1955. Many people who 

participated in this research bore eloquent testimony in interview 

sessions to the pre-eminence of an attachment to the academic. Speaking 

of the implications of Circular 600 and 614 allusion was frequently made 

to the perception that comprehensive schools 'destroyed good schools', 

that is long- establ i shed senior secondary schools which had built up 

sound reputations deriving principally from their pupils' academic 

succeýss. 
' The fact, too, that intervi6wees variou , sly described the 

feelings experienced by the notion of comprehensive schools as 'panic', 

'despair 'horror' reveals how much they 'disturbed the educational 

peace thus highlighting contradictions in the 'received wisdom', and 

accounts for the ofte'n-expressed statement that former 'junior 

secondary' pupils and staff'were sucked into the senior secondary mould, 

and were obliged to adapt to its dominant ideology and practices. 

Moreover, when asked to comment on how the comprehensive school 

articulated with the Scottish educational tradition the more discerning 

(or honest? ) respondents stated that ideas- underlying the comprehensive 

principle were, fundamentally opposed to traditional Scottish ideas on 

education: elitist preconceptions received a damaging jolt from mention 

of radical concepts like equal, regard for all pupils, all pupils 

studying the same curricul um, and the possibility that they might 

possess abilities other than academic. 
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THE PRE-EMINENCE OF NATIONAL EXAMINATIONS 

The heavily academic diet provided by the Scottish secondary school, and 

its concomitant didactic and authoritarian teaching style articulated 

very well with another feature of the Scottish educational tradition - 

the reverence for and subservience to the worth of national 

examinations. No one can deny the importance of such examinations in 

terms of the maintenance of national standards, entry to higher 

education and employment prospects, so that the view promulgated by, for 

example, R. F., Mackenzie that they should be abolished (on account of 

their crippling effect on the curriculum and pedagogy) seems naive and 

unrealistic. Nonetheless, it can be argued that the pedestal-like 

position national examinations held - and still hold? - blended well 

with the Scottish tradition, and for years provided a formidable 

obstacle to the realisation of the aims of comprehensive education. 

Shortly before the publication of Circular 600, the Council of the 

Headteachers' Association of Scotland was debating the proposed 

introduction of an Advanced Grade examination. Their position is made 

very clear in this minute: 

It was decided to write to the S. E. D I . "'asking for their 
assurance that they intended to retain the Highers as the 
measure of achievement in the Scottish senior secondary 
school. 54 

Sir James Robertson, - addressing the Association of Directors of 

Education two years later described how an inability to break the 

stranglehold of examinations had prevented the spirit of the 1947 Report 

from prevailing in Scottish schools: 

Either you have a set up without examinations or an examined 
one; we have chosen the latter ... graduation is the worst 
sacred cow we have ever worshipped ... in class pupils are 
potential examinees; onl 

,y 
on the playing field are they 

persons. In the last resort one has to ask whether a school 
is a glorified Skerry's College or a real community ... if. 
there is an obsession with exams it is because we as a 
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nation have not got our values right, rather than because of 
any failings on the part of individual teachers or parents. 
What we have to emphasise is that for the average child the 
price we have to pay for examinations is too high. 55 

Two years later the RUthven Report, while stressing that what was 

important was the all-round development of the individual pupil (para 

29), alluded nevertheless ' to the ef f ects of a powerf ul' adherence to 

certificate examinations: 

It is regrettable thatýonce this decision (about examination 
subjects) has been made, so many teachers parents and pupils 
consider only the examination subjects to be - of any 
importance. In their desire to secure as many passes as 
possible, pupils tend either cut out other , subjects 
altogether or at best to give them scant, attention ... a 
school must not become a cramming-institution: its function 
is much wider. 56 

Despite the plea contained in the last sentence of this extract, 

scrutiny of Scottish Certification of Education Examination Board Annual 

Reports reveals that for many teachers the wider function of school did 

not impinge on their consciousness: 
I 

it is disappointing, however, to f ind the recurrence of 
comments that appeared with regular frequency in the past: 
presentation of substantial numbers of candidates so 
inadequately prepared that they had no possible hope of 
success; undue reliance on prepared notes and rote 
learning; questions calling for an intelligent application 

57 of knowledge too frequently evoked irrelevant answers. 

in a considerable number of subjects, particularly on the 
Ordinary Grade, attention has been drawn to the presentation 
of significant numbers of candidates who clearly do not 
process the ability that is necessary for worthwhile 
presentation at the existing levels of examining. 58 

The response to the introduction of comprehensive schools seems to have 

excluded any serious attempt to provide a variety of curricula. Rather 

it appears that the vast majority of pupils were made to digest Scottish 

Certificate of Education syllabuses. possible explanation for this 
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unmistakable trend was provided in an Scottish Education Department 

publication in 1970: 

It is still a widely held opinion among parents, " pupils, 
teachers - and employees - that passes in f ewer than three 
or four subjects on the Ordinary Grade are of little use 
educationally or vocationally. 59 

The publication, in its discussion of methods of assessment offered 

little in the way of encouragement: 

Traditional methods are still extensively used in schools in 
assessing the performance of pupils following courses for 
early leavers. There are, however, indications that much 
less emphasis is being placed in some areas on regular 
formal examinations, and that teachers are thinking more of 
continuous assessment in some form. So f ar, ideas about 
this tend to be still somewhat vague. 60 

The pamphlet also acknowledges the widespread practice of rigidly 

dividing pupils in Secondary 3 into certificate/non-certificate groups, 

and the consequent under-development of 'bridge' courses: 

it is to be hoped that, as the ideals of comprehensive 
education penetrate further up the schools and as the 
effects on morale of even minimal certificate, presentation 
come to be more widely acknowledged, such courses will 
become commoner. 61 

However, it would be misleading to suggest that no-one recognised a need 

for change in the examination structure. No less an authority than the 

Chairman of Scottish Certificate of Education Examination Board 

acknowledged changing circumstances in an address to the Association of 

Directors of Education in '1971. After outlining developments in 

national examining since its inception in 1888, he referred to problems 

of the day: 

We have to ask whether there have - been changes in the 
structure, form of requirements of our educational 
provision, or in the social and cultural patterns 
influencing these changes in recent years that demand 
corresponding changes in the nature, design or standards of 
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our examinations now or in 
-the 

foreseeable future ... the 
Higher, the sacred cow of Scottish exams, is regarded as the 
linch pin of secondary education holding tociether all that 
is best in the broad-based Scottish tradition; but it may 
be that this is, another of the many myths of education. 62 

He made reference to the introduction of comprehensive education in 

these terms: 

Indeed, selection which at one time, no doubt, foolishly was 
regarded as one of the functions of the educational process, 
is now a pejorative word. All ability classes, the common 
course and integrated studies are now the current trend, and 
what we had to put up with as a hard necessity in our little 
Highland school some 50 years ago is now held up as the 
apogee of educational progress everywhere. Comprehensive 
schools have achieved a similar pre-eminence. 63 

Mr. Urquhart was not the only voice to question the relevance of the 

existing examination pattern after the Antroduction of comprehensive 

education. At a conference on examinations called by Scottish 

Certificate of Education Examination Board, a Glasgow headteacher 

delivered an impassioned plea for a revamped examination system: 

The fact is that the '0' 
, grade examination is the biggest 

single influence in Scottish education, even more than the 
strap. 64 

Arguing that the Ordinary grade examination was a major factor when 

considering the efficacy of comprehensive schooling and the common 

course, mr. Currie laid his cards on the table: 

the syllabuses and the standards which the examinations 
require are the basis for most value judgements throughout 
the educational spectrum, and when we discuss the SCE exam 
structure we are in fact discussing the fibre from which the 
whole fabric. of Scottish education is woven. 65 

He proceeded to, state his case for an urgently needed reform, a modified 

ordinary grade examination which would be in-his view: 
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a comprehensive examination for the comprehensive school. 66 

Although with hindsight it is now clear that the views promulgated by 

Nicol Currie ultimately led to the setting up of the Dunning Committee 

in 1974, it has to be recorded that his outspoken views did not meet 

with approval. Two years earlier, at a similar examination conference, 

called to discuss problems with national examinations, Dr. Douglas 

McIntosh replied thus to a question which suggested that to consider 

exam reform after such major innovations as comprehensive schooling and 

the raising of the school leaving age was in a sense to put the cart 

before the horse: 

We must recognise this political fact, but we must also make 
our voices heard when political decisions are unacceptable 
or do not fit the educational facts of life. We can accept 
the principle of comprehensive schooling if we can also 
accept the wide range of individual ability ... we must not 
let things go too far ahead of us. Today there is too great 
a tendency to scamper ahead on decisions based largely on 
opinion, prejudice and emotion. 67 

To a suggestion that there should be a greater say f or schools in 
I 

assessment, Dr. McIntosh replied: 

There is no doubt that the school knows the child better 
than an external examination on a single day can place him, 
but you have to maintain national standards. Such 
examinations by the school are - much better for children 
following Brunton courses: such children find difficulty 
with national examinations, and do better with the local 
kind, but you must assess on a national standard. 68 

Such tentativeness about the possibility of changes in the national 

system of -examining was echoed at the 1970 Conference by HMCI Neville 

Fullwood who opened the discussion after Nicol Currie's 'revolutionary' 

talk. In a short address prior to a general discussion he asserted: 

'There still remains to me what is the fundamental question - how desirable educationally is it that large numbers of 
additional pupils should deliberately and as an act of 
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policy be involved in work f or examinations? ... as I see 
it we are not-, ready yet, either in Practice or 
temperamentally, to contemplate jettisoning any part of our 
examination system ... if the speaker is expecting me to say 
that the SED is in favour of drastically modifying the 
examination and introducing a new one by 1972, let me first 
of all make, the point that this is a matter for the Board 
and not the Department, and secondly that I have already in 
the course of this discussion made considerable reservations 
about it happening in this way. 69 

Leaving aside for the moment the issue of the relative power of the 

Scottish Education Department and Scottish Certificate of Education 

Examination Board, the Senior Chief inspector made the party line clear 

in a talk to the Association of Directors of ýEducatiom at their 1971 

Summer Conference: 

The, general policy of the Department and indeed of the Board 
might be summed up as opposition to a radical reconstruction 
of the examinations at this stage. The long term solution 
might lie in the adoption of some kind of profile, but there 
seems little prospect of any general acceptance of this idea 
in the near future. 70 

The hostility to change in official circles is evidenced not only by the 

threat of the convener of the Board's Examinations Committee to resign 

at the proposal in 1972 to have a banded ordinary grade 71, which he saw 

as a betrayal of standards, but also by another Board minute dealing 

with a conference on examinations at the post-fourth year stage held at 

Jordanhill College as late as 1978: 

There was no consensus in favour of major structural changes 
at this stage in the system of certificate examinations. 72 

A year earlier a major article in a Sunday newspaper purported to 

investigate the crisis in Scottish education. Raymond Thomasson, depute 

general, secretary of th e Educational Institute of Scotland was quoted as 

saying: 

we should be producing more rounded Pupils. The emphasis on 
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exams is, quite wrong ... the system is directed to an 
academic level and not a practical one for the minority. 73 

A university lecturer in the same article said: 

... our system is geared to the academically-minded. 
Remember a lot of kids in the 14-16 age group would prefer 
to be out of school. Teachers ought to be allowed to test 
children over a period because '0' grades are irrelevant in 
many cases. 74 

Nonetheless, the journalist concluded on a realistic note when he urged 

readers 'not 'to expect anything radical' from the Dunning Committee 

which was due to produce its Report on examinations later that month. 

EQUALITY OF OPPORTUNITY: THE SCOTTISH PERSPECTIVE 

Closely related to the place occupied in the Scottish educational scheme 

of things by national examinations is the concept of equality of 

opportunity. Political proponents of the comprehensive school based 

their campaign on the alleged fact that reorganisation would increase 

opportunities for all children, and remove artificial or irrelevant 

barriers to educational success. Such an assertion assumes particular 

significance in the context of Scotland, a country which has long prided 

itself in its inherent egalitarianism and democratic ethos (see Chapter 

one). Nowhere are these virtues claimed to reside more than in the 

educational system, which, since the days of John Knox, has boasted its 

facility for sending children with academic ability off on the road to 

higher education and upward social mobility. However, it is worth 

examining exactly how equality of opportunity was construed in the eyes 

of Scottish educationists. Nicol Currie provided this -npt cameo of a 

system he argued was outdated and in need of drastic'overhaul: 

Traditionally, -the lad o'pairts, if he ever existed, had to 
sacrifice his early learning years if he sought the passport 

, which a national certificate represented. The less gifted 
pupil was compensated by an earlier release from a system 
which had less to of f er him. There was a kind of rough 
justice, socially acceptable to pupil and parent, and 
educationally philistine only to the purist. 75 
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It could be argued that a distinct absence of 'purists' prevented 

political initiatives like comprehensive education and the raising of 

the school leaving age from making any substantial inroads into 

established practices. Indeed, an Inspectorate report on the progress 

of the latter had this to-say as one of its conclusions: 

Visits to schools made it quite clear that the majority of 
headteachers thought it right to afford as many pupils as 
possible the opportunity of taking SCE courses. This 
practice was in accord with the general more towards 
equality of opportunity in the comprehensive system ... (teachers) considered that an examination course with the 
possibility of tangible recognition at the end of it was 
more likely to provide motivation than non-certificate 
courses. ... SCE courses were based on a prepared set of 
syllabuses with which teachers were relatively familiar and 
which ... allowed them to contain their teaching within 
traditional subject boundaries. 76 

The Inspectorate verdict contains this statement: 

To a large extent, the original purposes of RSLA were 
forgotten by the time ito was implemented, and there was 
little evidence that either schools or their headteachers 
had chosen to restate- them in the planning of their own 
courses. What had survived was the notion of equality of 
opportunity, though this was most commonly inter reted in 
terms of the opportunity to take SCE examinations.? 7 

It would be a mistake to think that the ideological standpoint of 

teachers described in these extracts was confined to the middle years of 

the comprehensive school. Rather, it appears that it made its presence 

felt at a much earlier stage. one of the most controversial aspects of 

the comprehensive principle was the notion that children - need not - 

indeed, ideally, should not - be grouped in classes of homogeneous 

ability. Educationists who participated in this research were asked to 

comment on their experiences of approaches to pupil grouping, to 

determine the extent to, which comprehensive reorganisation affected 

previous practices. , Responses reveal a remarkable unanimity, the 

salient features of which are these: 
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- mixed-ability classes and the common course were generally unpopular 

and unsuccessful 

- classes of mixed-ability lasted for varying lengths'bf time, with 

some form of re-allocation according to ability emerging later in 

Secondary 1 and certainly by Secondary 2 

- good practice based on a genuine commitment to the comprehensive 

principle was the exception rather than the rule 

- by the Secondary 3/4 stage classes had been re-arranged into 

'certificate' and 'non-certificate' groups. 

The prevailing ethos appears to have been to restrict experimentation to 

the less, able, and take care to protect the able in the maelstrom of 

educational change. 

Additionally, interviewees were asked to consider the concept of 

equality of opportunity and comment on how it had been perceived in the 

comprehensive schools of which they had knowledge. The following 

representative extracts give a flavour of the opinions expressed: 

(it was) the old lad o'pairts view - if you were able in an 
academic sense you had to have the opportunity to get an 
education, irrespective of the personal or family sacrifice 
'involved. The notion of developing a painter, musician, 
joiner or technician to their potential was an alien concept 
to the traditional Scottish teacher in senior secondary 
schools. 78 

(Headteacher) 

Equality of'opportunity has'long been associated in Scotland 
with the lad o'pairts concept. It was a slogan which was 
accepted as long as it did not involve harmful effects on 
the able. 'There's a feeling in Scotland that we've always 
had equality of opportunity. This myth is used to glorify 
our alleged greatness in the past. 79 

(Headteacher) 

Equality of opportunity was largely seen as allowing more 
children to do SCE exams. Formal teaching from 'THE BOOK' 
dominated. Traditionalists secretly waved two fingers at 
HMI and advisers. People were afraid to stray from accepted 
ways for fear of harming SCE results and the school's 
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reputation. 80 
(Adviser) 

The lad o'pairts ensured that all kids of academic ability 
had the opportunity to go to university irrespective of 
their background. In Scotland there is no doubt that 
equality of opportunity was seen in strictly meritocratic 
terms ... what was revolutionary, and even seen as a threat, 
was that the comprehensive school aimed to cater for the 
whole ability range and treat the pupil as an individual. 
This notion was seen as the death-knell of academic 
excellence, especially in a country which had traditionally 
written off the less able in schools. 81 

(Educational Journalist) 

The concept-, of equality of opportunity remains 
insufficiently addressed, even in 1985. An enormous error 
was made by those who equated equality of opportunity with 
an equal and uniform circular diet and course provision. 
The concept was never really translated into action as it 

should have been. Many felt that as long as all kids got in 

and thus had the chance to sit '0' grades if they wished, we 
had a comprehensive system. 82 

(H. M. Xnspector) 

Such a conception of equality of opportunity helps to explain the 

following somewhat ironic letter to a newspaper editor, alleging that 

the arrival of comprehensive education had knocked Scottish education 

seriously off course: 

... the results of the all-through comprehensive system are 
now being f elt. There has been no change in the 
intelligence of pupils ... the only change has been in 
secondary school organisation which used, to give every pupil 
his or her chance to shine regardless of social background 
but which now lumps them together, gives them the common, 
course, denies them any kind of selection and, in short, 
refuses to regard them as individuals ... 
The Scottish system, formerly as democratic as any has gone 
lop-sided. It must get back in balance. 83 

There is an argument then for claiming that, far from being egalitarian 

and democratic, the practices of Scottish comprehensive schools were in 

fact quite elitist, and served to perpetuate a conservative educational 
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ideology which favoured a retention of the status quo. As long as all 

children had f ormal access to secondary education and were given the 

opportunity to be equal, mythical feelings of fair treatment were 

satisfied, and the unpalatable facts of actual inequalities in treatment 

were evaded. 

Again, there is evidence that a mythical reputation for the openness and 

justice of educational institutions was used as a psychological prop 

both to legitimate existing educational practice and put an acceptable 

construction on the effects of a changing educational world. A 

political interpretation of equality of opportunity appears to have 

collided with an entrenched educational one, to the former's detriment. 

THE CLIMATE OF OPINION AND ITS EFFECTS 

It is hardly surprising that the implications of Circulars 600 and 614 

were not faced up to with eagerness, when one considers that the aspects 

of the Scottish educationa1 tradition considered so far in this chapter 

can be said to have reached the zenith of their expression in the years 

immediately preceding their issue. Indeed, their contents were 

strikingly at variance with most of the educational advice proffered to 

the Secretary of State in a series of Reports since 1959. It was 

consequently unrealistic, if not naive to expect an immediate volte-face 

at the stroke of political whim. The 1959 Working Party Report on the 

Curriculum of the Senior Secondary School, the harbinger of the Scottish 

Certificate of Education Ordinary Grade Examination did not entertain 

the prospect of comprehensive reorganisation. Indeed, its pages bear 

the mark of the segregationist ethic, acknowledging separate junior and 

senior secondary schools, and advocating setting to provide 

differentiated curricula for differing pupil abilities. It sought to 
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seek out and f oster the talented to take their place in a competitive 

world, and thus its predominant message was to f it the child to the 

school, thereby officially endorsing the 'certificate'/'non-certificate' 

divide in and between schools. It can be argued that similar thinking 

permeates another official Scottish Education Department publication two 

years later, even perhaps, that this one encapsulates the quintessential 

Scottish view on education. In the section dealing with secondary 

education it states: 

The prime object of secondary school organisation should be 
to provide enlightened and effective schooling for the mass 
of ordinary children. Nothing can be of greater national 
importance. Transfer schemes have a necessary function to 
discharge in discovering the ability and aptitudes of all 
children, irrespective of their place on the intellectual 
scale. 84 

It goes on to make plain its preference for grouping children by 

ability: 

Just as in the physical spectrum it is possible to 
distinguish between red and blue, so also in the 
intellectual one is it possible to distinguish between the 
widely separated categories of the academically dull and the 
very able. 85 

Like its 1959 predecessor, it strongly endorses provision of a wide 
c 

range of different sec ondary courses to match differing pupil abilities, 

but it is revealing to, note the context in - which the comprehensive 

school receives a mention: 

Many more parents than in the past are anxious that their 
children should receive a higher education, but some parents 
are conscious of what they feel amounts to social stigma 
when their children are not'allocated to senior secondary 
schools or courses ... undoubtedly, where pupils are 
transferred to comprehensive schools there is less criticism 
of and less reaction to transfer schemes ... The traditional 
academic courses leading to professional qualifications 
enjoy great prestige with Scottish parents and, whatever the 
organisation of secondary education, many feel hostile to 
any scheme which debars their children from at least 
attempting such courses. 86 
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Nevertheless, the report was, cautious in its attitude to the 

comprehensive school, despite its alleged benefits: 

We have not f ound it necessary to proceed to a detailed 
survey of the development of comprehensive schools in 
England, or to review the problem of those Scottish schools 
which have long had something of a comprehensive character. 
We believe that Scottish education authorities, in 
considering their future policies, will take serious and 
careful notice of what is to'be learned from experience in 
those two connections. 87 

Pref erring to f avour variety and experiment in f orms of secondary 

provision, the Report adopts a tentative posture: 

our plea is that education authorities should carefully 
consider-any reorganisation of secondary education for their 
area which will provide a wide variety of courses and yet 
avoid the stresses and strains which' transfer schemes tend 
to create. 88 

This Report, written by an informed body of individuals representative 

of Scottish educational thinking, is redolent of and imbued with the 

philosophy of the McClelland school, so it comes as no surprise to find 

the following statement: 

Lack of attention to the intellectually able is quite 
contrary to the Scottish educational tradition ... it should 
therefore be the endeavour of teachers and education 
authorities alike to modify any aspects of our educational 
policy which are tending to limit the development of our 
rich sources of-human talent. No effort-should be spared to 
discover the specially gifted pupils in order to ensure that 
they are given an education suited to their ability. 89 

Even the Brunton Report of 1963 was underpinned by a similar ideology of 

separatism. Notwithstanding 'its original advocacy of the 'vocational 

impulse' ý in curriculum construction, it was still intended to be a 

curriculum for the 70% of pupils who were allocated to Junior secondary 

schools, and so the authors displayed the same assumptions which had 

created the Junior Secondary Memorandum in 1955, and hence make no 
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reference whatever to comprehensive education. 

None of these 'reports which appeared in the run-up to the official 

introduction of comprehensive education in Scotland provides any 

rationale or argument for it. Indeed, they seem to have been produced 

by bodies set up in an ad-hoc manner to deal with unconnected remits 

rather than out of a serious desire to survey secondary education as a 

whole in-the 1960s'. It is a telling comment on the wider issue of the 

relations between politicians and officials that the elitist thinking 

they embody was jettisoned officially at least - almost immediately 

following a change of government and the entry to positions of power of 

people responsive to a more egalitarian outlook. 

A sudden change of political complexion in New St. Andrew's House, 

however, was not enough to dislodge the educational ideology of decades, 

and to judge from the accounts given of actual practices in the 

comprehensive schools known to the interviewees who contributes to this 

study, it can be contended that the Scottish perception of the 

government directive assumed ýa quite identifiable configuration. In 

1968, John Buist conducted a survey in Glasgow schools to assess the 

progress of comprehensive education. in a series of articles in The 

Scottish Educational Journal the nature of the interpretation put on 

terms like 'comprehensive school' and 'common course' is made apparent: 

The common course offers the same subjects to all but with 
different content and a different bias according to the 
group being taught ... otherwise the common course does not 
make sense. A child can move up, we can change his class if 
need be. With children finding their own level, we have the 
best of both worlds ... we exclude from the common course 
the backward readers and the innumerates ... the high fliers 
are away on their own on a fast course, while those of 
average ability are on a slower presentation course. 90 
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The headteacher went on to say that the common course was the 'logical 

extension of the comprehensive system', and that the school's success in 

Scottish- Certificate of Education exams and that of former pupils at 

university was attracting attention. In an article in the same series, 

the Senior Depute Director of Education for the City gave an indication 

why it was almost inevitable, that former practices should continue 

unhindered: 

-, Most comprehensive schools are making some attempt to 
introduce the common course and the education department has 
given them freedom to develop these courses as they see fit 
... some schools operate mixed-ability, others have 
introduced a form of setting. This is quite a sensible 
development for it is not a very good thing to carry on with 
mixed groups for too long. , ... after all schools in 
Scotland are very free to do as they choose. 91 

It would appear from what this official said that Directorate staff 

actually endorsed a continuation of grouping by ability in the early 

years of the comprehensive school. In the final article in the series, 

another Glasgow headteacher was fairly blunt: 

I prefer to call it the common opportunity course ... if the 
ability is there, the opportunity now exists for the pupil 
... I don't know that it fires any of the less ambitious, 
but I presume it was instituted to prevent people with SCE 
potential from being misdirected into, the wrong course. 92 

Several years later 'The Glasgow Herald' published a similar series to 

alert, its readers to the problems being encountered in four areas in 

Scotland trying to grapple with a changeover to a comprehensive system. 

one headteacher, reassured his readers in these terms: 

The comprehensive school is no overgrown sausage machine. 
If there is a potential professor in S2 we shall find him 
and encourage him, just as we have encouraged him in the 
past. 93 

Some of the individuals interviewed in, connection with this research, 
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asked to give a personal definition of the term 'comprehensive school', 

included in their answers phrases like: 'a school with a variety of 

courses to develop potential'; 'a school which avoids early labelling'; 

'a school which seeks to develop all sides of its pupils'. Assuming 

their honesty, the evidence presented here strongly suggests that, in 

the Scottish context, such ideals remained at the level of rhetoric, 

noble aims which encountered a hard educational reality. In f act, a 

narrow form of educational thinking prevailed, so that to a large extent 

pupils in reorganised schools had to sink or swim in the academic deep- 

end of the comprehensive swimming pool. The comprehensive school may 

have been welcomed by and have raised false expectations among some 

parents, but it stretched the capacity for adaptability among great 

numbers of those obliged to teach within its walls. 

When the objective facts are considered, it is revealing to note the 

confident assertions of progress with comprehensivisation in Scotland 

frequently made by officials. Two examples will suffice. A recent OECD 

document states: 

Education authorities accepted willingly the directives of 
C600 in 1965 .... they were in general agreement that 
secondary schools should be reorganised on a comprehensive 
basis. 94 

in 1968 the Secretary of the Scottish Education Department was equally 

sanguine: 

We have been engaged on this task over the last. three years. 
We have got a very long way indeed with it. The District 
Inspectors have been very closely involved in this, both 
informally and on -consultation with the Directors of 
Education, and then advisiný,, us on- the authorities' 
proposals as they came forward. 5 

This was his response to this statement by Professor Esmond Wright, a 
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member of the Select Committee on Education and Science: 

There is a contentious issue in terms of comprehensive 
education these days, and it is especially contentious in 
Scotland because in large measure Scotland is already 
comprehensive in ways that England is not. 96 

The OECD document already cited acknowledges this contentiousness, 

albeit obliquely, by referring to the wider ability spectrum confronting 

teachers than had been customary, and the frantic attempts to devise 

suitable teaching materials appropriate to the new pupil population. 

This situation was bound to affect prevailing attitudes to comprehensive 

reorganisation and colour teacher commitment at least to some extent. 

The writers summarise the current (1983) position thus: 

There would appear, to be little overt opposition to the 
comprehensive school: 97-98% of all pupils of secondary age 
attend them. 97 

Be that as it may, one noted Scottish educationalist who was represented 

on many important bodies and whose educational opinions were clearly 

valued expressed in the mid 1970s an alternative, possibly more 

accurate, statement of the position: 

Comprehensivisation is an ugly word. Some would say that it 
is an ugly conception in any case. It probably comes 
closest to reality to describe it as a process which is 
resulting in a conglomerate of educational developments, 
many of them untried and possibly irrelevant, attached to 
the central core of the comprehensive principle. The bane 
of all education is the lack of clear thinking, and the 
situation is not improved by dragging in doctrinal 
irrelevancies. 98 

Dr. Dewar went on to say that in the Scottish context 

comprehensivisation had raised more issues than it had resolved, and was 

critical of officials who claimed how successful it all had been. He 

may well have been speaking for many fellow Scottish educationists when 

he concluded: 

Scottish MP's had better learn that for them the road to the 
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new Jerusalem is by way of Damascus. They must resolutely 
turn their backs on the problems for which they have learned 
English excuses and the solutions for which they have 
accepted English justifications, and make themselves 
familiar with the advances Scottish education has made 
despite rather than because of Westminster. They will 
doubtless find it surprising, but equally certainly also 
refreshing, that Scotland's real problems in education have 
no dependence on comprehensivisation for their solution. 99 

COPING WITH THE CHANGEOVER 
Nonetheless, despite the resolute stance indicated by Dr. Dewar's 

, people in education were obliged to confront change. As sentimentsil 

early as 1963, the President of the Educational Institute of -Scotland 

pointed the way in her address to the Annual Congress: 

The spirit of change is simply sweeping through our 
Scottish schools today 

... methods are changing, curricula 
are becoming more elastic, new subjects are being 
introduced, the whole attitude to education is being 

radically altered ... gradually people are coming to the 

point of admitting that education of all children to the 
limit of their potentialities is vital for the future of the 

nation. This is a time of burgeoning hope and exciting new 
possibilities in Scottish education. 100 

But how down-to-earth was this view? No doubt, change was in the air, 

but perhaps the Educational Institute of Scotland President's 

valedictory euphoria led her to present an exaggerated picture of the 

reality. The Under-Secretary of State at the Scottish Office in the mid 

sixties would almost certainly not have shared the President's optimism: 

The Scottish teaching profession is of ten, tentative about 
doing new things ... but the government is quite clear that 
by guidance and gentle pressure they will achieve the 
comprehensive reorganisation of education. 101 

The deputation to whom the Minister delivered this view reminded her, in 

a submission on the progress made to date with comprehensive 

reorganisation, that obstacles to change were formidable: 

Council feels impelled to call for new thinking in Scottish 
education ... there was a time when the academic approach 
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was justified, but the complexity of modern life demands of 
all pupils an ability to adapt and respond to a changing 
environment. The danger in Scottish education today is the 
closed-circuit thinking which exists regarding the 
curriculum ... schools have been left behind for decades in 
a cocoon of early century thinking ... 

102 

One of the pioneering comprehensive headteachers in Glasgow went 

further, and enumerated what he saw to be the main reasons for 

opposition to comprehensive schools among his colleagues: 

I)A deep respect f or the traditional system which has 
served the needs of our intellectually gifted pupils. 

2) A conservative distrust of that which is comparatively 
new and which some educationalists feel has not yet 
proved itself. 

3) Stark ignorance of'what ý the ideals of the comprehensive 
school are. 

4) A fear that this type of 'all-in' education will level 
downwards the intellectual effort of the 'lad o'pairts'. 

5) An inexcusable ignorance of the fact that comprehensive 
education is 'the sole pattern in so many foreign 
countries. 

6) Undiluted snobbery ... - which results in a fierce 
determination that we shall continue to operate a system 

, of educational apartheid ... an unchristian, 
undemocratic callous disregard for the basic human 
needs of the majority. 103 

Nor was the opposition to the introduction, of comprehensive schools 

limited to the teaching profession. An examination of parental 

reactions to some reorganisation proposals in Lanarkshire gives an 

indication of how high parental feelings ran: 

Suggested provision would damage the schools involved and 
their traditions, weaken their influence, and lower the 
standard of education in Coatbridge ... teaching staff tend 
to wish to work under conditions where their work is found 
to be most satisfactory. 

St. Patrick's H. S. would be downgraded ... what it has 
achieved should be retained until it is certain that the 
education of pupils will not suffer because of the change. 
... St. Patrick's has built up an excellent reputation and 
tradition and it is well disciplined and successful. 

Hamilton Academy is an outstanding-school. With the change, 
so many good teachers are too impatient to be able to tackle 
the slower element in a comprehensive school, and will 
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naturally want to move elsewhere in order to make full use 
of their abilities. 

The introduction of a comprehensive system of education in 
the County of Lanark is not in the best interests of the 
children. The present system caters for all levels of 
ability with a wide range of courses. It is unwise to 
abolish a well-tried and successful system for another which 
is purely experimental. 104 

The parental concern for the perceived drop in standards made likely by 

the changeover to a comprehensive system was echoed in public by a 

teacher prominent in the Glasgow Local Association of the Educational 

Institute of Scotland: 

Since the introduction of compulsory education, less able 
pupils over 12 have been taught 'progressively in 
supplementary courses, advanced divisions and junior 
secondary schools. Now that they have fallen into disfavour 
with parents and teachers alike, we are in favour of 
comprehensive primary schools feeding comprahensive 
secondary schools. This break with tradition is causing 
much concern. Those who know the value of the teaching 
being given in the established secondar schools are a bit 
apprehensive of the new comprehensives75 

He added, in a significant, if not prophetic statement: 

It is interesting to note that when we held a conference 
last - October to discuss comprehensive education the main 
doubt expressed by many teachers was that the less able 
pupils might suffer. 106 

A reliable guide to the extent to which the introduction of 

comprehensive education wrought change (and the reactions it provoked) 

is an examination of the Annual Reports of the Scottish Education 

Department which were published during the period under study. Although 

generally bland and somewhat self-congratulatory in tone, it is possible 

to detect references to changes which were occurring: 

The past year has seen steady development in educational 
thinking and a good deal of promising experiment in many 
schools. ... There have been few major innovations 

... while 
the schools have adopted the content of the (science) 
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syllabus with considerable zeal,, it will be some time yet 
before the spirit that lies behind it and the general 
approach and methods it recommends are fully appreciated. 
(1965)107 

The following year the Report was cautious: 

Development and innovation - these are the obvious features 
of the educational scene; yet any one change may take years 
to implement, and in some respects a year is too short a 
period for which to offer an adequate assessment of trends 
and movements. (1966)108 

In the same Report, it was stated that the ideas of the Brunton Report 

had 'won general acceptance', but: 

It is all the more regrettable, therefore, that in some 
cases experiment in the schools has been held up through 
undue delay over decisions locally on the range and type of 
courses to be provided. 109 

A slightly, more encouraging note was struck the following year, but 

again, there were problems: 

... at a time when so much that is traditional is being 
called into question, it is perhaps not surprising that 
teachers are, more-than ever before, ready and eager to come 
together for courses conferences and discussion ... slower 
to gain acceptance is the idea that, in order to ensure that 
all pupils receive their full share of such opportunities, 
activities designed as a preparation for leisure must form 
part of the school curriculum. 110 

The tentative approach to change and experimentation is caught by this 

comment from the 1968 Report: 

Some comprehensive schools still retain the division of 
pupils in certificate, non-certificate and backward classes. 
Nevertheless there is a substantial increase in the number 
of schools experimenting with new types of organisation. In 
some areas a common policy has been evolved; in others 
headteachers have been encouraged or left free to devise 
arrangements which they consider appropriate to their 
particular circumstances. 111 

Four years after, the issue of Circular 600, three key elements of the 
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comprehensive system received the following verdict: 

While some schools of the traditional neighbourhood type are 
slow to abandon long-established practices of streaming, the 
mixed-ability organisation has been adopted by several 
schools whose intake is still selective. Division of pupils 
into broad bands of ability is preferred in some cases ... 

Steady progress is being made with the modification of 
transfer arrangements and the abolition of rigid selection 
procedures. But while the need to establish clear liaison 
with primary schools is more generally recognised, much 
still remains to be done to render this liaison fully 
effective ... 

Some cautious moves have been made in the direction of 
reducing the number of formal exams in the early years of 
secondary schools ... although the concept of continuous 
assessment is now familiar to 'most teachers, and is 
sometimes discussed at courses and conferences, there are 
few signs so far of significant original experiment. 112 

Notwithstanding the obvious conclusion from these Reports that, in terms 

of its impact on what actually happened in classroom, comprehensive 

education and its implications were hardly welcomed with open arms, the 

extent of the change that did occur caused some alarm. A year after the 

last extract was published an after-dinner speaker lamented the fact 

that the traditional aims and methods of education seemed to be 

disappearing: 

Thirty years ago the matter was simple: teachers were there 
to teach an&pupils to learn ... the child is now King and 
you have become obsequious attendants about his throne ... teachers are 'no longer imparters of information but people 
privileged 'to supervise the chrysalis stage of psychic 
birth'. This tendency to regard the pupil in the nature of 
af lower about to open rather than a more or less empty 
vessel waiting to be f illed has cast deep roots in our 
educational system. 113 

it can be-said, therefore, that the theoretical claims made for, and the 

stark implications of the changeover to a comprehensive system evoked a 

substantial, if of ten silent, antipathy in schools in the West of 

Scotland. Either because it is in the nature of bureaucratically 
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. organised institutions like schools to undermine attempts at change, or 

because teachers adopted a pragmatic and ad-hoc approach to the 

realities of comprehensive education, cosmetic rather than fundamental 

change occurred. Changes in curriculum and methodology were in various 

ways subverted, with the -result that the workings of the educational 

system were to a large extent left intact. 

Finally, in an attempt to make a brief assessment of the impact of 

Circulars 600 and 614, it is pertinent to ask: what were the perceived 

consequences in the Scottish context of the introduction of a 

comprehensive system of education? A key f actor in the success or 

otherwise of developments was identified in an official publication 

already mentioned: 

The success of particular courses clearly depends in large 
measure on the degree of enthusiasm, involvement and 
conviction brought to them by those most directly concerned, 
namely headteachers and their staffs. Where there has been 
a comparative lack of success, reasons are not difficult to 
find. 114 

It has been suggested in this chapter that the enthusiasm and 

involvement of Scottish teachers were compromised by factors existing in 

the general approach to and conception-of secondary education. A motion 

presented at the 1974 S. T. U. C. Annual Conference in Rothesay puts the 

point well: 

we have the right to insist on a system of education which 
is comprehensive both in intake and curriculum. This must 
mean an improvement in the programme of schools, facilities, 
a reduction of pupil-teacher ratios and the abolition of 
streaming. Streaming is inconsistent with the comprehensive 
principle, and in fact it, is the means whereby selection is 
reintroduced. 115 

A year later, the existing state of affairs received Ministerial 

recognition, when a STUC delegation pointed out that a review of 
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comprehensive education was urgently required to ensure that it met the 

demands of society and was developed to its fullest potential: 

The Minister conceded that, though 90% of Scottish children 
went to comprehensive schools, this did not mean that 
comprehensive education had been universally adopted ... he 
agreed that many of the comprehensive schools were not 
organised as such ... -he was prepared to accept streaming 
which was geared towards the special interests and aptitudes 
of the pupils, but it was important that the process was 
carried out carefully and that the courses were meaningful 
for the pupils. 116 

As well as indicating Government awareness of the continuation of 

selection by ability, years after comprehensive school had been 

introduced, the extract hardly en courages one to believe that there was 

any serious intention to take remedial action. James Scotland, around 

the same time, considered achievements in the period 1965 - 75 in these 

terms: 

The nineteen- f if ties and sixties saw the end of such a 
distinction (between senior and junior secondaries) and the 
victory of comprehensive education. The question now of 
course, is whether any battle has indeed been won, or 
whether the same old problems remain inside individual 
schools ... in the curriculum the egalitarian process has 
unseated the academic element from its primacy, and gave 
comparable status to subjects practical and aesthetic. At 
least that was the theory. Whether it has always happened 
in practice, whether all the die-hards have been converted, 
whether the ought to be converted, these are still live 
questions. 1T7 

it was in fact about the mid-seventies that answers started to appear to 

these 'live questions'. Often, they were far from encouraging: 

I would like to support the statement 'THE SHAM OF 
COMPREHENSIVE EDUCATION'. I abhor the entire system and 
defy anyone who, 'while meandering through shady groves when 
not floating on the ethereal cloud nine, can find much to 
cite in its f avour. It would be superfluous to reiterate 
the cliched remarks apropos the idealism of the 
misinformed. 118 

So what has gone wrong? Simple. Too many people in 
education act as if the comprehensive school is the old 
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senior secondary with a new name. . We still offer the same 
kind of subjects. Most of our teachers still remember their 
own days in the selective schools. Our examinations are 
still the kinds of exams senior secondary pupils used to 
sit. As a result, half our pupils leave the secondary and 
never have any further contact with education. 119 

one Glasgow assistant headteacher, in the thick of the comprehensive 

battle, gave a somewhat jaded account of his experiences in a large 

comprehensive school in the local teachers' magazine: 

Curriculum development it seems to me has proceeded at too 
fast a rate and not enough regard has been paid to what this 
development is achieving in educational terms. If the 
pupils are interested, that seems to be justification enough 
... at the start of S2 all classes are streamed. No apology 
is made f or this since ... to carry mixed-ability groups 
beyond S1 is to deprive that element in the school who wish 
to study subjects to an advanced level of achieving success 
in SCE exams ... very little has been done to establish an 
integrated approach to teaching those on non-certif icate 
courses. The rigid stratification of the curriculum still 
persists ... many so-called RSLA classes are in fact 'ghost 
classes' ... ý the problem of achieving some recognisable 
uniformity within a comprehensive school is still a long way 
from being solved. 120 

Even as late as 1980, the last year covered by this study, the Director 
z 

of Education for Strathclyde indicated that solutions had still not been 

found to the professional challenges of the comprehensive school in the 

foreword to a commissioned study of the internal organisation of 

comprehensive secondary schools in'the region: 

The first two years of secondary education, bridging as they 
do the close-knit curriculum of the primary school and the 
increased subject specialisation of the later stages, 
present teachers with some of their most difficult 
professional tasks. The reconciliation of the various aims 
of this orientation period, and the formation of a suitable 
organisation structure in which to further these aims and 
the development of the appropriate pedagogic skills continue 
to be pressing concerns in our schools. 121 
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CHAPTER FOUR 

COMPREHENSIVE EDUCATION: POLICYs, PERSONNEL AND CONTROL 

The Department guides the development of education in 
Scotland in all its forms, although in the past twenty years 
it has devolved some of its administrative functions to 
other bodies or individuals ... those accustomed to the more 
highly centralised system of most European countries are 
surprised by the looseness of the whole arrangement, and 
that , it seems to work ... the outstanding merit of the 
present situation appears to be in the absence of central 
control, with the consequent advantages of local control by 
people who are in touch with local needs, and freedom for 
headteachers to develop and innovate without being 
restrained by the dead hand of centralised bureaucracy. 
However, within these apparent advantages lie the very 
weaknesses and disadvantages of the Scottish educational 
system of today. 

(Extract from 'Educational Administration', a chapter (author 
unnamed) in Contemporary Scottish Education H. A. S. (1980))l 

Any new system has to be made to work, not just allowed to 
develop, and all parties involved must play their part, 
especially the politicians who, in my view, have 
progressively killed off the opportunities inherent in the 
comprehensive principle. They who started the ball rolling, 
turned their. backs on their creation, and chose not to 
examine it too closely to see if it was working out as they 
had thought. 

(. rnterviewlHT154) 

Regrettably, many people def ined the term as simply getting 
them into one building and then put them into ability groups 
at the earliest opportunity. There was af ai lure on the 
part of politicians and the powers that be to be content 
with that, to adopt a laissez-faire approach to the 
implementation of a nationwide comprehensive policy. There 
was no follow-up, which would have discovered that the 
professionals had failed to respond to the challenge of the 
comprehensive school. 

(InterviewlTUM 

There was a lack of direction on 
one sounded any alarm bells on t 
interference. So the new regime 
troops. We probably did schools 
more emphatic and directive. 

content and approach. No 
his fact, so there was no 
was not understood by the 
a disservice by not being 

(in tervi ewlHM13) 
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The intention in this chapter is to examine the part played by the key 

personnel in the political arena during the introduction and evolution 

of the comprehensive school in the West of Scotland and to determine the 

extent to which their interventions influenced policy intentions. After 

a discussion of Circular 600 as a policy statement, the role of the 

Scottish Education Department will be considered, in an effort to 

determine the extent of its control of comprehensive developments after 

the Circular's publication. Consideration will then be given to the 

policy process over the period under review, focusing on the raising of 

the school leaving age in 1972 as a specific instance. The role of Her 

Majesty's Inspectorate and the Consultative Committee on the Curriculum 

will be explored in relation to the comprehensive issue and the 

contribution of local authority personnel to the policy process will be 

evaluated. Particular attention will be paid to the developments in 

Dunbartonshire, Glasgowf, Lanarkshire and Renfrewshire (the areas of West 

Central Scotland with which this thesis is principally concerned) using 

the f urore over f ee-paying and selective schools in Glasgow as a short 

case study. An examination will also be made of the part played by 

local politicians. Finally, to take account of historical events during 

the period (1965-80), regard will be had to, the effects of the 

reorganisation of local government which took effect from 1975, and 

to Conservative Party Education Policy which was introduced in the late 

1970S. 

CiRcuLAR 600 

Comment has already been passed (Chapter Two) on the enigmatic nature of 

Circular 600, with its mixture of tentative statements and assertive 

value judgements. Yet the observant reader can detect a leitmotif that 

local authorities had little option but to implement the 'requests' it 
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contained. The authors describe it thus: 

This Circular indicates ways in which authorities may 
implement the Government's policy in the light of local 
circumstances, and asks them to review the position in their 
areas and to report on their future plans. 2 

The same seemingly reticent approach is in evidence later: 

The Secretary of State asks 
, 

authorities. to organise their 
secondary provision on comprehensive lines and to introduce 
this form of, organisation as circumstances permit. 3 

Recognising that problems of staf f and accommodation would ensue, the 

Circular makes clear that reorganisation has to proceed within existing 

capital spending parameters: 

. '. ýby careful planning, much can be achieved with existing 
accommodation and staf f and within the present building 
programme ... it would not be realistic for authorities to 
plan on the basis that their individual programmes will be 
increased solely to take account of the need to adapt or 
remodel existing buildings on a scale which would not have 
been necessary but for reorganisation. 4 

The choice of circular (as opposed to legislation) and the tone in which 

it was cast has been explained in these terms: 

(A circular was chosen) to avoid unnecessary conflict with 
local authorities. In 1964, the Labour Government had a 
majority of only three and had to proceed cautiously. 5 

Af ormer Under-Secretary of State at the Scottish Of f ice was more 

emphatic: 

It is worth noting that there was never any intention of 
introducing legislation to introduce comprehensive education 
in Scotland. 6 

previous incumbent of the same post agreed: 

It was never even mooted that new legislation might be 
considered ... there was a very large base of existing 
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schools which met the requirements of Circular 600.7 

Be that as it may, there is no mistaking the Circular's directive tone, 

evident in expressions like 'authorities will wish to consider' , 

'authorities will wish to ensure', 'authorities should now reconsider', 

and in this extract: 

The Secretary of State, therefore, asks authorities to 
review their existing arrangements, and to inform him by 
31st March, 1966, of their general intentions for 
reorganising their provision for secondary education on 
comprehensive lines .,. Authorities will subsequently be 
asked to submit, by the end of 1966, a fuller statement of 
their proposals ... the progress they expect to achieve by 
1970 ... and an indication of any special difficulties with 
which they expect to be faced. 8, 

Nevertheless, it can be argued that Circular 600 as a policy statement, 

stopped short at requesting plans of physical provision, and did not 

concern itself with the detailed implications. This is evident in the 

text of the Circular itself: 

It is for the authorities to take the initiative in 
arranging consultations with teachers and discussions with 
parents, in order that their plans might be fully understood 
by all those affected by them. 9 

This is all the more surprising given evidence which suggests a strong 

political input. A senior member of the Inspectorate said of the 

Circular's composition: 

The Circular was politically initiated without question. 
William'Ross and Judith Hart sent for the then Secretary of 
the Department and instructed him to produce it, and what it 
had to contain. 10 

A former Under-Secretary at the Scottish Office offered this interesting 

comment on the working relationshipý between Civil Servants and 

politicians, talking about the Circular's preparation: 
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(it was produced through) normal civil servant preparation 
of draft guidance to implement government policy for 
submission to the Minister for approval and amendment. I 
myself introduced the no-streaming concept; I was 
influenced by observation of the methods used in Fife. 11 

Amongst individuals interviewed in connection with this study, opinion 

was divided as to the effect of the policy outlined in Circular 600. 

Some took it at its face value, and described it as an essentially 

administrative statement: 

The, main implications of C600 as I see them were: an 
administrative problem: how do you produce a thing called a 
comprehensive school. 12 

Circular 600 started a general movement. It was a political 
decision based on feelings of disquiet in England, and 
Scotland's legislation (sic) had to follow suit, as usually 
happens in major educational policy. 13 

Further evidence of ý central government's lack of involvement once the 

Circular had appeared was-provided by others: 

As long as people paid lip service to the comprehensive 
ideal the SED did not mind ... the point to remember is that 
the political battle had to be won first, then we can worry 
about the details of the internal workings. 14 

(Local Councillor) 

As long as schools looked like-comprehensive units everyone 
was happy. There was no laying down of instructions. 15 

(HMCI) 

An alternative perception of Circular 600 was again in administrative 

terms, with the accent on a rationalisation of existing secondary 

provision: 

Circular 600 merely rationalised national provision along 
the lines of the burgh school. It put a gloss of paint on 
much of what happened already. Comprehensive education was 
not put f orward as a reasoned case with pros and cons ... 
politics is rarely carefully thought out. Many decisions 
are taken on the strength of 'throw away lines'. 16 

(HMCI) 
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It is best to understand the arrival of comprehensive 
schools as the logical outcome of a process of 
rationalisation of the system which had already begun ... 
the Circular has to be understood in the context of a) an 
increased demand for secondary education in the country as a 
whole b) an increasing awareness the Junior secondary school 
had not been a success ... like most Departmental Circulars 
it was an administrative document concerned with 
organisational matters. 17 

(HMDSC) 

Some commentators were sceptical of the power of government circulars, 

preferring to see them as official pointers of the education service in 

a desired direction: 

Government circulars do not have as much of an impact as the 
SED think they do. Although governments are now much more 
interventionist, in 1965 they were not. Circulars provide 
the impetus for change. 18 

(Labour MP) 

SED Circulars never initiate or lead the way in anything. 
It is dangerous to credit them with more power than they 
have ... ' a SED circular, is best seen as a stamp of approval, 
an act of policy promotion ... 

19 
(Directorate Staff) 

Nevertheless, few seemed to doubt the Circular's impact, or its intended 

objective: 

The immediate effect of Circular 600 in practice was all- 
through or else ... a political decision had been taken at 
the highest level and that was that. 20 

(Directorate Staff) 

The political advocacy of the comprehensive school was a 
radical step in Scotland, even though the politicians did 
not really understand what they were advocating. 21 

(HMCI) 

And yet, it would, appear that the Circular was readily taken on board by 

local authorities, (which in the area under study were predominantly 

Labour-controlled), despite the structural changes in the system and the 

organisational complexity it brought in its wake: 
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.2 
Education authorities acce 

ý 
pted willingly the directives of 

Circular No. 600 in 1965.2 

Mr Millan said it was clear that the Government's policy had 
the general support of the education authorities. But the 
details of reorganisation must vary according to local 
circumstances. 'It is not part of this Government's 
intention to be doctrinaire and attempt to impose a single 
pattern of organisation throughout the country., 23 

The apparent SED complacency regarding local authority co-operation, and 

the desire to be accommodating with regard to the type of organisation 

did not always meet with approval and it is not uncommon to encounter 

accusations of cavalier railroading: 

in what way has it been possible for Scotland's HMI's, 
Directors of Education, and Headteachers to bring the weight 
of their experience or integrity to bear upon comprehensive 
education-and RSLA? They are consulted about how policies 
are to be put into effect, but much less, if at all, about 
howý the policies should be formulated. The exercise of 
their critical faculties can look rather like rrpetually 
crying over the milk the politicians have spilt. 2 

My point is to complain that these decisions have been taken 
without a wide enough consultation of seriously interested 
parties. ' It can be granted that in the last resort a 
political decision must be made, but hasty political 
decisions can easily be badly mistaken ones ... as each 
fresh official pronouncement comes out, there is a feeling 
that obeisance, is being done to current fashion and when it 
changes we will all change ... it is not certain that 
'father knows best'. 25 

An editorial writer several years earlier was much more explicit, 

claiming that it was a moot point how far the State had the right to 

dictate a uniform pattern of secondary education based on dubious, if 

fashionable, tenets of a particular theory of society. 

It- is an attempt to impose a particular educational and 
social theory over the whole country, making it even more 
certain -that education will become highly centralised. in 
practice, even though it remains locally controlled in 
appearance. 26 

Perhaps, however, the journalist was being over-fearful of central 
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authoritarianism: 

The implementation of, the proposals in the Circulars 
regarding the introduction of comprehensive education was 
accompanied by a certain amount of double-talk and sheer 
dishonesty at government and local authority level, as 
headteachers and authorities sought to prove how 
comprehensive their schools were, or to conceal how 
selective they intended to remain. 27 

What, then, can be drawn from this discussion of Circular 600 as a 

policy document? Although it was the Scottish equivalent of DES 

Circular 10/65, and thus reflected a party political viewpoint on an 

issue of national importance, it must remain open to doubt that its 

authors intended it as a revolutionary statement of an innovative policy 

for education. Despite, its egalitarian slant, it seems improbable that 

its objective was to strike at the structural base of society using the 

comprehensive school as a weapon. Rather, it appears to have skirted 

round the educational implications of its, proposals, leaving these at 

the level of exhortation, and thus giving implementers considerable 

scope, through lack of explicit direction, for at worst maintenance of 

the status quo, at best, the application of personal interDretation. The 

unobtrusive but directive tone suggests an assumption of lodal authority 

co-operation with its proposals, but it remains a bureaucratic document 

aimed primarily at a structural and administrative reorganisation of 

secondary provision. It could be argued that, for SED officials, the 

appearance of comprehensive reorganisation mattered more than substance. 

THE SED: CONTROL AND POLICY 

Underlying this discussion is the fundamental question of' Scottish 

Education Department control, which several commentators (e. g. Kellas) 

claim exists in large measure in the Scottish educational system. The 

question is highlighted in a discussion of comprehensive reorganisation, 
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and it thus seems apposite to give it some attention. Who better to 

quote as a source than a former Secretary of the SED?: 

Those who administer education at the points of consumption 
are usually struggling with the consequences of the last 
policy change, while the planners are engaged on the next 
one ... there are assumptions in arrangements at the SED: 
1) planning must involve those who administer policy 
2) planning must keep close to Ministers' views and the 

political centre 
Political considerations go with financial as major 
constraints. 28 

As has already been noted, not all administrators would accept that the 

first assumption is adhered to in practice, at least not as far as 

comprehensive education was concerned, and the remainder of the 

Secretary's statement seems to indicate that policy planners have not 

much room for manoeuvre in any case. Accordingly, it is possible to 

argue that central government exerted control, even if it was not always 

overt. An illustration is to be found in items of correspondence by 

members of the Inspectorate and senior civil servants dealing with local 

authority plans for reorganisation: 

1) on the subject of zoning policies in Lanarkshire: 

We have had difficulty in extracting general policy from 
Strathclyde, and Mr McElhon'e has become personally involved 
to the extent that he has written to COSLA's education 
committee seeing their help ... I am not asking you to 
intervene in any direct way; if, however, any opportunity 
should arise where it would be possible for you to mention, informally to Strathclyde officials the Minister'r. strong 
personal interest in securing greater flexibility in zoning decisions and a greater degree of public involvement in 
discussion before decisions are made, I think I should ask 
you to seize that opportunity. 29 

2) On the subject of continued selection in Lanarkshire: 

The letter (from Lanarkshire) assumes the authority will be 
meeting the wishes of the present ministers once they have 
ensured that every secondary school in the County offers 
courses leading to at least '0' level of SCE. What 
Ministers are also concerned about is the elimination of 
selection at age 12. (we also know that Ministers do not 
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like the existence of f our year comprehensive schools ... but have been dissuaded from trying to eliminate them only 
by consideration of the massive amount of capital investment 
that would be required. ) ... they will still be anxious for 
these schools to have a comprehensive intake in S1 and that 
selection of those children capable of taking SCE 'H' is 
postponed till at least the end of S2. ... it seems to me, 
therefore, that we are bound to report to Ministers that ... 
Lanarkshire still operates selection without any apparent 
proposals for its elimination, and get their approval to our 
writing to the Authority to take this up with them. 30 

3) On reorganisation of the remaining junior secondary/ 
senior secondary schools in Glasgow: 

on educational grounds there is an unanswerable case for the 
integration of junior and senior secondary schools ... 
junior secondary schools do not have the resources or 
accommodation or staff to offer pupils the range of courses 
best suited to their needs ... re Bridgeton we think the 
decisions should be deferred ... re Eastbank, we are 
satisfied that the proposed (merged) provision would be 
educationally viable ... re Hyndland, there is no doubt 
that on educational grounds the proposed merger is sound ... 
on balance we think the proposals should be approved for 
implementation this year, since the educational arguments 
are strong and much less controversial than those relating 
to selective schools, and there is at least a good chance 
that it would improve relations with Glasgow. 31 

Access to such items of private correspondence between senior Scottish 

Education Department officials and Government Ministers is revealing. 

These extracts certainly endorse the Secretary's view that planning must 

be kept close to the'Political centre, but do not seem to indicate 

involvement of the policy implementers to any significant degree: they 

seem to be on the receiving end of SED decisions. They also indicate 

that the SED had a very basic definition of comprehensive education (see 

Chapter Two), effectively, one which incorporated the elimination of 

selection and secondary provision in one unit, and made no reference to 

curriculum or internal organisation. Above all, they suggest that, in 

the much vaunted 'partnership' between central and local government, the 

relative influence of the partners was unequal, with the SED 'calling 

the shots', and taking final decisions. 
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Other illustrations of Scottish Education Devartment direction have also 

come to light in the course of this investigation. An editorial in the 

Scottish Schoolmaster described the government's role in these terms: 

The government is attempting to force a complete 
reorganiiation of secondary education, with little regard to 
the availability of suitable buildings and even less to the 
wishes of parents ... This unwanted dictation is a long way 
from the spirit of the post-war Butler Education Act. ... 
the whole machinery of bureaucracy, has been employed to 
deprive parents of their freedom of choice, while the 
specious arguments of some politicians have clouded the 
facts. 32 

The 'dictation' appears not to have confined itself to events at the 

outset; as the implications of the changeover to comprehensive 

education emerged, the Scottish Education Department still occupied an 

influential position. Its reaction to agitation for a revised system of 

national examination-at secondary 4 to take account of the broader pupil 

intake was unreceptive. After a meeting between the Examination Board 

and SED officials this point was made. 

In the Secretary of State's view, so f ar as concerns the 
stand of the '0' grade exam, generally no further remit is 
called for at present. 33 

An alternative index of the control exercised by the Scottish Education 

Department is the frequency in documentary sources of allusions to the 

nature of the consultative - procedures it has established with the 

principal bodies on the Scottish education scene. As early as 1956, in 

a personal interview with the Secretary of the Scottish Education 

Department concern the HAS contribution to a pamphlet concerning early 

leaving, the association was put clearly in the picture: 

it is not civil service practice to acknowledge assistance 

... we cannot regard ourselves in any real sense as partners 
with the SED and we have no special claim to consideration. 

... we will continue to be consulted and no major change 
will be made without having an opportunity for consultation. 

160 



Our recommendations and criticism are welcome but may not be 
accepted by the SED. 34 

Almost twenty years later, a cautiously-worded HAS minute suggested that 

the position had not substantially altered: 

The pattern of annual liaison meetings has again been 
followed. We have met officials of SED, ADES and SCEEB. It 
is difficult to measure precisely the effect of these 
meetings but they do give the association an opportunity to 
present views, and exert pressure upon other sectors of the 
education system. In the long term better co-ordinated and 
more cohesive policies may result. 36 

Scottish Education Department reaction to some of the HAS pamphlets 

produced in the 1970S on various topics of interest similarly offered 

little comfort. Referring to CRISIS AND OPPORTUNITy36, the Secretary 

noted: 

SED reaction was swift ... we were f irmly told at meeting 
with the Secretary that the Department's own statistics 
revealed no crisis and scarcely even a shortage. Those who 
have been present at HMI Mr McGarrity's smilingly confident 
performances on the same theme at various conferences have 
learnt to adjust their fears about the situation exactl in 
proportion to the Inspectorate's optimistic nonchalance. 

17 

The Educational Institute of Scotland, too, was critical of the Scottish 

Education Department consultative process: 

Stress has been laid in SED Circulars on the necessity of 
consultation ... in sharp distinction to the practice 
prescribed for local authorities, the Government has had 
little, if any, consultation with the profession on the 
desirability or otherwise of introducing a comprehensive 
system of education. It is a fact that at no time has this 
institute had discussions with representatives of the 
Government as to whether comprehensive education is a good 
thing. ... 

38 

Several years later, -the EIS complained about what it construed as 

exclusion f rom representation on committees set up by the Consultative 

Committee on the Curriculum: 
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The Depute General Secretary reported that he had written to 
the Department asking f or a meeting to discuss the present 
arrangements for consultation with the Department and the 
machinery of the CCC as a matter of urgency, and was still 
awaiting a reply. ... it was decided to recommend that until 
the present unsatisfactory position was amended, the EIS 
should refrain from making submissions to working parties. 39 

In the event, the Secretary of the SED replied later that year in the 

negative: 

members had before them copies of a reply from the Secretary 
of State in which he adhered to the view that it would not 
be appropriate for the EIS to be given direct representation 
on the CCC. 40 

It can reasonably be inferred from the foregoing illustrations that the 

SED had its own definition of 'Consultation'. It would sometimes listen 

to views, and consider criticism that all was not well with the 

education system, but at other times exclude parties from its 

deliberations, without apparent explanation. 41 The question that 

naturally poses itself is: how seriously did the SED consider the 

external representations made to it, and what effect did they have on 

its policies? It seems difficult to detect any real devolution of power 

on its part, so that consultation meetings may have been nothing but 

exercises in public relations. 

Indeed, it might even be contended that policy planning and innovation 

were carried out within the confines of an ideology that did not alter 

much for a considerable part of - the twentieth century, and that the 

predominantly bureaucratic policy process was reinforced by the SED'S 

apparent remoteness from the system it administered. The f ollowing 

extract (though antedating comprehensive developments by several 

decades) referring to a meeting between representatives of ADES and the 
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SED about Circular 44 (see Chapter one) is indicative: 

To suggestions that the Department might issue explanations 
of certain sections of the Circular in the form of a general 
memorandum or of letters to authorities in response to 
definite queries, Dr McDonald (SED) replied that the 
Department never explained. The intention of the Department 
to adhere to the Circular as it stood, was clear. 42 

However, when Circular 600 was issued in draft form, a senior political 

figure claimed that the implementation of comprehensive policy was to be 

effected in a non-prescriptive way: 

Mrs Hart said that 43% of the school population was already 
studying in comprehensive schools ... and the government was 
clear that by quidance and qentle pressure the 13 would 
achieve the comprehensive organisation of education. 

This very concessionary approach was criticised three years later by a 

headteacher, then EIS President, who claimed that it was sabotaging the 

government's comprehensive plans: 

Mr Carmichael, in a trenchant and witty speech, spck'e of the 
effect of permissive legislation in education. Local 
authorities had particular views on the question of 
comprehensive education, for example ... some were not 
really implementing the idea ... there would be no real 
progress until-central government took a stand. 44 

The Examination Board, for its part, also lamented an alleged lack of 

commitment from the Government at the time of the implementation of the 

Dunning proposals, a period of some uncertainty in Scottish education: 

The Board assures the Department and Ministers of its 
willingness to co-operate and assist in any way it can in 
achieving the best possible solution to the problems facing 
secondary education in Scotland at this critical time. 45 

Warning of the danger that the negative interpretation put on the 

Dunning proposa ls did not fairly represent their inherent possibilities 

for improving assessment procedures, the Director went on: 
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The Board takes the view that a definitive indication of 
policy on curriculum and and assessment for secondary 
education in Scotland is urgently needed ... there is a 
likelihood of a substantial increase in commitment to CSE 
Mode 3 examining by Scottish schools in the absence of any 
commitment in whole or in part to the Dunning proposals ... 
(this) would reflect badly on this Board and would carry 
political implications. 46 

One commentator, writing about the same time, also alluded to the 

Department's seeming aloofness and detachment: 

Despite teacher involvement in working parties, there is a 
strong f eeling that the Department is increasingly remote 
from what really happens in schools. Hence many teachers 
fail to see the relevance of the SED to what goes on in 

schools. 
47 

This view was endorsed by a Scottish teacher who put pen to paper to 

express his disgust at the SED handling of policy: 

-The SED stand condemned 
, 
in the eyes of the Scottish people 

for gross inefficiency over the last two decades. Faceless, 

, _unhelpful, 
time-serving, their role has been to prevent 

political friction and safeguard 'their own over-protected 
jobs. And they have been aided and abetted by a succession 
of Under-Secretaries of State for Education, whose 
appointments 

, 
make the Emperor Caligula's decision to make 

his horse a consul seem by comparison a wise and 
statesmanlike act. 48 

On balance, then, it can be argued that, during the period under review, 

career civil servants in the Scottish Education Department retained 

substantial control over the administrative aspects of comprehensive 

policy. other bodies were consulted and listened to, but a question has 

to be raised over the extent of their involvement in policy 

administration by 
'SED 

officials. Equally,, however, it has to be said 

that no firm control was exercised over the interpretation schools put 

on the concept of 'comprehensive education'. There is a noted absence 

in official documents of statements pertaining to the implications of 

comprehensive policy for the day-to-day work of schools. Given career 
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civil servants' preoccupation with the administrative details of policy, 

it - can be claimed that they did not provide an educational lead for 

schools trying to adapt to the exigencies of the newly-created 

comprehensive system. Such lack of attention to the educational 

ramifications of the policy may have stemmed from an uncertainty about 

what a comprehensive education policy really was, or from a lingering 

attachment to the assumptions which had underpinned policy until 1965. 

These observations lead to an examination of the manner in which policy 

was made and perceived over the period under study. The development of 

the present comprehensive system occurred in four policy stages: , 

1) The issue of Circular 600 in 1965, which was the beginning of the 

-end of segregated secondary provision 

2) The issue-, of, Circular 614 in 1966, which abolished the use of 

selection procedures at the primary/secondary interface 

The issue of Circular, 760 in 1970 (following a change of government) 

which introduced permissive legislation, so that local authorities 

could choose the form of secondary provision which best suited local 

circumstances 

4) The-issue of Circular 898 in 1974 (following a change of government) 

, which reaffirmed provision on comprehensive lines as the only 

acceptable form. 

An OECD report comments on the developments that occurred in this nine 

year period thus: 

By 1974 the combined effects of such efforts was a national 
system of secondary education sufficiently comprehensive in 
nature to satisfy the government of the day. 49 

Effectively, therefore, the system was established by the issue of four 

Scottish Education Department circulars. Just prior to the changeover 
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to comprehensive education a Secretary of the SED described policy- 

making thus: 

Parliament lays down a general framework - within which 
administrators work. The SED functions under the Secretary 
of State ... who has regulative, financial powers. much is 
done in the Department through exhortation and advice in 
circulars and memoranda, and through the Inspectorate. 
National policy is put over by means of consultation with 
all major interested parties before any change is 
contemplated; considerable agreement is often reached 
before a change is made. 50 

Considerable doubt has already been cast on the consensual picture 

painted by the Secretary both in respect of the extent and nature of 

consultation and of the 'considerable agreement' to which he alludes. 

Indeed, it is possible to argue that, in fact, considerable problems of 

a policy nature existed, as one Scottish MP pointed out: 

Just now it is hard to say who takes the decisions or 
provides the leadership. 

... Scottish educational policy 
muddles through, as a result of English decisions, with 
Scottish variants proposed by the Inspectorate and by the St 
Andrew's House Civil Servants, with some ideas coming from 
the Universities, Colleges of Education and certain 
influential teachers. But it is a confused process without 
any central point or focus, and with no one person 
responsible for imposing any pattern or coherence. 51 

A headteacher acquiesced in this recognition of policy confusion: 

The main demerit of the present system is the difficulty or 
impossibility of Scottish education to advance towards a 
common goal. There is no clear discernible pattern among a 
plethora of ideas, experiments and recommendations, but a 
desperate seeking after something better than we have. The 
SED could take a more positive role in promoting the pursuit 
of new aims52 I 

This criticism suggests a dissatisfaction with official policy which 

seems to have given little consideration to the effects of 

comprehensivisation on the work of schools. With specific reference to 

the upta ke of comprehensive policy initiatives, one commentator 

described the situation in Scotland in these terms: 

166 



'The situation has been and remains very fluid. ' This 
quotation could be applied with confidence to the whole 
process of comprehensive reorganisation in Scotland ... the 
SED has provided some useful signposts for the development 
of the curriculum (RSLA Publications 1966,1970; The Ruthven 
Report; The Inspectorate Report on S1/2; guidance), but a 
study of official initiatives has limited value in the 
assessment of where the Scots are now in comprehensive 
policy. 53 

Policy, it seems, did not always accord with practice. The HAS also 

drew attention to the disparity between policy intention and the reality 

of the situation in schools in an analysis of returns to questionnaire 

on secondary school staff it sent out in the late 1960s: 

Headmasters are well aware of the tension between the actual 
exigencies of the situation on the one hand, and the 
requirements of - educational policy on the other ... a more 
positive approach is surely required if schools are to meet 
the demands for additional staf f which the new ideas are 
making on them ... we are only too conscious of the danger 
of educational ideas outrunning staffing resources: indeed 
we know from experience that the present rapid rate of 
change and the continual introduction of new policies are in 
many cases forcing early retirals. Central planning and 
persuasions seem all too often to have ignored this fact. 54 

It is reasonable to infer from these extracts that no long-term view was 

taken of educational policy over the period, but that initiatives were 

taken as and when it was thought appropriate. one such was the creation 

in 1971 of a new structure of promoted posts for schools, known as the 

'Green Paper, 55 
, The Director of Education for Renfrewshire addressing 

his colleagues in the Directorate had this to say of it: 

I have no doubt whatever that the needs of the situation 
require a school structure pf responsible posts which will 
contribute to the management of the school ýas a 
comprehensive organisation ... one thing is certain, 
however, merely -to create these posts will not of itself 
contribute a great deal. The critics who point this out 
speak truly. It will be up to us to make use of the machine 
and make it work to advantage. 56 
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A year later the same audience heard f rom a member of the Inspectorate 

that a new policy initiative had established a centre for studies in 

school administtation for these reasons: 

Management and professional training are a growth area ... 
schools are bigger and have greater differentiation of 
function ... schools are more complex, and there is'constant 
flux and change in the educational environment 
innovation is in. 57 

That the establishment of SCSSA was directly related to the 

comprehensivisation of schools is made clear in its first Occasional 

Paper: 

It has been made abundantly clear by course members that the 
extent and nature and, in some cases, the urgency of demand 
for the service which the Centre offers have been affected, 
if not conditioned, by the changes which secondary schools 
have had to face up to in the last few years ... secondary 
school management is having to reckon with an increasing 
size of school, a greater organisational complexity, a 
developing specialisation of function with it ... demands 
for a rescrutiny of objectives and better organised pastoral 
care ... a rapid rate of curriculum development, changes in 
teaching methodology. 58 

Policy seems, then, to have been made in , response to a developing 

situation once the decision had been taken to go comprehensive, but not 

as a result of a previously worked-out overall plan. The dangers of 

this approach were pointed out by a headteacher: 

SED Consultative documents are open to harmful abuse despite 
their apparent flexibility. Examples are the Green Papaer 
and the Red Book on staff ing. The f ormer has led to the 
promotion of many people to posts f or which they were not 
suited; the latter has led to staffing standards being used 
as maxima by parsimoniotis authorities. 9 

ýý 

The Scottish Education Department response to the issue of Circular 600 

was to organise a conference on the internal organisation of the 

comprehensive school, a theme which was treated under certain headings. 

it is clear from reading the conference account that the SED hoped a 
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comprehensive policy would emerge from the deliberations: 

HMDSCI Dr Dickson explained that the conference had been 
called not to discuss the merits and demerits of 
comprehensive education but to try to determine the 
questions that should be asked and, ultimatelv, answered 
about the organisation, of comiDrehensive schools ... the 
conference has been arranged to provide an opportunity for 
the exchanae of views and exnerience. bu 

Given this scenario, it is not surprising to find statements indicating 

the extremely tentative and experimental feelings expressed in workshop 

sessions: 

- Members agreed that much more thought would have to be 
given to ... 

- one of the main problems to be solved was... 
- Various methods of class organisation would have to be 

tried out 
- Clearly positive steps would have to be taken to ensure 

that ... 
All staff should know what was happening. 61 

A short extract from a SED Annual Report confirms that a mainly reactive 

approach to policy was favoured; after a lengthy discussion of the 

'main problems connected with reorganisation', this conclusion was 

reached: 

It is clear that the various problems raised require further 
investigation and research. There will be a wide scope for 
headteachers to experiment within their schools, but, as a 
first step, it seems necessary to enlarge the store of 
knowledge b organised discussion and exchanges of views and 
experience. 

12 

This approach did not go unnoticed, and its effects were commented upon 

adversely, as some snippets from EIS Presidential addresses show 

clearly: 

Where frustration is felt is in the area of provision for 
change. Every reform has its practical implications, and it 
is no substitute for educational provision to call endlessly 
on good intentions, imagination and improvisation. 
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... areas of concern have become apparent ... there is a 
growing feeling that change is being initiated for change's 
sake, and indeed promoted at times with an iconoclastic zeal 
that would have put our forefathers to shame. 

Politicians of all parties will the end and provide only 
some of the means. This is the endless story of educational 
reform ... the truth is that education in my time has run on 
the goodwill of teachers. Goodwill is near exhaustion. 63 

in passing, it is interesting to note the ambivalent stance adopted by 

teachers, who both wanted direction and, at the same time resented it: 

feeling was also expressed, in support of the above statements, that 

many policy decisions seemed to have been taken with insufficient 

appreciation of their implications and effects on schools: 

Paragraphs 34/35 illustrate how economic uncertainty 
bedevils effective planning, and also how major decisions on 
educational matters are made by politicians without thought 
of the consequences. Comprehensive education and RSLA were 
decreed despite the fact that insufficient money was made 
available to provide suitable buildings to accommodate these 
major changes. 64 

Accordingly, it is possible to claim that educational questions were not 

always to the fore when policy decisions were taken: 

While Mr Morris welcomed many of the advances made, he 
wondered if some of them had not perhaps been motivated by 
political expediency with cost as the prime concern, rather 
than by educational considerations ... elected 
representatives, as guardians of the public purse, tended to 
be influenced by the costs involved, rather than by the 
educational advantages to be , gained. 65 

Adverse comment of a similar nature frequently appeared in the press 

over the period, sometimes expressed in stark terms: 

The year 1971-72 was a year of drift and blunder in 
education. It remains to be seen whether intelligence and 
integrity can overcome irresponsibility and ignorance in 
1972-73 and give us fresh forward-looking policies in place 
of the humdrum, commonplace and unenterprising ones accepted 
by Ministers because of the indequacies of their own 
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policies and the insistence of their Chief Civil Servants. 

our educational system is the victim of hardened ideologies, 
encrusted bureaucracies and vested interests. Increased 
truancy is the result of the paucity and unpalatability of 
current educational policy. 66 

The dissatisfaction with educational policy making in Scotland and its 

results were vividly, if depressingly summed up in these terms: 

..., tinkering with - education, which has now been going . on 
for half a century, can never lead to an effective revamping 
of educational relevant to the needs of the day ... all the 
reports and committees have done little to improve education 
... adequate accommodation and curricula were not provided 
f or RSLA, and the shambles of post 15 education continued 
throughout the 70s until Munn and Dunning identified the 
main problems. Unf ortunately, it would seem that the same 
criticisms are being levelled at the implementation of these 
reports, and the same result is inevitable. 67 

Perhaps. the thoughts contained in this complaint strike at the very 

heart of the matter: funding. It was stated earlier that the politics 

of education involves choices based on priorities. Clearly, since 

resources are not infinite, the education service can only realistically 

expect a share of the public purse. The question is: does that share 

reflect a genuine commitment to the policies being followed in terms of 

creating a reasonable level of provision for their execution? A former 

Under-Secretary of State for Education at the Scottish office explained 

the difficulties faced: 

On the question of public expenditure, the Minister 
emphasised that the Government had to carry out the cuts 
already announced. These covered the whole field of public 
expenditure, and education had to take its. share, and he was 
very conscious of the decisions that had to be taken. ... 
in 

' 
the circumstances extra resources were going to be 

limited. It was, therefore, all the more necessary to 
ensure that resources already available were utilised in the 
best possible way. 68 

Thus, account has to be taken of the f act that Government- imposed cash 
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limits correlate with the level of actual provision, a situation made 

more acute at a time of innovation, when extra calls are made on funds. 

Undoubtedly, an enormous range of conflicting pressures exist for those 

who have to make crucial decisions, so that important issues can become 

blurred or relegated to an inferior place in the f inancial pecking 

order. Nonetheless, sight should not be lost of the ef f ect of this 

state of affairs on practitioners at the sharp end: 

Restructuring on expenditure on education was always one 
element in the great new plan f or the brave new world 
announced by each new government ... what each new 
government failed to point out was that projected increases 
in expenditure were never sufficient to provide for 
inflation, increases'in pupil population and, above all, the 
greater,, aspirations of pupils, parents, employers and 
governments. ... the profession, as usual, would somehow or 
other implement the political decision, despite the failure 
of the country to provide the necessary resources. 69 

The mismatch between policy intention and the reality of the limitations 

put on it by availability of resources was alluded to some years earlier 

by the Senior Chief Inspector of Schools, but he seemed 'confident that 

it did not result in too seýious consequences: 

How I wish someone would f ind a better way of managing our 
economy. We never seem to get down to real priorities, we 
start things, then f ind we are short of money and stop. 
Either we must f irst get our economics right then provide 
education, or provide education first and let the economics 
take care of themselves. Instead of philosophising about 
what is to be done, we go and do it. Perhaps we go wrong at 
times, but on the whole we don't make many mistakes., 70 

it has to be said that this seems a pretty feeble stance to adopt from 

someone in such a,, senior 
_position, 

in the Inspectorate. While openly 

admitting that this pragmatic outlook did not always bear fruit he went 

on to explain why it nevertheless worked: 

The secret of our success despite our shoestring budget is, 
of course, that we get people to do development work in 
their spare time, whether they be teachers, college staffs, 
directors or HMI. 71 

172 



The confident optimism revealed in the Chief Inspector's words was not 

shared by those who had to cope with the policies which emanated f rom 

the Scottish Education Department. Many references were made by those 

interviewed in connection with this research to the policy process as 

exemplified by the comprehensive issue. Some comments were quite 

explicit and direct, others more oblique, but certain common themes 

emerged with unfailing regularity, -and can be summarised by the 

following statements: 

1) politicians gave prominence to the 'vote-catching' aspects of 

comprehensive policy, and were imbued with an optimism that was out 

of kilter with the reality in schools 

2) comprehensive policy was announced, with little (if any) prior 

research, discussion or preparation, which exacerbated the natural 

reluctance of schools to adapt 

3) comprehensive policy was not perceived to be part of a strategy 

which was co-ordinated and directed by its originators. The ensuing 

lack of accountability meant that people in the educational service 

had to -'muddle on', as they groped for solutions to the many 

problems the Policy generated 

4) those in power adopted a laissez-faire approach to the policy once 

it had become statutory (possibly indicating an unwillingness to 

contemplate fundamentaL change), which left ample scope for lip- 

service to be paid to it 

5) resources (financial, human, physical) were never provided in a 

quantity adequate to cope with the policy and its implications. 

6) Policy makers not only over-estimated the service's potential for 

adaptability, but also failed to think through the key educational 

implications of the territorial reorganisation which emerged as the 

prime concern. As a result, practical answers were a long time 
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coming 

7) the widespread ignorance at all levels in the service of the 

implications of comprehensive education, (however understandable) 

coupled with a lack of serious commitment to it resulted in policy 

statements and exhortations being vitiated by institutional osmosis. 

it is suggested that, over the period under review, once the non- 

negotiable policy decision to reorganise on comprehensive lines had been 

taken, policy decisions were responsive to the pressure of a developing 

situation and governed by the exigencies of finance. Career civil 

servants were perceived to operate at a level detached from the work of 

schools, and appeared to leave matters of practical policy detail to 

practitioners, while holding an expectation of co-operation. the belief 

that there was widespread agreement on comprehensive policy is not 

supported, with the SED officials appearing to lack clarity and sense of 

purpose about what the new comprehensive policy entailed in educational 

terms. A consequence of this was some disparity between policy 

intention and its application in reality. Above all, as regards 

comprehensive education, Policy, tended to concentrate on the 

administrative /structural dimension and neglect the, curricular and 

organisational implications for schools. ý Policy does not appear to have 

had as an aim the creation of a new ethos-for secondary education. 

THE RAISING OF THE SCHOOL LEAVING AGE: AN EXAMPLE OF A 
POLICY INITIATIVE 

The raising of the school- leaving age can be ýtaken as a good example of 

an initiative which shares many features that have been identified in 

the handling, of comprehensivisation as an educational policy. Moreover, 

reorganisation-on comprehensive lines and RSLA are closely linked at the 

level of ideology: both were arguably egalitarian measures compulsorily 
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introduced by the Government to extend secondary education to as many 

children for as long as possible and in the process, hopefully, 

contribute to the country's economic strength. To that extent, both 

policies derived from the expansionist consensus which characterised 

post-war policy-making in education. 

While schools were in the throes of adjusting to the effects of 

comprehensivisation, it was announced that the decision had finally been 

taken to raise the school leaving age, a policy first mooted in the 

post-war years and successively shelved largely for financial reasons. 

The news came again via SED Circular, number 813 issued in November 

1971. Considering the upheaval the decision caused (examined in the 

next chapter), passages in the Circular, while peremptory and directive 

in tone,, treat, the impending consequences with some complacency: 

It now seems a distinct possibility, therefore, that there 
will be enough qualified teachers in secondary schools to 
enable the additional pupils resulting from RSLA to be 
absorbed without any general lowering of standards. 72 

The rationale for the policy is explained in terms of the gradual 

increase in the number of pupils staying on for voluntary education at 

15+ after the introduction of SCE '0' Grade in'1962: 

The Secretary of State believes that RSLA will itself lead 
to an increase in the 'number of pupils following courses 
that will enable them, to be presented for the Scottish 
Certificate of Education. 73 

The curricular diet to be of f ered. to the new secondary conscripts was 

alluded to in these terms: 

RSLA depends for its success, not only on the availability 
of staff and accommodation, but on the devising of courses 
suited to the interests and aspirations of the fifteen year 
olds ... f or those "f or whom preparation f or SCE is not 
appropriate, suggestions made in 'Junior Secondary 
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Education', 'From School 'to Further Education' and 'RSLA: 
Suggestions 'f or - Courses 'should f orm the basis of course 
planning. 74 

The Circular went on to exhort Scottish teachers to develop, suita! Dle 

curricula in a sentence, which is indicative of SED's view of the policy 

process: 

Advice offered at national -level will only have a limited 
effect unless it is supported and followed up locally. 75 

The final sentence, while concessionary is singularly unhelpful and 

detached: 

The changes caused by RSLA-are'extensive. 76 

The policy proposal was widely , criticised, by many in the Scottish 

educational world, not in principle, since it was seen as a logical 

extension of the thrust towards a comprehensive system. It was the 

practical implications which dismayed everyone; the Directorate view 

was plain: 

The President said he was in f avour of RSLA in theory but 
appalled at the prospect of it in practice. 77 

The HAS Council reaction is contained in this resolution: 

The HAS, while welcoming the increased opportunities f or 
continued education intended by RSLA, are of the opinion 
that the actual results will turn out to be disastrous in 
many areas unless there is a substantial improvement in 
staffing and accommodation ... we wish to voice our very 
grave fear that the educationally valuable consequences will 
tend to be nullified. ... 

78 

The EIS, in common with the other teaching unions, recommended the 

postponement of RSLA for similar practical reasons. Earlier, their 

President rounded on the policy makers: 
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Every reform has its f inancial implications, and it is no 
substitute for educational provision to call endlessly on 
good intentions and improvisation. ... in such circumstances 
it is,, of course, nonsense to talk of equality of 
educational opportunity ... many areas show an almost 
complete indifference to professional views on school 
planning ... teachers, excluded where they could be of real 
help, then housed in the results of such foolishness develop 
attitudes within which cynicism and distrust prevail. 79 

Again they were berated at the STUC Annual Congress f or their failure 

to finance the policy for raising of the school leaving age to anything 

like a realistic level: ' 

... the Government must stop indulging in platitudes and see 
that the best way to support this noble concept is to 
support it with the cheque book. Without practical support, 
these ideals remain mere shibboleths. 80 

Notwithstanding this critical climate, the Scottish Education Department 

organised a symposium on raising of the school leaving age for ADES at 

Middleton Hall in January 1971. It has already been noted that this was 

a typical'strategy to deal with, new policy initiatives. The proceedings 

were designed to cover the curriculum f or pupils af f ected by RSLA, 

accommodation and equipment provision and staffing. An extract from the 

SED Symposium Summary gives a clear indication of the SED position on 

the policy and its application: 

on curricula:. 

HMCI Mr Fullwood emphasised that action must ultimately take 
place at local level ... it was important that the remaining 
pupils had interesting and worthwhile courses. He outlined 
the type of course that appealed to these pupils - outward- 
looking, practical, including both man-sized tasks with 
concrete results and also recreative activities of their own 
choice. 81 

on accommodation and equipment: 

Mr Bain referred to the fluctuations in the amounts made 
available for school building in recent years and to the 
impossibility of identifying the investment used for RSLA in 
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published statistics. In practice, building f or RSLA was 
of ten an integral part of building for other needs such as 
the replacement of old accommodation and reorganisation on 
comprehensive lines. 82 

In the penultimate session of the symposium, entitled 'Where do we go 

from here? ', a member of the Inspectorate outlined the separate roles 

envisaged for the implementation of raising of the school leaving age 

policy in the following important statement: 

National bodies and central agencies must continue to 
express the underlying philosophy; the education authority 
must-expand and elaborate the philosophy; the school must 
have a policy making organisation of its own and devise a 
structure to facilitate the making and implementation of 
that policy. 83 

The summary report of the symposium is replete with optimistic 

assertions: 

on the whole, directors seemed-reasonably satisfied with the 
progress that was being made locally in developing courses 
on the general lines of the publications issued by the 
Department. ... the feeling was that with the accommodation 
programme already in hand the great bulk of the needs would 
be met ýin time ... there was no suggestion that 
accommodation or equipment would be major problems ... ... 
even in staffing, it was notable that relatively few 
directors made much of their own problems, even in the 
critical areas in the West of Scotland84 

The Secretary - of the Scottish Education Department, in his closing 

address to the symposium, maintained a sanguine tone: 

Mr Graham said he had f ound encouragement in what had been 
said about accommodation and courses. He realised that in 
some areas there would be difficulties, especially where the 
demands accruing from RSLA and secondary reorganisation 
coincided, but the overall situation was promising ... he 
contrasted the rational and informed discussion at the 
sessions with what one read and heard outside. Most of the 
wild statements came from lack of understanding ... there 
was a case for Directors doing locally what the Department 
had tried to do nationally, and he urged them to take 
immediate action. 85 
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So it would be fair to-say that, in the face of strong opposition to its 

policy on raising of the school leaving age, the Scottish Education 

Department appeared complacent that developments were in hand and seemed 

to play down prediction of the difficulties that would be caused by its 

practical implementation. A draft lobby note prepared for Ministers 

indicates the political intention underlying raising of the school 

leaviýg age: 

The fundamental reasons for RSLA are to provide further 
opportunities for pupils to receive an education which will 
equip them to deal with-life in a changing technological 
society. It is hoped that RSLA will create greater numbers 
of young people able to adapt throughout their working lives 
and able to undertake training at various stages. RSLA will 
help to eliminate the waste of talent caused by allowing 
pupils to leave at the earliest opportunity. 86 

This justification for RSLA makes clear the connection, at the level of 

policy intention, with the comprehensive issue. 

The pessimistic predictions made by teachers were given short shrif t, 

and the policy was presented in a confident manner: 
I 

The volume of questions on the state of preparedness of 
education authorities in Scotland for RSLA is increasing, 
and it will no doubt continue to flow as far as 
accommodation is concerned. We have been briefing Ministers 
to say that we have good reason to be confident that, 
overall, there should be sufficient places for the 
additional pupils. 87 

An indication of the extent of consultation undertaken by the Scottish 

Education Department is given in the same letter: 

I wonder if we should make enquiries to inform ourselves in 
more detail about the position generally. I should be glad 
to know if you think we should ask local authorities to 
report on their state-of preparedness for RSLA. 88 

Difficulties- of which the -Scottish Education Department had been made 
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aware were not seen to be insurmountable, and 'demonstrate that career 

civil servants again envisaged the policy in predominantly 

administrative terms (i. e. accommodation and staffing): 

Accommodation shortages are confided to a relatively small 
proportion of secondary schools ... 

89 

We are confident that, overall, there will be no shortage of 
places. This is not to say that there may not be 
difficulties in some schools, but they should be manageable 
and of-'a temporary nature. 90 

I am satisfied that good progress is being madW towards 
meeting the remaining needs ... a great deal of work has 
been done locally ... our main hope for securing a better 
distribution of teachers is through the operation of the 
Inducement Payment Scheme ... we see no reason why RSLA 
should not operate naturally despite problems which may 
occur in some areas. 91 

Such problem minimisation was exemplified by Hector Monro, the Under- 

Secretary at the time. Speaking at a press conference held shortly 

after the 'issue of Circular 813, he said that, while appreciating the 

fears of teachers, he rejected the forecasts about 'a blackboardi, ýpngle' 

that had been made on account of alleged accommodation unavailability 

and staffing shortages, notably in the West of Scotland: 

I really feel at the end of the day things will settle down 
very smoothly'and in three or four years time we will wonder 
why we approached RSLA with such apprehension. 92 

As will be seen in the next chapter, it transpired in the event that the 

apprehension was well-founded, and it can be argued that raising of the 

school leaving age raised issues of the nature of the curriculum and 

pedagogical strategies precisely at a time. when the system was 

struggling to cope with the full ability range which had resulted from 

comprehensivisation. Indeed, those at the sharp-end had not been 

keticent about issuing warnings. One teacher accused the Scottish 

Education Department of a serious lack of planning: 
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Lack of preparation for RSLA has produced a large measure of 
disillusionment among teachers. What began as a healthy 

scepticism is now hardening into a deep-seated hostility and 
a crisis of confidence which will transmit itself to pupils 

... RSLA is a major exercise in educational engineering, and 
as such requires not only the existence of a strategy but 

one which is seen to exist. 93 

Another rounded on the Scottish Education Department f or its apparent 

lack of perception of the real-life difficulties caused by its policy: 

Even the raising of the school leaving age to 15 caused 
serious difficulties of which the politicians and 
administrators appear to be blissfully unaware. Because of 
these facts, it would be an act of doctrinaire foolishness 
to proceed with the proposed reform. 94 

Speaking about the origins and effects of political decisions about 

educational policy like comprehensive reorganisation and RSLA, the 

General Secretary of the Educational Institute of Scotland asked in 

whose hands policy making really lay, and suggested that the hard facts 

of political and economic reality militate against Government 

initiatives: 

Clearly, political decisions are taken in respect of major 
issues, yet many decisions are taken at a level at which 
elected representatives are not involved ... civil servants 
are highly intelligent and gifted individuals, but one is 
bound to question the extent to which they genuinely 
represent the views of their political masters and to what 
extent there exists a civil service view ... ... ... success 
in education will always be limited until society itself 
removes the unfairness and injustice that exists in its 
whole social structure ... in a situation in which many 
youngsters come from a background of poverty ... to speak of 
educational opportunity is to make a mockery of the word 
''equality'' ... most people equate educational achievement 
with exam success ... whatever politicians say the aims of 
education should be, parental pressures will tend to impose 
quite different aims on the system. 95 

From the evidence assembled, it can f airly be maintained that the 

Scottish Education Department adopted an analogous policy stance on 
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raising of , the school leaving age as it had on comprehensive 

reorganisation. 
, 

It was a political decision taken after several 

postponements with ostensibly egalitarian motives. Little account seems 

to have been taken of the context into which the policy was to be 

launched, namely one in which there was low teacher confidence and some 

disillusionment with the period of instability that had resulted since 

the issue of Circular 600. Notwithstanding this situation, little 

specific guidance emerged from the Scottish Education Department in 

official publications, 96 and much appears to have been left to teachers 

at the chalk f ace. Further, physical problems of accommodation and 

staffing were disguised by platitudinous assertions that mountains were 

being made out of molehills. All of this hardly augured favourably for 

the attitudes, teachers would adopt. to the policy initiative, especially 

in view of the traditional method of dealing with the less academically 

able in Scotland - provision of a watered-down academic course. it 

could 
, 
be argued that the lack, of, Scottish Education Department 

involvement and, absence of consultation reflected a lack of real 

commitment to the pupil audience at which raising of the school leaving 

age was aimed. Insufficient resourcing and inadequate curricular 

provision equally may have been due to the low image of those pupils 

held by policy makers. Cynics might even suggest that the measure, far 

from being a genuine attempt to cater for one section of the pupil 

population in comprehensive schools was, in fact, designed to alleviate 

youth unemployment In the circumstances, it would hardly have been 

surprising if the target pupil group felt more segregated and 

discriminated against, at least in terms of the curricular diet served 

up to them. Thus, the reactions of the recipients of raising of the 

school leaving age, teachers and pupils alike, would be likely to 

nullify any potential benefits. that might have accrued from the 
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policy. 97 In short, the posture adopted by the Scottish Education 

Department may inadvertently have resulted in one policy, (raising of the 

school leaving age) militating against another (comprehensivisation). 

An OECD Paper written with the co-operation of members of the 

Inspectorate put it thus: 

The raising of the school leaving age f rom 15 to 16 in the 
middle of this (comprehensive) reorganisation created many 
additional problems. Teachers had to find time, not only to 
devise techniques f or dealing with a much wider span of 
ability than had been their wont, but at the same time had 
to devise courses and, resources for a completely new 
population. This did not make their acceptance of 
comprehensivisation any easier to achieve and probably 
slowed up its realisation. 98 

THE INSPECTORATE 

Turning to the role of the Inspectorate in matters of policy, it is 

noteworthy that official descriptions tend to be bureaucratic and bland 

and give an impression of cordial co-operation. Relfarring to the 

introduction of comprehensive education, an OECD Paper comments thus: 

The SED, aware of these problems, issued guidance (through 

circulars) ýand maintained dialogue with the education 
authorities both through formal meetings- and through HM 
Inspectorate'offering advice on particular problems. 

99 

Addressing headteachers not long after the introduction of comprehensive 

education the , Senior Chief Inspector alluded to the demise of the 

Inspector's former inquisitorial image and the development of quite 

specific duties relating to policy: 

The main developments up to the present have been the 
abandonment of regular inspections; , the development of 
national policy through panels, memoranda, conferences and 
visits; - greater involvement with Directors of Education; 
enlisting the co-operation of all those involved in 
education to help frame national policy. 100 

Some years . later a Glasgow headteacher paid tribute to the formative 
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influence exerted by the Scottish Education Department through the 

Inspectorate in shaping the development of Scottish education. Reminding 

readers of Dr Bone's statement that: 

The educational changes, which followed the administrative 
upheaval of 1918 were those which suited the Department. 101 

he alluded to a perceptible change of approach: 

Today its power may be less apparent and obtrusive, but its 
leadership is constant and comprehensive ... today it 
achieves its purpose more by consultation and persuasion 
than by fiat and prescription ... HMI took a lead in 
disseminating new ideas and techniques. It was this 
leadership in a co-operative effort which was responsible 
for the general acceptance in the 60s of the changes in 
methods and curricula ... the chief instrument of advance in 
Scottish education were the HMI. 102 

While perhaps questioning the phrase 'general acceptance', there is no 

doubt that HMII, indulged in widespread consultation at meetings and 

conferences called to discuss the implications of comprehensive 

education. Given their, role of explicitly promoting government policy, 

inspectors were obliged to guide developments in schools in the spirit 

of comprehensive reform. A senior member of the Inspectorate gave a 

hint of the ubiquitiousness of hisýcolleagues in these terms: 

visits to schools were still a major part of a HMI'S task 
but his role had changed somewhat, he was more heavily 
involved than in the past in more general activities such as 
curriculum development, management and statistical surveys. 
HMII were nonetheless quick to report on situations and 
reactions they found at schools. 103 

A reliable repository of official information on the Inspectorate is the 

evidence given by Scottish Education Department officials to the Select 

Committee on Education and Science in 1968. A Scottish Education 

Department note for the meeting reads as follows: 

It is in the f ield of liaison and as consultants and 
advisers that HMII now increasingly function, and this on a 
very wide front. They are professional educationists with a 
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width of view not shared by any other group in the Scottish 
educational world. 104 

Pointing up their role as friendly and constructive 'link-men', the 

Scottish Education Department note highlights two principal functions of 

the Inspectorate: 

1). providing the Scottish Education Department ý with inf ormation about 

the local conduct of , education and ensuring the appropriate 

implementation of national policy 

2) advising the Department in the formulation of that policy, and 

continues: 

Inspectors more and more regard themselves, and appear more 
and more ý to be accepted by the teachers, as friendly 
advisers and helpers rather than as official watchdogs. 
This mutual exchange of attitude allied with the extent to 
which inspectors work on committees of various kinds has 
brought a much better atmosphere. 105 

In its evidence to the Committee the Scottish Education Department 

representatives painted a harmonious picture, with the emphasis on 

partnership: 

By and large rel 
* 
ations between teachers and HMI are good. 

The inspector is clearly there to help the teacher, I think 
99% of teachers realise and appreciate this. 106 

(The Scottish education system) will only work providing 
there is a genuine real, active partnership between central 
government, and its department, the local authorities and 
the teachers, and I see us very much as a sort of catalyst 
bringing this co-operation into active being. 107 

But attention was drawn to restrictions on Inspectorate freedom, which 

appears substantially qualified: 

HMII in Scotland f eel themselves completely f ree to express 
their opinion whatever it may be, but they cannot - and do 
not - go around advising contrar to matters of policy, 
whatever their personal opinion. 10W 
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An academic taking the evidence summed up their role neatly when he said 

that the Inspector constituted: 

The discreet and diplomatic arm of the state, that is they 
carry out the wishes of central overnment and see that they 
are carried out at local level. 199 

Supporting the view that the Inspectorate was perhaps over-powerful, a 

retired college principal said in evidence to the Committee: 

What I am submitting is that this is an excessive reliance 
on this particular group of- people ffor advice on the 
development of Scottish education. The growing power of the 
HMI has been - accompanied by the decline, of the Advisory 
Council ... we have no independent body that is not 
influenced deeply and profoundly by our Inspectors looking 
at Scottish education at the present time, nor had we such a 
body when we were facing the problems of comprehensive 
secondary education. 110 

Hence it is probably more fruitful to penetrate the official gloss which 

emphasises Inspectorate consultative/advisory strategies, so as to 

recognise that, simultaneously, inspectors took a lead in directing 

local initiatives to stimulate curriculum development designed to 

confront the practicalities of comprehensive education. An illustration 

is provided in one of their Reports:. 

HMI play a significant and decisive part in Glasgow's in- 
service-provision. Almost all of the so-called "Director's" 
working parties in secondary education have been set up at 
the express suggestion of Inspectors. They are involved in 
the selection of staff for working party service, in the 
detailed planning of courses and, conferences ... and if an 
adviser is weak, have to be prepared, for the -sake of the 
teaching body, 'to initiate and take a leading part in in- 
service activity, though they do so in the Adviser's 
name. 111 

it is reasonable to conclude that the Inspectorate'had, a central part to 

play in disseminating Scottish Education Department policy and nudging 

comprehensive developments in the 'proper' direction. This task was 
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-made all the more dif f icult since, as has already been suggested, career 

civil servants and politicians had provided- no educational strategy to 

work on. As af ormer academic consulted in connection with this 

research put it: 

In my own view, the role of HMI in advising the Minister and 
in implementing and monitoring reforms is of critical 
significance. 112 

Educationists interviewed in connection with this study had a remarkably 

consistent view of the role of the Inspectorate in relation to the 

introduction of comprehensive education. The salient points in their 

responses were: 

- Inspectors were apostles of government policy, and set out 

deliberately to 'sell' the new comprehensive doctrine 

- they advised on policy interpretation in local circumstances, and on 

the feasibility of local authority comprehensive schemes 

- they were under explicit directions to encourage practitioners to 

move in a comprehensive direction 

- their brief was to encourage a change of attitude in the spirit of 

the comprehensive-principle 

- they acted like bees, picking up ideas on good practice and 

disseminating them 'in speeches at conferences or in working parties 

of teachers 

- because very few of them had any direct experience of a comprehensive 

school their advice, tended to be cautious and not radical, partly 

also because they were reacting to policy initiative for which no 

strategy had been devised, 

- many inspectors had personal qualms about, and private views on, 

the comprehensive issues not helped by-an apparent lack of conviction 

on the subject in senior echelons of the service. 
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Evidence of dissenting voices within the Inspectorate was provided by 

several interviewees who had worked as inspectors. 113 

THE COMSULTATIVE COMMITTEE OM THE CURRICULUM 

Any discussion on the role of the Inspectorate must take cognisance of 

the Consultative Committee on the Curriculum, set up in 1965, to be the 

Secretary of State's principal advisory body on curricular matters as 

successor to the former Advisory Council which did not meet after 1961. 

It seems reasonable to argue that one of the principal tasks of the 

Consultative Committee on the Curriculum after reorganisation should 

have been to devise a curriculum for the wider range of ability and 

suggest appropriate teaching methods. Two authoritative figures have 

explained its creation in these terms: 

Brunton's personal support of curriculum development was 
directly responsible for prompting Sir Norman Graham to set 
up the CCC as the principal advisory voice on curriculum in 
Scotland. Inspectors 'ran' Development or Central 
Committees, and the CCC gave the system a popular voice that 
Sir Norman brought to 'bear on, the committees and led to 
establishing a kind of national policy. 114 

The origin was the realisation that everybody felt that 
particular subjects of the curriculum could stand 
overhauling in the light of changing developments. ... some 
of this started with ad hoc working parties of teachers in 
maths and science. The CCC was set up to hold a balance 
between subjects, an overall body to moderate developments. 
I think it has been very useful to the Office. We have 
hitherto avoided the situation altogether when we had an 
Advisory Council in that the Committee proposed and the 
Secretary of State disposed. 115 

In endeavouring to establish the connection between the CCC and 

comprehensive developments, it is important to make the point that 

although its creation signalled an ostensible relaxation of central 

government control in the mid 60s, 116 its structure and functioning 

remained affected by existing cultural and edýcational traditions, in 

that the working party network remained predominant. The move thus 
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raises issues of central and local control of the curriculum, and the 

extent to which teacher participation materially affected developments. 

One source credits the CCC with substantial responsibility in the matter 

of comprehensive education: 
-I 

The CCC also administers a Curriculum Development Service 
established to provide resource materials in support of new 
curricular initiatives. During the period the Service was 
particularly active in providing teachers with new course 
structures, new teaching resources, and advice on new 
teaching strategies. Curriculum Pa3ers 2,3 and 7 were of 
particular importance at the time. 11 

These papers, and others, in the total series of 15, were seen, at least 

in official circles, as triggers to curriculum development and a 

stimulus to the many training courses which were mounted in the 60s and 

70s. The CCC in official pronouncements always lays emphasis on its 

advisory function: 

The CCC is not a statutory body and has neither power over 
nor responsibility for the content and management of the 
school curriculum. What is taught in schools is determined 
by the local authority and the headteacher in the light of 
guidance which may be issued by the Secretary of State. The 
CCC, together with HMI is the Secretary of State's main 
source of counsel in formulating such advice. 118 

, 

Yet, from the same source comes an indication of the real status of CCC 

reports: 

Since Curriculum Papers have in most cases been endorsed by 
the CCC, they have come to be regarded as statements of 
national policy. In recognising that the Report on Drama 
should have the status of a 'Discussion Document' the CCC 
was tacitly recognising ... that the time is not yet ripe 
for a definitive policy statement on drama. 119 

The Director of one of Scotland's Curriculum Development Centre's was 

more explicit about the CCC's role: 

I do not think that the Scottish system is decentralised. 
There is no question that the SED exerts a powerful 
influence. Bodies like the CCC and SEB have strong 
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centralising effects ... to promote curriculum development 
of national significance you must have a top-down movement 

... a strong centralist emphasis helps to spread curricular 
ideas. 120 

Nisbet too (1970) conceptualised the CCC as 'an organ of the central 

authority in partnership with teachers'. But a major question must be: 

how effective was this strong, top-down approach in promoting change in 

the schools grappling with innovations like comprehensive education: 

According to two interviewees the answer would seem to be: 'not very': 

The CCC was a big disappointment in that it never addressed 
itself to the fundamentals of comprehensive education. Its 
members lacked insight and experience of the new system and 
so, the overall input was poor. 121 

(HMCI) 

The early remits to the CCC were not concerned with 
comprehensive schools. The CCC initially took the secondary 
curriculum divided into discrete subjects as given and 
investigated it as such. 122 

(HMDSCI) 

One is prompted to ask why a body charged with of f ering advice and 

guidance on curriculum principles, courses and methodology appeared to 

be so ineffective? John Nisbet hinted at one explanation: 

The major achievement of the SED so far has been its success 
in starting up the process of curriculum development without 
arousing uneasiness or discontent among teachers. 123 

one may inf er that the predominant plank in CCC thinking has been a 

gradualisticl- approach to change, promoting change by discussion and 

persuasion within a framework in which prevailing definitions of the 

curriculum and teaching methods have remained unaltered. This view is 

given added weight when one considers the personnel chosen to man CCC 

working parties at a time of massive educational change. Two 

interviewees described working party members thus: 

The first two CCC's were really a counterweight to the 
creation of the SCEEB, and intended to provide a forum for a 
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discussion and examination of the curriculum. They were 
very heavily SED appendages with handpicked 
personalities. 124 

(HMCI) 

The CCC is an ineffective body of 'Uncle Toms' which is not 
very powerful in securing change. Indeed, people are 
appointed to it precisely because there is no danger they 
will make waves or cause embarrassment to or unpopularity 
for central government. 125 

(HMCI) 

The net result seems to have been that, until well into the 1970s, the 

impact of Consultative Committee on the Curriculum publications in 

promoting change was negligible, and the research done for the Fairlie 

Report (1972)126 put the CCC in the embarrassing position of having to 

acknowledge that scant attention had been paid -to its recommendations. 

This led in 1976 to a restructuring under a senior member of the 

inspectorate: 

It was my task under the next Secretary of the SED to co- 
ordinate the structure into a coherent system for 
development, give it discipline and direction, and lead the 
CCC in an executive role in development in addition to its 
constitutional advisory one. 127 

The resultant shake-up saw the creation of Scottish Curriculum 

Development Service, Committee on Primary Education and Committee on 

Secondary Education into a supposedly more integrated and co-ordinated 

network of committees. The overall result was described in interview by 

a former Centre Director: 

Centre work was f irmly related to general educational 
thinking and policy planning by careful SED scrutiny 
exercised through its HMI ... there has been a gradual 
stiffening of the SED attitude to SCDS, a gradual 
establishment of more control, an end to what James Munn 
referred to as our 'baronial period'. ... one is aware of 
obtrusive and objectionable SED/HMI control in order to 
effect rapid and efficient curriculum development. 128 

I, I 
Notwithstanding this restructuring process, and given the pre-selected, 
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handpicked nature of CCC membership over the period under review, one is 

tempted to conclude that the impact of its reports has not been as great 

as intended - irrespective of the quality of their contents - and that, 

at best they have been official endorsements of good practice, which, 

albeit 'policy', have remained at the level of exhortation, and have not 

galvanised teachers into a radical scrutiny of their practice. Indeed, 

given the apparent absence of formal mechanisms to disseminate their 

recommendations and evaluate the extent of their uptake, it is not 

surprising to find a comment like this from one assistant headteacher 

discussing curricular change: 

it appears to be the essential tragedy of curriculum papers 
whether local or national, that they are perused by f ew. 
This is perhaps the inevitable result of the fact that their 
recommendations are nothing more than that - recommendations 
for headteachers to do with as they will. 129 

The sentiments expressed here accord in large measure with a large 

majority of the, individuals interviewed in connection with this 

research: CCC documents were, generally found to be of variable quality, 

mouthpieces for the Inspectorate models of recommended practice; the 

lack of official 'push' on their publication led to a 'take-it-or-leave- 

it' reaction, with, the result that their overall influence was weak, and 

did not create significant ripples in the waters of Scottish education. 

Thus, it is suggested that the CCC, although largely a centralist 

mouthpiece, was paradoxically weak in respect of effecting change in 

order-- to assist teachers coping with the changeover to comprehensive 

education. A slightly dif f erent perspective on the role -of the CCC has 

been provided by a senior member of the Inspectorate closely involved in 

its workings: 

So over the years, the CCC has changed from being a filter 
for SED influence downwards to being a mechanism for 
reflecting the views of the profession upwards to the 
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Secretary of State. 130 

The apparent improvement hinted at in this statement in no way, of 

course, implies any loosening of central control, indeed, quite the 

reverse. The Inspector summarised the CCC's effectiveness thus: 

How efficient is the CCC in promoting curriculum 
development? We know that ideas we put out have no 
'guarantee of being read, far less being implemented ... the 
strategy since 1976 has been to influence subject working 
parties through the Exam Board and provide materials ... the 
CCC adopts a permeation strategy, and relies on senior staff 
in schools to read and disseminate its documents. but 
everyone knows that things change slowly in education. A 
humorous illustration of this-is the apocryphal story which 
went round the Department when Bruce Millan was delaying in 
announcing the implementation of Munn & Dunniny. The rumour 
was he was going to implement the 1947 Report. 31 

It might be argued that the humour in the last sentence is somewhat 

ironic, in the light of the actual implementation which followed. 

Suffice it, however, to say at the moment that the CCC seems not to have 

had a dramatic effect on the evolution of comprehensive education. Its 

recommendations must be seen in a context of strong and increasing 

central control so that only what appeared acceptable to the educational 

establishment came out in print. It could be contended that the 

exercise of central control served to allow a widespread retention of 

the status quo. Given the added stricture about a fairly conservative 

Committee membership, it seems reasonable to claim that the CCC was 

largely unsuccessful in effecting changes in curriculum or methodology 

in the classroom, and so it paradoxically served to preserve rather than 

to change the direction of the existing educational process. As one 

interviewee put it: 

The potential of the CCC as a vehicle for curricular reform 
is ver T3 Ireat, but it has to be said that the reality falls 
short. ý 
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If one accepts the premise that one of the principal tasks af ter 

reorganisation on comprehensive lines should have been to f ind a 

curriculum for a wider range of ability and devise a new set of aims and 

objectives for teaching methods, the impact and credibility of the CCC 

as a vehicle to carry it out must be in some doubt. Curriculum papers 

seem at best to have created a potential forum for curricular discussion 

for those interested, but were of dubious value in their capacity to 

generate change per se. Moreover, they left the conceptual basis of the 

educational system largely unquestioned, and curricular issues and 

priorities appear to have been determined by the superordinate echelons 

of the Consultative Committee on the Curriculum/Her majesty's 

Inspectors. Only practitioners who were held to have 'acceptable' 

educational, views were involved in their creation, and these views would 

be unlikely to include a pioneering and innovative position on 

comprehensive education. 

FOUR LOCAL AUTHORITIES IN WEST CENTRAL SCOTLAND 

It has already been noted that off icial accounts of the Scottish 

educational system make much of the so-called 'partnership' between 

central government and local -authorities, and attention must now focus 

on the latter and the part they played in the changeover to 

comprehensive system. A useful starting point for this examination is 

to consider some authoritative' accounts of the job of the educational 

administrator in the local authority context. A few years prior to the 

issue of Circular 600, one Scottish Director of Education gave this 

account: 

Administration Iýas two functions: to keep the enterprise 
going, and to adapt and change it; most of what an 
administrator does relates to the former function, but his 
importance relates to the 

- 
latter. - .. new ideas and 

desirable changes take too long to percolate to the roots in 
our field. 133 
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An analogous description of the dual nature of a Director of Education's 

work is f ound in a document produced by Association of Directors of 

Education in Scotland for internal consumption by its members. 

Essentially, it amounts to a vade mecum for new recruits to directorate 

jobs, and this is replete with advice on the day-to-day aspects of 

educational administration. Nonetheless, it sheds valuable light on how 

the Association perceives the job: 

(A Director of Education should be) an educationist f irst 
and, an administrator second. He should be an ally of the 
schools and be seen to be so, and the office staff should be 
adequate to allow him to visit schools regularly and meet 
with assistant as well as headteachers. In his relations 
with the teaching profession, consultation should be the 
practice. 134 

Recognising that the job of education goes on in schools, the document 

proceeds to paint this portrait of the Director: 

To play his part effectively and secure the co-operation of 
the headteachers and other staff, he should not only be seen 
to be familiar with the latest and best in educational 
theory and practice, but should be careful, as the occasion 
demands, to temper any idealism he may have with a realistic 
understanding of whatýis possible in his own area ... the 
essential thing is that he should be actively interested, 
progressive in outlook ý... 135 

Great stress is laid on the importance of the personal relationships the 

Director makes with those with whom he has to deal in his job: 

There can be f ew senior administrative posts where the 
personality of the holder is as important. No director can 
afford to forget or belittle the great complex, - of human 
interests and emotions against which he has to think and 
act, and, his ef f iciency apart, the supreme test of his 
fitness for the job is the way in which he is regarded by 
all those with whom he comes in contact. 136 

This short account of the accepted Association of Directors of Education 

in Scotland view provides an interesting backdrop against which to judge 
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the part played in comprehensive reorganisation by the Directors of 

Education in the four areas of West Central Scotland with which this 

study is concerned - Glasgow, Dunbartonshire, Lanarkshire and 

Renfrewshire. Reference has already been made (Chapter Two) to the 

addresses give at ADES Annual Conferences in the mid-60s, just prior to 

the issue of Circular 600, and to the somewhat cursory reception given 

to it and its sister Circular 614. As Scottish Directors began to 

grapple with the implications of government policy, it is fair to say 

that, by education, training and experience, they displayed hesitancy 

about the effects of a switch to a fully comprehensive system, although 

they were being pressurised on all sides to change the system with which 

they were familiar. Scrutiny of the Minutes of the Education Committees 

in the four areas mentioned above provides an interesting insight into 

the way in which comprehensive policy arose. In Dunbartonshire, for 

example, early thought had been given to the matter. The Director 

submitted a memorandum to the Committee in 1964, in which he outlined 

the pressures that would ensue from a dramatic increase in the number of 

pupils staying on to complete secondary education. As a result: 

The sub-committee agreed to recommend to the Education 
Committee that the future policy for secondary education 
throughout the country will be comprehensive. 
'Comprehensive' should be interpreted in such a manner that 
pupils, when transferred from primary to secondary schools, 
will not be directed to different schools on the basis of 
aptitude. 137 

AS the 1966 Scottish Education Department Annual Report shows (page 2) 

the issue of Circular 600 resulted in great deal of consultation 

between central government and local authorities, as the latter 

endeavoured to formulate their plans for comprehensive reorganisation 

for submission to the Secretary'of State'. It makes clear that progress 

was governed by the limits of capital investment allocations which 
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determined the rate of new school building. Other determinants of 

comprehensive provision were the social economic and geographic 

circumstances of particular areas, as well as future population trends, 

present and planned housing developments, and not least the nature and 

condition of existing school plant. A further difficulty was the 

needýto reconcile the requirements of raising of the school leaving age 

with the establishment of the final comprehensive pattern. 

Notwithstanding these formidable obstacles, the Dumbarton policy seems 

to have been accepted by the Scottish Education Department without 

demur:, 

The Secretary of, State noted that the Authority shared his 
view that the all-through comprehensive school was the most 
desirable and effective form of secondary organisation ... he assumed that the authority would want to progress as 
rapidly as possible towards an all-through system, and 
therefore suggested that they might make most economic and 
effective use of the capital investment available by 
concentrating as far as possible on major developments which 
will form part of their long-term plans. 138 

In Glasgow, the Labour Government Circular in 1965 caused little upset, 

indeed merely confirmed an Education Committee, decision of nearly twenty 

years earlier, so that it was very much a case of policy continuity 

rather than policy reversal: 

The sub-committee agreed that the SED be advised that, as 
the-Corporation had agreed in 1946 that future provision for 
secondary education in the city should be based on fully 

ýcomprehensive schools, and all subsequent school planning 
and building had proceeded on that basis, the circular 
represented no major changes in policy in the arrangements 
for the city, but the extent of which reorganisation could 
proceed depended on the lifting of restrictions on school 
building programmes. 139 

In general, the Glasgow scheme met with the Secretary of State' s 

approval, but the Education Committee's attention was drawn to a special 

obstacle peculiar to the city: 
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In the secretary of State's view the continuance of these 
(fee-paying corporation) schools in their present basis was, 
inconsistent with a comprehensive system of education140 

(Reference to subsequent, developments will be made in a bection of this 

chapter. ) In total contrast, the impetus for comprehensive 

reorganisation in Lanarkshire appears to have come f rom the Local 

Association of the - Educational Institute of Scotland, the education 

committee of which was the chief instigator for change. Not only did it 

organise -a conference on comprehensive education at Peebles, at which 

the guest speakers were Professor Brian Simon and Hamish Gardiner (a 

Glasgow headteacher and ardent comprehensivist), but it drew up a series 

of recommendations on what it saw as the unsatisfactory state of 

secondary provision in the County: 

The following findings were approved: 

a) The Association should, urge the Lanarkshire Education 
Committee to adopt the principle of comprehensive 
secondary education as the method of organisation in 
Lanarkshire 

b) It should be made clear that the term 'comprehensive 
school' is used to mean one which provides 
secondary education for all pupils in a given area, and 
which receives its pupils unstreamed. by previous 
test. 141 

A Minute of a few months later indicates the response to the Educational 

Institute of Scotland's agitation:, 

It was proposed that the EIS proposals relating to secondary 
education in Lanarkshire by means of comprehensive schools 
be remitted to the, Schools and Schemes Sub-Committee for 
consideration ... the Director informed the meeting that the 
Education Committee would shortly be giving consideration to 
the question of the form of organisation of secondary 
education in the county in, the context of the imminent 
raising of the school leaving age and other factors. 142 

The cautious approach hinted at in this response is echoed by the 
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opening sentence of a document drawn up by the Director following a 

meeting he held with headteachers in the Motherwell/Wishaw area on local 

reorganisation plans: 

The general principle should be adopted of effecting change 
by evolution as far as possible without discarding 
successful features of existing arrangements. 143 

What is'clear, in contrast to Dunbartonshire and Glasgow, is that the 

Director in Lanarkshire was not sold on the all-through comprehensive 

school (as advocated in Scottish Education Department policy statements) 

as the natural form'of secondary reorganisation. 

These difficulties have helped to promote the view that all 
pupils should attend a common 'comprehensive' school 
whatever their abilities and sometimes the even more extreme 
view that ... all pupils should have the same course, 
regardless of the difference in their abilities. Some 
arguments in favour of the comprehensive school are based on 
the theory that any differences between pupils are the 
result of differences in environment, or on a pious 
aspiration to avoid differences in prestige between 
different schools. These can reasonably be ignored. 144 

In Renf rewshire, too, the idea of the all-through comprehensive school 

did not find favour. As early as September 1964, the Director prepared 

a memorandum in which he considered various forms of secondary 

organisation and assessed their suitability with the prospect of the 

impending raising of the school leaving age. Basing his argument on the 

criteria underlying the system of education in a democratic society 

advanced in the 1947 Advisory Council Report, 145 he rejected both the 

selective and comprehensive forms, and came down in favour of a two-tier 

system: 

There is a strong and growing school of thought which 
believes that neither the selective pattern -nor the 
comprehensive can meet all three of these criteria, and that 
the opportunity now exists to experiment with a new pattern 
of education which in various forms is reputedly meeting 
with considerable success in certain areas of England and at 
least one in Scotland. 146 
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The reference to Scotland is to the County of rife where the 

Renfrewshire Director had worked previously in a junior post, and had 

been much taken with the two-tier system introduced by Fif e Director of 

Education, Douglas McIntosh. Later in the memorandum, he makes his own 

preference crystal clear: 

With this problem comes the opportunity to examine the 
organisation of secondary education in a way that has not 
been possible since 1923, opportunity to prepare a plan to 
take into account the- changing needs of education and to 
meet the needs of the f uture. Does the Committee wish to 
expand the present pattern of selective schools? or do the 
ideas and ideals of the times demand a system of secondary 
education based on comprehensive schools? or is it 
preferable that our schools be reorganised, expanded and new 
schools built to conform to the 'two-tier patterns for the 
organisation of secondary education? 147 

The Director was obviously successful in persuading the Education 
I 

Committee of the soundness of this compromise solution, as one of its 

later minutes illustrates: 

This has been achieved, through careful study and planning 
by the Director of Education, accompanied by long. and 
detailed consideration by this Committee. What is called 
the 'two-tier' method of secondaryý education has been 
applied in some parts of the county, in other a combination 
of ''two-tier' and the all-through comprehensive system. It 
is felt with confidence that this dual approach is 
educationally and socially sound and at the same time 
practical. ... we confidently submit our recommendations to 
the Secretary of State for, I trust, his unqualified 
approval. 148 

However, the educational, social and practical attractions of the scheme 

did not cut much ice with officials at St Andrew's House: 

It does not seem (to the Secretary of State) that the two- 
tier system is the only practicable arrangement for all the 
areas in which'the Authority proposes to adopt it or that it 
will enable the educational needs of these areas to be more 
adequately catered forýthan in the all-through system. The 
Secretary of State thinks, therefore, that ... wherever 
possible, new schools should be so planned that they can, at 
a later stage, be expanded to become all-through schools. 
With these considerations in mind, he would be grateful if 
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the Authority would review their proposals ... 
149 

The Scottish Education Department reaction not only indicates its 

opposition to any alternative f orm of comprehensive education to the 

all-through model, but also illustrates how the power of the Director 

could be undermined by a Government Circular recommending a change in 

the structure of educational provision, Hence, in the early years of 

the introduction of comprehensive policy, the West of Scotland presents 

interesting contrasts: - Glasgow had already committed itself to going 

comprehensive because of previously planned housing deve lopments in the 

periphery of the city; Dumbarton and Renfrew had begun to reconsider 

secondary provision in the light of raising of the school leaving age, 

and the latter had a quite definite scheme in mind. in Lanarkshire, 

pressure had to be applied to encourage an awareness of alternative 

provision to the junior secondary/senior secondary pattern. 

Interviews were conducted with 'the Directors of Education in the four 

areas mentioned with a view to gaining an insight into how they reacted 

to the issue of Circular 600.150 The Glasgow decision to build 

comprehensive schools in peripheral housing estates had this result. 

There was literally no dissentient voice when the 
proposition to introduce comprehensive education came up in 
the 1960s ... it won immediate acceptance in Glasgow where 
it was assumed to be the proper way to proceed. Hence its 
introduction never caused the sort of battles which happened 
in England. 151 11 

The Renf rew Director had begun to advise his Committee in a series of 

memoranda on the organisation of secondary- education with the looming 

prospect of the post-war bulge on the horizon: 

Should we expand-the selective system, go over to all- 
through comprehensive schools, or introduce a two-tier 
system? These were complex issues to which I took a 
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pragmatic approach. The buildings and staff you have really 
dictate policy. 152 

But he insisted the choice was made for educational reasons: 

My view was that all pupils should have equality in regard 
to the best teachers we had in fairness to theml. 53 

In Dunbartonshire, the Minute referred to earlier indicates an awareness 

that change was required as a result of increasing pupil numbers, but 

that not much had actually been done: 

In Dumbarton, no one had been thinking seriously about 
comprehensive education ... -it was very much a bi-lateral 
system of senior secondary/ junior secondary schools that 
operated until the advent of C600.154 

The impression created in Lanarkshire is that the Director was basically 

satisfied with the status quo and -reluctant to be pressurised into a 

wholesale switch to all-through comprehensives: 

In Lanarkshire, we were concentrating on the design of 
schools much more than the local pattern ... as I cast 
around for a- rationale for secondary education, I was 
concerned not to go for comprehensive reorganisation hook, 
line, and sinker, but to examine its later successes or 
failures. In any case, results from our senior secondaries 
showed time and time again that our selection procedures at 
primary 7 were valid ... I was very much impressed by our 
Scottish'system. 155 

Equally interesting differences occur in the Directors' perceptions of 

their role in the changeover when the inevitability of Circular 600 

struck, home. The picture in Dumbarton was of a good-natured co- 

operative effort led by, the Director: 

My job as Director was to create the best conditions for the 
headteacher and his staf f to do their job ... the f irst 
priority was to get the buildings ready and then hope you 
could staff them. ... it was all a question of trust. I 
wrote reports to exelain the changes and a broad consensus 
view was adopted. 15 
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The Renfrew Director adopted both an administrative and an educational 

perspective: 

My responsibility 
own educational 
committee towards 
to make ... i 
recommendations 
committee. 157 

was to create change while fulfilling my 
vision ... my role was to guide the 
the changes I thought were the right ones 

t was essentially a job of making 
and steering the thinking of the 

The Glasgow picture is one of a Director with a purposeful management 

approach to effecting change through people: 

The Director's most important function is to create the 
right atmosphere in the education offices and in his 
professional team, and to be responsive to any requests from 
schools ... the committee was always behind us and always 
gave their blessing to what was happening in schools158 

The Director in Lanarkshire saw his responsibility chief ly in terms of 

provision, especially when his educational proposals found no favour 

with the committee: 

My main job as I saw it was to, get good schools designed, 
with proper- facilities and staffing standards ... on the 
whole, and apart from the comprehensive motion which 
defeated the ideas , in my memorandum, the Committee were 
satisfied with my suggestions throughout my directorship ... 
all that mattered was that they were happy with how schools 
were in Lanarkshire. 159 

The Association of Directors Of Education in Scotland Manual of 

Administration made great, play of the necessity for Directors to have 

close contact with schools. -Although the amount of contact varied, all 

four West of Scotland Directors were adamant that the job of managing 

the implications of the changeover to a comprehensive system was firmly 

laid at the door of the schools. In Glasgow, meetings were held: 

Policy was implemented by convening meetings of headteachers 
and by office staff visiting schools ... the Purpose of the 
meetings was not to coerce, but to praise and give 
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encouragement. As a Director, you must count on 
headteachers to give a lead. 160 

The personal touch was also in evidence in Dumbarton: 

Educational administration exists to make things happen in 
schools. Hence, heads had total latitude. Visiting schools 
enabled me to get to know heads and discuss their problems. 
You don't implement policy by sitting in an office and 
issuing Circulars. You get out and talk to those most 
affected. 161 

There appear to have been many meetings with Renf rew headteachers in a 

very organised approach 'to discussing common problems caused by 

comprehensivisation: 

It was open communication down the line with my issuing 
memoranda, arranging visiting schools ... I never interfered 
in the inner running of the schools ... heads dealt with the 
implications on the spot. 162 

more austere and detached formality was the order of the day in 

Lanarkshire: 

I didn't call heads to meetings very much ... it didn't 
really concern me what was happening in schools, so I 
purposely did not interfere or visit schools much. Heads 
were there to run the schools in their own way ... that's 
why they were appointed after all. 163 

Asked what they saw to be the obstacles to introducing the comprehensive 

policy as contained in Circular 600, it is striking that all four saw 

them as being of an administrative/financial kind, and that they were 

not conscious of any overt opposition to its introduction: 
, 

There 
' was no much opposition (in Renfrew) ... senior high 

schools were persuaded they had to go along, while the 
junior high schools thought they were getting a good deal 
... a major problem was money. 164 

Geographically, Dumbarton was a natural county for 
reorganisation, so our plans went through 'on the nod', so 
to speak. The main obstacles were money and buildings. 165 
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I found the SED very tight on money matters ... they wanted 
us to create a system of all-through comprehensive schools 
but would not let us have enough money to organise it 
properly. 166 

The main obstacles (in Glasgow) were inadequate buildings, 
chronic and perennial staff shortage ... 

167 

Although all the Directors acknowledged that Circular 600 also embodied 

a change of educational outlook for teachers, such philosophical 

considerations were matters which did not impinge upon them. A typical 

4 
comment was: 

(C600) did not really affect them all. It only would have 
if I had said that the recommendations contained in it had 
to be implemented. 168 

Only in Glasgow' did the Director think that the advent of the 

comprehensive school presented a new concept in Scottish education: 

The immediate implication was a challenge to elitist views 
and notions of early specialisation and streaming according 
to ability. It also provided a chance for practical 
subjects and music and art to make a contribution to the 
education of all children. 169 

His, three colleagues saw it as being a natural outgrowth of the long 

tradition of omnibus schools which they traced back through parish 

schools to John Knox. They also agreed that the comprehensive school 

was born into a world of substantial confusion in the minds of most 

practising teachers, a confusion, be it noted, that the Directors seem 

not have taken an active part in dispelling: 

There were a variety of interpretations according to 
individual views. I do not think that some people actually 
sat down and worked out an answer or worked out what it 
was. 170 

An interesting gloss on the Directors' own accounts is obtained by 

examining the views of other individuals working in the education 
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service on the role of the Directorate with regard to comprehensive 

policy. Clearly, in the end, they had no choice but to conform to 

government policy. However cordial and marked by consensus dealings 

with the Scottish Education Department are claimed to have been, it is 

obvious that government officials exercised a powerful control on 

developments within local authorities. The rejection 'of the 

Renfrewshire proposals and the refusal to grant capital sums to schemes 

which did* not receive Department approval are good examples. 

Nevertheless, a large number of people interviewed took the view that 

most Directors, while in favour of the change in principle, were in fact 

cautious about moving and displayed a variation in enthusiasm for it: 

I would say tha t Scottish Directors took benign advantage of 
their considerable powers-at that time, but there were 
differences in emphasis: ideas in Glasgow, benevolence in 
Dumbarton, caution in Renfrew and delay in Lanarkshire. 171 

(HMDSCI) 

Several people commented on the f act that the Director's personal 

education and background made it almost inevitable that they tended to 

the elitist end of the academic spectrum, and hence did not welcome the 

spirit of Circular 600 with overt enthusiasm: 

Directorate staf k at that time had no, or very little, 
experience of comprehensive schools. The 'Kirriemuir 
tradition' was strong among them, and "the more able and 
articulate were able to manipulate their committees round to 
their way of thinking. 172 

(Headteacher) 

Many Directors did a reasonably competent job within the 
limits imposed on them without necessarily being 
wholeheartedly behind the comprehensive movement ... ' most of 

those who were ideologically opposed to comprehensivisation 
did not offer active resistance, 'but rather a passive 
reluctance to do anything very dramatic. 173 

(Adviser) 
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A frequently-mentioned criticism is that, at the time of the changeover, 

the Directorate in general did not exercise a strong leadership role, 

and failed to offer schools a coherent strategy for dealing with the 

practicalities of comprehensive education. The following comments are 

typical of many: 

Most authorities hadn't a clue about comprehensive schools 
... as long as people paid 1 ITý service to the comprehensive 
ideal, the SED did not mind. 1 

(Councillor) 

Directorate staff were in no hurry to move in my experience. 
They tended to like the status quo ... they thought they had 
very good senior secondary and/or omnibus schools already in 
which their staf fs did what was expected of them. The 
f eeling was very much that if you had good cooks in charge 
of good ingredients you had to get a good meal. My 
impression was that HMII or local politicians had to exert 
pressure on unwilling Directors. 175 

(Headteacher) 

In fairness, it should be noted that the Director in Glasgow was n 

exception to the general rule: 

Stewart Mackintosh was in a class by himself ... he had a 
quite definite educational philosophy. He saw himself as 
having a personal responsibility for what happened in his 
schools. That was not so evident in his juniors, and became 
less evident after he went. Scottish education in general 
is characterised by narrowness and lack of vision. 176 

These views, and others recorded in the interview schedule, reinforce 

the impression that in general the Directorate played a largely 

administrative role with regard to Circular 600 and Circular 614, 

reacting pragmatically and empirically rather than educationally or 

imaginatively. Such interest as they did evince was limited to 

questions of structure rather than process in order to be seen to be 

going comprehensive, but decidedly not out of any genuine interest in or 

commitment to the changeover. They were obliged to 'make it happen', 
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but had the scope to exercise power by disguised delaying tactics of 

various descriptions which had some bearing on the rate of change. The 

manifest absence of an educational lead is best accounted for by the 

understandable fact that comprehensive education and its implications 

probably did not accord with their personal educational views. AS one 

interviewee put it: 

Directors were neutral as' far as educational matters; were 
concerned. They gave no input of ideas, but were 
preoccupied with staffing, resources and other day to day 
routine administrative matters. 177 

(Headteacher) 

Irrespective of each Director's personal views on comprehensive 

education, and the role (actual or perceived) he played in relation to 

the policy, it is interesting to examine the state of readiness in each 

county, as the consequences of the decision to reorganise were being 

contemplated. A reliable and objective source of information on this 

matter are the reports of Her Majesty's Inspectorate of Schools in West 

Central., Scotland written about the mid 1960s. In Dumbarton, the 

Director, displayed a sympathetic and imaginative approach and relations 

between administrators and the teaching force were cordial: 

The educational thinking outlined in C600 was generally 
acceptable to the Director and the Education Committee and 
it has been decided that, in future, secondary education ... 
will be provided on a fully comprehensive basis as far as is 
practicable. 178 

Given that the years under review (1961-66) had been characterised by 

progress and achievement and a willingness to experiment, the report 

concluded that things augured well: 

The county is poised on the brink of the challenges thrown 
up by C600.179 

Apart from the issue of selective schools, Glasgow had the further, but 
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apparently not insuperable, problem of linked four and six year schools, 

some of the latter hidebound by tradition: 

The variety which exists in the Glasgow system derives from 
the Authority's intention (1963) to provide, within certain 
limits, an overall pattern of comprehensive secondary 
schools ... the authority are pressing on with their policy 
of comprehensive schools ... the problems have by no means 
been wholly solved ... some older schools do not appear to 
have noticed the changes that are occurring in education at 
the present time. 180 

In Renfrewshire the Inspectorate, found a reluctance to depart too 

quickly from the already established pattern of secondary provision: 

The present Director is flirting with the idea of having the 
senior secondary schools take pupils only from third year 
onwards and make all pupils attend junior high schools. ... 
the Director, a product of the Fife stable, and a great 
admirer of Dr McIntosh, favours the junior/secondary high 
pattern. 181 

In Lanarkshire, although the Director had produced a report (already 

mentioned) formulating a policy for secondary education along 

comprehensive lines, and a motion to that effect had been passed in 

Committee, one gains the firm impression that it was very much a case of 

'all change' in the mid 1960s. 

This sudden activity follows a lengthy period of stagnation 
... the willingness now to spend large sums of money 
contrasts strongly with the former parsimony, and much of 
the development now take place could easily, and in fact 
ought to, have been underway many years ago. 182 

Perusal of the interview responses given by the f our Directors in 

question as well as those of colleagues who worked with them enable the 

following summary accounts to be given of the varied responses made to 

the introduction of a comprehensive policy: 

Dunbartonshire 
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The Director saw himself as an enabler first*and foremost, and adopted-a 

cautious but genuine approach to the issue. He accepted Circular 600 

passively but with a co-operative attitude to its implementation. 

Although broadly in favour of the policy, he had doubts about certain 

aspects of it (e. g. 'the merging of pupils of widely differing 

abilities). While seeing himself to have an important role in decision- 

making, he had an awareness of a management approach to policy change, 

seeing the need to discuss issues with colleagues, and create 

appropriate conditions in schools for them to devise their own version 

of comprehensive education in the mould of the omnibus school. 

Glasgow 

The Director in Glasgow had a constructive vision of education, and saw 

the comprehensive school as a twentieth century manifestation of an 

evolving Scottish historical tradition. He was committed 

philosophically and , educationally to the comprehensive principle, and 

had a definitive conception of what it implied. , He saw *himself as 

decision-maker and tone-setter, and'had a human concern for his 

colleagues at all levels, actively promoting discussion of new 

initiatives in a consultative ambiance, with an emphasis on the co- 

operation and interaction of all parties to the educational process. 

Lanarkshire 

The Director in Lanarkshire comes across as an independent-minded 

elitist who had to be pushed in a comprehensive direction because he was 

essentially satisfied with the status quo, in which children were 

treated in a manner appropriate to their perceived intellectual ability. 

Not surprisingly, his policy document on secondary reorganisation 

contained proposals which were overturned by the Education Committee. 

He adopted a gradualist approach to comprehensive Policy, avoiding where 
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possible unnecessary upset to the existing system of which he 

fundamentally approved. Described by one commentator as 'a general in 

command of the army', he appears to have had at times an abrasive and 

hostile manner, eschewing contact with schools, and ill-disposed to 

consultation or discussion on matters of policy. He saw himself 

principally as the organiser and provider of physical facilities. He 

did not make haste in implementing a policy which he saw as Labour Party 

dogma, and in marked contrast to his own educational philosophy and 

teaching background in the independent sector. 

Renfrewshire 

The 'Director in Renf rewshire inspired -. by his own f irmly-held 

educational philosophy, skillfully educated his Committee to an 

acceptance of it, in the absence of a strong political atmosphere. He 

saw the all-through comprehensive school as an English importation and a 

solution to an English problem. Accordingly, he favoured what he called 

the compromise of the two-tier system which he defended on the 

educational ground that it provided access to the best teachers for all 

pupils. It is arguable, however, that lurking behind this justification 

was an elitistýconcept of -education, 183 reinforced by his pride in the 

scottish tradition in general and the omnibus school in particular, of 

which'he himself was a successful product. Notwithstanding the fact 

that', his pragmatic reaction to Circular 600 was unacceptable to the 

scottish Education Department, which insisted on the all-through model, 

it is to his credit that he adopted a positive and constructive attitude 

to the imposition, and actively encouraged discussion of the policy in 

schools. 

The Directors were all subject to political pressure, and were obliged 

to -activate the -administrative machine to implement government policy. 
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Although the Association of, Directors of Education in Scotland manual, 

referred to earlier, said that the educational 'dimension of the 

Director's task should take precedence over the administrative', the 

evidence from the four areas in the West suggests that with the 

exception of Glasgow ý and Renfrew, the administrative was in the 

ascendant, possibly at the very time when educational leadership and a 

strong management stance were required. In the event, no policy 

statements or strategies for the realisation of the aims of Circular 600 

were forthcoming. Indeed a very cautious approach to the new ideas was 

adopted, and its pragmatism, occasioned partly by personal educational 

philosophyi partly by material constraints, may well have resulted in a 

slower implementation than might have been possible. In that sense, the 

Directors had the opportunity to shape the course of events in a way 

which suited them. 184 It appears that the, political fiat to go 

comprehensive sharply disturbed a rather complacent educational scene in 

Scotland in the mid-1960s. It is thus possible to argue that the 

Directord (with the exception of Glasgow's) displayed no deep conviction 

about comprehensive education, and were reluctant to support its 

introduction enthusiastically. This posture resulted in their being 

primarily concerned to create secondary units which could be labelled 

'comprehensive', and much less to confront the educational implications 

of, the political decision. 

LOCAL POLITICS 

Any discussion of the part played by -the Directorate in relation to 

comprehensive education would not be complete without reference to the 

local political environment in 'which they operated. A number of the 

interviews conducted in connection with this research were with 

politicians at both national and local levels. An attempt was made to 
V 
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assess the part played by elected members in establishing the 

comprehensive system. one point emerges quite clearly: the vast 

majority of local councillors appear to have been neither aware of, nor 

interested in, the implications of Circular 600: 

A major stumbling block in this case was the lack of 
educational awareness amongst those who had the power to do 
something about it ... as for the Labour politicians, they 
did not know the first thing about it in general. 185 

(Councillor on Education Committee 

It appears that the extent of their involvement was to espouse the 

comprehensive cause at meetings, largely because it had become official 

national policy, rather than through a deep commitment to, or 

understanding of, it: 

Comprehensive schools started as a fetish imported from 
England. It was forced on Scotland for national political 
reasons. our own system was damned good, but certain 
elected members created such a song and dance about it at 
almost every meeting that comprehensive schools were 'the 
thing'. Although the truth is they hadn't a clue what a 
comprehensive school was. They just got hold of a nice 
catch phrase. 186 

(Convener of Education Committee) 

Apart from sloganising, the only evidence of active participation on the 

part of councillors was in the case of a reluctant Director (as in 

Lanarkshire) where they mounted a campaign to put pressure on him to 

change. A point worth making is that some interviewees referred to what 

they saw as the unwillingness of the Roman Catholic hierarchy to have 

their schools adversely- affected by comprehensivisation. It may be, 

then, that Catholic councillors faced a dilemma caused by a tension 

between their religious and their political allegiance. In general, it 

can be concluded that most councillors voted along party lines, because 

their general educational awareness was, limited, and confined itself to 
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]practical ities. 

The Committee was not interested in educational philosophy 
or deep discussions about the aims of education. They were 
interested in the mechanics, the operation of the system. 
So discussions were about school meals, residentialýschools, 
finance, art or music courses, promotion of teachers. 187 

(Convener of Education Committee) 

Ihe general feeling was that, with regard to comprehensive education 

Post councillors did not affect policy, but accepted suggestions put 

forward by the Directorate. However, just as with Directors, ^the 

importance of personalities was stressed: 

(The influence of councillors) varies and depends on 
personalities. In Glasgow, Dan Docherty and Willie Harley 
had entirely different views and approaches ... The personal 
interests and views of the Education Committee Chairman are 
important. Strong personalities achieve much. Also 
important is the sort of relationship they strike up with 
the professionals whose job it is to implement the ruling 
party's policy. 188 

(Convener of Education Committee) 

The second main point to make is that the power of the Director to 

influence depended on the strength of political feeling in the 

Committee, and whether a strong ruling group made its presence felt as 

in Glasgow and Lanarkshire: I 

A significant factor in Glasgow was that many leading local 
politicians were involved in some way in education ... they 
were strong personalities and carried a lot of weight and 
local respect ... the leadership in the local Labour Party 
had a strong educational basis. 189 

I have to say that in Lanarkshire, comprehensive education 
had to be f ought f or. It was a real struggle ... the 
Director was hostile and he did not lead the Council. The 
councillors were badly advised by the Directorate ... The 
Director was opposed to it and his word was law. 190 

(Academic) 

The situation in Renfrew was quite different: 
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Much of what happened in Renfrew had to do with the 
political set-up of the Council. It was non-party. In the 
main, people were Conservative, with Labour representatives 
coming from the big centres of population ... the Labour 
Group was not as organised as elsewhere. There was no whip 
... The Director ... was able to get over the notion of his 
beloved two-tier system to the Committee by persuading them 
that it was in line with comprehensive principles. 191 

(Convener of Education Committee) 

Even taking account of 
I 

the political ambiance, however, it is clear 

talking to individuals involved in politics that, at the time of the 

introduction of comprehensive education, Directors had considerably more 

power than nowadays. This comment is typical of many: 

Initiatives came f rom the Directorate, were discussed in 
Committee and a decision was reached. I would say that the 
Directorate was influential as a starting point, then 
decisions were reached jointly. 192 

(Convener of Education Committee) I 

In the mid-60s, Directors could virtually call the'tune as 
long as they did not act beyond their powers. 193 

(Regional Councillor) 

Hence it would appear that, in the West of Scotland, those initiatives 

that were taken arose from the ranks of the Directorate. The ostensible 

non-involvement of most local councillors and theiý lack of awareness of 

the implications of Circular 600 suggest that there was an absence of 

grassroots agitation for comprehensive schools, which arose as a result 

of a political decision taken outside Scotland. 

Discussions -with representatives of the world of politics also reveal 

that by no means everyone in the Labour Party was sold on the idea of 

comprehensive education. Despite the public posture adopted of a 

unanimous call to extend equality of opportunity, there were Doubting 
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Thomases who privately maintained their support for selective education: 

Many people in the Labour. Party were - and are - deeply 
imbued with the Protestant Work Ethic, and are motivated by 
the desire to grasp opportunities. Most of them were able 
to do that through the educational system since they came 
from ordinary backgrounds themselves. 194 

(Politician) 

There is no doubt that many good schools suf f ered a change 
of character and ceased to have the same importance in the 
eyes of, local. people ... -the shift to uniform comprehensive 
education spoiled education by reducing it to its lowest 
common denominator ... we had some damned good schools ... 
Local politicians did not realise the implications for some 
of our better schools. 195 

(Convene. r of Education Committee) 

It is not surprising that examples were f ound of local councillors 

sending their own children to selective schools not in their residential 

catchment areas. 196 One MP commented on this fact thus: 

There was much hypocrisy in the Party, much waving of 
egalitarian flags, much public mouthing of principles. 197 

A prominent figure in . the national campaign to abolish tripartite 

education in England in the post war years made a telling comment which 

betrayed the ambivalent feelings, on comprehensive schools of many in the 

Labour Party: 

If only we'd said everyone was going to_get a grammar school 
educatio4 and not called them 'comprehensive schools' there- 
wouldn't have been such a fuss. 198 

All those interviewed took the view that politics, was absolutely crucial 

to initiating educational change. Politics was the catalyst or stimulus 

to change, as the educational system is solinextricably connected to the 

structure of society. The general feeling was that politicians' 

principal concerns were with policy and resources, the former reflecting 

the wi'll of the electorate, -the latter reflecting the priorities of the 
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party in power at'any given time. Oneinterviewee spoke for many thus: 

The role of politics in initiating educational change is 
absolutely crucial. Politics is about managing society. 
Educational provision fashions society and educational 
policy is a reflection of the priority it is given on the 
political agenda. The essence of politics is priorities. 
The kind of educational system we have and how it is 
resourced are political decisions of the first magnitude. 199 

A final relevant point arising from the interviews with political 

figures concerns their views on the extent to which a local authority 

should enforce its public policy statements on education. The ideal 

situation, 'for many of them, is'summed up in these terms: 

They must go the whole road. Defaulters cannot be'allowed 
to circumvent broad policy statements. General. policy must 
be adhered to, otherwise what's the point of making it in 
the first place ... experiment within a policy framework is 
to be encouraged ... but basic planks of policy must be 
carried out. 200 

(Regional 'Councillor) 

Such direct accountability, however, cannot always be guaranteed, so 

that the'scope for variation of interpreta tion, particularly with regard 

to comprehensive education, seems almost inevitable'. One'reason often 

quoted by interviewees was the strong professional independence 

displayed by Directorate staff and headte'achers, I with its consequential 

resistance'to what it saw as political interference. - 

In . conclusion, it can be argued that, as far as comprehensive education 

was concerned, the influence of local politicians was slight, and only 

increased in strength'where Directorate staff appeared obstinate. 

Directors had most direct power in the absence of a strongly politicised 

Education Committee, ind'eventswere shaped by outstanding personalities 

and their' personal ýperceptions in both the educational and political 

worlds. An exception to this'general conclusion, however, can be found 
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in the area under study. No account of the political , context of 

comprehensive education would be complete without reference to the 

furore caused by the few selective secondary schools in Glasgow, and the 

crescendo of feeling it generated over the six year period from 1967-73. 

The series of events which occurred is the only parallel in the Scottish 

context to the public outcry caused in England at Enfield and Tameside 

over the Government's intention to make comprehensive reorganisation 

mandatory for, local authorities. 

The subject is enormously complex and the principal details of the story 

are set out in chronological order-in Appendix 1.201 It is pertinent to 

note that even after the issue of Circular 600, Glasgow, which had 

decided in the later 1940s to go over to comprehensive secondary 

provision, nevertheless opted to retain its former fee-paying selective 

secondary schools, even in the face of Labour Government measures to 

withdraw funding from the private sector. Events were further 

complicated by the varying fortunes of the major political parties at 

both national and local levels: the Conservative Group won the council 

elections in 1968, the Conservative Party won the General Election in 

1970, and the Labour Group regained the majority locally in 1971. With 

the issue-of Circular 760 in 1970, the Government reversed the mandatory 

policy contained in Circular 600. The majority Labour Group took 

advantage of the new permissive legislation and exercised its statutory 

freedom to organise secondary education as it chose, namely to make all 

schools comprehensive and phase out selective intakes to its six 

selective secondary schools. In the f ace of a strong and sustained 

public outcry denouncing its authoritarian stancep the ruling Labour 

Group instructed the Director of Education for the city to compile a 

report indicating how the six schools were to be integrated into the 
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city-wide system of comprehensive schools. Feelings ran high, and 

three of the headteachers of the selective schools were publicly 

disciplined for their opposition to the ruling group's policy. The 

issue was: finally resolved when the Secretary of State, who had earlier 

enlisted the support of the courts to force the Labour administration to 

continue in 1972-73, finally acceded to its anti-selective plan, 

resulting in five of the six schools becoming area comprehensives and 

the sixth (The High School of Glasgow) being discontinued. 

SOME ISSUES RAISED BY THE CONTROVERSY 

With the possible exception of the case of RF MacKenzie, no other 

educational issue in recent years has generated so much emotive argument 

and bitter public reaction. An Inspectorate Report made this 

observation: 

Difficulties mainly of an educational nature, involving 
controversy between professionals of differing views on the 
comprehensive system began to intrude as the waves of 
reorganisation lapped on the shores of traditional areas or 
involved hierarchical organisations like schools run by 
religious orders ... any further progress by the Authority 
takes them into realms of difficulty, not only of an 
educational nature but full of social and political 
controversy. In many ways ... they strain at deep cultural 
roots and in the bygoing cause a' passing environmental 
stir. As the complicated mesh of comprehensive system 
approaches the centre of the city, it is difficult to 
superimpose it without disturbing the historical reminders 
of elder educational systems, both general and 
territorial. 202 

The events outlined in the previous section show how the position of the 

local authority changed in a short space of time. Initially, it 

appeared to accept that comprehensive schools and selective schools 

could co-exist, in the same system, , and indeed Elected Members who 

identified themselves with the abolitionist cause were publicly rebuked. 

Even in the face of national moves in the late 1960s to penalise the 
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private sector, and of threats to introduce legislation to abolish 

selective schools, the Education Committee in Glasgow persisted in its 

desire for their retention, a position strengthened both by the large 

number of Tory Councillors on the Committee and by the fact that Labour 

Councillors were divided on the issue. These factors also enabled fees 

to be charged when the legal loophole in legislation had been found. 

Two key events enable the radical Labour Group to gain the ascendant: 

the issue in July 1970 of Circular 760, and the dramatic change in the 

political complexion of the Education Committee after the local 

elections in May 1971. It is ironic to observe that a Circular issued 

by a Tory Government enabled a Labour-controlled Council to abolish 

selective schooling. 

Another feature to emerge*is further evidence for the already mentioned 

claim that not all Labour Party 'members were solidly behind the 

egalitarian thrust which underlay the comprehensive principle. 203 

Indeed, many appeared to favour the retention of an element of 

selectivity. Several of the individuals connected with the world of 

politics interviewed for this study quite openly stated that they could 

not subscribe to the abolitionist lobby, and went on both to justify the 

place of selective schools and to lambast the actions of the Labour 

Group on Glasgow Education Committee: 

The excuse that these (selective) schools 'creamed' pupils 
away from the state schools was and is puerile. I think 
both kinds of school can co-exist. the selective ones can 
then act as catalysts, examples of excellence, of what can 
be accomplished. 204 

(Labour MP) 

When the principle of comprehensive education was accepted, 
it was logical to eliminate schools like Glasgow High 
School. But in my view, the political side did not realise 
the sensitivity of certain sections of the community. They 
used a sledgehammer to crack a nut. They moved too crudely, 
too fast. 20 
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(Convener Education Committee) 

The controversy over - selective versus comprehensive schools in Glasgow 

also sheds valuable light on the subject of central control and the role 

of the Secretary of State, particularly at a time when the conventional 

partnership alleged to exist between central and local government was 

under attack. The Secretary of State had an unenviable role: he had to 

maintain allegiance to the government of the day, but had at the same 

time a statutory duty to ensure that educational freedom was exercised 

in a lawf ul manner. A delicate balance had to be struck, therefore, 

between national policy and local freedom, while still taking cognisance 

of the educational merits of Glasgow's proposed schemes with regard to 

the six selective schools. He certainly showed himself to be responsive 

to what could have been construed as an unreasonable attempt to enforce 

a uniform pattern of secondary schooling on the city. When the 

Education Committee directly challenged his authority, he had recourse 

to the law, which found for the parents, since the actions of the local 

authority were held to be ultra vires. Indeed, it is possible to argue 

that the Scottish Education Department remained in control throughout 

and got its way in the end. One local councillor summed up thus: 

So yes, schools were used as testbeds for Labour Party 
dogma, but the push came from the SED not the 
Directorate. 206 

This view is substantiated by an examination of the correspondence 

between the Scottish Education Department and Glasgow Corporation on the 

issue of selective schools. , After a copy of the revised arrangements 

for the selective. schools had been submitted to the SED, the Town Clerk 

received from a civil servant a letter of which this extract illustrates 

the directive tone: 
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The Secretary of State cannot consider the reorganisation of 
these schools in isolation but should relate these proposals 
to the total pattern of provision in the city, in particular 
other selective secondary schools (both junior and senior 
secondary) ... the Secretary of State cannot at this stage 
be certain that he will be able to reach definitive 
decisions about the proposed amendments 

' ... 
the Secretary of 

State would like the Authority to make a public announcement 
about their, arrangements for these schools for next session 
at the earliest possible date. 207 

The Authority was also taken to task over the unacceptability of its 

consultative procedures: 

In view of the many representations made to the Secretary of 
State about the adequacy of the consultations undertaken by 

your Authority in relation to their original proposals, the 
Secretary of State expects the Authority to 

' 
undertake 

detailed consultations about the implementation of the 

modified proposals with the parents and staff concerned ... 
in addition to individual letters to parents explaining the 
new arrangements f ull& local meetings 

, 
mightl be held with 

parents and staff ... 

It is interesting to ref lect that the Scottish Education Department 

considered the consultation advocated in Circular 760 important, but 

apparently did not make similar insistence when Circular 600 was issued. 

At that time of equally momentous change, the wishes of those affected 

seemed to count for less. 

The move to. eliminate the six selective schools in Glasgow also 

illustrates how little room for manoeuvre the Director had when faced 

with a large majority of one party on the Education Committee and a 

determined ruling group. - Events indicate strongly that the Director in 

Glasgow was virtually under, political instruction what to do, and that 

educational considerations,, were,, subordinated , to political ones. it 

appears that both Dr Mackintosh and his successor, although committed to 

the comprehensive, principle, could not quite bring themselves to order 

the wholesale abolition of some of the city's most famous schools, as 
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one interviewee pointed out: 

In Glasgow, where in many ways they had taken positive steps 
to introduce comprehensive education years before C600 
appeared, the big stumbling block was the former fee-paying 
selective schools'and their integration into a comprehensive 
system. There, was a fierce local attachment to these 
schools, indeed some of the Councillors sent their sons to 
them. The Directorate adopted a very ambivalent attitude 
throughout. 209 

(Politician) 

Af ter the Labour victory at the local elections, the Director, John 

Bain, was asked to report on his plans to eliminate selection of pupils 

to the f ormer f ee-paying schools, and end the system of junior and 

senior secondary schools which still operated in some parts of the city. 

His report proposed that Hillhead High School should become a 

neighbourhood comprehensive, while the other f ive were to be allocated 

an intake from specific areas of the city of pupils of - all levels of 

ability. If the number of applicants exceeded the specified number, 

admission was to be by ballot. Mr Bain explained the rationale for his 
I 

scheme in these terms: 

It is not possible to bring these schools generally within 
the territorial system of ýall-through comprehensive 
secondary schools because of their locations in the 
centre/west end of - the city and the plans already 
implemented for providing all areas of--the city with 
territorial secondary schools ... suggestions are therefore 
made to enable the buildings to continue to be used to the 
best advantage and to allow parents a limited choice of 
secondary schooling outwith the present strictly controlled 
territorial system of secondary allocation of pupils. 210 

Inspectorate correspondence of the period indicates that the Director 

was of the opinion that his plan, albeit including elements of 

selectivity of f ered the best compromise, and was displeased by its 

reception: 

I enclose copies of, Mr Bain's original plan for the 
following reasons: 

a) Mr Bain has asked me 'Is it too much to hope that at least 
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the Department might be made aware of the proposals, which I 
thought provided a reasonable solution, submitted by the 
Director of Education? ' 

b) Though there seems no prospect that the Glasgow proposals 
will relate in any way to Mr Bain's suggestions - the 
Convener has called then 'unacceptable' - and although we 
might have had serious reservations about them in any case, 
the Director's plan still has an important relevance for us, 
for it represents the view of the highest official in 
Education in Glasgow that it is not only the Boy's high for 
which a viable catchment area should not be able to be 
contrived. 211 

I 
But, predictably, the all-powerful Labour Group rejected his report in 

preference for a revised scheme for the future of the six schools which 

was based more-completely on the existing buildings being used as area 

comprehensives. This revised plan was finally accepted as policy in 

March 1972- by the Education Committee, a decision which was the 

culmination of a concerted political determination to end selectivity at 

all costs. The fact that the Director was instructed publicly to 

censure three headteachers for expressing their private views of events 

- an almost unheard of step - shows just how politicised the affair had 

become. The position of the Director and his proposal are well 

summarised, by the District Inspector4or Glasgow: * 

I have reason to believe that Mr Bain can hardly credit the 
Secretary of State's countenancing the discontinuance of the 
High School. This leads him still to wonder whether his 
original plan for city-wide selective schools is beyond 
resurrection. On the last occasion he mentioned this, I 
said that, irrespective of the educational pros and cons it 
would'have been difficult for the Secretary of State in his 
own name to have produced a counter-proposal which was 
identical to a proposal widely known to'have been previously 
made by him to the Education Committee and rejected 
outright. 212 

A further issue raised by these events in Glasgow is how a political 

party proceeds to implement a policy based on principles fundamental to 

its professed ideology, especially in the face of opposition from within 

its own ranks and increasing public outcry. The ruling Labour Group's 
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rigid -adherence to the doctrine that, any form of selection was 

inconsistent with the comprehensive principle brings into f ocus the 

argument that it used schools as testbeds f or unproven political 

theories, and resorted to social engineering to prohibit the co- 

existence of selective and comprehensive schools. As one former 

education convener put it: 

I don't think the former fee-paying schools constituted an 
obstacle to comprehensive education. The theoretical anti- 
private schools stance doesn't stand up in reality. State 
dictation impinges on freedom of choice in a democracy. So 
yes, both types of school can co-exist. 213 

But the Labour Group could be accused of a lack of democracy in the 

manner in which it conducted its business. The egalitarian rationale 

for the stance it- took is revealed in this briefing note for 

councillors: 

Selective schools should be ended because 
a) it cannot be assumed that children can be identified at 11 

or 12 as being educationally better than others 
b) it is completely unjustifiable to select 1000 children ... 

and say they are dif f erent and should be educated in a 
different manner 

C) education should reflect society and society has rejected 
elitism. So the continuation of an elitist system of 
education is no longer acceptable. 214 

One former Education Committee member described the intransigence of the 

Labour Group thus: 

The Glasgow Corporation Education Department and the Elected 
Members adopted a very paternalistic attitude in the early 
1970s - telling people where to live, go, to school etc., and 
based their views on theoretical arguments of doubtful 
validity. 215 

This comment raises a final but central aspect of the selective schools' 

eventual demise: the f reedom of local authorities to dcvise their own 

form of secondary provision and the extent to which this may conflict 
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with parental f reedom. of choice. Although Circular 760, a document 

which embodied permissive legislation, had been on the statute book 

since 1970, the Secretary of State unquestionably adopted delaying 

tactics in his consideration of Glasgow's successive proposals. Af ter 

all, ittcould be argued that Circular 760 gave them freedom to institute 

whatever secondary system they chose. -This was apparently not the case. 

The Secretary of State's objections, were these: 

1) he refused to consider the fate of the six selective schools in 

isolation from, the total pattern of comprehensive reorganisation 

-implemented in the city 

2) he- was unimpressed -by: the -haste with which the proposals had 

emerged, and with the inadequate 'consultation entered into by the 

Corporation. Accordingly, ' he stated that his eventual decision 

would not entail approval of any changes being effected before 

session 1973-74. 

The Corporation in response, arranged a series of meetings in April 1973 

for parents in each of the six schools. Councillor Daniel Docherty's 

opening address to parents on each occasion is revealing for the 

testimony it bears to the strength of public hostility generated, and 

for its admission that consultation had effectively been ruled out until 

the Secretary of State's intervention: 

As Convener of the Education Committee, may I welcome you to 
this meeting. I am accompanied by Mr John Bain. I have 
asked the headteacher to join us, not because he/she is to 
be taken as supporting the policy, but because he/she may be 
more capable of dealing with any detailed matters affecting 
the school ... the attitude -of representatives of parents' 
associations and former pupils were perfectly clear - determined opposition to changing the -character of the 
schools. This view was expressed directly to me by many letters ..; no amount of consultation would in my view have 
brought parents to the way of thinking of the Education 
Committee ... it was made clear to me by the Secretary of State ... that he wished any changes in organisation. to be 
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discussed with parents. This *, meeting fulfils that 
obligation. I must stress that this meeting has not been 
called to argue the pros and cons of selective or 
comprehensive education, or to debate whether or not the 
Education Committee should have reached the decision it 
did. 216 

It is not unf air to conclude that f or Dr Docherty 'consultation' was 

equated with telling parents and teachers what had been decided in 

Committee. Although f or a time the law was on the parent's side and 

court decisions went in their favour, they ultimately were defeated by 

the Secretary of State's agreeing to the end of the six schools on a 

selective basis and using the terms of Circular 760 to Justify his 

decision. Any hopes parents may have nurtured that his delaying 

betokened. a latent desire to reject Glasgow's scheme were ill-founded. 

The headteac#er of one of the six schools involved expressed his 

feelings, thus: 

The 'selective issue went to the House of Lords because of 
the very strong feelings it generated among parents and 
staff. The Government made a commitment then ratted on it. 
We were sold down the river by Gordon Campbell, the 
Secretary of State. The irony is we got more honest support 
from Willie Ross, 217 

Whatever explanation can be adduced f or the Secretai: y of State's 

eventual acceptance of , the Glasgow scheme, it may - be that educational 

considerations based on Inspectorate advice won the day, but that he was 

able still to stick to his party's policy of the moment with regard to 

comprehensive reorganisation. The educational position may well have 

been conveyed to him by Ministers with the help of Her Majesty's 

Inspectors Report-alluded to earlier. The local Inspectorate was highly 

critical of the, six schools, , although conceding the strong local 

feelings their threatened demise had aroused. From an educational point 

of view,, the Inspectors were, not enamoured: 
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The schools themselves, however, are neither the vehicles 
for nor the instruments of educational development, the 
pattern of their work becoming increasingly irrelevant in 
this f ield ... by and large they occupy a developmental 
backwater, unless, the headteacher or principal teacher 
(of ten a product of the comprehensive system) gives a 
dynamic lead. 218 

' 

Tracing the historical events which enabled these schools almost to 

detach themselves from mainstream authority provision and 'forge their 

own brotherhood' the Report proceeds to criticise the selective 

principle: 

By these historical factors, therefore, the schools must be 
assessed, the breadth of their education aims is narrowed by 
the specific objective they have in mind - academic 
excellence; and the attainment of these is made easier by 
the ability inherent 

'in 
their pupils. We must further 

assume that the schools attract the kind of staff and 
promote the conditions most likely to achieve their 
principal aims. 219 

The Report states, as might be expected, that the performance of the 

schools in public examinations was creditable, and they were generally 

efficient and successful in achieving the purpose for which they 

existed. But the educational picture was disappointing, to judge from 

inspections of three of the schools in question: 

The general impression of all three schools by departments 
was that they were effective and largely successful, but far 
from outstanding ... all departments displayed the same 
characteristics: thorough familiarity with traditional 
content and method, and skill and practice in imparting it 
on a teacher to pupil basis; a tendency to seem old- 
fashioned in a rapidly changing educational world and a 

. -vague distrust of change. 220 

The inspectors conclude that the explanation f or this state of af f airs 

was that -the headteachers ,ý were principally responsible for the 

impressions their schools generated, and the attitudes to education 

evidenced by their staffs heavily conditioned by a preoccupation with 

228 



the pursuit of examinations. The Report unequivocally endorses 

comprehensive developments in the city, from which the selective schools 

had in general excluded themselves: 

We cannot avoid asking 'apart from the inexorable demands of 
public examinations and University entrance, what 
educational purposes do the schools now serve?, and our 
visits have failed to supply a satisfactory answer. Whereas 
the headteachers of such influential schools could be 
powerful exponents of educational advance in Glasgow, we 
submit that the initiative has been seized by those able men 
who direct the fortunes of Glasgow's leading comprehensive 
schools. 221 

THE REORGANISATION OF LOCAL GOVERNMENT 

Given the period covered by this research, it would be impossible, in a 

chapter dealing with the political contexts in which comprehensive 

education evolved, not to mention the reorganisation of local government 

which took effect from session 1975-76. In a sense the upheaval caused 

by regionalisation could not have come at a more unpropitious moment for 

the development of comprehensive education. Schools were still 

struggling to come to terms with Circular 600 and raising of the school 

leaving age; then came industrial unrest in the teaching profession in 

pursuit of a salaries claim; and the full economic stringency caused by 

the oil crisis of 1973 began to bite on the education service. Making 

no reference to these considerable difficulties, Edward Miller, the 

newly-appointed Regional Director, outlined his plan for the education 

service in Strathclyde to his fellow Scottish Directors. Asserting that 

regionalisation would give the public in the West of Scotland an 

improved service in which it could participate, provide a better 

framework within which the strategic services could operate, and create 

more harmony within the education service itself, he ended his address 

on an optimistic note: 

The education service will be what we make it ... 
'in the 

education service we weave a thread into the fabric of 
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society, and try to ensure that things will be a little 
better than when we found then. Education is a most 
important and vital service. The whole object of 
reorganisation is to provide a better service. 222 

Mr Miller's confident assertions were somewhat dented two years later. 

The same -audience 
heard that, Regionalisation had caused some awkward 

problems. The speaker catalogued the chief among them: 

1) An increase in bureaucratisation and remoteness. 
2) A separation of function between the Region and its 

Divisions. 
3) A. friction between competing services caused by the 

implementation of corporate management. 
4) An increased politicisation of local government which has 

disrupted traditional patterns of working of elected members 
and officers. 223 

Since the alleged, benefits from Regionalisation had apparently not 

accrued, it is reasonable to surmise that the Directorate, given its own 

internal management problems, would be even less inclined than normal to 

address the many pressing and unresolved issues attending 

comprehensivisation. One interviewe .e pointed to an added problem in 

these terms: 

I would say, however, that since Regionalisation things are 
much more bureaucratic because of the size of Strathclyde. 
The Region is the overlord of the Divisions which have lost 
the autonomy of the former councils. So a Divisional 
Education Officer is not the same as the former Director of 
Education. The Divisional Education Officer is someone in 
charge of the day to day administration of the division, and 
an implementer of regional policy decisions. Power has been 
relocated to the Centre. 224 

(Education Committee Convener) 

Thus, many Directorate staff in the region had to come to terms with an 

altered concept of their role in a refashioned educational service in 

which traditional operating assumptions were being challenged. Dr 

Malcolm Green, Vice Chairman of the Region's Education Committee, in an 

address in 1980, welcomed then2w structure, although he conceded it had 
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'internal tensions', but was, nonetheless, a vast improvement on the 

unco-ordinated picture at officer/member level prior to Regionalisation. 

He explained how 'co-ordination' had been achieved: 

Policy matters are now initiated by Elected Members, in 
contrast to pre 1975, when officers planned and initiated 
policy. the role of the members has now grown from assent 
and watchdog; they now have a greater say in policy 
formulation and monitoring. 225 

Dr Green's account is' supported by the following explanation given in 

interview: 

Up to local government reorganisation, (Elected Members) had 
hardly any influence because of the mystique of 
professionalism. Officials made policy and got it accepted 
by, in the main third rate members. Nowadays, a process of 
self -selection has occurred, such that the calibre of all 
councillors, but especially of Labour ones, has increased. 
They are now generally more able intellectually. 226 

It is reasonable to claim, therefore, that for the first time, officials 

had to countenance a reduction of power in real terms and, by 

implication, a diminution in their status. 227 As a result, it is 

unlikely that the new state of affairs would dispose them favourably to 

dealing with the day-to-day, problems being faced'by schools. Rather, 

their attention would be likely to be increasingly devoted to 

bureaucratic and administrative concerns as they strove to implement 

decisions taken by the politicians. One interviewee described the 

effects of corporate'management thus: 

... since regionalisation, Directors and, their staffs cannot 
dictate policy as much as they did. 228 

The position of headteachers, too, appears to have altered with the 

arrival of Regional isation. Allusion was made earlier in this chapter 
to the fact that Directorate staff left the internal running of schools 
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to head. teachers, and the obvious corollary of this position is that they 

had a great deal (if not total) autonomy to shape their schools in their 

own fashion. The Senior Depute Director of Education for Strathclyde, 

commenting on the inevitability of political involvement in education, 

and the increased questioning of professionals practices since 

regýonalisation, described the new environment within which headteachers 

had to operate in these terms: 

Much power is still devolved to týe headteacher, but he has 
less budgeting control and has to cope with a variety of 
bodies giving him directions ... heads have many problems of 
accountability, to the - Director, to parents, -to elected 
members. 229 

Thus, for all concerned in- the education service, it would seem that 

loss of a traditional and valued autonomy and increased accountability 

were concomitants of the concept of corporate management. It may be, 

however, that the extent of the accountability is more notional than 

real. - One interviewee from the political world expressed doubts about 

claims that regional isation --had, made inroads into the world of the 

professional: 

A regional council has no time to f ind out what is going on 
in schools. Virtually everything is lef t to the head and 
his staff. Professional independence is still very strong 
among those in education. -Policy ought to be carried out. 
There ought to be more accountability - like headteachers on 
a five year trial period. 230 

It is possible, to claim, therefore, that Regionalisation may not have 

provided the better service Mr Miller claimed it would, but actually 

it created a whole set of new problems which were superimposed on those 

which already existed. On this argument, the difficulties inherent in 

the implementation of comprehensive education (which will be examined in 

greater detail in the next chapter) were unlikely to have been 
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addressed in any serious manner by Directorate staf f. Indeed, it is 

possible to- argue that, with the changed concept of educational 

administration which emerged after Regional isation, the matter of what 

happened in schools was not accorded a high place on the priority list. 

One interviewee, with several years' experience of working in 

educational administration- 'since Regionalisation described the 

official's life in these terms: 

Day to day life is characterised by the following: 
-a deluge of paper, much of it non-educational 
-a plethora of meetings, a lot of which do not lead 

anywhere 
- sending memos, to give information about what you are 

doing, or to cover yourself ... 
- attending meetings with other, ý non-educational agencies 

So officials lead a-ver busyýlife, although I am prompted 111 
to ask: busy doing what? 

Not surprisingly, therefore, matters educational which directly affect 

what happens in schools do not figure largely on the agenda by the sheer 

force of circumstances: 

Priorities are different in administration. They will say 
that they are concerned about education, and will be able to 
find an educational justification for what they do. But the 
structure of administration creates the priorities ... and 
encourages the view that things are the responsibility of 
others. In general, I would say that the kind of thing most 
administrators have to attend to do not allow them to 
concentrate on matters educational. 232 

Indeed, it could be claimed without excessive exaggeration that an 

understanding of -the problems of school management is a topic which 

administrators are precluded by the very nature of their job from 

acquiring: 

Administrators do not know a great deal about the problems 
involved in running schools. ... it is very much a case of: 
GET ON WITH IT, AND LET ME KNOW IF YOU HAVE A PROBLEM. If 
administrators do not hear of problems, they do not exist. 
Schools and their problems impinge on the administrator's 
reality and 'priorities -... supplies# buildings and finance 
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rather than education is their concern. 233 

Considering the period 1975-80 in the light of these remarks, it is 

possible to argue that education officials in Strathclyde Region could 

not or did not give much attention to what was going on in schools, 

coming to terms as they were with a new management structure and 

confronting the pressing -day-to-day aspects of their job. This is all 

the more regrettable, since it could be argued that it was in these 

years that the comprehensive chickens born of Circular 600 were coming 

home to roost, with the emergence of Standard grade as the Government's 

official response to the recommendations of the Munn and Dunning 

Committee. -Although the Region, to judge from its publicity brochures, 

was committed to providing comprehensive education in its secondary 

schools, it would appear that officials may not always support that 

policy, a fact which has a consequential effect on the attitude they 

adopt. 

Educational administrators rarely expose their own views 
publicly, especially on regional policy matters. The extent 
to which they set to work to see that policy is implemented 
or improved upon is questionable. As I said earlier, their 
remits and hectic existence preclude serious involvement in 
matters educational. 234 

Thus, in the last f ive years of the period under review, when the 

problems caused by comprehensivisation were far from having been 

resolved, the R egional Directorate appears to have been prevented from 

considering the problems affecting secondary education by having to come 

to terms with life after Regionalisation and by the very nature of its 

daily job. In particular, its thoughts seem to have been far from 

assessing the extent to which the educational aims of comprehensive 

reorganisation were being met, and the reality of the match between 

comprehensive theory and actual practice. An explanation for the 

uninvolvement of the Directorate can be found by consulting Inspectorate 
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reports on the Western District for the period 1974-77 which, in varying 

ways, give -a strong indication that senior staff at Regional 

Headquarters were experiencing difficulties. The Report for 1974-75 

states ominously: 

Continuity of educational planning has been upset by changes 
in Directorate staf f. This has caused a malaise which 
affected curriculum planning ... the new Director for 
Strathclyde has not make public his plans for machinery to 
promote curriculum development and co-ordinate the work of 
the various agencies involved ... the capital intensive 
aspects of curriculum development have begun to be examined 
in cost benefit terms. 235 

Nevertheless, the same report, pointing out that it was the, Region's 

policy to make secondary provision in large six year comprehensive 

schools, indicates that problems had been far from solved: 

The implementation of a policy of comprehensive 
reorganisation in large six year schools should, ideally, 
have been achieved progressively, as and when purpose-built 
accommodation became available. In practice, however, many 
schools on going comprehensive have had to make do with 
existing premises, with the provision of extensions or with 
the addition of temporary classrooms236 

Not surprisingly, therefore, there were few innovatory developments 

either in school organisation or in the curriculum offered to pupils 

experiencing 'comprehensive' education. The Directorate appear not to 

have taken the same view on policy implementation as one interviewee: 

While allowing for diversity and differences of emphases ... 
a region should go all out to see that its stated policies 
are implemented in all its schools. Any contrary policies 
uncovered should be changed or personnel persuaded Lo do so. 
Directorate staff and advisers should adopt a high profile 
in this respect. 237 

(Politician) 

But the Regional Directorate appear to have encountered internal 

problems of staff co-ordination: 

This huge authority will require patience from all of us. 
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It'is to be hoped that this year will have-seen the'worst of 
the personality clashes, the - insensitivity, and, -the 
requirement to work under less than sympathetic pressures 
from the Policy and Resources Committee of the Region. 238 

Committee and working parties were set up to facilitate communication 

between Region and Divisions, and to enable policy to be formulated by 

those in, senior positions in both, but this commendable initiative was 

thwarted by-awkward working relationships in the Directorate: 

in spite of these attempts to promote -liaison between the 
Regional Directorate and the Divisional units, friction has 
occurred. The basis was probably laid when appointments 
were made to important senior posts. None of those 
appointed to senior posts had been Directors of Education. 
Youth and inexperience were resented by more and more 
experienced people who had not been successful. 239 

These observations suggest that some'of the problems besetting secondary 

education in the late 1970s were related, to the quality of management in 

the Education Department. 

This professional disharmony gave rise to a host of problems which, 

according to the Inspectorate, resulted in inter-divisional jealously 

and tension, and suspicion of and antagonism toward the Region. 

Moreover, the level of funding continued to have its effect on the 

quality of provision: 

Economics caused, the' abandonment of proposals and policies 
which would have gone some considerable way towards raising 
standards in the schools of the west. 240 

Worse still, such initiatives as had been taken, like the committees 

mentioned before, began to'- founder, '- through -confusion or lack of 

communication: 

There has, however, been a, great deal of uncertainty 
surrounding the work of both regional and divisional 
committees, particularly the latter, and this has led 'to a 
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great deal of disquiet and indeed,, lowering of morale 
amongst members. There is a general lack of clear purpose 
in the divisional committees, and serious doubts as to how 
many recommendations which they may make will be 
communicated to the Education Committee and from there to 
the Director. 241 

Indeed,; the Inspectorate, pull no punches over the Region's initial 

performance in the early years of Regional isat ion, with obvious 

implications for the effect on schools: 

The Region's most pressing need is to overcome the 
temptation to use current financial restraint as an excuse 
for doing nothing. 242 

The following year's report was still very critical of Directorate 

staf f: 

There is a wide variation in the quality and contribution of 
those holding - senior management position at Regional H. Q. 
and in the Division ... the general level of leadership 
given at H. Q. and in the Divisions is patchy. 243 

Although- policy was emerging on such issues as staffing and buildings, 

no-discernible policy on the curriculum had been formulated: 

... the situation across the Region could be described as 
either healthy diversity or as one characterised by 
duplication of effort-and ad hoc activity. Certainly it 
would be difficult to postulate the existence of an overall 
strategy. Particularly where working parties* are involved 
in topics which have implications for overall policy, it is 
highly probably that isolated efforts within Divisions are 
offering up hostages to fortune. 244 

Thus, towards the end of session 1976-77, the regional and divisional 

Directorate staff were not ideally placed to tackle the many problems 

resulting f rom the implementation of comprehensive education which 

confronted them in the schools and which obviously were in need of 

attention. The Inspectorate concluded: 

It is conceivable that the many difficulties are not capable 
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of resolution within the existing structure of the 
Directorate. 245 

This depressing picture of the quality of management and its failure to 

address the central problems facing comprehensive schools was echoed by 

one interviewee from the world of politics: 

I get the impression that, since the introduction of a 
comprehensive system of education, professionals secretly 
admit to a series of educational blunders and poor 
management, and always pin faith on the next initiative to 
sort the mess out. Of course, it never does, because there 
are never policy statements with targets to be met. Schools 
do not know where they are going, and are left to their own 
devices far too much. So much is thrown on the shoulders of 
the individuals involved, with the almost inevitable 
variation in response. 246 

One can reasonably conclude that, with the advent of Regional i sat ion, 

the problems inherent in implementing the comprehensive school 

increased, in that-the new management structure appeared not to address 

them. Increased political intervention in the world of educational 

administration, and a challenge to the traditional values of the 

professionals, with its consequential role confusion, did not help those 

coming to terms with the reality of administering the service under the 

theory of corporate management. Indeed, in the novel political and 

administrative world of regionalisation, the pressing concerns of 

schools seem not to have occupied a high place on the agenda of 

concerns. 

Several other aspects of the political landscape in the late 1970s 

deserve a brief mention in conclusion, as they have a bearing on 

comprehensive schools: 

Falling School Rolls 

Given that the birthrate had been declining since the early 1970s, its 
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impact was beginning to make itself felt in schools, and authorities had 

to f ace in stark terms the question of school closures. To give some 

indication of the magnitude of falling school rolls, the following 

figures provided by Statistics Section of Strathclyde Regional Council 

Education Department, are revealing: 

Secondary Roll Calculated Secondary Roll IDivision 

of Strathclyde Session 1977-78 Session 1988-89 1 

Dumbarton 26,463 22,412 

Glasgow 63,902 34,738 

Lanark 48,595 35,000 

Renfrew 31,599 23,683 

Thus, in the f our divisions of Strathclyde study, the secondary school 

population was expected to drop by, upwards of 54,000 pupils from 1977- 

1989. Thus the education service was contracting, and painful decisions 

had to be made. An Under-Secretary at the Scottish Education Department 

pointed to the implications: 

Education cannot be considered in economic isolation ... it 
can be taken as a basic assumption that resources will not 
become reasonably bigger in the next 10-15 years ... this 
means being prepared to question basic assumptions and 
identify what is essential to the fabric ... we are beyond 
the stage of looking separately at staff and buildings. 
Closures, with consequent adjustment of catchment areas, are 
inevitable. 247 

Government Expenditure Restraint 

Public expenditure cuts resulted in a diminishing scale of school 

building and improvement programmes, and all aspects of the education 

service came under the financial microscope. Local authorities found 

themselves forced to make painful decisions about priorities. Thus, 
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educational progress was governed by the diminished resources made 

available by central government. The effects were described by the 

Under-Secretary of State f or Education at the Scottish Of f ice in blunt 

terms: 

Priorities will have to be determined in the light of the 
Government's policy on public expenditure restraint ... the 
government looks to the assistance of authorities to ensure 
that resources will be utilised productively ... schools 
will have to be managed more efficiently by effective 
deployment of staff and careful husbanding of resources. 248 

The Parents' Charter 

Since its victory in the General Election in 1979, the Conservative 

Party began to honour its election promises, and set about changing the 

course of Scottish Education to save it f rom what it saw as the worst 

excesses of the comprehensive school. The aim was to introduce an 

element of private initiative into a system which the Government saw as 

stifled by a centralised and bureaucratic administration. This had 

resulted, it claimed, in the traditional Scottish ideal of excellence 

being subordinated to an elusive search for equality. In an attempt to 

redress the balance and introduce an element of consumerism the 

Education (Scotland) (1980) Bill contained three new features: a scheme 

to offer financial assistance for parents of modest means who wished 

their children educated privately; a requirement that each school 

produce a handbook which would contain information about schools; and 

the new parental right to send children to any school of their choice, 

thus destroying the concept of the local catchment area on which the 

comprehensive school concept was premised. 

Without going into the full implications of the foregoing, suffice it to 

say at this stage that, in the closing years of the decade 1970-80 
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schools endeavouring to come to' grips 'with the implications of the 

decision to go comprehensive in 1965 were in some difficulty. it has 

been suggested that internal problems at an administrative level 

prevented appropriate attention being directed to the problems 

experienced by schools. Moreover, a change of government coupled with a 

cutback in resources were threatening to make the most significant 

change of direction in the educational system since the introduction of 

comprehensive education, and this at a time when resources were at a 

premium. The comprehensive, principle seemed increasingly under threat. 
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CHAPTER FIVE 

POLICY IMPLEMENTATION: INNOVATION; CRISIS; REFORM? 

The main obstacle was the conceptual poverty which existed 
at all levels in the Scottish educational system at the time 

... there was -a signal failure on all sides to grasp the 
essential practical consequences of giving equality of 
educational opportunity to all children. The issues were 
just not tackled ... people simply did not see where to 
begin. 

(InterviewlAD115) 

I now think that our management approach was not as tight as 
it could have, been. We left a lot to schools, and did not 
of f er much in the way of practical help ... we in the 
Directorate tried to implement these ideas, but we failed 
the teachers. It was a slow grind. 

(InterviewIDS19) 

The reality is that only ,a minority of staff thought 
seriously about the real implications of comprehensive 
education, and one or two did excellent work. The vast 
majority did not adopt a professional approach to the 
changed circumstances. There was no internal drive to make 
comprehensive education work. 

(Xn t ervi e wlHTI 17) 

In general, educational revolutions never turn out as they 
were intended to, and comprehensive education is no 
exception. 

(Tnte. rview1HT11) 
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The three, preceding chapters, presenting data gathered, in the course of 

this 
. research, have attempted to examine the consequences of the issue 

of Circular 600 in 1965, a major document which heralded the demise of a 

bipartite -ýsystem of secondary education by its requirement of local 

authorities to reorganise provision on comprehensive lines. After 

considering reactions to and definitions of comprehensive education, the 

decision to go comprehensive was set first against the background of, the 

Scottish educational tradition and then aspects of the prevailing 

political context in the period and area under review. Based on the 

premise that Circular 600 marked an educational development of the 

greatest significance in Ahe post-war years in that it introduced a 

novel -form of secondary education, for all, at least on paper, the 

present chapter willý'explore data relating to the implementation of 

comprehensive policy and the practical realities it encountered. 

At face value, the, Circular was a Political statement in f avour of a 

structural change in secondary education, but it arguably encapsulated 

major implications at a deeper level: one, central question to be 

resolved was how the existing system would adapt in physical terms; 

another was how, given the complete spectrum of pupil ability contained 

in comprehensive units, such issues as curriculum, methodology and 

assessment- would be tackled. This chapter will look at how the system 

responded ý to the- radically new demands placed upon it, and assess the 

extent to, which comprehensive education constituted an opportunity for 

educational , advance, or merely highlighted and exacerbated problems 

which already existedý for practitioners. It opens with an account of 

the implementation in general terms, and goes on to look at particular 

problems in the four areas of West'Central Scotland which are the focus 

of this study. Consideration is then given to some factors, external 
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but related to schools, which arguably acted as inhibitors to a smooth 

evolution of the comprehensive system. Turning to implementation as it 

affected schools directly, the matter of curriculum development and the 

approach adopted to it will be examined, looking subsequently at the 

role of the advisory service and the burgeoning field of in-service 

training which resulted in a plethora of courses in the late 1960s and 

1970s. - The focus will then narrow to the schools themselves, first with 

a general outline of six key aspects (guidance, management, raising of 

the school leaving age, internal Organisation, methodology and 

assessment), followed by an analysis of particular developments in 

schools in Dunbartonshire, Glasgow, Lanarkshire and Renfrewshire, as 

revealed in a selection of area, and general reports written by members 

Of Her majesty's Inspectorate based in the West of Scotland. The 

chapter will end, with an account of the mounting dissatisfaction with 

the direction taken by comprehensive education in the mid 1970s, 

culminating in the publication of-the trio of Reports (Munn, Dunning and 

Pack) in 1977, representing a government acknowledgement of the need for 

reform-and acting as a precursor of the Standard Grade courses which 

were to be ultimately devised from the Development Programme to which 

the Reports gave rise. 

THE IMPLEMENTATION OF A POLICY OF COMPREHENSIVE EDUCATION 

In the early years, progress was understandably slow, although official 

pronouncements were not devoid of optimism. A senior civil servant made 

this reply in 1966 to a STUC submission on how Scottish education was, 

in its view, characterised by 'closed-circuit thinking': 

The Minister said it was too early to give a definIte reply 
on how far local authorities had, moved towards the 
comprehensive system. Many authorities had implemented the 
system before the Department Circular was issued, and there 
was no doubt that, in the main, authorities were progressing 
fairly well, except where there were problems of 
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accommodation. 1 

A few years later, her successor in office announced to a similar 

delegation that implementation had hit a snag, due to cuts in public 

expenditure, inter alia: 

The Minister said that the ultimate pattern of comprehensive 
education would take a little longer as a result of 
deferment, because it was tied up with new building ... the 
problem of fee-paying secondary schools remained only in the 
cities of Edinburgh and Glasgow ... (he added that) 
comprehensive schools were now-introducing common courses, 
whereas there had been none a few years before. 2 

The Scottish Council of the Labour Party passed a composite motion at 

its 1966 Conference asking the Secretary of State to institute more 

research into comprehensive education in order to facilitate the early 

implementation of the proposals contained in Circular 600. The 

Secretary of State's reply was cautious. - 

Since capital investment is not available specifically for 
the purpose of the reorganisation of secondary education, 
authorities will have to implement their plans' gradually, 
and in some areas short-term arrangements will be necessary 
until all the new buildings can be provided ... schemes of 
reorganisation must be realistic and take account of local 
circumstances e. g. the location and type of existing 
accommodation, current and future housing developments and 
population increase ... from the responses to C600, it is 
clear that authorities are responding well to national 
policy and are anxious to proceed as quickly as possible 
with schemes of reorganisation ... 

3 

An indication of the rate of progress made can be gleaned f rom 

consulting relevant Scottish Education Department Annual Reports of the 

period. The state of play on the issue of the circular was described in 

these terms: 

The varied and complex patterns of secondary organisation of 
the individual authorities have largely grown in a piecemeal 
fashion ... without a large measure of centralisation, 
however, it is scarcely possible to make adequate physical 
provision for modern secondary education in a reasonably 
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economic fashion ... there must remain a strong feeling that 
too of ten the pattern of an area has simply grown over the 
years without any overall plan to control it. A main effect 
of Circular 600 should be to correct this situation. 4 

Notwithstanding the patchwork of provision alluded to here, the Report 

of the following year stated that the response of local authorities had 

shown that they were 'in general agreement' with the principles 

enunciated in Circular 600, and were engaged in a 'fresh assessment of 

their provision of secondary education'. Considerable initial headway 

had apparently been made in a relatively short space of time: 

Substantial progress was made by most authorities in 
establishing their future pattern of development: a few 
were asked to consider modifications of varying importance; 
but by the end of the year the proposals of some 20 
authorities (out of 35) had been wholly or very 
substantially approved. 5 

Recognising that comprehensive reorganisation could not be achieved in 

one fell swoop (as had Circular 600), the same report listed the main 

problems identified in the local authority submissions, received by the 

Secretary.. of State: the two-tier system in populous areas; the 

retention of a number of junior secondary schools. due to lack of 

accommodation;, the continued existence of local authority fee-paying 

schools; and the continued operation in many areas of primary transfer 

boards, which was held to. be inconsistent with a comprehensive system. 

A year later, the extent of reorganisation was described thus: 

Very substantial progress has been made with the planning 
and reorganisation of secondary education on a Comprehensive 
basis ... reorganisation has continued to occupy a good deal 
of the time and energy of the Department and education 
authorities. By the end of the year, all 35 authorities had 
submitted schemes or. reorganisation, and all had been wholly 
or substantially approved subject to further negotiation on 
certain aspects. The schemes are generally based on the six 
year all-through school, but there are variations in a few 
places to suit local circumstances. 6 
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According 'to that Report, f if ty - per cent of pupils attended schools 

reorganised on comprehensive lines. The 1969 Report declared that 

thirty three out of the thirty five local authorities had been granted 

Secretary. of State' approval for their, revised transfer schemes in the 

light of the requirements of Circular 614, and was able to conclude 

that: 

Progress towards comprehensive reorganisation has on the 
whole been good ... only two areas (Glasgow and Edinburgh) 
have major issues unresolved. 7 

Five years later, alluding to the issue in April 1974 of Circular 898, 

the Annual Report claimed that it: 

recognised that the process (of reorganisation of secondary 
education on comprehensive lines) was very nearly completed: 
in January 1974 approximately 98% of all pupils in local 
authority schools attended schools with a comprehensive 
intake. 8 

Thus, in a matter of nine years, comprehensive reorganisation had 

ostensibly been achieved, although it must be stressed that, as the last 

extract suggests, the achievement was external in terms of structure 

rather than internal in terms of process. Indeed, several years prior 

to the full comprehensivisation of the system, one commentator had 

hinted that the situation in the schools themselves was far from being 

as uniform as the new structure taking shape: 
I 

The changeover to a fully comprehensive system of state 
education proceeds , apace, although there is still 
considerable variation in the mode of its implementation, 

and certain areas present particular difficulties. 9 

This view is substantiated by the responses of a considerable number of 

individuals, interviewed, -in connection with this research. One 

interviewee summed up the'thoughts of many in these words: 

The immediate consequences of C600 and C614 were a baf fled 
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and bewildered teaching force. There had been absolutely no 
consultation and preparation f or the change ... although 
those on high were decreeing that schools should be 
comprehensive there was no spelling out of what that 
entailed ... it was a case of putting all local children 
under one secondary''roof - an organisational, structural 
change, which was seen as horrendous enough, without any 
attempt or desire to adapt the educational provision to suit 
the broader spectrum of ability. 10 

(Headteache. r) 

It can be argued, then, that the early implementation of comprehensive 

policy principally affected the outward form rather than the nature of 

secondary education. Supporting contentions made in earlier chapters"I 

it can be further claimed that the manner of the policy's presentation, 

and the lack of clarity surrounding its significance, both militated 

against its easy implementation. 

IMPLEMENTATION AND PROVISION IN WEST CENTRAL SCOTLAND 

Dunbartonshire 

It has already been suggested that the Director of Education endeavoured 

to implement the political decision contained in Circular 600 in a 

spirit of earnest support and to encourage - attitudinal change by 

promoting examples of good practice and taking headteachers with him. 

Scrutiny of records available suggests that the implementation was 

effected most smoothly in this county of the four studies in this 

thesis. The problems were relatively straightforward, as one*member of 

the Directorate staff pointed out: 

What happened in Dumbarton re comprehensive provision took 
four forms: 

Existing multilateral schools like Hermitage Academy, 
Vale of Leven continued 

2) Senior secondary schools like Lenzie Academy, Bearsden 
Academy and Clydebank High became comprehensive 

3) old junior secondary schools closed and were absorbed 
into the high schools 

4) Completely new schools were built - Douglas Academy, in 
Cumbernauld new town and several R. C. schools. 12 
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While acknowledging that Dumbarton laboured under the same government 

strictures concerning finance and the school building programme as other 

counties, this picture is endorsed by a senior political figure who was 

closely involved in consideration of local authority submissions: 

In Dumbarton there were relatively few problems and a very 
co-operative Director. The only things I recall were the 
need to build more R. C. schools and u grading some of the 
existing old senior secondary schools. 13 

(Politician) 

In general, the Secretary of State approved the authority's proposals 

for reorganisation, with one exception, Clydebank. It had been resolved 

initially that Edinbarnet, Dalmuir and Braidfield secondary schools in 

the town should become territorial junior high schools transferring 

pupils at the end of Secondary 2 into Clydebank High, which would serve 

as the senior high school (Secondary? 3- Secondary 6) f or the town. 14 

This proposal aroused local opposition, with the Old Kilpatrick Area 

Sub-Committee advocating two comprehensive I units f or the town, f ormed 

from a merger of Dalmuir Secondary and Clydebank High and Braidfield and 

Edinbarnet Secondaries. The Secretary of State appeared to agree: 

Proposals for Edinbarnet, Braidf ield, Dalmuir and Clydebank 
High School - without full information about which of these 
the authority intended to develop as a full all-through 
school, the Secretary of State was, unable 

- 
to judge how far 

the proposals would contribute to the accommodation required 
for the eventual all-through system ... it seemed_preferable 
to the Secretary of State that the authority should take a 
first step towards an all-through system as soon as possible 
rather than ado 

I 
?ta two-tier system which would have to be 

changed, later. 1 

A later minute reveals that, after consideration, the Education 

Committee accepted the idea of two all-through comprehensive schools for 

Clydebank, and this won the Secretary of State's approval. 16 It should 

be added that these eventual proposals aroused some antipathy from the 
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teaching staf fs of the schools involved, as did the proposal to merge 

Dumbarton Academy and Hatfield Secondary. Letters were exchanged and 

deputations were permitted access to the Education Committee to air 

their grievances. 17 After delays for building and alterations, 

comprehensive education was officially established in all non- 

reorganised areas of the county from, the beginning of session 1972-73 

and the role of the former Primary Schools Transfer Boards became 

redundant. 18 From the evidence assembled, it appears that comprehensive 

reorganisation was achieved relatively quickly and smoothly in 

Dumbarton, at least on the structural level. 

Glasgowl 9 

Mention has already been made of the fact that, unwittingly 

anticipating thinking of the Advisory Council Report, Glasgow's Director 

of Education had convinced his Education Committee to agree as early as 

1946 that all future provision for secondary education should be planned 

on a comprehensive basis, and that this proposal was first seen in the 

building programme for schools sited in the large housing estates which 

sprang up on the periphery of the city to rehouse the population from 

the slum areas in the inner city as these were gradually demolished. 

The seriousness of the Education Committee's resolve can be seen in a 

decision it took after the new headteachers of Crookston Castle and St. 

Augustines Secondaries had been appointed in March 1954: 

The sub-committee agreed in principle that a deputation be 
authorised to visit certain comprehensive schools in England 
and Wales. The Director reported that it was proposed to 
visit schools in London, Birmingham, Southampton and 
Anglesey. 20 

Subsequently, 
I 

the Director submitted to the Committee a detailed report 

relating to questions of organisation of comprehensive schools based on 
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the experiences gained by the delegation. 21 Thus, Glasgow was ahead of 

the f ield both in terms of external reorganisation of secondary 

education and of thinking about internal arrangements. The pioneering 

spirit which this represented is well captured by one of the 

headteachers: 

We read in a half page article in the 'Evening Citizen' that 
the headmasters had been selected already, 'handpicked' I 
recall was the phrase used ... a short time later, Dr. 
Stewart Mackintosh - whom I would place alongside Sir James 
Robertson as the most enlightened Scottish educationists of 

-this century - called at my school to tell me I had been 
appointed to St. Augustines and (was to) go and look at 
developments south of the border which might prove to help 

... with this scanty experience David and I set out to build 
our own New Jerusalems in Glasgow's green and pleasant outer 
fringes. We had outstanding support from our Director and a 
succession of sympathetic conveners. 22 

After this determined start, the agreed pattern of territorial schools 

for the whole city gathered momentum-as building and finance permitted, 

since it was also decided that the ýestablishment of new comprehensive 

schools should be undertaken only when purpose-built comprehensive 

schools, were available, in order to avoid the problem of operating 

schools on split-site campuses. 23 It -should also be pointed out that 

for some years while the statutory leaving age was-15, the city operated 

a system of four and six year comprehensive schools, since insufficient 

pupils in some areas made it-hard to justify a reasonable choice of 

courses 'without uneconomic use of staff. 24 The 'fact, however, that 

transfer, of pupils at the end of Secondary 4 in four year schools to six 

year establishments caused the former to develop an 'inferior' status, 

and that this was not popular- with, either staff or parents, led the 

Education Committee to change ifs policy, in 1963. Thenceforward, all 

comprehensive schools would be of six year status. 25 An indication of 

the speed of development in- the city is gained from scrutiny of 

education committee minutes: thirty three out of f if ty seven schools 
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had been officially reorganised on comprehensive lines only three years 

after the issue of Circular, 600, and plans were in hand to modify and 

eventually eliminate the workings of the Transfer Boards city wide. 26 

Remarkable though this achievement may appear, however, it should be 

said that, in addition to-the battle over selective schools already 

mentioned, Glasgow had not solved all -its reorganisation problems by 

1972,, when forty three schools were-officially designated 'six year' 

comprehensives. 27 There were four problem areas which inhibited an 

earlier completion of reorganisation plans: 

i) Comprehensive Provision in-the Bridgeton Area, - 

The problem was theresolution. of the catchment-areas concerning 

St. mungo's Academy, our Lady and St. Francis's Secondary and St. 

Mary! s (Calton) Secondary. -'ý The delay in the introduction of full 

comprehensive provision was due to difficulties of accommodation, 

the recruitment of new staff and the need for curriculum changes. 

Ultimately it was agreed that the long term provision should be 

made by the creation of two single-sex R. C. comprehensive 

ýschools, (St. Mungols in a new building) and our Lady's from 1975 

onwards, but that in the interim, comprehensive intakes should 

begin for all three schools in August 1973.28 

ii) In 1972, fourjunior secondary schools were still in operation - 

ýHamilton Crescent, -Garrioch, Wellshot and St. Mary's (Calton). 

The Scottish Education Department approved arrangements for their 

immediate discontinuance as at June 1972.29 

iii) The city still had three senior, secondary schools - Hyndland 

Secondary, North Kelvinside Secondary and Eastbank Academy. It 

was decided that they should become territorial comprehensive 

schools from the beginning of session 1972-73.30 

iv) The two four-year comprehensive schools still in operation in 
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1972 enjoyed differing fates: Riverside Secondary was upgraded 

to six year status, and City Public School was amalgamated with 

Allan Glen's School. 31 

It should be added that Glasgow stood alone in formally considering the 

implications of comprehensive reorganisation for school building. 

Indeed, the Director set up a School Building Study Group which produced 

two reports (1967,1971) of which the second was the more adventurous. 

The Director insisted that all members of the group should be practising 

headteachers in order to-temper doubts that its recommendations would be 

too idealistic. The Director in a foreword to the Second Report said 

that it: 

postulates a new type of school. It is in effect the basis 
of a brief for the building of a new type of school. 32 

The report, was undoubtedly ahead of its time in the thinking that it 

espoused., The introduction sets the scene: 

Comprehensive education, which is itself a product of post 
war economic and social conditions, will almost certainly 
require schools to undergo a series of radical changes in 
organisation, curriculum and attitudes to learning. 33 

Af lavour of its avant-garde approach can be gauged from this extract 

advocating an integrated approach to the curriculum: 

There is an increasing recognition in progressive 
authorities that Education ý is, as - much a learning as a 
teaching process, in which each child will learn at his own 
speed and in his own way, making use of a variety of aids, 
media or methods ... the curriculum should provide the 
opportunity for each pupil to discover and express himself 
as an individual whether in words, actions or materials ... learning is not just-a matter of-isolated facts dispensed by 
a succession of specialist teachers, but, at its best, is an intricate pattern of inter-related and inter-dependent 
experiences. Controlled integration can co-exist with traditional patterns. 34 
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Taking, account of such curricular thinking, the Report recommended that 

the physical structure of schools should reflect the fact that they were 

being called on to undertake an increasing variety of- activities. 

Advocating that they should become less institutional in nature, the 

Report urged a greater diversity of size and shape of teaching space, 

and argued that teaching areas should be planned f or f lexibility and 

adaptability and include demountable walls, open-plan areas, project 

areas, workshops and resource centres. Indeed, such features were a 

prerequisite for implementing new ideas: 

The new organisation should be sufficiently flexible to 

enable headteachers and ý teachers to see a clear path f rom 
the old to the new. If flexibility is lacking and there is 

too big a gap between the old and the new, headmasters will 
tend to use the new building in the old way. 

35. 

In conclusion, it can be argued that the not inconsiderable achievements 

of the City of Glasgow in implementing a pattern of comprehensive 

secondary was in some measure due to the fact that Dr. Mackintosh was 

the Director of Education in the formative years. It has already been 

asserted (Chapter 4) that he saw himself as a tone-setter, and several 

contributors have attested to his educational vision and forward 

thinking. As one interviewee put it: 

Mackintosh in Glasgow created a quantum of enthusiasm and 
heightened his teachers' awareness. 36 

Lanarkshire 

The implementation of comprehensive education in Lanarkshire was marked 

by enormous complexity. From the outset to eventual completion in 1977, 

the process seems beset by difficulties and persistently dogged by 

problems. These stemmed from two sources, described by two interviewees 

in these terms: 

in Lanarkshire there was a rash of two and f our year local 
schools. Talk of closure brought out local jealousy and 
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prejudice. In addition to that, the Director of Education 
was an impossible man to deal with at any level - very 
argumentative and awkward. This made dealings far from 
easy. 37 

(Politician) 

The Director in Lanarkshire did not enjoy good relations 
with central government and took up a position opposite to 
them on most issues, including comprehensive education. 38 

(HMCI) 

The Director, in a very full and well-written paper39 in which he 

discussed the reorganisation of secondary education, made it clear that 

he was not in favour of a uniform, solution for Lanarkshire. He argued 

that considerations other than the purely educational (staffing, 

buildings, geography, local circumstances) had to be taken into account, 

and recommended reorganisation of three different types for the county, 

based on his fundamental view that differing educational aims and the 

correspondingly appropriate curricula had to be provided in different 

sorts of establishment and be age-related: all-through comprehensives 

for some areas, from year comprehensives feeding intending secondary 5/6 

pupils into the nearest six year high schools, and intermediate schools 

for age range 11-14, with final year pupils going either to senior high 

schools serving 14-18 year olds or to Colleges of Arts and Crafts for 

general /vocational courses. His argument was partly based on the 

extremely varied pattern of provision which existed at that time4O, and 

concluded thus: 

It is difficult to see that there is enough justification in 
the class or social issue to ý justify the wholesale 
rebuilding and radical reorganisation of secondary education 
which is sometimes advocated, the best justification for 
which would be that pupils were at present prevented by the 
existing system from obtaining an education suited to their 
needs and aptitudes. 41 

I 
The Education Committee, however, did not share the Director's view of 
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I 
the status quo, and af ter consideration of his report, unanimously 

passed the following motion: 

... to introduce comprehensive education throughout the 
County in session 1966-7 ... we desire an all-through 
comprehensive school (although) we accept that various forms 
will have to be accepted in the early years. Our ultimate 
aim is an all-through comprehensive school in all areas as 
and when this becomes possible, as a result of new school 
building, and the adaptation of existing schools ... all 
future secondary schools will be designed on the basis of a 
fully comprehensive school. 42 

Whether as a result of this rebuf f or not, the Director's subsequent 

statements about reorganisation are notable- for their cautious and 

guarded tone. A good example (typical of many) is contained in an 

introductory letter to the proposed scheme of reorganisation (sometimes 

containing as many as three alternative plans) which the Education 

Committee made public in October 1966 after its decision to go 

comprehensive: 

The changeover to the new system cannot be made all at once. 
It will have to be done in stages spread over a number of 
years. All the proposals relate to the ultimate stage. It 
is not possible at the present time to give details of what 
the intermediate stages will be or when they will come into 
operation43 

This, is not, to say that, given the pattern of schools operating in the 

county at the time of the changeover, difficulties were not very real. 

One document illustrates that for denominational and non-denominational 

provision 13 new schools would be required and 22 existing ones required 

modernisation and/or extensions, at a capital cost of at least EBm. 44 

Although the proposals for the ultimate pattern of reorganisation were 

issued in April 1967, scrutiny of the Education Committee minutes for 

the years immediately following reveals several complex appendices 

containing suggested interim arrangements, issued almost annually45, and 
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running to some dozen pages in length. Some understanding of the 

problems faced in Lanarkshire is gained by studying the following 

extracts: 

i) A new all-through school is to serve the whole area 
considerable progress has been made with the preparation of 
plans. 

(Cambuslany) 

ii) The long-term pattern is envisaged as two all-through 
comprehensive in Wishaw and one or two in Motherwell. 

iii) Reorganisation on the basis of comprehensive schools will involve 
the closure of secondary departments and smaller schools. 

(Biggar and Lanark) 

iv) In practice, the pattern of reorganisation must depend to some 
extent on the geographical distribution of these numbers and the 
physical fact of the location of existing schools so far as these 
are not due for replacement. 

(Hamilton and Blantyre) 

V) much of the existing accommodation is spread over three permanent 
and a number of temporary buildings. Much of it is seriously 
substandard. 

(Larkhall) 

vi) The present provision for Roman Catholic pupils in the county is 
very largely on selective lines. 46 

Formidable though the obstacles appear, to have been, the Director 

repudiated a suggestion from representatives of the Local Association of 

the Educational Institute of Scotland. that an Assistant Director of 

Education be appointed with the specific brief of making the transition 

to a fully comprehensive system as smooth and efficient as possible, 

with the assertion that the administrative requirements of 

reorganisation should be kept separate from the general trend of 

educational developments irrespective of reorganisation. 47 Whether one 

agrees or not with the Director's separation, it is undeniable that a 

multitude of administrative problems had to be resolved. The Education 

Committee Minutes for the County reveal that, amongst many others, the 

following proved particularly thorny and resistant to easy solution; 
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and indicate that accommodation was a- key issue in comprehensive 

reorganisation in Lanarkshire: 

provision both denominational and non-denominational in Coatbridge, 

finally reorganised from August 197248 

- ending selective education in Hamilton Academy and Elmwood R. C. 

Convent School for girls49 

reorganisation, in the Biggar/Lanark/Lesmahagow/Strathaven/ 

Stonehouse/Larkhall areas50 

proposals for the Hami 1 ton/Bl antyre/Uddings ton area, which went 

through a series of revisions, the f inal details being arranged in 

1973 

R. C. provision for Carluke/Lanark/Wishaw/Motherwell pupils, finally 

resolved in 1973 -with the decision to open a new Our Lady's High 

School (mixed all-through comprehensive) in Motherwell, with others 

attending St., Aidan! s, Wishaw5l 

Non denominational provision in Wishaw, f inally resolved when both 

Coltness High and Wishaw High became all-through schools from August 

1974, the former having been a2 year school, the latter a senior 

high school (secondary 3-secondary 6)52 

provision in the new towný of East Kilbride, which had to be 

continually reviewed and amended due to pressure from an unexpected 

increase in pupil numbers 

the continued existence in 1972 of 13 schools without certificate 

courses53 

the continued existence of 14 four year schools in 197354 

non denominational provision in Motherwell. 55 

It should also be added that Lanarkshire's problems were compounded by 

the Scottish Education Department Letter56 announcing the postponement 
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4of raising of the school leaving age due to government public 

expenditure cuts, and the consequent rephasing of the Schools Building 

Trogramme. This no doubt was a contributory factor to a report by the 

Director listing the temporary (hutted) accommodation required by 

Lanarkshire schools. 57 

The Secretary of State replied to the Education Committee on its 

(admittedly indeterminate) ultimate proposals, and it is clear from his 

reply that, all interim (i. e. 2 year and 4 year) schools were passed as 

precisely that, on the understanding that they would be upgraded as soon 

as pupil numbers permitted. 

In the light of these considerations it is surprising to record the 

president of the Local Association of the Educational institute of 

Scotland making this assertion in his valedictory address in 1973: 

The introduction of the comprehensive system of secondary 
education has proceeded fairly smoothly throughout the 
County. Many of--the-school mergers made necessary by the 
reduction in the number of school units have been carried 
through, if not painlessly, at least expeditiously. 58 

It seems a more accurate assessment to say that comprehensivisation in 

Lanarkshire was carried out in conditions of extreme difficulty. An 

Inspectorate Report written as late as 1974 indicates the extent of the 

unsatisfactory nature of accommodation inýthe county, and concludes: 

These four categories of xequirement are all ultimate 
necessities if the Committee's policy of developing 
comprehensive education and improving staffing standards are 
to be carried out. Many are inescapable necessities. 59 

The Director gave an account of the difficulties Lanarkshire had faced 

(although holding the government totally responsible) in an indignant 

letter to the Scottish Education Department. He was reacting to press 
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reports which appeared af ter the publication of Circular 898 in 1974 

which implied that Lanarkshire was one of a number of local authorities 

which had not proceeded as fast as they might with reorganisation: 

Since the policy decision in June 1965 to end selection in 
secondary schools my authority has energetically pursued 
this policy although no capital investment allocations for 
secondary school reorganisation have ever been made 
available to them ... many new schools and extensions have 
been built with the aim of ending selection ... in other 
districts selection has been ended by reorganising existing 
schools, though this has often meant the use of annexes and 
the erection of temporary buildings ... the Authority has 
progressed so far towards its goal of complete non-selection 
that only 160 of the 11,930 pupils due to start secondary 
education in August 1974 will be admitted to schools which 
do not offer-courses leading to the SCE '0' Grade. 60 

In redressing the balance, perhaps the final word on Lanarkshire should 

be left to some interviewees with first hand experience of developments 

in the County: 

The HMI never got co-operation from the Director. He never 
replied to EIS or SED letters until forced to. He had total 
power and exercised it ... he was opposed to it 
(comprehensive education) and his word was law. His 
underlings had no power at all. 61 

(Academic) 

The Director's main concern was to implement government 
policy with the least educational upset ... he went for a 
gradualist approach, especially given the shortage of highly 
qualified staff, which he wanted to concentrate in the upper 
stages of the high schools and not see their talents 
frittered away on junior pupils. 62 

(Staffing Officer) 

The Director was reluctant to throw the existing system out 
of the window. He wanted to retain the best of what he had. 
He believed there was a place for schools like Hamilton 
Academy. 63 

(Headteacher) 

Renfrewshire 

Reference has already been made to the fact that Renfrewshire was unique 

in the West of Scotland in that its Director of Education was a 
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determined advocate of a quite particular form of secondary provision, 

namely the two tier system of junior and senior high schools permitting 

transfer to the latter at 14 and 16, and had successfully persuaded his 

Education Committee that, in the prevailing circumstances of the County, 

this was the direction in which it should move: 

Buildings dictate policy'and the use of good schools and the 
need to preserve them might demand a pattern of secondary 
education which is not that which might otherwise by 
chosen. 64 

Again, as in Lanarkshire, the Director's conception of comprehensive 

reorganisation was heavily influenced by existing buildings and 

staffing. The Education Committee Minutes reveal that the Director 

consistently endeavoured where possible to make the two-tier system into 

a reality because he sincerely believed it to be the best form of 

comprehensive system. He subsequently composed four memoranda65 

covering provision in the entire county, the proposals of which can be 

summarised thus: 

Kastwood Area: 

to be served by two Junior High and one Senior High School. 

Ragisley Area: 

to be served by f ive junior (four of which new) and three senior High 

Schools. 

Ar-Leenock Area: 

due to difficulties in acquiring land for new building, a compromise 

solution was adopted: part of the area would be two-tier, but also 

include two all-through scho*ols. 

R_oman' Catholic Provision in Education Districts 1.2.3 (Barrhead. 
ao-lm_stone, Renfrew. Linwood. Paisley): 

to be served by six junior (one new) and two senior high schools. 
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The Director's perspective is well summed up in an assertion f rom the 

Paisley document: 

The two-tier system is one which holds educational 
advantages over most others. 66 

The Secretary of State's refusal to accept the original plan passed by 

the Committee in March 1966, was explained thus: 

In Renfrewshire the Director was an enthusiast for the two- 
tier system ... and he genuinely believed it to be a 
comprehensive system. We, however, only ever saw it as an 
interim plan. They had the wrong schools on the wrong 
sites. 67 

(Politician) 

it is interesting to compare this rebuttal with a section of Circular 

60068, and with earlier quoted statements by -, Scottish Education 

Department officials that the government wanted to proceed by 'co- 

operation' and 'persuasion' in its dealings with local, authorities. 

Clearly, Circular 600 was much more directive than its rather permissive 

wording gave readers to understand. The upshot of the official 

rejection was an amended scheme69 in which more all-through schools were 

envisaged, and it was implicitly accepted that junior high schools were 

a temporary expedient which left the way clear form their evolution to 

all-through status in the future. The amended plan was finally passed 

by the Secretary of State with the exception of proposals for Roman 

Catholic provision in Port Glasgow and Greenock. 70 A further amended 

memorandum was prepared to incorporate the Scottish Education 

Department's criticisms, and this was accepted by the Secretary of 

State, and ratified as Renfrewshire's scheme by the Education 

Committee, 71 which then proceeded over, the next few years to realise its 

implementation. Nevertheless, despite the Director's frequent 

references to problems over staffing and buildings, and his attachment 

to the (in his view) educational superiority of the two-tier system, it 

became gradually obvious even to him that the all-through model made 

274 



most sense for political and practical rather than educational 

reasons. 72 The end came when he was directed by the Committee to submit 

a Memorandum to reorganise the County's schools on an all-through 

basis. 73 

However, ýthe legacy of so many junior high schools proved problematic to 

remove completely. , In 1975 the Educational Institute of Scotland 

Members of Sacred Heart High School wrote to Educational Institute of 

Scotland Headquarters: 

The EIS members on the staf f are seriously disturbed not 
only at the delay in implementing comprehensive education in 
a small group of schools in the Paisley - area, but also at 
the failure of the Regional Authority and the previous local 
authority to issue a clear and unequivocal statement of its 
proposed solution to this anomalous, unjust and 
educationally unsatisfactory situation ... the continual 
temporising of the past four years which has set aside this 
fundamental issue is dispiriting to staff, parents and 
pupils. 74 

The Organising Secretary took up cudgels on the schools behalf, and 

wrote to the Director of Education f or Strathclyde, describing the 

situation as 'a travesty of the concept of comprehensive education'. 75 

The Senior Depute Director replied in these terms: 

... it is hoped that a revised system will be in operation 
possibly next session. 76 

In the event, the newly -appointed Divisional Education Officer for the 

Renfrew Division sent a letter to parents early in 1976, in which it was 

made clear that an all-through system of secondary education had 

received the go-ahead: 

The scheme for the reorganisation of secondary education in 
the Renfrew Division has now been agreed by the Regional 
Council. As a result, the two-tier system will be phased 
out, and more secondary schools will become six year 
comprehensives. This changeover will commence in August 
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1976 ... reorganisation in the Renfrew Division is a subject 
which has been debated and discussed f or many months. Its 
implementation will mean an end to a period of 
uncertainty. 77 

Thus, although the -major part of the reorganisation of secondary 

education in the four areas in question had been f inally achieved 

between approximately 1974 and 1976, some final tidying up was left to 

the newly constituted Education Committee of Strathclyde Regional 

Council. The areas in question were: Larkhall, Lesmahagow, Strathaven, 

Lanark -(Non-Denominational); Hamilton, - Blantyre (R. C. ); Uddingston, 

Bellshill, (Non-Denominational and R. C. ); Airdrie and Coatbridge 

(R. C. ); Bishopbriggs (Non-Denominational and R. C. ); Greenhills, East 

Kilbride; Bearsden, Milngavie (Non-Denominational); Eastwood (Non- 

Denominational). - Final patterns were either still outstanding or 

dependent- upon rezoning of catchment areas due to the opening of new 

schools. 78 Final decisions on all the above were taken in 1978. Thus, 

from beginning to end, the complete' reorganisation process in the four 

areas of West Central Scotland which are the focus of this study took 

thirteen, years to achieve (1965-78). 

Over this, period, the four areas responded differently to the demands of 

Circular 600, notwithstanding that each had similar problems with regard 

to the school building programme and capital grants, both governed by 

the Scottish Education Department. Dumbarton effected a relatively easy 

reorganisation of its secondary provision into comprehensive units, so 

that by the time of an Inspectorate Report in 1976, all schools were 

either fully comprehensive, orýhad, comprehensive intakes passing through 

their secondary stages. 79 Glasgow had also reorganised to a substantial 

extent by the early 1970s, but it had a few pockets with selective 

provision still to rationalise not to mention the anomaly of the former 

276 



fee-paying corporation schools discussed in Chapter 4.80 On the issue 

of Circular 600 Lanarkshire, had a largely selective system of secondary 

education based on a pattern of three, four and six year schools. The 

request to go comprehensive thus -entailed an extensive reorganisation 

programme with almost all school buildings having been originally 

designed for the selective system. The changeover was thus effected 

over a long period of time in trying circumstances, with many schools 

old or having to operate on split sites or with hutted accommodation. 81 

The effects of reorganisation and the problems it brought in its wake in 

such a situation are not difficult to imagine. In Renfrewshire, 

reorganisation likewise took a long time, but for a quite different 

reason: the particular conception of comprehensive education adopted by 

the then Director, -a two-tier systemýwhich proved resistant to swift 

rational isat ion, and meant that many schools in the county went 

comprehensive by a process of gradual transition. The impression gained 

from an examination of the facts of comprehensivisation in these four 

areas of West Central Scotland is that a new order was grafted on to the 

existing system, and, like Topsy, 'just grew' as circumstances 

permitted. Thus, a situation was imposed on schools which called for 

the management of innovation, and a different code of professional 

practice, sometimes in physical surroundings which were far from ideal 

(with the exception, of course, of new, purpose-built schools). 

Comprehensive education had been'established in the face of considerable 

difficulties and was operating by 1978, at least in a structural sense. 

IýI 
PROBLEMATIC FACTORS RELATING TO THE EVOLUTION OF 
COMPREHENSIVE EDUCATION 

Consultation 

from what has been said so far in this chapter, it will be clear that, 
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despite official assertions of the ease with which comprehensive 

education was introduced in Scotland as compared with England, the scale 

of the conversion in the West of Scotland was extensive. It is 

instructive, therefore, to consider the extent to which individuals 

affected by the implications of Circular 600 were consulted about 

developments, a requirement written into the Circular itself. 82 It is 

clear that authorities were alert to their responsibilities in this 

regard: 

The meeting agreed that the local press be invited to co- 
operate in keeping parents and the public informed of the 
Education Committee's proposals for comprehensive education. 

(Dunba. rtonshire) 

... copies of the report should be Issued to the teachers' 
organisations and to the headteachers of the secondary 
schools concerned ... and short summaries of the 
suggestions for each area be, prepared for issue on request 
to anyone who wished to have them ... (Lanarkshire) 

... it was agreed that the Director of Education should 
write an explanatory article for the local newspapers to 
explain plans for the introduction of comprehensive 
education in the area. 83 

(Renfrewshire) 

Such well-intentioned statements, however, should not automatically be 

taken at f ace value. Doubts were raised in many quarters. The 

education correspondent of a prominent Glasgow Newspaper had this to say 

an consultation: 

The decision to publish C600 was taken without an advisory 
body being set up to examine -the proposals. It paid lip 
service to the need to consult parents ... teachers have 
views - sometimes strong and contradictory views on 
comprehensive schools - and one would have thought it 
important to consult them on such a radical change. 84 

It has not been difficult to find evidence which supports the 

3ournalist's contention in two of the areas under study in this thesis: 

The President had been asked to convey the Director's 
apologies for his having been unable to send them prior 
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information about closing the schools in Wishaw due to 
comprehensive reorganisation ... it was decided to write to 
the Director pointing out the difficulties of staffs in 
these schools who, not having full and correct information, 
suffer from rumour and counter rumour. 

(Lanarkshi. re) 

The Committee of Management has repeatedly expressed its 
concern that large scale reorganisations of secondary 
education have taken place in the city, and the Local 
Association have been made aware only after the have been 
officially approved by the Education CommitteeW 

In his presidential address to the Educational Institute of Scotland in 

1966, James Cree had this to say: 

I do not think that calling teachers together to tell them 
what is going to be done constitutes consultation ... there 
has been very little consultation with the profession on the 
advisability of introducing comprehensive education. 

One interviewee expressed strong dissatisfaction with the extent to 

which, teachers were involved in comprehensive planning: 

Teachers in Scotland have always been treated badly by their 
superiors not at all as human beings with feelings and views 
... as a result, the theoretical and the actual are destined 
never to meet ... there was no thought whatever given to the 
poor teachers ... no awareness that they were thinking 
adults with opinions that would need to be won round-86 

(Headteacher) 

I As for parents, it is possible to detect also that where they were 

consulted, it usually took the form of inviting their comments on 

proposals that had virtually been decided. In Lanarkshire for example, 

many adverse comments did come from parents who took the trouble to 

Consider reorganisation 'proposals': 

Reorganisation throws a severe handicap on P. 7 children 
whose chances of transfer to Uddingston Grammar School by 
age 16 are obviously limited by the low standard of 
education at Hozier (junior) secondary. The standards of a 
school are set by its level of teaching ... the Education 
committee have not given this subject any thought from the 
educational point of view, and have treated it as purely juggling with numbers to achieve an end result. 87 
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As a counter-balance to such expressions of parental concern, it should 

be pointed out that a fair number of parents in the West of Scotland 

appear to have accepted the changeover to a comprehensive system without 

demur, and, for positive or negative reasons, did not cause a public 

outcry over the issue. People interviewed in connection with this 

research were virtually unanimous in their opinion that most of the 

public are apathetic to education in general, and usually take an 

interest only when their own children are passing through the system. 

The only parents to take issue with the proposals for reorganisation 

tended to be those who saw the 'dilution' of the former senior secondary 

schools as a retrograde step, or those who feared that 

Comprehensivisation would adversely affect their own children. To judge 

from the correspondence columns of the Glasgow Herald and other quality 

newspapers at the time, however, it is probably fair to say that such 

parents constituted a significant minority. The overwhelming impression 

among interviewees was that any objections were localised and came 

mainly from middle class sections of the community. This perception is 

supported by a study o'f comprehensive reorganisation in Renf rewshire, 88 

where the author found that it evoked only a muted public reaction. 

Staff Shortage 

A major problem throughout most of the period under review for schools 

in the West of Scotland was staff shortage, in some cases verging on the 

chronic. A succession of Scottish Education Department Annual Reports 

allude to it, and to the ef f ects . it was having on the emergent 

comprehensive system: 

The overall pupil teacher ration fell to 16.5: 1, but 
Glasgow, Lanarkshire and Renfrewshire continued to be 
substantially less well staffed. 

Imbalance in the provision of staf f in some areas, notably 
in parts of the West of Scotland has led to some quite 
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serious curricular problems in certain schools. Inevitably, 
shortages in one subject or another have compelled the 
inclusion in the curriculum of some pupils a 
disproportionate amount of time spent on other subjects 
which are relatively well-staffed. 

Shortages in Lanarkshire and Glasgow are still evident. 

Despite overall improvements in secondary school staffing, 
some authorities, notably Strathclyde, found difficulty in 
recruiting enough specialist teachers of certain subjects - 
Business Studies, Technical, Mathematics, Physics and 
Music. 89 

The Area Report f or Glasgow makes clear that- the staf f ing position in 

Glasgow had consistently been worse - than the national one, and indeed 

showed variations across the city. This was not helped by the 

persistent problems of staff - turnover (caused by retirals and 

promotions), and the chronic shortage of specialist teachers. it 

concludes: 

The consequences upon the quality of education which can be 
offered by schools affected by shortages . -.. are clear ... 
the range of subjects and allocations of time to them are 
affected. In some schools the needs of less able pupils may 
be subordinated to the more insistent pressure from courses 
which lead to examination presentation. " 

A similar Report for Renfrewshire was more blunt: 

Staffing has persisted in being the most intractable problem 
f acing the authority in recent years despite the strenuous 
efforts of the staffing department ... the existence of 
several systems of comprehensive organisation within the 
same' region is a further factor affecting pressure on 
staffing ... 

91 

The position was by far the worst in Lanarkshire: 

Whatever the criteria, the shortage of staf f was severe. 
Practically all subjects were affected ... the prolonged and 
acute staf f shortage brought many problems. Part-time 
education had to be introduced in some schools, sometimes 
for lengthy periods; classes were often large ... there was 
a rapid turnover of staff in most schools ... and the varied 
age structure of most staf fs made it more dif f icult f or 
schools to develop curricular policies and effective systems 
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of communication within schools. 92 

<)nly Dunbartonshire escaped these problems, and, despite a rapid 

zincrease in pupil population and staying-on rates, it consistently 

venjoyed 'very favourable pupil-teacher ratios'. 93 These reports also 

imake mention of the various steps the most hard-pressed authorities took 

-to improve the flow of teachers: the offer of additional payments to 

-:, taff in schools designated as ones of teacher shortage; the refunding 

, of travelling expenses; the provision of free transport by bus to 

<ertain schools; the offer of housing for all new recruits; media 

, iadvertising; trips abroad by senior officials in the Directorate to 

1persuade teachers to teach in the West of Scotland. One is driven to 

the conclusion, however, that these strenuous efforts led only to a 

3meagre overall improvement in the situation: 

A heavy responsibility rests upon the Authority to press 
home its recruitment policy ... decisions to advertise more 
posts nationally, for example, are taking effect. The 
disappointing conclusion to emerge from the 'results of the 
Authority's present campaign is the plain fact that whatever 
success it has is confined to the neighbourhood of Glasgow 

- any new ideas to stimulate recruitment will have to be 
radical and ingenious if they are to capture the imagination 
of teachers from further afield. 94 

The Religious Question 

No discussion of comprehensive education in the West of Scotland would 

be complete without some reference to the question of separate 

denominational and non-denominational schools. A recent study95 has 

Ohown that the disparity between the Roman Catholic sector of education 

and the national picture is attributable to a set of circumstances which 

go back to the years immediately' after the 1918 Education (Scotland) 

Act, when Catholic schools' were absorbed into the state system. The 

inequalities manifested themselves in the number of secondary places, 

pupil-teacher ratios, accommodation quality and staff shortages. 96 I The 
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important point for this study is to stress that the Catholic secondary 

schools were still grappling with a backlog of such problems when 

comprehensivisation came upon them. As the author of the study points 

out, the difficulties caused by the implications of Circular 600 in 

other schools were exacerbated in the Catholic sector, due to the fact 

that it had 'a higher birth rate than the national average, and was 

disproportionately represented in areas of urban deprivation. 

Proponents of a radical model of comprehensive education would argue 

that it -is misleading to talk of a national system of comprehensive 

schools as long as- the denominational non-denominational divide 

persists. Such segregation, it could be argued, undermines the 

arguments for comprehensive education based on the notion of social 

cohesion. But it is important -to realise that attachment to separate 

schooling in the West of Scotland has a historical, religious and 

cultural basis which has developed deep roots. At the 1971 S. T. U. C. 

Annual Congress a decision was taken in support of a concerted move 

towards a non-sectarian education system: 

The question -that seems to arise is whether Catholic 
education can be brought up to a standard which ensures 
equality of education and opportunity for Catholic children 
... the present Position appears to be unfair to Catholic 
pupils, parents and teachers. 97 

i 

However, the implication that equality was not being met and, in 

consequence, that the comprehensive principle was being breached did not 

necessarily indicate a widespread call for integration. The Annual 

Scottish Conference of the Labour, Party heard from the Scottish 

Education Department in the, following terms in a letter replying to a 

previous resolution passed in favour of integration: 

Successive governments have taken the view that it would be 
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premature to reconsider the basic statutory provisions 
relating to denominational and non-denominational schools 
until there is a wide measure of agreement between the 
religious and educational, bodies concerned, and among the 
general public about any changes which should be made. This 
view accords with the recommendation that legislative 
changes should not be imposed upon an unwilling Catholic 
Community. 98 

The 1977 Conference again passed a resolution calling for the immediate 

abolition of denominational schools as a violation of the comprehensive 

principle. It is curious to find the following Justification for 

single-sex R. C. ý Schools, -written at the time of the furore over 

selective education in Glasgow: 

Within the context of comprehensive education it is 
difficult to find valid reasons for single sex schools 

'traditionally the religious orders have run schools 
ior 

children of their own sex ... by allowing schools to 
continue single sex, , the , Education Committee avoids 
alterations for subjects like Technical and Homecraft and 
toilets ... it is best to dwell on the practical rather than 
theoretical reasons for the continuation of single sex 

--education. 99 

Whether this extract should be ., seen as pragmatism or problem avoidance 

is open to question, and it is also interesting to note that the idea of 

separate ý denominational schools- apparently, does not' of f end against the 

comprehensive principle to the extent that single sex schools do. 

Clearly, however, there is evidence of 'an unwillingness in Catholic 

circles to allow the spread of comprehensive education in the West of 

scotland to do anything to harm the place that the senior secondary 

school had come to occupy in the'Roman Catholic community. While happy 

to acquiesce in developments inasmuch'as they led to a dramatic increase 

in the provision of secondary education for Catholic pupils, 100 any 

suggestion -that comprehensivisation would lead to diminished 

opportunities for them relative to other groups met with tacit 

resistance, a point endorsed by several interviewees, and exemplified in 
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this extract: Iý 

Catholic Labour Councillors, and Holy Orders had found for 
the previous 40-50 years an efficient way to produce a 
Catholic professional class - selective Catholic schools. 
They enabled Catholic lads o'pairts to get out of the slums. 

, The comprehensive school and attempts to plead for 
integrated secondary education were seen by Catholics as 
undermining a system which had served them well. Catholic 
Labour Councillors thus found themselves in an ambivalent 

-position: publicly they had to defend comprehensive schools 
but privately they passionately believed in selective 
solutions. 101 

The Continued Existence of Selective Schools 

The question of the existence of an element of selectivity in the 

developing comprehensive pattern was dealt with in Chapter 4, referring 

specifically to the controversial situation in the City of Glasgow. The 

problem appears to have been much more serious in England, and the 

campaign for Comprehensive Education mounted a vigorous attack on the 

detrimental effects of selective schools on comprehensives. 102 In order 

to assess reactions to the problem in the West of Scotland, interviewees 

were asked if they thought that the continued existence of selective 

schools (both state and independent/grant-aided) constituted an obstacle 

to the emergent pattern of comprehensive schools. There was a virtual 

unanimity of response to the ef f ect that the number of such schools in 

the West was so small as to be insignificant and ineffectual. Most 

interlocutors thought that both types of school co-existed with little 

friction or mutual detriment, but some felt that the furore in Glasgow 

ironically 
I 

gave the comprehensive movement a bad press, and others 

reiterated the previously mentioned point about the special place 

occupied by selective schools in the Roman Catholic concept of 

education. Nevertheless, there is some evidence to suggest that these 

schools did cause some creaming of neighbourhood schools. A Her 

Majesty's inspector Report for Glasgow contains these comments: 
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Whitehill Secondary: 

The drift to fee-paying school starts at age 9, about 12 pupils annually 

at Primary 7. The staff is factional, resentful and disenchanted. 

Penilee Secondary: 

The school has a poor reputation in the local area. It is rather 

unspectacular and attracts adverse criticism from 'highýflyer' parents 

area. This is resented by the head and staff who regard it as robbing 

them of their " rightf ul top, . 
103 

Areas of Social Deprivation 

Another f actor to be borne in mind is the existence of schools serving 

areas of social deprivation,, the indices, of which have been consistently 
I 
high in the West of Scotland. Particularly relevant are the many post- 

war industrial housing estates built to absorb inner-city tenants on the 

demolition of their inner-city dwellings. AS well as being the result 

of housing policy (over which the education service had no control), 

such areas also suffered from the subsequent social policy of 

concentrating within them a high proportion of families experiencing a 

variety of social problems. Again, interviewees were questioned on the 

effects of schools located in areas of deprivation on the move to 

comprehensive provision. A high proportion felt that they were 'an 

unfortunate fact of life', and, given their status as enforcers of 

social apartheid, had the educational odds. stacked against them from the 

outset. It was stated that the combination of uni-class groups and 

deprivation (sometimes multiple deprivation) exposed the naivety 

underlying the politicians' hopes for the comprehensive school as an 

instrument of, greater social class cohesion. The plain f act of urban 

social polarisation conflicted sharply with reformist egalitarian 
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theory. Reference was made to the fact, that aspiring, families simply 

move to 'better' areas, leaving a sizeable concentration' of population 

with a, less. positive attitude to'education. 104 In. fairne'ss, mention was 

also made to the f act that, by dint of these adverse conditions, some 

schools in areas of deprivation forged an 'esprit de corps' among the 

staff which resulted in some' inspired and imaginative teaching in line 

with enlightened comprehensive thinking. Notwithstanding these 

commendable instances, the overall impression was not encouraging, as 

this Inspectorate account illustrates: 

Like its sister schemes, Garthamlock was originally 
attractive but there has been an accelerating decline i** 
there are many boarded-up empty houses. The better families 
have moved out ... - 

the majority of incomers are either on 
social security or unemployment benefit. One parent 
families are strongly represented ... truancy, delinquency 
and indiscipline are increasing ... these are having an 
adverse effect on teachers. Agencies outside the school 
which should be helping are themselves overburdened. ... 
staf f ing problems are endemic the children enter 
secondary school ill-fitted for a normal secondary 
curriculum. A high proportion of the staf f consists of 
young female probationers, who find the going difficult ... 
where teachers have more ' sophisticated aims, frustration 
often leads to their moving elsewhere ... it is clear that 
the children with the most limited home backgrounds also 
tend to receive the most limited educational experiences 
both in absolute and curricular terms. 105 

Pressure for Change 

one final point. should be borne in mind, when considering factors of 

which the educational system had to take, cognisance as it gradually 

became comprehensive, namely that comprehensive education was only one 

of many others with which schools had to contend in the late 60s and 

70S. There are many references to the fact that the teaching profession 

was assailed on all sides by demands to change; innovation was the 

order of the day: 

The reorganisation of comprehensive education on 
comprehensive lines has brought about an explosive chain 
reaction, in which the system is beginning to dissolve and 
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ief orm ... the Government proceeded to put this profound 
change into ef f ect without apparently having given much 
thought to the educational consequences. At. best, perhaps, 
the C. C. C. has signposted a path to comprehensive education, 
but the path is not very clearly delineated and teachers and 
pupils may quite easily get lost on the way. 106 

A year later, a prominent Educational Institute of Scotland official 

underlined the stress change and the official approach to it was causing 

teachers: 

Recommendation af ter recommendation and report af ter report 
are coming from the S. E. D. ... many teachers owing to lack 
of staff ing and accommodation are being asked to do the 
impossible ... the major trouble in the profession is that 
there has been too much unco-ordinated -change. Reform has 
been piled on reform and much unhappiness and strain has 
been caused because the reforms have not been phased and 
properly prepared ... teachers need reassurance, guidance, 
co-ordinated planning ... 

107 . 

The purpose in outlining what seem to be relevant and important factors 

that must be taken into account in the development of comprehensive 

education in the West of Scotland has been 'to show that the 

implementation of the Political decision had to confront inescapable, 

practical realities which militated against a rapid and smooth 

introduction of the system envisaged. Consultation as required by the 

Circular was variously attempted and enjoyed varying degrees of success. 

Moreover, it seems clear that politicians and administrators in the 

corridors of power responsib le for launching comprehensive education may 

have over-relied on the fact that their objectives would be universally 

acceptable to those who were to be crucially affected by their 

decisions. 

CURRICULUM DEVELOPMENT IN THE COMPREHENSIVE SySTEM 

circular 600 was a political document which embodied the government of 

the day's will to effect an organisational change in the way in which 

288 



secondary education was provided. Almost by definition the presence 

under one roof of a wide spectrum of pupil ability was going to carry 

important implications for the process of education, incorporating 

central issues like curriculum, methodology and assessment, which 

correspondingly took on a complexity hitherto not experienced by large 

numbers of teachers. This section of the chapter will examine the 

attempts that were made to develop an appropriate curriculum for the 

comprehensive school. 

Mention has already been made (Chapter 4) of the role of J. S. Brunton in 

giving curriculum development a high profile by involving the 

Inspectorate in development groups, and increasing their direct 

contribution to educational documentation in the form of reports and 

papers relating to aspects of the curriculum. A senior member of the 

inspectorate described Brunton's intentions in these terms: 

J. S. Brunton saw Inspectors as the spearhead of the teaching 
profession and his efforts, from my stance as a young 
Inspector, were essentially on behalf of humanizing the 
curriculum and schools and of concentrating our limited 
resources where they were most needed - on ordinary boys and 
girls. 108 

His support of curriculum development led to the setting up of the 

Consultative Committee on the Curriculum at the instigation of the then 

Secretary of the Scottish Education Department. - Its role has recently 

been described in an important OECD Report: 

Consensus in the comprehensive school reform has been 
further assured thanks to the contribution of the 
Consultative Committee on the Curriculum ... it represents a 
variety of professional interests and operates through a 
number of subject sub-committees. It is thus plainly an 
expert body ... the pursuit of consensus is both determined 
and relatively smooth ... teachers appear to feel less 
threatened by change than in many other educational systems 
mainly because they are given the opportunity to participate 
in the innovatory proceSs. 109 
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Notwithstanding the co-operative and ratherý complacent image of 

curriculum development portrayed in thisýextract, -it was suggested in 

the last chapter that 'the alleged contribution of the Consultative 

Committee on the Curriculum and its catalogue of curriculum papers is at 

least open to question. A member of the Inspectorate in interview cast 

doubt on the certainty of its part in curricular policy-making f or the 

comprehensive school system: 

There was much frantic activity in a sea of confusion 
because all the familiar things on the educational landscape 
had been knocked down or at least questioned. New concepts 
like curriculum development ... appeared and took their 
place in the new millennium. There was much activity but 
little serious thought. Assumptions were, made that because 
the CCC was created with its panoply of committees that the 
management knew what it wanted or where it was going. In 
the event, everyone scurried around frantically in a totally 
alien environment clutching at straws-and any half-baked 
idea that sounded good as a solution to their current 
problems. 110 

(H. M. inspector) 

conceding some truth to this view raises doubts about the extent to 

which curriculum development took place according to a deliberate plan, 

and how much it was subject to expediency and the personal contribution 

of individuals. It is true that teachers did become involved in 

development work. The Annual Reports of the Scottish Education 

Department for the late 1960s and early 1970s bear witness to their 

increasing participation: 

At nat 
, 
ional and local level appraisal of many branches of 

the curriculum has continued, the advent of comprehensive 
education has added a new dimension to the problems, and led 
to one or two significant changes of direction. ... The 
ever-growing involvement of teachers in the work of 
curriculum development,, reflects a substantial amount of 
activity-"' 

But it would be a mistake to assume that such activity was always co- 

ordinated. One eminent educationist in the West of Scotland saw 
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curriculum development occurring in response to perceived local need: 

Scottish teachers have had much to contend with in the past 
decade ... the cumulative effect should not be 
underestimated. Many resent the lack of specific, guidance 
from the SED. The growth of working parties has led to the 
grassroots development of courses, - some of a very high 
standard ... since so much has been lef t in Scotland to 
initiative at local, level, it is gratifying to find how much 
has been done. 112 

Thus it can be argued that the majority of teachers interested enough to 

participate in curriculum development when schools in the Wýst of 

Scotland were coming to terms with the curricular implications of 

Circular 600 did so at local level. Those invited to join national 

groups were probably handpicked, for reasons described in Chapter Four. 

But there is evidence, ironically gathered at the behest of the 

Consultative Committee on the Curriculum, that its various committees 

and the ensuing publications had not reached as wide an audience as it 

had intended, suggesting that the tension between professional autonomy 

and exhortations to change is not easily resolved: the 'Fairlie' Report 

(1974) concluded that for many classroom teachers the Consultative 

Committee on the Curriculum and its workings was a remote and irrelevant 

body, and urged the Consultative Committee on the Curriculum to 

acknowledge. that the aims of secondary education could not be 

successfully implemented without. a concerted attempt to involve more 

practitioners in the process of curriculum development. 113 An 

indication that most classroom teachers' time and energies were diverted 

for valid reasons from thoughts of curriculum development, and that, in 

any case, ideas for change were not always greeted with enthusiasm, was 

given by one Glasgow assistant headteacher (curriculum): 

To talk of curriculum development in the present climate of 
severe staff shortage and professional unrest is singularly 
difficult. In the atmosphere that prevails, much modern 
educational punditry has to be discarded, and perhaps at the 
end of the day not much will have been lost ... the 
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proliferation of teaching 'programmes which are said to be 
child-centred should not obscure the purpose of education 
which cannot simply be to keep children interested. 114 

In an attempt to probe the manner in which curriculum development was 

approached, interviews were conducted with the Directors of three of the 

CurriCulum Development centres set up in 1971. They took the view that 
I 

the centres came into being not only as a response to the curricular 

difficulties being faced as a result of comprehensive education, but 

also in anticipation of the curricular implications of raising of the 

school leaving age. Initially, they were subject specific and were 

intended to service the ideas put up by the respective Central Subject 

committees, with which they -worked in close co-operation marked by 

consensus. The Central-Committees decided curriculum development 

'policy' in the form of recommended-principles of good teaching, and the 

Centres', task was to disseminate these. one Director hinted that their 

role was by no means clear: 

The Centres were set up in 1971 as a ref lection of the 
current thinking and on the impetus of N. C. I. S. T. T. They 
were seen as the major subject areas of that period. 
Colleges were used as the locus because of administrative 
convenience. The compromise solution was to make them a 
college adjunct rather than independent, since there were 
doubts about their statust" function and actual 
performance. 115 

(Centre Director) 

The Directors ýacknowledged the powerful centralising influence of the 

Scottish Education Department (Chapter Four), but varied in their views 

of the extent to which the Consultative Committee on the Curriculum was 

an appendage of central government. Nonetheless, they all'accepted that 

in such a system the predominant model for curriculum development was of 

the centre - periphery, or top-down type. They shared doubts about the 

effectiveness of the Consultative Committee on the Curriculum as a 
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vehicle for curricular reform - although agreeing that it was 

'influential' - given the power of Scottish Certificate of Education 

examinations as determinants of what is taught, and the fact that 

teachers want curricular assistance which is of direct and immediate 

applicability to the classroom situation. At best, they opined, reform 

was gradual 
, 
over the period under study, and conducted within 

established and accepted lines. 116 They confirmed that the appointments 

of practising teachers to Consultative Committee on the Curriculum 

committees were made on the advice of Her Majesty's Inspectors' 

identification of 'good' practice. They were in agreement - perhaps not 

surprisingly - that. the Centres had been successful, insofar as they had 

provided guidance for teachers in the form of teaching materials and 

documentation, and generally offered guidelines for curriculum 

development in a comprehensive education system. 'A final point worth 

making is that they all stated that no systematic evaluation had been 

undertaken of the Centres' success in getting the ideas they promulgated 

taken up in schools, largely due to a lack of manpower and resources. 

Clearly, therefore, a heavy reliance was put on the power of their 

publications and materials to induce teachers to take new ideas on 

board, and it is by no mearis certain that all the undoubted effort 

expended at both national and local levels brought schools any nearer to 

a solution of the complex problem of devising an appropriate curricular 

model for the comprehensive school: 

Answers are still being sought to the problems of meeting 
all the educational needs of all young people who now remain 
in school till they are 16 ... despite a sustained national 
effort in curriculum development, there is a general 
awareness that much remains to be done ... most schools 
would have to admit to a failure to engage the interest of 
that proportion of their pupils who cannot relate to the 
traditional academic organisation in our schools. 117 

it is not, therefore, fanciful to suggest that, curricular innovation 

was allowed to 'muddle on', with little in the way of serious 
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monitoring, and that any planning undertaken was confined by the 

parameters of the existing educational system, and principally targeted 

at the provision of instant assistance f or hard-pressed teachers. 

Moreover, it is likely that the subject-centred basis of many 

Consultative Committee on the Curriculum committees of that time 

precluded the consideration of . more radical considerations like multi- 

disciplinary courses. Curriculum development for the comprehensive 

school thus, appears to have been based more on expediency than on any 

underlying, philosophy. The implication is that only the genuinely 

committed teacher would. endeavour to re-orientate his professional 

practice to a comprehensive wavelength,, while other teachers - for very 

understandable. reasons - eschewed change in'Javour of well-tried 

classroom practices The last word is left -to one of the Centre 

Directors: 

What was required was the evolution of a whole new set of 
aims and objectives ... much was attempted, there was much 
controversy and polarisation ... we have only had partial 
success in our attempts to provide, support for teachers in 
terms of curriculum development we have only really 
begun to scratch round the edges of confronting the sheer 
enormity of the task of changing the educational system at 
the level of its curriculum and practice change takes 
place at a pace dictated by public and/or professional 
opinion, which means that the bureaucrats can sit back in 
their controlling position and approach innovative ideas or 
proposals for reform with a 'let's wait and see how it works 
in practice outlook and attitude of mind' 

THE ADVISORY SERVICE AND IN-SERVICE TRAINING PROVISION 

The growth of curriculum development in the 1960s, given extra impetus 

by the changeover to comprehensive education, saw the expansion of the 

advisory service, with subject specialists being added to the existing 

organisers or superintendents who had been appointed as resource 

assistants in practical subjects. 119 In the area under study, Glasgow 

led the field in recognising the need for a group of proven subject 
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specialists to advise the Directorate on subject developments, and 

assist schools with their implementation. 120 The Director of Education, 

addressing his Association of Directors of Education in Scotland 

colleagues, attributed his authority's decision to appoint advisers to 

the pace of,, innovation and reform, and the fact that the momentum was 

such that the existing Directorate staff complement was unable to take 

the strain. Having identified people of appropriate experience with the 

proper personal qualities, the authority would charge them with the task 

of going into schools and helping teachers to overcome their f ear of 

change by becoming professionally involved with them in development 

tasks, but in a non-interfering way. He sounded a note of optimism: 

Advisers will bring up to date what is taught and introduce 
new methods of teaching-... there is a great leap forward in 
Scottish education and the use of advisers will go a long 
way to ensuring that the leap has a successful landing. 121 

Official accounts of 1 the development of the education service over the 

period speak, in complimentary terms-of the contribution of the advisory 

service, and suggest that the Director's vision was being fulfilled. A 

scottish Education Department Annual Report, for example, has this to 

say: 

Additional advisory staff are a-further impetus to local 
development. They have often exercised a decisive influence 

-in stimulating and funding re-appraisal and experiment. 122 

The O. E. C. D. in a recent report was likewise full of praise: 

Advisers, provide a- link between nationally inspired 
initiatives and their adoption in schools, and give advice 
on the teaching of" specific subjects ... we gained the 
impression from the few areas visited that they exercise an 
influence out of all'proportion to their small numbers. 123 
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However, in the exercise of their duties, advisers did not always earn 

the plaudits of those with whom they came in contact. The Report 

commissioned by the Consultative Committee on the Curriculum, while 

recognising that the greatest potential for dynamic change existed where 

there was a corps of able and enthusiastic advisers backed by the 

DirectorateI24 stated that two difficulties had been encountered in 

practice: the variable abilities, personalities and enthusiasm of those 

holding advisers posts, and the varying conceptions they held of their 

responsibilities and duties. Interviewees (excluding adviserf) 

questioned in connection with this -research acknowledged that some 

advisers had fulfilled their role in an exemplary fashion but felt that, 

in general, they functioned as a peripheral group, lacking authority, 

credibility and above all co-ordination, and were increasingly perceived 

as the messengers of the -Directorate. in order to qualify these 

perspectives, it was considered important to take account of the views 

of advisers themselves as revealed in interviews given in connection 

with this study. There was a general acknowledgement that one of their 

key functions was to help teachers face the curricular implications not 

only of, comprehensive education, but of the bewildering complexity of 

change in the years under review. While they saw themselves as 'leaders 

of development', a number alluded to the - fact that they were part of a 

body which essentially reacted to central initiatives, since the concept 

of the adviser's function had never satisfactorily been clarified by the 

system. There was virtual unanimity, however, on their own conception 

of their function: principally to foster curriculum development, 

support teaching staff and hopefully thereby improve the quality of 

teaching, and offer subject advice, to headteachers and Directorate staff 

alike. Two interesting descriptions given were of advisers as 

'professional brokers' . and 'agents of quality control'. Since a 
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substantial part of their work involved relationships with other groups 

in the education service, advisers were asked to describe how they had 

found them as colleagues in the task of promoting development work in 

comprehensive schools. A recurring point made was that in the early 

years of the period under review Directorate staff relied heavily on the 

advisory service and accorded it some status as their 'eyes and ears' in 

the same way that career civil servants rely on the Inspectorate. 

Similarly cordial and collaborative relationships had been enjoyed with 

members of the Inspectorate, who had acted as 'ideas people'. Dealings 

with'headteacýers weredescribed as variable and person-specific, but on 

the whole most heads had taken a positive stance towards advisers and 

relied on their support and assistance. Notwithstanding a minority of 

hostile or"awkward principal teachers, most advisers had had good 

relations with and much goodwill from a majority, even if individuals 

varied in their levels of enthusiasm for change. 

On the extent to which, in their view, change had actually occurred, the 

advisers' consensus was that any development had been slow: although in 

many cases teachers 'had to change to survive-', changes in content and 

methods were gradual, even with the avalanche of work-sheet based work 

to which comprehensive education gave rise. The power of the familiar 

exercised a strong influence on practice, particularly on any 'radical' 

ideas about mixed grouping of children and integrated courses involving 

several departments. Preparation for certificate examinations never 

left teachers' consciousness, and impinged on work even in the early 

stages of the comprehensive school. one is lef t with the strong 

impression that only the minority of really committed teachers actively 

kept up with developments, and attempted to realise them in their 

classrooms, 'so 
- 

that whereas it was undeniable that changes in the 
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curriculum and methods had taken place, advisers found it difficult to 

quantify the willingness with which new ideas had been greeted. The 

advisers interviewed were also asked to enumerate the difficulties they 

had encountered in the exercise of their duties. The salient points can 

be listed for convenience, and not only provide an interesting gloss on 

the official statements on the advisory role mentioned earlier, but 

reflect great credit on the, achievements of ýthose advisers who were 

successful in effecting changes in classroom practices: 

winning the genuine support of headteachers and principal teachers 

insufficient time to visit schools and meet practising teachers, due 

to a, deluge of paperwork 

insufficient budget and secretarial assistance 

competing with other advisers, for in-service time slots 

persuading superiors in the Directorate of the, need for change, and 

for more direct intervention in the school curriculum * 

role uncertainty deriving-from their uneasy position on the fulcrum 

between the Directorate and headteachers/schools., 

But by farlthe main source of frustration expressed by the advisers was 

the marked change in their role and function since the reorganisation of 

local government, some ofýthe effectsýof-which, were discussed in Chapter 

four. , The Director of Education 'for Strathclyde produced a paper in 

1975 on the advisory service, which listed what-he saw as its functions 

(advice to schools; in-service work; promotion of curriculum 

development; assistance ýwith placement of teachers; advice on 

staffing; assistance with -monitoring of requi sit ions /equipment; 

assistance with planning ' new schools; arrangements for 

courses/festivals for pupils) but suggested changes: 

The quality of-, the, education service depends to a 
significant extent on the performance of these functions by 
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qualified and experienced officers ... the term 'adviser, ' 
is not wholly appropriate. Some of their f unctions are 
executive ... much of their work is in the 'f ield'. In 
these circumstances it is recommended that those appointed 

... should be designated as 'field officers' ... some 
rationalisation of the service is necessary to ensure that 
all parts of the Region receive the benefits of the service 

... the future establishment will be 121 as against the 129 
employed at present. 125 

The Report . went on . 
to 

-suggest, 
that four existing posts should be 

subsumed by education officers, that advisers should be paid on local 

government rather than teachers I salary scales, and that teachers should 

be temporarily secondeq to posts as field officers 'as an occasional 

alternative to filling a vacancy'. 

The Report caused a furore in the service and was universally resented 

by advisers who took it to be an expression of the Director's personal 

misgivings about their role. 126 Be that as it may, many advisers 

interviewed testified to a marked loss in executive authority consequent 

on the Report and an dimished responsibility for decision-making. They 

experienced a reduction in their power and an almost public loss of 

status, and this at a time (the late 70s) when curriculum development in 

the shape of, the Munn and Dunning Development Programme was beginning to 

acquire a newlease of life after comprehensive education and raising of 

the school leaving age. Indeed, they spoke of a perceived erosion of 

their curricular function (this being overtaken. by the Inspectorate), 

not helped by their having. had a widened role thrust upon them with 

responsibilities for a variety of additional, administrative tasks for 

which they had no training. Several remarked that, as a result of the 

lack of educational vision of the Directorate, advisers had become 

emasculated functionaries responding to their superiors' fiat, from whom 

they had become increasingly distanced professionally. It may be that 
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the new relationship between advisers and officials arose partly because 

of the more political and bureaucratic atmosphere which followed 

Regionalisation to which reference was made in Chapter Four. 

Nevertheless, asked if they thought that schools had benefited from 

having had their services at a, time of rapid change, most took the view 

that they-had offered positive help-to teachers, and in some cases 

extended their professional vision and acted as a pressure group on 

their behalf. One regret shared by mostýwas that,, despite being in 

existence for, almost twenty years, the potential of the service had 

never been fully appreciated, with its efforts remaining unco-ordinated 

and undervalued. 

From the foregoing, it is possible to argue that the advisory service 

suffered from, the fact that the implementation of comprehensive 

education was confronted after ýits adoption, as official policy. 

moreover, a policy perceived as imposed and from which practitioners 

have been largely excluded, probably is likely to be harder to 

implement, intensifying the marginal role as change agents of a group 

like the advisers., Above all, their experiences of promoting change in 

comprehensive schools illustrate how difficult it is to translate policy 

ideals into curricular reforms at classroom level. The picture which 

emerges from this account of the advisory service in the West of 

Scotland is that it suffered from the fact that there appeared to be a 

lack of overall control and co-ordination of the education service as it 

was coming to terms with the realities of comprehensive education, with 

the inevitable result that the service had no policy or strategy to 
6 

direct its functioning. Perhaps Glasgow's Director of Education in 1968 

was naive in his assumption that advisers could effect lasting change, 

given the traditional autonomy of schools and the likelihood of varying 
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degrees of defensiveness in response to pleas for change from the 

outside. 

One of the principal means by which advisers could heighten teachers' 

awareness of curriculum development was by arranging in-service courses 

in the many Teachers' Centres which were created in the late 1960s. One 

of the first of these, Dundas Vale Teachers' Centre in Glasgow, opened 

in 1968, and its warden described its function as outlined by Dr. 

Mackintosh, the Director of Education under whose influence it had been 

brought into being: 

A Teachers' Centre exists to investigate the objectives of 
teaching, develop methods and materials and then set up 
evaluation and feedback for classroom practitioners. 127 

That the Centre was utilised is in no doubt; the warden stated that in 

session 1969-70,41,629 individuals had participated in talks, 

conferences, working parties and exhibitions. Indeed, one of the first 

major conferences held was on the subject of the comprehensive school. 

The Director of Education explained the thinking behind it: 

The establishment of a comprehensive system in Glasgow has 
been carried out largely if not entirely, based on our local 
knowledge and resources. It is f elt, however, that any 
future developments or consolidation might be improved by 
making comparative studies of comprehensive systems 
elsewhere. 128 

To that end, an English headmaster had been invited to address the 

assembled gathering of Glasgow headteachers on 'The Essential 

Comprehensive School af ter. which delegates split into f ive discussion 

groups to consider communications, assessment, guidance, the role of 

parents, and the social character of the comprehensive school. 

Successive Scottish Education Department Annual Reports bear witness to 

the proliferation of in-service courses in the late 1960s and early 
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1970s, and the expansion of Teachers' Centres in other areas of West 

Central Scotland. The activity was widespread, and considerable effort 

was expended in mounting a wide variety of courses for teachers both 

during the day and after school hours or at weekends. 129 Impressive 

though these initiatives were, however, there were problems, as an 

O. E. C. D. report acknowledged: 

A wide range of national and regional in-service training, 
partly provided by authorities, partly by colleges attempts 
to ensure that those wishing or requiring additional 
training can be provided - for ... such training is 
discretionary in that no teacher can be forced to undertake 
it. Many would wish to see more training, but with limited 
staff flexibility in schools and limited resources, probably 
as much as can be is being done. Less is known than perhaps, 
should be about the effect of such training. 130 

The enormity of the task should not be underestimated: given that for 

the most part curricula and methods, had been slow to change and had 

remained geared to the needs of an academic, selective system, nothing 

short of a-revolution would have been required to remedy the perceived 

inadequacies of teachers' trainingi as aýpreparation for the realities 

of teaching in a comprehensive school. Nevertheless, it is possible to 

argue that the approach adopted was not as effective as it might have 

been. One interviewee, closely involved with in-service provision over 

most of the period under review, - while, acknowledging the sincere 

efforts of N. CýI. S. T. T. 131 and-members of, the- Inspectorate, college 

lecturers and advisers in organising in-service courses offered this 

assessment: 

In-service provision was so diverse -that regrettably it was 
not kept under as much review as it should have been. 
Colleges and authorities have tended to go their own way. 
So many agencies were involved. Occasionally an attempt was 
made to gather information, but not much was, done with 
it. 132 

(Academic) 
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This interviewee felt that a major inhibiting factor to the success of 

in-service work had been that it was virtually unco-ordinated, with no 

one person in overall control (pace N. C. I. S. T. T. ). The result was that 

courses which were mounted occurred in an ad-hoc way, as a response to 

school trends and the perceived needs of teachers, and were staffed 

thus: 

Contributors to courses came from the 'old boy' network. 
Usually they were people who, had made an impact in their 
particular field. It is always easy to do this in Scottish 
education, where the same sta e army of participants is 
repeatedly wheeled into action.? 33 

The planning of courses fell victim to the pressures of educational 

management: 

All attempts made by Strathclyde to create formal mechanisms 
for consultation with the college fell by the wayside for 
lack of clear aims. There were twice-yearly meetings of the 
Depute Director, college staff, six education officers and 
HMI, which were of limited value, and amounted to an 
exchange of views. The theory was fine: identification of 
in-service needs from the education officers, followed by an 
attempt to mount an- in-service programme to meet those 

needs. The reality is this: the pressure of day to day 
life on education officers is so great that ... 

in-service 
training is relegated on the list of priorities ... much 
depends on the individual drive of college and connections 
established by individual advisers. A lot of what happens 

springs from private arrangements. 134 

To counterbalance the provider's perspective, interviewees were asked to 

comment on'how helpful in-service courses in their experience had been 

in enabling teachers to come to terms with the implications of 

comprehensive education. On the credit side, the overall view was that 

courses had heightened professional -awareness of the issues involved, 

had enabled a fruitful interchange of ideas to occur, and not least had 

bolstered flagging morale by spreading the realisation that 'others were 

in the same'boat'. But it was felt that much effort had been dissipated 

(albeit for well-intentioned motives by those involved), so that 
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provision was adjudged inadequate and effects at best uneven. mention 

was also made of theýfact that many participants at courses felt them to 

be over-concerned with theoretical ý matters, and this was allied to a 

suspicion of the credibility of some college staff, whose background and 

experience had not equipped them to speak with authority about the new 

situation in comprehensive schools. Also mentioned was the view that 

many participated in courses so as to maximise their promotion chances, 

while the lieutenants of the 'stage army', by becoming 'hero 

innovators', were destined for a meteoric rise through the ranks. 

Advisers,, too, had views on the development of in-service work over the 

periodf, but from a different standpoint. In general, they took the view 

that it had been important in shaping ideas and 'getting things moving', 

but ha& serious reservations, about the following features: the fact 

that attendance by teachers was voluntary; the same teachers tended to 

support courses; the -crucial importance of adviser enthusiasm and 

industry; the divergence between'effort expended by organisers and the 

follow-up on ideas in schools, which, in some cases amounted to no more 

than a token nod in the direction of innovation. Some candidly stated 

that efforts had been amateur if well-motivated, and substantially 

lacking in co-ordination and planning. The school-focused in-service 

work, which expanded after the contraction of teaching college pre- 

service courses in 1977, after a promising start in the embryonic stages 

of the Munn and Dunning development programme also ran into difficulties 

of negotiation and co-ordination. -- One Is left with the conclusion that 

what was' achieved was not as effective as it might have been, always 

conceding that- teachers struggling to keep abreast of the welter of 

developments in comprehensiveleducation would almost certainly have been 

worse off had- nothing at-all been attempted. Perhaps the result was 
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inevitable in a system in which curricular matters are the province of 

the Consultative Committee on the, Curriculum, and assessment that of the 

Examination Board, with in-service training left to straddle the divide 

uneasily and responsibility for it being assumed by 'a variety of 

different organisations and individuals both locally and --nationally. 

Moreover, if it is argued (as did one interviewee) that 'good curriculum 

development precedes good in-service', then perhaps part of the 

explanatign is that both were promulgated simultaneously by individuals 

who were as much in search of answers as their target audience. Not 

surprisingly, therefore, what was provided reflected the perceptions and 

preoccupations of the providers, which -may not always have mirrored 

teachers' needs. The difficulties in arranging effective in-service 

were'summed up thus: 

The impact of in-service over the period has been patchy. 
Some of it has been very good, and you can see its ef f ects 
at work in schools. Other factors impinge on potential 
impact, so that it is not possible to detect a simple cause 
and effect linkage. Headteacher and - staff support is a 
crucial factor ... the mechanism for linking off-school 
courses and what happens in schools is weak. There has been 
very little staff development of a serious or co-ordinated 
nature ... up till now a systematic, approach to staff 
development has been alien to the Scottish scene. 135 

(Academic) 

ORGANISATIONAL AND PEDAGOGICAL DEVELOPMENTS ASSOCIATED WITH 
A COMPREHENSIVE POLICY OF EDUCATION 

It has always been argued in this thesis that those charged with 

implementing the policy enshrined in Circular 600 tended to 

conceptualise ' comprehensive reorganisationý- in essentially structural 

terms. -Indeed, -interviewees affirmed that once'-all post primary pupils 

had been allocated to the local secondary school in their catchment area 

there was a widely-held perception that a comprehensive system of 

secondary education had been achieved. It seems clear, however, that 
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underpinning the purely physical change was the objective of broadening 

the goals of secondary education. The attainment of this objective 

carried far-reaching implications for prevailing concepts of 

educability, the administration of secondary schools, curricular 

provision, classroom organisation, methodology and assessment. This 

section of the chapter will consider these matters and examine how 

schools came to terms with the more fundamental implications of 

comprehensive policy. 

Guidance 

The Scottish Education Department 'Orange' booklet Guidance in Scottish 

Secondary Schools (SED 1968) proposed that in view of the changing 

circumstances of Scottish education (comprehensive schools, larger 

school population, the imminence of raising of the school leaving age) 

there was a need to systemise the traditional 'concern' that all good 

teachers displayed for their pupilst- and that this be achieved by the 

introduction of a new concept - 'pupil guidance' - which should have 

three main branches - curricular, vocational and personal. The 

intention was to provide a balanced form of guidance in which the needs 

of the whole child would be catered for, and the booklet can be seen as 

an attempt to propose a rationale for one of the pressing practical 

problems of the new_ comprehensive school as it was evolving. it 

acknowledged that certain authorities had already instituted a 'house 

master' system and that this venture had met with success. 136 Guidance 

arose ostensibly from the growing importance being attached in the 

educational world to the needs of the individual pupil, and from an 

increasing awareness that the quality of personal relationships had a 

vital place in the educational process. It was also consonant with a 

comprehensive Philosophy, in that was Posited on a wider concept of 
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education, namely that all pupils of all abilities should develop their 

full potential. On a more practical level, guidance was intended to 

deal with the problems arising from the complex nature of the 

comprehensive school, the broader range of abilities, and the wider 

socio-economic background of the pupils. 

recent study of guidance in Scottish schools explained the rationale 

f or the new system in these terms: 

The functioning of the large comprehensive school offered a 
new set of challenges to staff and pupils alike. In the new 
situation there was need for a facilitating agency to help 
the comprehensive ideal develop and work in practice and at 
the same time enable the pupil, to gain the maximum benefit 
from it ... the various patterns of guidance structure began 
to emerge in response to the developing needs and problems 
of the comprehensive school. 137 

One Scottish Director of Education encapsulated the essence of the new 

concept in these words: 

Guidance is the systematic organisation of forces which 
ensure 

_ 
the ef f icient discharge of the social 

responsibilities of the school ... guidance is a whole 
school responsibility for the beneficent influence upon the 
education, vocational and pastoral needs (of the pupils) ... (it is) the acceptance of a wider social role. 138 

He went on to stress that this acceptance entailed a complete re- 

appraisal of the philosophy, Policy and practice of the school, and 

brought schools unquestionably into the arena of management, requiring 

aims to be defined and specific responsibilities to be delegated. These 

implications had not proved easy to embrace: 

Entrenched school establishments underwent spasms of dynamic 
conservatism before acceptable organisations and patterns of 
management were elaborated ... points of friction, pockets 
of misunderstanding, clashes of principle, attitude and 
personality have arisen. An untried Sociological approach 
with untrained operators has been introduced after 
generations of well ordered, subject-based, 'real' 
education. 139, 
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The Annual reports of the Scottish Education Department f or the period 

also indicated that schools' attempts to introduced systematised 

pastoral care were causing problems, but typically in a more muted prose 

style: 

It will be some time before significant progress towards 
realising the aims suggested in the Memorandum can be 
expected, but in a number of areas conferences have been 
held and committees set up to consider the issues and make 
recommendations. 140 

Even by the late 1970s, an important study of the effects of the 

introduction of comprehensive education in a sample of Scottish schools 

suggested that guidance, especially careers guidance, was still 

problematic: 

The general picture of guidance was still diverse. 141 

A paper delivered at an international seminar on comprehensive education 

drew attention to one area of contention: 

Schools were left to devise a system which seemed to them to 
suit their needs ... the speed with which (guidance) posts 
were filled, and the criteria used in making the 
appointments led to a certain discontent among the teaching 
profession ... the new guidance systems were born into a 
somewhat sceptical and hostile world. 142 

Guidance appears to have suffered the fate of many educational 

innovations: its introduction without consultation with and 

understanding by those who had to administer it caused unrest, and 

supportive measures were provided after the event. It thus had to be 

seen as a major organisational change imposed on the emerging 

comprehensive school, an enforced structural alteration as it were, 

which was left struggling to establish its identity in an educational 

landscape in a state of flux. It is, therefore, not surprising to find 

pleas from thinking practitioners trying to make the system work, 
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apparently in the dark: 

A complete rethink is required on the meaning of the concept 
of guidance in schools and of viable structures which will 
allow its development, without additional endemic 
organisational problems. Given that they have promoted this 
innovation in Scottish education, the SED have a 
responsibility to aid its correct development, and to 
prevent its becoming subject to the distortions it has sadly 
had to endure in too many of our schools. 143 

The writer was not alone in her concern that guidance was going adrift, 

as evidenced by other pieces of research conducted in the 1970s. 144 

Even Her majesty's Inspectorate acknowledged that, although progress had 

been made, problems still existed in the concluding section of its own 

published survey of developments: changing staff relationships; 

especially guidance/non-guidance; variable quality of guidance offered; 

organisational forms which inhibited personal guidance; engaging staff 

support for the concept; restricted use of guidance staff; inadequate 

'social education courses'; unclear role definitions for guidance 

staff; the need for guidance to be a 'whole school' responsibility; 

the need for more in-service training. 145 Even by the end of the period 

under review, the tensions caused by the introduction of guidance had by 

no means been resolved: 

Criticism of guidance does exist within the teaching 
profession. Commitment to the ideals and organisation of 
guidance are not universal. 146 

It may be that the partial success of the guidance system derives f rom 

the fact that the wrong emphasis was adopted: the implementers were put 

in the position of having had their awareness of an issue (pastoral 

care) heightened, but had not been sufficiently persuaded of the need to 

change schools as institutions as a consequence of comprehensivisation. 

Such circumstances were likely to militate aginst a ready acceptance of 
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pastoral care and its ramifications. 

School Management Structures 

I urge heads to acquire the tools of management, and to 
accept the change from benevolent autocracy to the 
leadership of a professional team. 147 

The statement is indicative of the growing awareness in the late 60s 

following comprehensive reorganisation that the existing structures for 

running schools were obsolete. A recent Inspectorate report describes 

the need for a management approach thus: -- 

From 1965 a series -of major political decisions brought 
about the reorganisation of secondary education along 
comprehensive lines, the abolition of selection on transfer 
from the primary to the secondary stage and the raising of 
the school leaving age. These major shifts of emphasis 
called for a critical look at management planning if schools 
were to adjust -to them, and a proper framework for co- 
ordinating and directing change effectively. 148 

I 
In 1971, following a study of the duties and responsibilities of staff 

in a number of secondary schools, the Scottish Education Department 

published 'The Green Paper', 149 which described the far-reaching changes 

that had recently taken place in secondary education in these terms: 

The reorganisation of secondary education ... has affected 
both pupils and teachers ... for the teachers these changes 
have involved the devising of courses which are relevant and 
suitable for a wide range of ability; the re-examination of 
established methods of teaching ... the planning of the work 
of departments as a combined exercise; and the application 
of revised forms of assessment. For the organisation of the 
secondary school in general, these changes have had 
important implications for administration, timetabling, 
curricular planning and supervision, staff training and the 
supervision of probationer teachers, and the provision of 
curricular guidance. 150 

Consequent upon such considerations the Department set f orth a new 

structure of promoted posts, better able, in its view, to deal with the 
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complexities involved in running comprehensive schools. ' The paper 

argued the case for more managers because schools were, notionally at 

least, no longer solely academic institutions. It also implicitly 

questioned the idea of the autocratic headteacher by introducing the 

concepts of management - organisatiQn, policy and aims, 'communication, 

delegation clearly favouring a more participative approach. To 

realise its aims, this plan for administrative innovation introduced new 

promoted posts (assistant principal teachers (subject)); assistant 

headteacher; assistant principal and principal teachers (guidance), and 

advocated that schools should be managed by 'a board of studies', (Para 

6.3) comprising the schools senior promoted staff. The increased range 

of responsibilites for staff at senior levels carried an expectation 

that comprehensive schools could more easily cope with innovation by 

having in place a structure to facilitate the coherent management of the 

curriculum and of the guidance system. Arguing the case for revised 

promotion procedures and for a greater say in appointments by 

headteachers, the paper stated: 

The increase in'the number of promoted posts and the growing 
importance of the functions attached to them make the 
selection process of vital consequence for the well-being of 
the schools and for the morale of the teaching 
profession. 151 

Although the paper was subtitled 'a document for discussion, little 

discussion is recorded, and in the space of a few years, all local 

authorities had made appointments to the new posts. The speed with 

which the new posts (and consequential vacancies) were filled, and the 

criteria used in making some appointments sometimes led to professional 

discontent, as-4'evidenced by this attack on the 'advert mania' which 

followed the Green Paper'S_ publication: 

This precipitate action is disturbing, as the proposals 
raise fundamental questions which ought to be -answered 
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before any action is taken ... before, any more authorities 
jump on the bandwaggon, uniformity of purpose must be 
established. 152 

It must be borne in mind that, like the introduction of guidance, the 

Green Paper called for a major modification of the traditional 

organisational -landscape in an educational system of which the subject 

departments and their principal teachers were major and established 

features. Thus the new proposals had an inbuilt potential for conflict. 

Indeed, the Scottish Education Department Annual Reports for the period 

indicate that- the ready acceptance by authorities of The Paper's 

recommendations had resulted in a number of problems: lack of 

definition of the duties /respons ibi 1i ties of holders of the new posts; 

a demand for in-service training in management; a promotion merry-go- 

round; staff mobility slowing the pace of curriculum development; lack 

of success in using the structure to improve the quality of curriculum 

planning in schools. 153 Partly in response to this situation, the 

Scottish Centre for Studies in School Administration was set up in 1972 

in moray House College of Education, and since then it has become the 

principal national agency for training senior school staff. Its main 

purposes 
.a 

re to co-ordinate information on the application of basic 

management principles in schools, to collect current views on curriculum 

design and information and to develop courses as a means of 

disseminating such information. It did not assume a precriptive role, 

but sought to promote an exchange of ideas and experience among 

participants by exposing them to programmes and visiting speakers of a 

high standard. 
. 

The Centre also issued to every secondary school 

occasional Papers commissioned on relevant management topics. The 

current director cites the continuing demand for places on the courses 

it runs as the best evaluation of success of the centre's programme. 154 
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Be that as it may, the ostensible stimulus given to wider participation 

in school policy formulation by The Green Paper sometimes resulted in a 

degree of devolution of authority which was more apparent than real. 

The Fairlie Report had this to say three years af ter the Paper's 

publication: 

All headteachers freely admitted in discussion with the 
Working Party that there was a need f or them to look at 
communication systems within their schools. They accepted 
that hierarchical systems tend to operate only downwards ... 
and that many schools do no as yet provide adequate channels 
through which the views of the teachers can be transmitted 

... in all schools the new management structures were a 
recent innovation and their potential for promoting 
curriculum policy had still to be considered and 

... 
developed. 155 

The working, Party also discovered that the reponsibilities of the new 

post Of Assistant Headteacher had not as yet been, defined in any serious 

manner, nor had the holders begun to assume a policy co-ordinating role, 

being described by one intervieewee as 'glorified message boys'. The 

findings of a study conducted just after the period covered by this 

research suggested that the implications of the structure of promoted 

posts advocated in the Green Paper had still not been fully faced. 156 

The ten year, period may have been marked by some progress, but, even 

accepting that serious efforts were made to mount management courses, it 

is suggested that promoted staff in secondary schools found difficulties 

in , adapting to the management challenges thrown up by 

comprehensivisaýion (the formulation of policy, the management of the 

curriculum, effective delegation, communication and consultation). That 

the management of educational change was the subject of an Inspectorate 

Report in 1984157 should come as no surprise, as one interviewee 

explained: - 

Comprehensive reorganisation and what it has achieved in 
schools has at best stuttered forward in Places. Only bits 
of revolutions ever really succeed. Each new official 
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report f rom the SED is best seen as an acknowledgement of 
the system's inadequacies and failures. 158 

The Raising of the School Leaving Age in Practice 

Raising of the school leaving age was discussed in Chapter Four as an 

example, of policy handling by the Scottish Education Department. It is 

appropriate to 'return to it, since it was, after comprehensivisation, 

the next most fundamental change that the secondary system had to 

accommodate in the face-of professional opposition to its practical 

implications. Notwithstanding this reservation, some saw it as an 

opportunity to make comprehensive education more of a reality than it 

had been: 

In the . past ten years an attempt has been made in some 
comprehensive schools to retain selectivity and still come 
to terms with zoning by grafting on some of the more 
immediate innovations of the comprehensive system ... it was 
like connecting a carburretor to a steam engine in a vain 
attempt to improve performance ... now, when RSLA is 
imminent, is the moment in history to go completely 
comprehensive and develop a system that is relevant to our 
time. 159 

The sentiments expressed by this Glasgow headteacher accord with those 

of a considerable number of people -interviewed in connection with this 

research, who took the view that raising of the school leaving age in 

1972 forced many teachers, who in various ways and for various reasons 

avoided the implications of going comprehensive in 1965, to acknowledge 

them in earnest. Most notably, raising of the school leaving age threw 

the problems of making appropriate curricular provision for the complete 

spectrum of pupil ability into sharp relief. However, the enthusiasm 

evident in the above extract was not universal, and successive Scottish 

Education Department Annual Reports bear witness to several problems, 

despite the frenetic activity of many local working parties of teachers 

trying to devise suitable curricular materials: the level of planning 
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for raising of the school leaving age varied from authority to 

authority; schools were experiencing difficulties in integrating 

Scottish Certificate of Education and non-Scottish Certificate of 

Education elements in so-called 'bridging' courses; staf f shortages 

were adversely affecting development work; many locally produced 

courses were being. rejected by teachers in favour of increased 

presentation of pupils for ordinary grade courses (after awards were 

banded in 1973) or of 
_presenting 

them for the Certificate of Secondary 

Education mode 3 offered by English boards; such raising of the school 

leaving age courses as were tried proved too difficult for the least 

able. 160 once again, 
'it 

seemed, the Scottish system had failed to 

provide an answer to the question of providing a viable and valid 

educational diet for pupils ill-suited to academic work-161 Indeed, 

there is evidence that some schools were at a loss as to what to do with 

the pupils 'inherited' as aresult of'raising of the school leaving age. 

The Education Committee of the Educational Institute of Scotland had 

been alerted to a dubious curricular practice: 

Members had to hand copies of evidence gathered by the 
central advisory committe on Home Economics in support of 
its complaint' 

, 
that Home Economics departments were being 

used as dumping grounds for non-certificate pupils. 162 

Even where teachers had recourse to a detailed strategy for dealing with 

the curricular problems posed by raising of the school leaving age, the 

response I was sometimes Aess than encouraging. This was the case, f or 

example, in Glasgow, where a working party had produced a Report163 

which argued its case on three key points: a flexible timetable to make 

the curriculum fit the pupil; a wider use of integrated courses 

involving several 'departments'; the attempt to balance the subject 

curriculum by the compulsory insertion of a new concept - Intra 
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Curricular Activities. One Glasgow AHT described the uptake of these 

ideas in these terms: 

The Report was totally ignored by some, half-heartedly 
welcomed by others and greeted by a few as a genuine attempt 
to solve the problems thrown up by RSLA ... I. C. A. was 
greeted by cynicism and derision by teachers. 164 

There seems little doubt that raising of the school leaving age caused 

schools coming, to terms with comprehensive education a real headache, 

and confronted teachers with a dilemma in terms of what to teach and 

even how to cope with the needs of a wide range of pupils - 

comprehensive- education with a vengeance. At the time, newspapers 

repeatedly drew the attention of their readers to the fact that all was 

not well. Two brief extracts from widely differing publications will 

serve as an illustration of the many which appeared: 

These pupils are among hundreds all over Scotland who go to 
school to do nothing ... some sit and play cards, af ew do 

ýodd jobs for janitors. They are knownýas 'ROSLAS' ... 
according to many teachers they are being left in many 
classrooms, with no lessons. An English teacher at a Glasgow 
secondary school said: WE JUST WEREN'T PREPARED FOR THE 
ROSLAS. THEY GET NO EDUCATION AND NO ONE KNOWS WHAT TO DO 
WITH THEM. 

We have to face the fact that for many children of limited 
ability attemptsýat day school education are not working. 
The problem has been acentuated by RSLA ... the non-academic 

, is only too aware that he, does not fit into an academic 
system in which he is bound to fail 

... many com rehensive 
schools are not a feasible educational situation. 195 

Her Majesty's Inspectorate, with uncommon frankness in a published 

report, acknowledged that raising of the school leaving age had been a 

failure in terms of what comprehensive schools provided for the pupils, 

and catalogued the- shortcomings: teacher rejection of national and 

local ly-produced courses in f avour of mass presentation in Scottish 

Certificate of Education exams; teachers unwilling or unable to face 
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the demands in terms of organisation and planning that these courses 

required; teachers largely made improvised arrangements which induced 

disenchantment, and apathy in many pupils; teacher attitudes 

communicated themselves to the pupils; the least able were very badly 

done by. 166 The report contains a rare acknowledgement that the demands 

placed on hard-pressed teachers had perhaps been unrealistic, and that 

it was imprudent to expect too much of schools: 

It is important that those who plan such changes ensure that 
the generality of schools can progress at a reasonable pace; 
to leap too far ahead is to invite difficulties. 167 

Above all, perhaps, two points are worth making about the spectacular 

lack of success of raising of the school leaving, age: it may well be 

the case, with the benefit of hindsight, that putting all the eggs in 

the curriculum basketýwas-not the best or only solution to the problems 

posed by these pupils. Indeed, it could be argued that the 

differentiated curricula which emerged in the wake of raising of the 

school leaving age in effect worked to the disadvantage of the very 

pupils the measure was intended to help in the new comprehensive system; 

in what curriculum work was done, it is clear that innovation has a 

greater chance of success when it is attempted with the co-operation and 

involvement of the teachers ýexpected to put it into practice. One 

senior member of the Inspectorate put it thus: 

Preparations for RSLA were based on practice somewhere, but 
the established practice of local authorities producing what 
are now called 'guidelines' - these were of ten handsomely 
produced examples of long-winded, clich6-ridden platitudes 
about 'relevance' and 'practical activities' - left too many 
teachers in the dark, ignorant of classroom problems, or 
what was wanted or how-to set about producing it. Too many 
steps between the production of guidance and implementation 
of practice were omitted, and no training system outside the 
classroom could really bridge the gap. 168 
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Internal Organisation 

It was suggested earlier that comprehensive policy implied a new 

rationale for secondary education - equal respect for all pupils as 

individuals irrespective of ability. This increased the importance of 

ensuring that the education offered to pupils was matched to their 

abilities and progress. 

A thorny aspect of comprehensive reorganistion proved to be the 

seemingly endless debate on how to organise the incredible variety of 

pupils of varying achievement, interests and aptitude which constituted 

the pupil body. Conferences in-service courses and subject journals 

both local and national all included contributions from enthusiastic 

practitioners who claimed to have found a 'better solution' to a central 

question in the comprehensive school: how and when to differentiate 

according to ability. The journal of the Educational Institute of 

Scotland reflected the professional confusion in 1966 in what could be 

seen as a prophetic statement: 

The internal organisation of comprehensive organisation also 
raises roblems to, which no one has yet found a satisfactory 
answer. 

M 

over the next few years, Scottish, Education Department Annual Reports 

bore witness to schools' attempts to come to terms with the 

organisational realities of the comprehensive school in what could be 

described as a spirit of cautious experimentation, the main features of 

which were: mixed-ability, groups (random, balanced or in broad bands of 

abilitY)170 a common course of subjects lasting for Secondary 1; group 

methods very unpopular in secondary classes; extraction for special 

attention of pupils with severe learning difficulties; the gradual 

emergence of setting, usually in Secondary 2, and certainly in 
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mathematics and modern languages; the common course resulting in the 

postponement of a second language; the opening of Technical Subjects 

and Home Economics to both boys and girls. 171 Obvious in the Reports' 

comments and guarded prose are the disputes and divisions of opinion 

which such issues caused among teachers: 

The problem of catering for differences of ability in 
particular subjects is a real one. 172 

Two further official reports of the early 1970s give an indication of 

the-direction developments took. A Her Majesty's Inspectors document, 

while stating that the common course had been generally adopted for 

Secondary 1 and some of Secondary 2, and that clear trends towards 

mixed-ability grouping in the period of orientation were discernible, 

pointed out that reservations about heterogeneous grouping still 

persisted: - 

Many schools have abandoned their traditional f ine setting 
in the initial stages. The great majority of comprehensive 
schools still maintaining , streaming were in the West of 
Scotland ... almost all schools modified their internal 
organisation in order to take account of the different 
aptitudes of pupils as these revealed themselves ... By far 
the most common method was setting, usually delayed until 
S2.173 

one year later, the Red Book (an attempt to establish national staffing 

standards) testified to the fact that many schools were still engaged in 

a process of organisational transition: 

The principle of mixed-ability grouping in SI and S2, and 
, the, attempt in S3 and S4 to extend setting beyond those 
pupils following exclusively SCE courses in order to give 
all pupils an adequate choice and activities within a 
balanced course were still at an early stage of 

, development. 174 

By and large, Secondary 1 and Secondary 2 were treated in comprehensive 

schools as a period of general education within a common course, with 
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progressively emerging differences in ability catered for, by setting or 

the provision of additional subjects; in Secondary 3 and Secondary 4a 

more perceptible separation occurred, with pupils placed either in 

certificate or non-certificate grouping, the former having little 

exposure to practical/aesthetic subjects, the latter occasionally 

exposed to vocational /leisure course elements., It is relevant here to 

mention the Strathclyde Regional Council study alluded to earlier. one 

of its findings was that the operation of subject options at the 

Secondary 2/Secondary 3 interface in effect constrained pupil choice, 

and that four-fifths of early school leavers could be correctly 

identified as they entered Secondary 3. Moreover, the researchers found 

that decisions taken at this crossover point were almost irrevocable, 

and caused a split in pupil attitudes to school, those having been 

selected for- Ordinary grade presentation exhibiting a significantly 

higher degree of liking for schooling. 175 A survey conducted in Glasgow 

schools essentially provided support for the findings of these national 

trends in years Secondary -1 - Secondary 4 of the comprehensive school, 

but its authors concluded, their findings with two pleas: that urgent 

consideration be given, to the-consequences of organisational changes in 

terms of in-service help for teachers; and that teachers should make 

more realistic assessments of pupils' ability, and cease giving so many 

the benefit of the doubt with regard to- Scottish Certificate of 

Education presentation. 176 An unmistakable feature of the situation was 

the enormous variety of practice which characterised comprehensive 

schools-in their' attempts to find satisfactory organisational 

. 
strategies,. One factor which helps to account for such a variation was 

alluded to by individuals who were interviewed in connection with this 

study: the latitude accorded to headteachers in implementing 

comprehensive policy according to their own definitions in their 
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schools. 177 Interviewees displayed virtual unanimity in stating that 

headteachers had a completely free hand, left as they were to their own 

devices by the Directorate. All they ever received were broad 

guidelines, never - directives, so that they 'were key people in 

controlling the extent and pace of organisational developments. 

interviewees made much of the concept of a 'comprehensive facade', which 

they claimed often masked a dilatoriness and a passive resistance to 

pressures to change. 178 Questioned on the related theme of the internal 

changes-that took place in the wake of comprehensivisation, a recurrent 

point made was that vested interests (caused by training, experience, 

ideology, and the desire to prove that comprehensive schools could 

succeed in national examinations) remained to the fore, so that 

adherence to grouping by ability proved a powerful concept, traditional 

ways remaining substantially unaffected by external exhortations to 

innovate. A point also made was that the enormity of the change 

expected was misunderstood, and that in such circumstances a reversion 

to elitism was inevitable, resulting in an unintentional educational 

discrimination against pupils of lower ability in the comprehensive 

system. Even as late as 1980, the advance towards uniformity of 

practice in internal organisation had made only marginal gains, as the 

Strathclyde Study already mentioned found out. 179 In the booklet 

'Organisation of Classes', the researchers reported that a significant 

number of teachers considered mixed-ability classes 'unteachable', 

although they were able to advance the educational and social 

justification for their formation. Homogeneous classes on the other 

hand, preferably streamed, were the ideal. Teachers claimed to be able 

to tell the difference, even when it was proved to them that all classes 

are really of mixed-ability. It was suggested that the use of labels 

like 'mixed-ability' and 'set' may create teacher expectations which 
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have little basis in reality, and that general ability does not 

necessary correlate with ability in subjects across the curriculum. In 

effect, the booklet argued against the traditional, expository paradigm 

of class teaching, and suggested that improvements should be sought by 

exploring the possibilities of individualised learning. Such a concept, 

however, seemed far from the consciousness of many teachers in 

comprehensive schools, if the OECD was able to state in 1983: 

To summarise the preýent view of comprehensive education in 
Scotland, therefore, there should be no selection at the end 
of primary school and a common course for the f irst two 
years of secondary with some setting in some subjects ... 
treatment of the least able constitutes a further difference 
of views. 180 

An official study of comprehensive schools commissioned by the Scottish 

Education Department and conducted from 1970-72 argued that 

comprehensivisation was a prime example of an organisational change the 

rationale for which had theoretically changed the goals of secondary 

education. The finding was, however, that, given the ambiguity and 

uncertainty surrounding the aims of comprehensive education, there was a 

very real danger that the change was largely cosmetic and structural, 

leaving the goals for the school system held by practitioners largely 

intact. The research report ended with a strong recommendation 'to 

those responsible for the management of the school system as a whole', 

presumably Scottish Education Department officials, Her majesty's 

Inspectors/Inspectorate and the Directorate: 

Many of the developments over the past decade have been 
essentially organisational ... yet it appears that 
insufficient thinking has been done about the organisational 
implications of these innovations --- which have been 
conceived for political, philosophical or educational 
reasons; but the organisational consequences have been 
largely unintended ... in future the organisational 
implications of any development must be scrutinised ... if 
this is not done, the educational impetus may be thwarted or 
compromised. 181 
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Methods 

Organisational change has not as a matter of course been 
accompanied by changes in methods. 182 

So commented the Inspectorate in its survey of significant trends 

emerging in af luid situation in comprehensive schools in the early 

1970s, and gave evidence of a wide variety of staff -attitudes on methods 

for teaching mixed-ability classes. The Inspectors noted that the much- 

quoted fear that able pupils' progress would be impeded in heterogeneous 

class groups was not widespread, and stated that successful new 

arrangements owed much to headteacher initiative, even if the survey 

'revealed a disconcerting absence of clearly defined policy' in schools. 

Innovation was clearly at the experimental stage, and had not yet been 

elevated to the level of the management of learning. Again, the Annual 

Reports of the Scottish Education Department for the period 1968-74 

provide a useful barometer of the speed of educational developments, 

and, with r egard to the adaptation of teaching methods, the account they 

offer can best be summed up as pointing to a growing appreciation among 

teachers of the need to change, embryonic moves to develop appropriate 

materials, and a gradual experimentation with alternative methods. 

Nevertheless, the following verdict was recorded: 

In S1 and S2 teachers of some subjects were still having 
difficulties with mixed-ability teaching. 183 

Interviewees, asked about the effect of comprehensivisation on methods, 

almost all bore witness to the powerful hold exercised by whole class 

teaching. The justification given by many was the monolithic presence 

of the Scottish Certificate of Education exams, and the reluctance to 

depart from well tried ways for fear of damaging the prospects of the 

'high flyersf. , Consequently, the overwhelming perception was that 
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change was gradual (if it happened-at all) in the compreheiýsive schools 

in the West of Scotland, and that any serious-minded efforts to 

institute new teaching methods. were confined to a minority of 

comprehensive enthusiasts. Notwithstanding this general picture of 

sporadic, piecemeal progress, a not inconsiderable number of 

interviewees freely, admitted witnessing the emergence of a freer 

atmosphere in classrooms, the increased use of worksheets and other 

specially devised teaching materials and-the generally beneficial effect 

of new examination syllabuses, all of which were attributed to a gradual 

broadening conception of educability amongst teachers as the 

comprehensive system developed. It could thus be argued that the 

introduction of comprehensive education, and more specifically the 

problems highlighted by the related concepts of the common course und 

mixed-ability grouping gradually over time increased teachers' awareness 

of the wide variations in pupil ability and potential'for progress. One 

conclusion of the research commissioned by Strathclyde Regional Council 

in the late 70s was that mixed-ability classes had merely highlighted 

pedagogical problems which selective grouping had concealed, but the 

researchers found that teachers resorted in the mainýto, two strategies: 

whole class teaching pitched somewhere around the middle of the ability 

range, or an over-reliance on the prop of worksheets, some of which were 

of indifferent quality. Their, list of prerequistes for effective mixed- 

ability teaching (inter alia adequate resources; adapted timetabling; 

teacher attitude; school, policy statements; , appropriate assessment 

techniques;, greater awareness of the potential of resource-based 

learning) indicated by implication that these had not been greatly in 

evidence in the sample of schools surveyed. 184 One of the papers 

prepared for an international seminar on comprehensive education in 1980 

argued that mixed-ability classes had been accepted by the majority of 
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teachers in Scottish. situation more as 'a vital"means of social control 

in the comprehensive school' than out of a subscription to the social 

integrationist arguments promulgated in their defence. Acknowledging 

that 'the'tradition of class teaching dies hard', the paper went on to 

paint the following picture: 

Most teachers are -now concerned with the 'how'; of mixed- 
ability teaching rather than the 'why', and are chief ly 
interested in finding appropriate materials and methods ... 
the task facing teachers is a fundamental realignment of 
thinking and a revision of attitudes, particularly towards 
pupils with leaving difficulties. 185 

Recognising that all the problems associated with mixed-ability teaching 

were far from being solved, the paper welcomed what it called the 

'greater degress of sophistication' (Para 3.3) apparent in classrooms in 

comprehensive schools in the late 1970s. 

A major shift in teacher attitude is underway, and for a 
greater number the pupil rather than the subject is of 
primary importance. It could reasonably be argued that the 
comprehensive school, and in particular the mixing of 
abilities within it, has been chiefly responsible for this 
significant change .., . 

186 

This assessment was substantiated by many interviewees when asked if 

they thought that the advent of the comprehensive school had caused 

teachers to reappraise their professional approach to the job of 

teaching. They stated unequivocally that teachers simply had to 

confront change in some measure,, and that- the, comprehensive school had 

acted as a gradual catalyst over time. They were of the opinion that 

the rate of change was age-related, and also due to the thinking of 

headteachers and particularly principal teachers (subject): the more 

keenly they 'pushed', the more change occurred. By the late 1970s, they 

claimed, professional thiking was beginning to embrace concepts like 

'skills', 'process' and 'differentiation' in a more positive frame of 
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mind. While encouragement should be derived from such statements, it 

has to be said that this review of organisation and methodology suggests 

the following propositions: 

- the traditional autonomy of Scottish schools accounted for the wide 

variety of practices encountered. There was no agreement in finding 

answers to what comprehensive education meant in practice 

- the exponents of innovatory practices should not underestimate the 

power of routine practices and the institutional ised, inherited 

professional customs of teachers 

- the unpreparedness for and insecurity caused by requests to 

experiment without adequate support can lead to a reversion to the 

familiar 

implementers are not passive recipients of external exhortations to 

change, which, if delivered in a top-down way, are liable to lead to 

the adoption of a defensive stance 

despite preservice training and years of practical experience, many 

teachers' academic expertise was not matched by a ready adaptability 

to the requirements of teaching in comprehensive schools: 

Assessment 

a) S11S2. In common with curriculum, organisation and methodology, the 

changeover to a comprehensive system brought about changes in thinking 

about how pupils should be assessed. one writer has recently stated: 

... one of the main ideas behind comprehensivisation (is) that a 
wide range of pupil abilities should be assessed. 187 

official reports written in the late 1960s and early 1970s indicated 

that the wider spectrum of ability in the comprehensive school gradually 

forced teachers to the recognition that traditional methods of 

assessment would require to be modified. The Picture which emerges, as 

with earlier aspects examined, is one in which departures from the norm 
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were cautious, and radical experimentation rare: most schools retained 

formal written examinations for all pupils (sometimes reducing the 

number from two per annum, to one), and an appreciable number conjointly 

operated a form of what was called 'continuous' assessment, but which 

perhaps more accurately should have been described as 'periodic' or 

'unit' testing, the function of which was largely predictive and 

assisted with ranking. 188 The investigation into practices in Secondary 

1 and secondary 2 commissioned by Strathclyde Region discovered the 

following features in the sample of schools it studied: primary school 

reports were used for allocation purposes; pupils were assessed in 

Secondary I and Secondary 2 by a combination of fornial exams and 

continuous assessment, attachment to the former being for 'atmosphere' 

purposes; results tended to be standardised about a common mean; 

reports to parents contained numerical marks, an 'effort' grade, and 

sometimes a grade for behaviour. 189 At this stage, therefore, 

assessment served no function either as an evaluation of what was being 

taught, or as a probe into the effectiveness of teaching and learning. 

Practices appeared to be heavily conditioned by prevailing system goals 

and teachers' assumptions about the purposes of school education. It 

was only towards the end of the period under review that a more refined 

assessment model began to be discussed, and aspects of it incorporated 

as an integral part of teaching materials. 190 This involved the concept 

of criterion referenced assessment, in which tests are used 

diagnostically as formative teaching instruments rather than a summative 

statement of performance. Such a system is predicated upon the syllabus 

being broken down into detailed objectives in terms of the knowledge and 

skills Pupils should have attained as they progress through the course. 

Even by 1980, however, such ideas were only beginning to impinge on the 

professional consciousness: 
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It is too early to arrive at a balanced judgement on the 
usefulness of this form of testing'... the challenge will be 
to see how applicable it is to every sub I ect and investigate 
its potential for national assessment. 19 

counterbalance to such innovative work in the f ield of assessment is 

provided by a statement made on the occassion of the 25th Anniversary in 

1979 of Crookston Castle Secondary School, one of Glasgow's pioneering 

comprehensives: 

The ideal of the comprehensive system for laymen is that all 
children have equality of educational opportuniLy. In 
ef f ect, this has led to all, children being taken into a 
territorial school, assessed for the first two years or so 

... after a process of continous assessment, the subjects at 
which the child is best and enjoys most are sorted out and 
decisions are taken. 192 

Thus, even as . new approaches to assessment were being advocated, 

restricted perceptions of its function in comprehensive schools still 

obtained. 

b) S3/S4. An extract from an O. E. C. D. Report provides a useful context 

for a consideration of assessment in the middle years of the 

comprehensive school: - 

The nature of the national examination system has a 
considerable effect on the curriculum followed by pupils in 
S3 anhd S4 ... the stable teaching groups of the earlier 
years become fragmented as individuals choose subjects most 
relevant to their needs and interests, and in which they may 
be set by ability. Since comprehensivisation an increasing 
number of pupils has attempted these examinations. Many 
would argue that this is one of the benefits of the change 
from early selectivity-193 

Given the ideology which informed the thinking of members of the Working 

Party's whose Report- (1959) established the Scottish Certificate of 

Education Ordinary grade (Chapter 3), and what has already been said 
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about problems attendant on raising of the school leaving age, the last 

sentence is open to some doubt. Nevertheless, the Ordinary grade 

examination, conceived as a solution to certain practical problems 

besetting the Scottish educational system194 enjoyed an almost 

spectacular success, and came to occupy a pre-eminent place in the minds 

of teachers and provided a focus for much of their work. A notable 

feature of the examination is the fact that it did not undergo 

fundamental change for many years. Such changes as did occur were of 

form and content rather than scope. 195 Mention has' already been made 

(Chap. 3) of the mounting discontent with the adequacy of the Ordinary 

grade examination as successive cohorts of pupils in comprehensive 

intakes came through the system. Despite strongly-expressed advocacy of 

examination reform, notably from leading figures in the Educational 

Institute of Scotland, the Scottish educational establishment set itself 

resolutely against change. 196 The case for a reconsideration of the 

national examination system at Secondary 4 was argued on grounds of 

social justice by the HAS: 

There is at the start of S3 a division between those who 
pursue certificate studies and those who do not. There 
seems an element of injustice or betrayal at this point if 
the school firmly aligns itself with the certificate 
followers while the rest pursue courses which are more or 
less unstructured ... a large number of our colleagues who 
manage comprehensive schools are troubled by the injustice 
here implied. 197 

The argument then assumed a blatantly pro-comprehensive, not to say 

anti-academic stance: 

A situation in which a syllabus of facts and theories is 
committed to memory, then regurgitated on paper in an 
examination is one that bears no relevance at all to the 
work of the world ... by perpetuating it as the significant 
achievement, schools continue to align themselves with those 
few for whom such a skill is a temporary relevance. 198 

329 



The extent, of the success of such calls 
, 
for 

,a realignment of the 

ordinary grade examination with a developing comprehensive system can be 

guaged in the Exam Board's eventual (compromise) decision that, from 

1973, awards would be made on a banded scale A-E (instead of A, B and 

C). Hardly a revolutionary step, but it was explained as the outcome of 

the Board's deliberations over af ive year period which had taken 

account of professional disquiet, and of the proceedings of the two 

conferences on examinations it had held in 1968 and 1970 to which 

reference was made in Chapter 3.199 The decision to band may be better 

understood in the light of the Board's view that, while it had no 

objection to a consideration of the future of the Ordinary grade, its 

positive contribution to (assessment-led) curriculum development should 

not be misjudged simply because, consequent upon raising of the school 

leaving age, pupils outwith its intended ability range were being 

presented f or it rather than take 'unsuitable courses f or the less 

able'. 200 Nevertheless, the Board set up a sub-committee in 1973 to 

report on the f orm, purpose and structure of examinations held and 

certificates awarded', in order to determine whether a review of existing 

practice was necessary 'in the light of the changing circumstances of 

Scottish education'. That existing examinations were not catering f or 

the entire range''of candidates from- comprehensive schools presented is 

evident from the Board's Annual Reports from 1974 onwards. In these, 

examiners repeatedly draw attentio -n to the following unsatisfactory 

features in scripts: candidates with poor spelling and punctuation; 

candidates unable to express themselves in simple comprehensible 

English; massive'overpresentation of candidates, with many ill-equipped 

to tackle written examination requirements; the lodging of appeals for 

candidates with little hope of Passing. All of which suggests that the 

following opinion had some justification: 

330 



Despite all these indications of an awakening, interest in 
new models of assessment, the academic tradition of a 
written test prevails in Scottish education ... there has 
been no radical change ... the hungry sheep look up and are 
not fed, or else are withdrawn from the system ... without 
speedy implementation of a national system of assessment and 
certification for all pupils, comprehensive education, will 
be in the doldrums throughout the 1980S. 201 

This examination of developments in assessment in comprehensive schools 

prompts the following reflections; 

- teachers in comprehensive schools faced an insoluble dilemma: 

whether to provide success in public examinations for the able 

minority of their pupils (in order- to prove that comprehensive 

schools were succeeding) or to give equal attention to the needs of 

those of average and lesser ability. In other words, there was a 

tension between the desire to educate and the need to certificate 

- comprehensive schools found themselves caught up willy-nilly in the 

contemporary clamour for qualifications in society at large, and thus 

had foisted upon them an instrumental role which militated against 

equality of treatment for all 

- the official adoption of comprehensive education did not imply any 

fundamental change to the system's Iraison d' 6tre and underlying' 

goals, which were related to conventional academic success 

- extended secondary education, by providing equality of access for all 

pupils 
I 
but concentrating on those who could meet academic criteria, 

created a surreptitions form of selection by the curriculum in 

Secondary 1 and Secondary 2, occasioned by the percolating influence 

202 of Scottish Certificate of Education Ordinary grade examinations. 

331 



COMPREHENSIVE EDUCATION IN PRACTICE IN FOUR AREAS OF WEST 
CENTRAL SCOTLAND: AN INSPECTORATE PERSPECTIVE 

Having examined in general terms some of the central developments with 

which schools had to contend as they came to terms with the implications 

of comprehensive education, attention will focus in this section on the 

particular picture presented by schools in the four areas of West 

Central Scotland with which this thesis is concerned. Observations will 

be drawn from a selection of Reports prepared on these areas by members 

of Her majesty's Inspectorate. 

Her Majesty's Inspectors of schools in Scotland play a major 
role not only in the periodic assessment of school 
performance, but in initiating and implementing change, 
especially with a view to encouraging parallel progress 
throughout the country ... there are 113 Inspectors, enough 
to ensure a substantial impact. 203 

It is generally agreed that the Inspectorate occupies an unique position 

in the, education service, in being able to form an accurate picture of 

the day to day work of schools in order to discharge the former of the 

two responsibilities mentioned in the above extract. it is, therefore, 

a reasonable hypothesis that, inspectorate Reports are authoritative and 

reliable accounts of the work of schools. Prior to considering reports 

which appeared post Circular 600, it is instructive brief ly to note 

comments made in reviews of secondary education in the West of Scotland 

one session earlier, by way of setting the later statements in context. 

In general it can be said that, even in areas where an embryonic form of 

comprehensive organisation was in operation, the prevailing ethos and 

modus operandi in secondary education was academic, and geared to the 

aims of the senior secondary school. In the section on Dunbartonshire, 

for example, we find this paragraph: 

it is time to say that the vast majority of schools have 
only a limited aim - the thorough preparation of pupils for 
SCE exams - and few headmasters have as yet formulated any definite philosophy of, education ... If we accept that the 
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aim of most schools is the presentation of as many Pupils as 
possible f or the maximum number of subjects in SCE exams, 
and the number of pupils who pass as a measurement of the 
schools success, then we must admit that this aim is 
generally realised. it is nevertheless a limited aim, 
vocational rather than general. 204 

The report on Glasgow, while complimentary about the city's expanding 

comprehensive provision, pointed to a basic problem in secondary 

schools: 

The contrast 
' 

between paper qualifications and standards of 
teaching is all too often striking. Teachers appear to be 
insufficiently critical of their own methods in a good many 
instances. It may well be that Principal Teachers are 
appointed at too late a stage in their careers when they are 
less willing and less able to accept change readily, and 
consequently their assistants do not receive the help or 
guidance they need. 205 

The qualiýy of leadership in secondary' schools in Renfrewshire came in 

for some trenchant comment: 

The many suggestions offered by the (1959) Working Party 
have not greatly influenced Renfrewshire secondary schools 
... old traditions are clung to without serious 
consideration of other problems and radical rethinking of 
the basic curriculum is unlikely to take place until new 
headmasters take over. 206 

That this approach was being undertaken for 'good' motives is explained 

slightly later,. in a telling snapshot of the atmosphere in many 

secondary schools: 

It would be unjust, however, to leave the impression that 
secondary education is in the hands of wooden 
traditionalists. The schools are doing what the majority of 
the staff believe is in the best interests of the pupils ... There is an underlying feeling that things should not be 
made too easy, and that there is merit in asking rather too 
much of the pupils ... It is doubtful if one can honestly 
say there have been notable developments in teaching 
methods. 207 

A report on Lanarkshire bemoaned the f act that newer techniques of 
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ieaching had not had marked effects'on the work of secondary departments 

in a strictly segregated and unchanging system: 

The general situation throughout the county is much the same 
as in previous years, the majority of senior secondary 
schools providing tangible evidence of successful teaching 
in terms of SCE exam results, and junior secondary schools 
providing courses which reveal few departures from the 
established pattern. 208 

The Inspectors also drew attention to other recurrent features of 

secondary education at that time: didactic, whole class teaching often 

with dictated notes, setting pupils by ability, neglect of practical and 

aesthetic subýjects, few attempts at social education or integration of 

pupils of differing abilities. From these reports, then, it can be seen 

that, on the eve of comprehensivisatiorC'secondary schools in the West of 

Scotland were in general work-orientated institutions characterised by 

uninspired if thorough teaching methods which pushed pupils inexorably 

towards presentation in national examinations. Clearly, the impending 

metamorphosis enshrined in Circular 600 was going to pose formidable 

problems. 

IENSPECTORATE REPORTS 1965-80 

Dunbartonshire. 

The picture which emerges is of a county which made a genuine effort to 

grapple with the problems f acing secondary education and that this 

approach came from the top: 

The Director has been responsible f or most of the work 
concerned with the recruitment of staff. He shows a 
sympathetic and imaginative approach to problems. Under his 
leadership, the morale of the teaching profession has 
greatly improved and relations between staff and 
administrators are cordial. He has regular meetings with 
headteachers at which_. a wide range of topics is 
discussed. 209 
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At the level of catering for the needs of teaching staff as they arose, 

officials in Dumbarton were described as 'an efficient unit'. 

particularly with regard to in-service, in a subsequent report: 

The Authority, in Dumbarton is active in its policy of 
providing teaching staff with as much in-service training as 

. possible, usually in the form of meetings of subject panels, 
working parties and conferences. 210 

The same report stated that headteachers at one such conference on 

guidance in March 1972 expressed themselves satisfied with progress, but 

the inspectors noted that district staff would 'urgently require to 

undertake a detailed appraisal of what had been achieved'. Particular 

praise was reserved for the Authority's initiative in setting up a 

Resource Centre, and appointing a Development officer to provide a 

reference point for teachers who had to cope with the realities of 

raising of the school leaving age. Nevertheless, some comments on 

subject teaching, showed that school staffs had not always responded to 

the challenge of teaching in a comprehensive school: 

English: The Course book - centred lesson is still the norm in 
many classrooms in the County. 

History: Teaching is generally effective but-on the whole in a 
rather conventional manner. 

Modern Changes at P. T. level have deprived departments of the 
Languages: leadership of able teachers, at a time when changes in 

approach and methods are still in train. Even more 
regrettable is the absence of an adviser., 

Art: A working'party report, does not appear to have led to 
experimental work in non-certif icate art courses. A 
change of method and approach is required. 211 

Some organisational features of ý the Comprehensive school, were proving 

slow to integrate: 

The new structure of promoted posts has been introduced, but 
the development of guidance has been slow in most secondary 
schools. The new structure has made less impact than in 
other areas of the Western Division. 212 
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Predictably, class teaching gave the Inspectors cause for concern: 

It is not reasonable to expect teachers with little previous 
experience of mixed-ability secondary teaching to cope with 
classes of between 30 and 40 ... teachers are currently 
grappling with a new teaching situation in physical 
conditions designed for passive class learning by 
intellectually homogeneous groups. 213 

A later report on secondary education in the county drew further pointed 

remarks, this, time about new management structures in schools: 

In a number of schools senior teachers have encouraged or 
initiated interesting experiments, but others have not yet 
come to terms with the demands implicit in the 
responsibilities assigned to them. Many A. H. T. 's. are 
committed to administration or to class teaching, and lack 

2V4 the time or opportunity to develop their ideas. 

This report went on to be critical of the limited effect of the advisory 

service, directorate staf f and assistant headteachers (curriculum) had 

been able to bring to bear on development work despite good intentions 

and hard work, and added that this threw a greater burden on Principal 

Teachers (subject), not all of whom responded appropriately: 

In most schools Principal Teachers assume their traditional 
role of giving guidance to staf f and the organisation of 
resources with responsibility and diligence, but the wider 
conception of the P. T. as departmental manager has not 
always fully been realised. 215 

Methods in Secondary 1/Secondary 2 were dominated by class teaching, and 

in Secondary 3/Secondary 4 the work seen was widely influenced by the 

requirements of Scottish Certificate of Education presentation. The 

Inspectors concluded: 

The considerable extension of the range of pupils involved 
has not been accompanied by a comparable widening of the 
range of teaching methods and resources in use. 216 

An appropriate management structure f or guidance had only been 
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'partially developed' and was lacking in teamwork, even though teachers 

in the guidance f ield were sympathetic and conscientious. Even the 

Curriculum Development Centre, the object of earlier praise, came in for 

criticism: 

The Authority showed foresight in setting up the Centre. It 
is therefore disappointing that conclusions have to be drawn 
about the ef f ectiveness of its operation, and the way in 
which it produces its innovatory materials ... schools still 
have to take full advantage of the services offered and the 
materials produced. 217 

In-service provision came in for praise for its scope but adverse 

comment for its lack of co-ordination. The Inspectorate view of 

developments in comprehensive education as reported in these official 

documents leads to the following assessment: the County was fortunate 

in having a Directorate team which endeavoured to tailor provision to 

the rapidly changing circumstances of the period and maintain co- 

operative relationships with its teaching staff. Nevertheless, work 

remained to be done to translate some of the sound initiatives and hard 

work into fruition in its schools. 

Glasgow 

As is to be expected, District Reports on the city tend to be lengthy, 

but all give a powerful impression of an authority which spared no 

effort, despite formidable difficulties, to assist its teachers come to 

terms with new ideas consonant with its long established comprehensive 

philosophy. - Not long after the issue of Circular 600, the following 

developments took place: a committee under the Depute Director was set 

up to examine transfer schemes in the light of Circular 614; all 

schools were generously supplied with all manner of audio-visual 

equipment; the E. T. V. service established in 1965 was expanded; a 

report on the education-of less able pupils was in preparation; and new 
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appointments were made to the advisory, service. 218 Further evidence of 

the forward thinking of the Directorate is provided by its decision to 

appoint a Steering Committee of Headteachers which, working with thirty 

colleagues, met to discuss the comprehensive school,, the house system, 

the comprehensive curriculum, internal organisation, less able pupils 

and timetabling. 219 However, the pioneering, vocational ly-oriented 

courses devised in the spirit of the -Brunton Report were running into 

difficulties: 

The recurring problem-in courses of this kind is the degree 
of integration that is desirable,. the working out of 
worthwhile contributions from established subjects, and 
matters of organisation relating thereto. Progress has been 
slow ... most' of them cater f or the abler pupils in non- 
certificate courses. 220 

The city's decision to expand the advisory service made an early impact 

on newly-opened comprehensive schools, and those in the process of 

transition: 

Secondary advisers have made a considerable contribution to 
curriculum development and are beginning to initiate 
relevant in-service training ... their impact on 
development has been very great, many new panels have been 
formed. Advisers have produced reports and guidance papers. 
In future they may have to pay more attention to in-service 
training so that the teaching force may be able to ado 
their-advice with confidence in the classroom situation. 22Tt 

One of the early Consultative Committee on the Curriculum papers (The 

Ruthven-Report, 1967) was made the subject of a series of conferences, 

given its major relevance to the comprehensive school, and much 

discussion took place on Secondary I/Secondary 2 organisation, 

timetabling flexibility, orientation and observation and the use of 

group methods. 222 The Inspectorate paid glowing tribute to the 

development in the city of comprehensive education in theory and 

practice made by the Director and three pioneering headteachers of early 
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comprehensive schools, all of whom retired in 1968; the Director's 

service was 'marked by an enlightened enthusiastic dedication to 

education and a constant advocacy of and pressure for extended provision 

and new developments', and the heads were praised f or translating 

'visionary and idealistic dreams into the reality of a school'. 223 

Another factor which contributed to Glasgow's position in the vanguard 

of educational advance was its active. involvement with Her Majesty's 

Inspectors staff: 

In the absence of a parallel machinery of initiation, 
promulgation and advocacy, the Director involved Glasgow 
staff in his policies, until it became a cliche of official 

-utterances -to acknowledge the presence,;, participation and 
even the inevitability of the Inspectorate at the centre of 
educational development in the city. 224 

The results of this partnership, the Inspectors claimed, had beneficial 

effects on comprehensive secondary education: 

It is the general contention of the Inspectorate that the 
Authority can turn to its advisers with growing confidence 
to maintain intensive contacts, with schools ... the 
development of a complex system of committees and attendant 
advisers determined more or less what is taught in schools 
and how. 225 

Turning - their attention to schools, the Inspectors recorded their 

satisfaction with some-headteachers: 

The successors- to, the founder fathers of Glasgow's 
comprehensive schools have made an encouraging start. They 
have not donned the mantle of the great; on the contrary, 
their cool appraisal of the situations in their schools 
makes it extremely probable that comprehensive education may 
change direction not a little. One thing is already 
apparent: ýthe new men are less emotionally swayed by social 
considerations, and will probably intensify their efforts on 
the academic side (in the best sense of the word) - of the 
provision they make. Without seeming to be anything as 
sinister as a -cabal, they operate as, a gregarious team 
pooling ideas and sharing each other's experiences at 

, meetings in other schools. 226 
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Thus the Directorate appeared to be conscious of the importance of the 

criteria on which vacant headships in comprehensive schools should be 

filled. It also took an important step in employing auxiliary 

assistance in all secondary schools in an attempt to free teaching staff 

from routine administrative tasks. Her Majesty's Inspectors commented 

thus on the quality of the auxiliaries: 

The applicants were of high calibre and play a most valued 
role *" They have established their position and make a good 
impression. 227 

Nonetheless Glasgow teachers, even with the impressive degree of 

assistance offered by the Authority on all fronts still experienced 

difficulties with the practice of comprehensive education: 

There is a general reluctance to adopt group methods, and 
difficulties in dealing with mixed-ability. The f ear is 
that the pace of the whole class is retarded, and better 
pupils are insufficiently stretched ... the prevailing view 
is that 'it is simpler to stream ... pressure of exam 
subjects is responsible for a reluctance to adopt the idea 
of 'minority time ... it is proving extremely difficult to 
achieve the integration of subjects in any permanent manner. 
... schools are dominated by the demands of SCE examinations 
and its separate subject compartments. 228 

Other difficulties alluded to in comments on individual subjects show 

the diversity of receptiveness to comprehensive practices: principal 

teachers divided roughly into two camps those eager to embrace 

development work and those who react. with hostility'at the mention of 

the word and are left behind (English); very active work in History 

being translated into good practice in schools; much committee activity 

but questionable uptake of ideas in schools (Geography); slavish 

following of 
I 
the book, attention to the able and consequent disadvantage 

to the less able (Mathematics) . 
229 A subsequent report noted the 

following achievements in the field of secondary education: the 

establishment of a long term approach to problems of education in 
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socially deprived areas; the convening of a committee to co-ordinate 

plans for raising of the school leaving age; and the decision to hold 

regular study conferences (at least two a year) on matters of major 

importance to the changing scene in secondary education. 230 It also 

drew attention to a particular problem facing headteachers in old 

established senior secondary schools as comprehensive pupil intakes 

progressively made their, presence felt: 

The comprehensive intakes in schools like Albert and 
Whitehill have tended to be too much for staffs ... long but 
narrowly experienced staff have devoted themselves to 
getting a very ordinary group of pupils SCE passes ... 
headteachers have had to lead men and women, accustomed to 
matching their colleagues in fee-paying schools in 
standards, into a 'period where the- fate of comprehensive 
schools in the city is likely to rest on them rather than on 
the teachers in comprehensive schools which have already 
made their mark. 231 

Undaunted by these residual pockets of senior secondary practice, the 

authority forged ahead with an even more intensive programme of in- 

service provision of formal courses, annual conferences, study 

conferences, and ad-hoc group meetings, all specifically targeted at the 

comprehensive school: 

The Authority thinks that committee membership is itself a 
form of in-service training. Ten per cent of staf f are 
involved in some f or or another ... in its exploration of 
the concept- and organisation. of the comprehensive school, 
the Authority has been trying to ensure that by means of 

'working parties etc., headmasters in particular become a 
positive thinking force. 232 

After pioneering what was to become guidance by its appointment in 1963 

of housestaff, the Authority decided to undertake a review of its 

current practice in this domain after its introductory period, and, 

further, gave 'active consideration to the overall organisation and 

curriculum planning for raising of the school leaving age' by setting up 
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a -top-level working party to examine the central issues in detail. 233 

However, such was the pace of change and the self -selected range of 

tasks by the Authority, that in the run-up to regional isation, Her 

Majesty's Inspectors drew attention to what it saw as a potential 

hazard: 

Where an authority is deficient in its systematic 
organisation for, development, it has always been a proper 
function of RMI to make this known to the Director, and 
persuade him to remedy the position ... one of the main 
tasks of District staff has been to establish the 
comprehensive organisation for development which a large 
authority needs to stimulate new development and keep its 
service under review. 234- 

Her Majesty's Inspectors pointed out that the Directorate team was 

overstretched, some remits being too heavy, others lacking in unity. 

Nevertheless, the undoubted activity at senior levels produced two major 

local reports: ý 

1. The Green Paper (1971) having been adopted in principle, a small 

committee was setýthe task of reviewing its operation in practice in 

a sample of schools to assess the overall quality of school 

management. The overall conclusion was 'cautious movement', but 

showing considerable progress in exploiting the potential of 

management, with as yet more concern with immediate practical issues 

than with long term policy planning. Communications and delegation 

had been inadequately addressed.: 

2,., A sub committee on comprehensive education was set up in April 

1972'to make a full study of all aspects of secondary education and 

report to the Authority as it deemed advisable. Under the 

leadership of the Depute Director and adviser in secondary 

education, the group produced a report (after visits to schools in 

the city, 
- 

in England, and wading through in excess of thirty 

educational reports) which crystallised its findings in fifteen 
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principal recommendations to headteachers, covering organisation, 

communications, curriculum, discipline, staffing, links with parents 

and outside agencies. 235 

In their accounts of the developing picture of secondary education in 

Glasgow, the Inspectorate, while not ignoring the difficulties and 

setbacks Glasgow had to face create a picture, which depicts in senior 

officials a genuine concern for educational advance, and no reluctance 

to confront the problems inherent in comprehensive education. The 

Authority, having once committed itself to development, provided its 

teachers with opportunities to become involved in the initiatives it 

stimulated. In Glasgow there certainly seems to have been plenty of 

goodwill matched by much hard work in an attempt to deepen understanding 

of and provide guidelines for the complexities of the comprehensive 

school. The evidence suggests, however, the achievement of these 

intentions seems to have been rather uneven. 

Lanarkshire 

A similar -willingness to tackle the implications of comprehensive 

education was not evident in Lanarkshire. An, early Her Majesty's 

Inspectors Report commented on the county's 'poor-image' as an employer, 

caused in no small degree by its apparent isolation from schools, a 

factor which was to be remedied ý by dint of Her Majesty's Inspectors 

pressure: 

... curricular development within the county has not 
hitherto been co-ordinated by the Authority; nor has\there 
been much attempt to arrange for consultation with teachers 
at county level. This session, however, 'the Director has 
agreed that to this end Development Committees should be set 
up in most subjects of -the secondary curriculum; and 
detailed arrangements have been worked out by consultation 
with HMII. 236 
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The establishment of these committees to identify aspects of-subjects in 

need of development and of f er advice to the Directorate staf f clearly 

represented a major breakthrough: 

It had been hoped that during the past ý session conferences 
of secondary Headteachers would be held to discuss the 
internal organisation of the comprehensive school; but, for 

a variety of reasons, it was agreed after discussions with 
the Director, that the time was not opportune for these. 
Instead it has been agreed that next session the Authority 
will convene a series of conferences ... at which a variety 
of organisational and curricular aspects of secondary 
education will be discussed. 237 

Given that Circular 600 was issued in 1965 it is interesting to reflect 

on why the Director felt it inopportune to discuss its repercussions at 

school level, when-- a strong lead from his staff was called for to 

initiate such activity. , The District Report for 1967-68 had to record 

that the authority had been 'disappointingly slow' in setting up the 

appropriate- machinery to stimulate curriculum development and provide 

schools with guidance on various aspects of comprehensive education, and 

provided this explanation and account of its consequences: 

The reasons for the Authority's inaction in this respect are 
many and complex but ... the principal factor is the lack of 

-sufficient administrative staff to run an organisation as 
big and important as Lanarkshire educational system with 

, vision and efficiency ... the present administrative 
complement (of four) ... is so deeply involved in the day to 
day administration of the system that none of them is able 
to formulate an overall educational policy, to ensure co- 
ordinated progress on the major educational developments of 
the day, or to maintain adequate contacts with teachers ... the results ... are that schools are uncertain of the 
direction in which they should develop ... such developments 
as take place are halting-and haphazard, and the educational 
administration is viewed with suspicion and antagonism by 
teachers and parents alike. 238 

Given that no committees had been set up-(despite persistent advice from 

Her Majesty's Inspectors) to examine secondary education, no conferences 

had been arranged, no subject advisers appointed, the implementation of 
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comprehensive education ý was lef t to develop with no terms of ref erence 

for schools: 

... as the various problems unfold, each headteacher is left 
very largely to his own resources in f acing them, and no 
coherent strategy or guidance on the part of the authority 
can be discerned . ".. a very serious case can be made for the 
appointment of a professional educationist charged in the 
f irst instance with the development of secondary education 
along comprehensive lines. 239 

The lack of authority initiative prompted members of the district 

inspectorate, team ý to conduct, an inf ormal 'survey with Lanarkshire 

headteachers 'of where they were, and where they intended to go with 

regard to comprehensive education' in early 1968.240 Not surprisingly, 

the -picture which emerged was marked by glaring diversity of practice 

with a marked reluctance to jettison'the trappings of selectivity, the 

inspectorate intervention having been the first time many heads had had 

the opportunity to broach the issues, involved in'comprehensive secondary 

education. Her Majesty's Inspectors commended such headteacher 

initiative as was found, ' 'and the obvious enthusiasm and heightened 

morale which teachers'participating in the Curriculum Development 

committees, displayed,, but such ef forts seemed condemned to exist in a 

policy vacuum: 

What has been missing, as in previous ýyears, has been any 
overt sign on the p, art of the Authority that they accept the 
need for educational advance or are prepared to establish 
the machinery necessary for it . ý.. the consequences of the 
County Council's policy are frightening ... one can only 
look forward to a further period of maladministration, 
inefficiency, 'inadequate planning and friction with 
teachers. Teachers will become increasingly frustrated b 
absence of county policy on important educational issues. 24T 

However 
1. 

bleak the 
- 
prospects 

I 
for comprehensive education, given such a 

lack of policy and absence of any lead from the authority, Her Majesty's 

Inspectors reported a further serious obstacle: 
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HMI have found a wide range of reactions among Headteachers 
to ideas expressed in C600, C614, the Ruthven, Report and 
Guidance in secondary schools. Very few wholeheartedly 
accept the views of the comprehensivists ... the majority, 
while conceding the need for organisational and curricular 
reform especially in the context of the comprehensive 
school, are quick to put forward reasons for not introducing 
changes at present ... a considerable number of heads have 
told HMII that they have no intention of making any changes 
in their schools until the Director lays down a policy on 
comprehensive education. 242 

Indications that teachers would have to look in vain f or help in 

implementing the comprehensive policy imposed on them by the authority 

could only have been reinforced by its delay in distributing to schools 

the bulletins and reports produced by the Curriculum Development 

committees. The 1969-70 Her Majesty's inspectors Report243 was the 

first to testify to encouraging signs of change (more administrative 

assistants for schools; the decision to buy a Teachers' Centre; 

publication of a series - of - Staff Papers and Advisory Newsheets; the 

appointment of more senior staff-to the authority; an increase in in- 

service provision), but the praise was somewhat diluted by criticism 

that the benefits accruing were dissipated through lack of co-ordination 

and poor communications by the Directorate:, 

The slow progress made must again be largely attributed to 
the failure of the administration to offer guidance and 
leadership in tackling the many problems arising from the 
implementation of comprehensive education. In particular, 
no attempt has yet been made to bring together some of the 
able headteachers in the county to help in formulating 
advice and policy for their colleagues on the basis of 
experience gained in their own schools. Thus interesting 
developments in 'individual schools are unknown to the 
majority. 244 

In fairness, however, the Director did produce a paper containing his 

ideas on the operat 
I 
ion of the House System in comprehensive schools 

which appears as an appendix to a Her Majesty's Inspectors' Report. 245 

This departure from normal practice provided a note of encouragement for 
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teachers in comprehensive schools who had to deal with a repetitive 

failure on the authority's part to bring developments, once agreed, to 

fruition. One Inspectorate Report begins by enumerating areas in which 

changes expected did not materialise - the advisory service; the 

Teachers' Centre; working groups on raising of the school leaving age; 

publication of the curriculum papers emanating from subject committees; 

lack of any formal in-service training. 246 In such circumstances of 

drift, new thinking on developments arising from comprehensive education 

- and raising of the school leaving age - could hardly make the desired 

impact on school staffs, and the inevitable conclusion was drawn: 

it is evident that many schools have a very great deal of 
fundamental rethinking to do about school, organisation and 
staff functions in relation to the aims and objectives of 
comprehensive education. 247 

Even when the advisory service was expanded the following session, the 

response to adverti 
- 
sements was so disappointing both in quantity and 

quality that only a few appointments were made, the others being re- 

advertised. 248 Planning for the Teachers' Centre and Resources Centre 

in a local college was described as 'fitful', and Her Majesty's 

Inspectors recorded the fact that there had been continuing complaints 

from teachers about poor communications with and a lack of consultation 

by the Directorate staff. 249 it is hard to escape the conclusion that 

public relations did not constitute a feature of the decision making 

process at senior levels in the educational administration. As a 

consequence of the authority's failure to provide adequate in-service 

opportunities for teachers, despite evidence that many wished to 

participate, and to devise an efficient means of co-ordination and 

development of the organisational and curricular aspects of 

comprehensive education, no policies emerged on the following key areas: 
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pupils with learning difficulties; raising of the school leaving age; 

assessment; and internal management functions (in the light of the 

Green Paper). 250 When a major expansion of the advisory service was 

finally effected, the advance, though welcome, was marred by the fact 

that advisers' duties were not clearly defined, all the more regrettable 

since the ultimate incumbents of the posts were of good calibre and 

willing to tackle the backlog of development work which awaited them. 251 

Indeed, it is no exaggeration to say that, at the time of their 

appointment six or seven years after the issue of Circular 600, major 

problems relating to all the principal implications of comprehensive 

education had yet to be confronted. As the Inspectorate put it: 

The whole question of organisation and management seems to 
be of concern in all secondary schools. 252 

Lanarkshire provides a stark contrast to other areas in West Central 

Scotland in its reaction to the implementation of Circular 600. Its 

repercussions were analogous, yet, notwithstanding the county's endemic 

buildings and staffing difficulties alluded to earlier, there seems to 

have been an unwillingness on the part of Directorate staff to become 

involved. -Indeed, the Inspectorate Reports give a strong indication 

that the Director had to be 'pushed" into action on a number of glaring 

deficiencies which could only make comprehensivisation even more 

difficult to achieve: no strategy or co-ordination for development; 

poor communications with schools; . failure to act upon what 

recommendations were made. While sympathetic to the Inspectorate's 

explanation of insufficient senior administrative staff, it is difficult 

not to conclude that this was only part of the reason for the manifest 

inaction. An underlying factor appears to have been the Director's 

hostility to the comprehensive principle, to which allusion has already 

been made. indeed, the case of Lanarkshire provides an interesting 
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study of the effect of a political directive (Circular 600) on the 

education service. From the evidence presented in this study it appears 

that the Director had a definite sense of mission which caused him to 

follow his educational principles rather than simply yield to government 

pressure to go comprehensive, which he did not see as necessarily 

appropriate. Had schools not had the support of the Curriculum 

Development Committees, they would have operated in even greater 

isolation than they did at this time of educational ferment. That 

ferment, and the Directorate response based on expediency rather than a 

calculated policy on comprehensive education, could only have hindered 

educational progress even more in a county which did not have its 

problems to seek in the sphere of secondary education. 

Renfrewshire 

A Report written in the late 1960s suggested that education in 

Renfrewshire was in the hands of a Director with insight and a sense of 

purpose: 

The Director has done af irst rate job. A shrev., d, clear 
thinker, but quick-tempered, and occasionally, as he is 
extremely jealous of his own position, his decisions are 
unduly affected by what he sees as unwarranted interference 
by the Department. 253 

it went on to praise the work of enthusiastic subject organisers and the 

generous supply of equipment to schools, both of which had contributed 

to 'a more propitious climate of opinion' in the County. Certainly, as 

regards comprehensive education, a conference-, was arranged at Eastwood 

High School in April 1968 addressed by eminent speakers, and a committee 

of headteachers was set up to study and report on comprehensive 

education in operation in other parts of Great Britain. On the 

management side, most secondary heads were sent on a course at Moray 
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House College of Education. The picture to emerge from observations in 

the Report on subject teaching was encouraging: the inevitable comments 

'conservative attitudes', 'little experiment' were more than matched by 

mention of steering committees of teachers, broadsheets and subjects 'on 

the move'-. 254 Such was the interest in and action on developments in 

secondary education that the Inspectors closed the report by saying that 

Renfrewshire was 'educationally one of the most progressive counties in 

Scotland'. 255 Subsequent Inspectorate judgement indicated that the 

Directorate had made the changing pattern of secondary education a 

priority: two teachers' Centres were inaugurated; a rapidly developing 

and co-ordinated plan of in-service training had been devised; steps 

were taken, to foster links, between the primary and secondary sector; 

experience gained from implementing 'Brunton-type' courses was to be 

used to produce a county policy for the imminent raising of the school 

leaving age. 256 Mention was made of favourable developments on the 

subject front and the, general 'awareness of change', indicating that 

education in the county was 'in a healthy state'. 257 This complimentary 

account of the manner in which the Directorate reacted to the 

implications of comprehensive education was set in context by a later 

observation: 

Conflicting views and clashing personalities of the Director 
and his staf f prevent the realisation of harmony of which 
working as a team they would be capable. 258 

Such apparent disharmony notwithstanding, there was evidence of a clear 

rationale in the administration: in-service was the responsibility of 

the Depute Director, and a small committee' was set up to oversee 

secondary education; developments in' the field of guidance were 

progressing and a series Of Bulletins on its various aspects was 

distributed to schools; preparations for raising of the school leaving 
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age-were directed by a steering committee of Headteachers and Advisers, 

and a final report was due in 1972' after trial and evaluation of its 

ideas in schools. 259 Moreover, early signs were that the new structure 

of promoted posts established by the Green Paper was being assimilated 

into comprehensive schools with a minimum of friction, heads being freed 

by the new posts from routine tasks, and thus able to concentrate on 

policy and planning. 260 A major Inspectorate Report made reference to 

the county's problems in effecting a rapid move towards the 

reorganisation of secondary education on comprehensive lines, given the 

two-tier pattern that the Director had persuaded the county to adopt. 261 

A high proportion -of older ý school buildings, the Inspectorate claimed, 

was inflexible, - for the requirements of comprehensive secondary 

education, with the resulting, tendency to concentrate on whole class 

teaching, which did not provide adequate support for less academically 

inclined pupils. 262 The industrious commitment to and energetic 

promotion of curriculum development by the advisory service were not 

paralleled by uptake in schools of the new trends discussed at in- 

service courses: 

much thought has been devoted to determining the needs of 
teachers and how these can be satisfied. It is 
disappointing to note, then, that although courses have 
usually been viewed as useful by teachers, they appear to 
have had little impact to date in many schools ... it is 
clear that the authority, directly and through the advisers, 
have spent much effort and achieved a great deal in trying 
to provide the means by which educational development may 
proceed. It now needs to seek out the reasons why results 
do not, however- more completely reflect the stimulus they 
have provided. 243 

Commenting on the crucial role of principal teachers (subject) and 

assistant headteachers (curriculum) to development, and the fact that 

the level 
I 

of leadership from both groups was variable, the Inspectors 

drew attention to a 'transitional' obstacle to Progress in comprehensive 
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schools: 

Many schools are still staffed by teachers with experience 
in the former selective system. They feel most competent 
and secure in work the aims and content of which have been 
defined for them by past experience ... teachers are now 
faced with the problems of adapting techniques to meet the 
whole ability range . .. this points to a widespread 
unfamiliarity with the extended range of courses now to be 
found in most schools. 264 

In addition, the two-tier system was causing a particular problem - 

concentration in the junior high schools on the able, potential 

certificate pupils to the detriment of the others: 

It was clear that teachers had not yet fully adjusted to the 
aims of the comprehensive system, nor to the approach 
generally agreed to be appropriate to achieving them ... 
there were few signs of the employment of alternative 
methods to class teaching ... schools employed methods of 
organisation (broad banding and streaming) to cater for the 
promotion requirements of senior high schools. 265 

Inspectors also commented on the disparity between 

Directorate/advisorate efforts to devise courses suitable for raising of 

the school leaving age pupils, and the extent to which schools had 

exploited their potential, with interesting work the preserve of a small 

number of teachers with imagination: ' once again the tentacles of 

Scottish Certificate of Education examinations gripped curricular 

provision. Earlier encouraging remarks about guidance systems were now 

tempered by observations on their continued development: variation 

between schools caused by the priority accorded by the- headteacher; 

more emphasis on curricular/vocational' than personal aspects; 

inadequate definition of the duties of promoted post-holders; problems 

of communications. 266 

Despite these critical comments, however, the Inspectors had confidence 

also commented on the 
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that the shortcomings would be accorded appropriate attention in what 

they saw as 'an educationally progressive authority': 

The authority have an Education Committee, Director of 
Education and other senior officials who have shown courage 
and initiative in initiating development, who have proved 
themselves to be enlightened and progressive in their 
approach to education, and who are determined by their 
combined efforts to keep Renfrewshire in the van of 
educational thinking and practice. 267 

The implication was that even more effort from -teaching staffs was 

required in order that the educational potential of the support they had 

been given could be realised. 

All local authorities had no choice but to implement Circular 600, and 

all faced similar problems - staffing school-building programme, the 

strictures imposed by government, funding levels, etc. Yet the 

inspectorate Reports provide a revealing insight into the varying 

responses to the implementation of the Circular after its adoption as 

official policy: Dunbartonshire made an earnest attempt to grapple with 

the educational implications; Glasgow spared no effort to help teachers 

in its forward-thinking_ commitment to development; Renfrewshire showed 

an awareness of teachers' needs and was innovation conscious. 

Nevertheless, it is clear that there were variations in the gap between 

good intentions and their translation into practical achievements in 

schools. only Lanarkshire of the four areas under review left schools 

almost entirely on their own to cope with comprehensivisation, what was 

provided in the way of assistance being too little too late. It has 

already been claimed in this thesis that Directorate staff were 

overwhelmingly absorbed by the administrative aspects of 

comprehensivisation, and unable to devote much thought to its 

educational repercussions. The Inspectorate reports have shown that, 
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even where a conscious effort was made to provide leadership for 

schools, the principal concomitants of a comprehensive policy for 

education mentioned earlier in this chapter still proved difficult to 

integrate into the educational system: what turned out to be massive 

demands on the existing system resulted in teaching staff having to 

devise coping strategies, while attempting to resist the pull of old 

habits and practices. The enormity of the implications of comprehensive 

policy encountered the hard realities of schools in the West of 

scotland, and resulted in large measure in a pragmatic response to 

exhortations to change. What had been expected was change of a kind and 

to a degree that only a minority of committed enthusiasts was able to 

deliver. The cautious majority responded to innovation in a way that 

did not seriously threaten established practices. 

THE MID 1970s CRISIS'OF CONFIDENCE 

From about 1973 onwards, it gradually became clear that all was not well 

with comprehensive secondary education. A mounting disquiet manifested 

itself both among educationists and in bodies with a vested interested 

in educational development. A debate on education in the S. T. U. C., for 

example, contained thiS extract: 

Even with the comprehensive system in existence 
' 

at the 
moment there is still a split between academic and non- 
academic pupils, so we still have a problem in respect of 
equality of opportunity ... all pupils do not get their 
moral and social right to an equal education. 268 

The following year, another speaker gave the following account of the 

consequences of the failure. of comprehensive education: 

The situation today in most of our comprehensive schools is 
a blackboard jungle ... this is a sad ref lection on the 
reputation of the Scottish educational system ... a 
comprehensive system has been introduced and on top of that 
RSLA to 16 ... , 

the end result is that children consider themselves to be prisoners ... a considerable number of 
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pupils, have in fact opted out. 269 

Various explanations were offered for this unsatisfactory state of 

af f airs. One academic observer opined that 'progressive' thinking had 

not dislodged the traditional image of teachers and teaching, but had 

succeeded in causing uncertainty: 

Education is marked by conflicts ... many of the 
difficulties occur as a result of the need to bring about a 
change of attitude in the minds of those responsible f or 
education ... there is a confusion about aims ... education 
should aim to educate the individual to make his own choices 
in a changing society and develop him to the highest level 
of his capabilities. 270 

From the practitioners perspective, the retiring EIS President argued 

that there had been too much change, externally inspired, which had 

destroyed much of value, while playing on the goodwill of teachers: 

... f or the last ten years the educational world has been 
in a ferment of change ... faced with the extravagant claims 
of enthusiasts, of headteachers, of administrators climbing 
on the bandwagon of seeming progress, it is the duty of 
teachers to stress the value of the existing before it is 
swept away by the novel and fashionable ... part-truths 
exaggerated to the level of dogma and slogan thinking, (and) 
a false idea 

.' about equality have led to some distortions of 
curriculum and method ... in all areas of education there is 
dissatisfaction. The immediate future is one of extreme 
agitation and unrest. 271 

Simultaneously the press, both Popular, and quality, began to carry 

articles of varying degrees of sensationalism which pointed to the 

perceived crisis in schools, which was portrayed to the public as 

characterised by indiscipline, violence, truancy and, not surprisingly, 

teacher-stress. The leitmotif which pervades many of the articles is 

that comprehensive education and raising of the school leaving age were 
272 to blame. Even allowing for Journalistic. exaggeration, it must be 

said that the newspaper coverage presented a disturbing picture. A more 

balanced account was given by one commentator: 
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The Labour Party's obsession with' comprehensive education 
has been with bricks and mortar ... we have created a 
society in which education is compulsory for all, but we 
have yet to ensure that it is meaningful for all. The 
Labour Party has been too concerned with institutional and 
structural change. They have not devoted enough attention 
tot take teachers with them in the move 

-to 
comprehensive 

education. 273 

It is ironic' that R. F. MacKenzie, the quintessential comprehensivist, 

was dismissed from his headteacher's post in 1974 'for trying - but 

failing - to take his staff with himýin his pursuit of the comprehensive 

principle. In a telling comment on his dismissal, however, the 

potential' of the Scottish educational 'system to embrace change was 

described in these terms: 

He has pursued his career in the state sector of education. 
Thus, he has imposed self -limitation on the s eed and the 
extent to which he could introduce innovation. 

Rl 

Experiment, the article went on, had to be conducted in 'controlled 

areas' and have regard to 'conventional educational needs'. Coupled 

with this depiction of secondary education in disarray, went the 

assertion that comprehensive education and the philosophy it enshrined 

had brought about a decline in standards. 275 Some evidence, however, 

indicated thaCComprehensive education in Scotland had not brought about 

the alleged deterioration. One study, for example, concluded that the 

reorganisation. of education on comprehensive lines had made little 

significant difference in patterns of attendance and solving social 

difficulties, and that educational output had remained much the same as 

it would have been., 276. In a specifically Scottish context, a research 

study already mentioned produced two important findings: 

There was no indicationthat the considerable changes in the 
degree of comprehensive entrant in Scotland from 1970-74 had 
resulted in any appreciable changes in standards or 
attainments as at age 14 ... changes in comprehensive 
education appear to have had little measurable effect as yet 
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on the inter-relationship between home and school and 
between attainment and attitude. 277 

Such positive evidence, however, had little impact on attitudes. The 

HAS put forward a motion at one of its annual conferences that teachers 

should take a form of industrial action by not co-operating with the 

Scottish Education Department and Scottish Certificate of Education 

Examination Board to draw attention to the unsatisfactory situation in 

schools. The motion was defeated, but in putting it forward, the 

proposer said: 

Comprehensive education was introduced without adequate 
planning, and the vast experiments in-curriculum development 
and in-service training, however desirable in themselves, 
have increased the strain on teachers ... the job of 
teaching is infinitely more difficult because of the demands 
of society ... tired, worried teachers cannot teach. 278 

The Association was so concerned with the prevailing ambiance in 

comprehensive secondary schools that it conducted a survey of its 

membership to assess the strength of feeling. The published findings 

contain this conclusion: 

The essential point, however, is the existence of a widely 
held conviction that the system is over-extended ... the 
increase in the number of secondary pupils, problems arising 
from RSLA, the complexity of the organisational structures 
of comprehensive schools, the speed of change in curriculum 
content and method create demands ... which must be matched 
by a commensurate allocation of financial resources. 279 

The booklet went on to call for 'an authoritative statement' on the role 

of the secondary school, which, it claimed, was, in a state of confusion 

in the minds of theorists and practitioners alike. Two years later, in 

a talk to his colleagues, a prominent HAS official summed up feelings, 

and called for a brake on innovation: 

Politically, economically, sociologically and above all 
educationally, MPs reached f or the moon ... teachers are 
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dissatisfied with what they are doing with their pupils ... 
let staffs get their ideas in order and let it be known that 

schools alone cannot be the saviours of mankind. 280 

There was thus a general feeling that the well-intentioned motives 

behind the introduction of comprehensive secondary education had 

encountered a situation in schools and inhibiting factors in society 

which militated against their easy attainment. Apparently, schools were 

suffering from overload caused by imposed changes and were beginning to 

run out of steam. 

The situation in the West'of, Scotland in this difficult period of 

educational development is well-chronicled in a series of General 

Reports on the Western Division compiled by the Inspectorate. In the 

introduction to the first, the Chief inspector, after acknowledging the 

'educational malaise' which had affected education in the area, went on 

to stress how educational development was at the mercy of two almost 

insuperable difficulties: staffing and the socio-economic background of 

many schools: 

It cannot be too often said: you get no change from 
discussing the principles of assessment or staff management 
with a headteacher who has a 10% staff shortage, a pupil 
drop out rate of 95% at S4 and a rate of absenteeism at 
twice the national nor'm. 281 

The Report itself, after cataloguing the changes which the education 

system had had to absorb from the onsetýof comprehensive reorganisation, 

conveyed a picture of their unsuccessful implementation in the face of 

declining teacher morale: 

in recent years teachers in the West of Scotland have faced 
changes in the organisation of secondary schools which must 
inevitably influence the development of the curriculum and 
guidance of pupils. There was little evidence that these 
major organisational changes have made a salient impact on 
the secondary curriculum this session. 282 
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However, the following session proved even less satisfactory. The EIS 

produced a statement of '5 Principles' concerned with class size and 

other aspects of conditions of service, as a result of mounting teacher 

discontent. In the event, this was the prelude to the year (1974-75) of 

'troubles', with a succession of work to rule, one day strikes and rota 

strikes, not helped by Strathclyde Regional Council's uncompromising 

stance on the matter. 283 In view of continuous teacher militancy, part- 

time education and absenteeism on a wide sc ale of which mention was also 

made by the Inspectorate, it is not surprising that HMI's encountered on 

visits to comprehensive secondary schools, an atmosphere not conducive 

to educational advance: 

As will emerge from the report, the session just begun has 
been an undistinguised one from the point of view of real 
educational progress and curriculum development. In 
particular ... change in organisation has not been generally 
accompanied by a comparable revolution in the style of 
teaching adopted in secondary schools. 284' 

Although teacher militancy abated with the acceptance of a teachers' 

contract and a salary increase recommended by the Houghton Committee, 

Inspectorate accounts in the two succeeding sessions continued to be 

critical of a whole series of familiar problematic areas: mixed-ability 

teaching, provision for non-certificate pupils in S3/S4, the operation 

and function of management structures, styles of management and a marked 

absence of educational philosophy or indeed discussion of educational 

matters in comprehensive schools: 

So f ar as curriculum development is concerned, it must be 
said there are schools in which very little in the way of 
fundamental thinking takes place, or where curriculum policy 
is at an early stage of development, or where curriculum is 
considered in the narrow sense of periods per subject, or 
where schools have little engagement with the curriculum and 
are simply waiting for Munn and Dunning. 285 
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Nor could even those schools attempting to give thought to the quality 

of their work with pupils look to Strathclyde Region for assistance: 

Curriculum development is probably the area in which least 
progress has been made, mainly due to a lack of direction 
and effective leadership from the Depute Director in charge 
... (there is) an absence of any clear rationale for the 
region as a whole ... it is impossible to avoid' the 
conclusion that the whole process of curricular review and 
development within Strathclyde had at best marked time for 
the year, if it has not been quite firmly set back. 286 

It is a truism that change in education does not happen overnight: in 

common with other bureaucratic organisations, schools are notoriously 

slow to change. Change increases workload, causes insecurity and 

confusion. Yet, it appears that in 1977, more than a decade after the 

adoption of comprehensive education, comprehensive schools in the West 

of Scotland had not responded with notable success to the climate of 

opinion which had urged change and a search f or more ef f ective methods 

of education. Despite the vast sums of money expended, and the 

praiseworthy efforts of many well-intentioned individuals two results 

had been achieved: many teachers were disillusioned because their 

established waysýhad been disrupted without any strategy or set of aims 

to take their place; considerable numbers of pupils too, the ostensible 

object of all the effort, were patently disaffected by what schools had 

to offer them. Perhaps too much had been expected. At all events, it 

would-not'be unjust to say that only token concessions had been made by 

schools in response to the impetus for a change of emphasis. 

The comprehensive school seemed poised, between af ormer system of 

education to the trappings of which teachers Still clung, and the 

emergence-of a different model which rejected its predecessorts values 

and principles as inappropriate and untenable. Clearly, an alternative 

ethos for secondary education was required, as a member of the 
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Inspectorate'noted: 
I 

There has been during the past decade or so plenty of 
progress of an administrative and organisational order ... 
it has been essentially provisional and superficial, it has 
not penetrated to the heart of the darkness"''... there are 
strikingly few new ideas being generated by the system which 
promise some sort of solution even in the 'next decade ... 
the events of the 70s suggest that what schools are prepared 
to offer is not all that popular with the consumers ... 
inevitably I am led to conclude 

" 
that we require to 

recalculate the terms on which compulsory education may 
continue to survive. 287 

INITIATIVES FOR REFORM 

The years 1977-80 were dominated first by the expectation, then the 

publication of the findings of the munn, Dunning and Pack Committees, 

which had been set up in the'mid-1970s to inquire into three aspects of 

comprehensive secondary schools (curriculum, assessment, discipline) 

which were giving cause fýr'concern.,. Throughout'these'three years there 

was some reaction to the theoretical principles on which the reports 

were based, but most of the debate centred on the practical implications 

of these principles. It', is outwith the scope of this thesis to examine 

the three reports in detail or to assess their subsequent effect on the 

development of comprehensive 
"secondary 

education. An attempt'will be 

made, however, to relate the events 1977-80 to the foregoing discussion 

in order to give some impression of reactions, and assess what progress 

had been made by 1980 in using the recommendati'ons''of the reports as a 

basis for the formulation of solutions to-týe problems besetting 

secondary schools. 

The Munn Committee exýlainýd its rAson'd'6tre'in these terms: 

There is considerable lpýblic professional-concern that 
adequate solutions have not 

, 
yet been found to many of the 

curricular problems posed by the introduction' of 
comprehensive education 

, 
and the raising of the school leaving age. Criticism from outside the "system and 

361 



pressures f rom, within it both point to the need f or change 
and for the design of a curriculum for S3 and S4 which will 
provide pupils with a more effective education for life. 288 

Its sister committee saw its remit as updating the existing national 

assessment system to bring it in line with the demands of its consumers 

from comprehensive schools: 

The SCE '0' grade has become to a large extent a casualty of 
its own popularity. It was set up to service a minority of 
pupils and, by and large, in relation to those pupils, it 
can be said to have done so with a fair measure of success. 
it was not designed to provide for the substantial group of 
pupils who are now being presented. ... we are not happy 
about the narrow aims, inappropriate emphasis and frustrated 
aspirations which arise in this situation. 289 

The Pack Committee saw the rationale for its inquiry as a disgruntled 

teaching force and disaffected pupils in comprehensive schools: 

Some pupils felt themselves trapped by RSLA ... many 
teachers felt themselves trapped, in another sense, by the 
change to comprehensive education - teachers who had chosen 
their careers under a selective system and who now 
experienced the need for expertise for which they were not 
well prepared., The sudden increase. in the number of 
promoted posts in schools led to a rapid turnover in staff, 
with consequent unsettling effects in secondary schools. 
there has been extensive part-time education ... since we 
began our work there has been a teachers' strike ... All 
factors that break the habit of regular attendance or lead 
to the question of its relevance operate in favour of 
truancy and indiscipline. 290 

As the three committees were nearing the completion of their tasks, a 

conference was arranged in Edinburgh in September 1976 under the joint 

auspices of the EIS, COSLA and 'The Scotsman' newspaper to bring 

together interested parties to debate the problems besetting secondary 

education. The organisers of the conference, appropriately entitled 

'SIGNPOST FOR EDUCATION', hoped that it would, in the words of the 

Chairman 'have a reasonably lasting influence on the direction of 

Scottish secondary education', and thus the overarching theme was to be 
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'what Scotland of the future requires of the secondary education 

system'. The opening address was delivered by the Secretary of State 

for Scotland, and, the following extract aptly summarised the problems 

which which the committees were grappling and also indicated the 

challenge facing them: 

I believe it is no accident that as comprehensive education 
has spread, so more young people every year have stayed at 
school in order to get academic qualifications. At the same 
time this very system has highlighted some problems ... 
schools have to work within the framework formed by the 
curriculum structure and the national examination structure. 
This framework may at times appear to constrict and distort 
the educational provision needed for some groups of pupils 
... it is our duty at a national level to see to it that the 
framework is as flexible as possible. It must accommodate 
the needs of all pupils, and take account of economic and 
social change ... the aim must be to enable every pupil to 
achieve his or her full potential: we cannot afford to waste 
our human resources. 292 

It is interesting to note in this extract two points: the definition of 

the comprehensive school had not substantially altered - an institution 

to which more youngsters go to gain academic qualifications so that the 

nation's economy may benefit to the full - and the implicit admission 

that after a decade all pupils were manifestly not achieving their full 

potential. In the event, 'the three committees reported a year later. 

As is normal practice, 'after the publication of official reports, 

interested bodies were'invited to comment. The evidence relating to 

responses is conflicting: the Scottish Education Department view was 

that the responses 'lacked unanimityl; 293 a S. C. R. E. survey conducted 

among one in three Scottish teachers found 'wide support' for the 

central recommendations; 294 a recent study of, the reports described the 

reaction is 'ranging from enthusiastic acclamation to withering 

condemnationi ; 295 an O. E. C. D. report claims the reports received 
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'general and wide support' and gives this explanation to account for the 

acclaim, given that Government 'lacks the power to impose reforms': 

In our view there are several reasons for this general 
acceptance: first, there is a widespread belief that the 
Munn and Dunning proposals will improve the comprehensive 
school, and help it to cope with the problems which led to 
the setting up of the committees ... the Munn proposals 
emanated from a group fully conversant with sentiments 
outside Government circles. Secondly, the proposals 
accorded well with the tradition of a broad, liberal 

education in Scotland. Moreover, the underlying philosophy 
reflects some ideas of the much admired Report on Secondary 
Education, which is well remembered by most senior 
inspectors, headteachers and teachers. Thirdly, Scotland is 

a relatively small country in which LEAs confer extensively 
with one another ... local authority consensus is 
undoubtedly the most weighty factor. 296 

It is not known whether the OECD inspectors who conducted the survey on 

which their final -report was based were familiar with the contents of 

the 1947 Advisory Council Report or with the reception accorded to it 

(Chapter Three). Taking their statement at face value, however, to make 

such a parallel did not augur well for the fate of the 1977 Reportsi 

Moreover, there is evidence which suggests that not all 'sentiments 

outside Government circles' concurred with the view that the 

recommendations would solve the problems of the comprehensive school. 

Indeed, a number of observations indicate that a significant body of 

opinion held them to be inherently divisive and thus antipathetic to the 

comprehensive principle. 297 While, for example, the HAS gave the 

Reports ' qualified acceptance', the AUT 'welcome the general tenor of 

the conclusions and recommendations of both reports', the CBI 'accepted' 

Dunning and thought that Munn would provide 'the basis for a complete 

and radical review of the curriculum', and COSLA 'welcomed' Munn and 

'agreed in principle' with Dunning, other important bodies disagreed. A 

submission from the NAS/UWT contained this less than optimistic 

forecast: 
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We are afraid that good classroom teachers will desert the 
chalkface to perform Parkinsonian tasks in education which 
will have little real benefit for teachers or pupils. The 
underlying ideas are admirable, but the bulk of the work 
will devolve on the unfortunate class teacher who already 
has enough to do. The proper implementation of the 
recommendations in these reports would cause a massive 
upheaval ... if there must be upset, let it be with some 
point. 298 

The EIS, for its part, was not sanguine about the report's potential for 

improvement: 

Here is no clearly thought out strategy for radical reform, 
but rather a series of recommendations which are left to be 
interpreted as liberally or illiberally as one pleases, and 
which call for more work and study ... the central issue to 

which one is f orced back is the need to provide a more 
satisfactory education for the substantial number of 

children for whom the present system is unsuitable - for 

many wildly unsuitable. This need was the raison d'etre of 
the committees, but it is not, as it should have been, the 
focal point of their reports. 299 

The Joint Committee of College Principals also regarded the outcome as 

a missed opportunity: 

Some of our members f eel that the setting up of the three 

committees with limited remits has resulted in a less 

radical review of the content and structure of secondary 
education than is required to solve the problems which exist 
in secondary schools at present. 300 

There was, then, some feeling that the reports, having raised 

expectations of reform, had failed to discharge their responsibilities 

adequately by merely suggesting alterations to the status quo, and 

leaving the door open to a continuation in comprehensive schools of a 

subject-based academic curriculum, with pupils segregated by ability, 

and the system dominated by an even more rigid examination system with a 

mere semblance of novelty. It may also be the case that the existence 

of separate committees looking at the curriculum and assessment 

contributed to such feelings of discontent. 
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Notwithstanding these expressions of disappointment, the Secretary of 

State had announced in Circular 997 of October 1977 the inception of a 
I 

feasibility study to explore the practical implications of the Munn and 

Dunning Reports. In February 1979, the results of this Inspectorate-led 

initiative were published. 301 The Report considered the following 

aspects: differentiation; overlap; internal components; foundation 

courses Cthe greatest effort and priority'); assessment and the 

technical and administrative aspects of awards; staffing; accommodation; 

timetabling; in-service training. The report identified three main 

areas for action: national guidance to schools on syllabus preparation, 

the creation of a new examination system, an associated in-service 

training programme. It calculated that the earliest feasible date of 

operation would be the mid 1980s, advocating the 'advantages of 

hastening slowly'. This advice was obviously heeded by the Secretary of 

State, who gave the first government reaction in a document which 

appeared the same year. It broadly endorsed Munn's recommendations but 

with reservations, but was less than supportive of Dunning's proposal of 

certification for all. moreover, no precise programme for development 

or implementation was included. In a rather cautious and tenative reply 

to 'the positive spirit which animated the Committee's deliberations 

which enlisted the sympathy of the educational world', the Secretary of 

State announced his decision. 

The Secretary of State, therefore, believes that it would 
not be proper for him to undertake to implement all the 
recommendations of the two Committees. This conclusion is 
reinforced by the analysis in the Report, of the Feasibility 
Study of the careful planning and further development and 
research - that will be necessary to , resolve the numerous 
educational, technical and logistical difficulties implicit 
in the report's recommendations. 302 

with the further recommendation -that- any development work should be 
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'pursued in an evolutionary manner', and a warning that results would 

not 'commit the government to an irrevocable course', the report left 

theý possibility of the main recommendations being reconsidered, if not 

abandoned. In that sense, one wonders if its title was not a misnomer. 

Certainly teachers in comprehensive schools widely regarded it as 

negative, 'and indicative of a loss of urgency in the government's 

seriousness about the reform of secondary education. 303 It was with the 

return to office of a Conservative Government that, in March 1980, a 

definite commitment was made public: the principal recommendations of 

both committees had been accepted, albeit with some modifications, and a 

three year period would be set aside for the implementation of a 

development strategy, at the end of which time the new Secretary of 

State would give his final decision. As the decade closed, therefore, 

it is 'not an, exaggeration to say- that comprehensive schools found 

themselves somewhat in limbo: the much-vaunted trilogy of reports had 

appeared, reactions had been registered'in the appropriate places, and 

only after lengthy ministerial hesitation anddelay, had the first signs 

of real 'action' appeared. The operating conditions in schools during 

the years 1977-80, it is safe to assume, changed little, despite the 

slowed pace of development. 

Before concluding, however, account must be taken of the facts of social 

change'over the period under review. Society has changed markedly since 

the halycon days of 1965, with the result that deliberations on and 

ultimate decisions about' the"shape-of the comprehensive system had to 

take place in an altered ambiance. Whatever functions it was supposed 

to have performed in the past-would inevitably be conditioned by a new 

set of factors, which-for convenience can be'enumerated as follows: 

- the newly-elected Government brought about a major shift in political 
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ideology after 1979 which affected all aspects of society 

-a widespread recognition that the educational reform of the 1960s, of 

which comprehensive education was a major strand, had failed to 

produce the equality of opportunity that its architects had envisaged 

- partly as a consequence, the educational system would be subject to 

more concentrated accountability; it had to some extent, become the 

scapegoat for its failure to rectify society's shortcomings 

- demographic studies had forecast a declining birth rate which began 

to affect schools in the phenomenon of 'falling school rolls' 

- rising youth unemployment (and unemployment on a national scale) cast 

major doubts on the age-old assumption that 'a good education' would 

automatically procure a good job 

- given the declining resources available to the education service, 

exhortations to innovate would take place in at best static, at worst 

shrinking financial environment 

- any strategies for educational innovation would have to take more 

cognisance of the realities of the teaching situation if they were to 

avoid the unsatisfactory outcomes of experiences in the 60s and 70s. 

Accordingly, the principal issues in the controversial educational 

debate about comprehensive education - structure, organisation, 

curriculum, methodology, assessment, discipline and control - had to be 

considered against an almost totally new backdrop, while at the same 

time trying to come to terms with and, hopefully provide a solution to 

the problem that, for a significant proportion of the population in 

comprehensive schools, the services they offered were not considered 

relevant. Poised on the threshhold of the 1980s, a senior government 

official exuded confidence as he pledged a commitment to reform: 

The potential benefits of improving curriculum and 
assessment are immense. We all share a common determination 
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to give every pupil a full opportunity to achieve worthwhile 
goals in the final years of compulsory education ... we want 
to remove the frustrations this (present) situation creates 
f or young people, which hardly prepares them for the 
imminent challenges and obligations of adulthood. 304 

It was to be hoped that his reforming zeal had been informed by the 

reflections of two acade"mics four years earlier, who suggested a way 

forward, stressing the need for a new coherent strategy: 

It is widely recognised that the reform of Scottish 
secondary education over the last decade has been piecemeal 
and unsatisfactory. Traditional practices have been bent to 
new purposes for which they were not designed. The 
establishment of three committees ... is the most obvious 
reflection of these concerns ... a reconsideration of 
potentially conflicting priorities, an accurate assessment 
of current practice, and a redefinition of 'essential' 
features will be necessary if scope for further improvement, 
especiallý for the educationally disadvantaged is to be 
secured. 3 5 
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CHAPTER FIVE 
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CHAPTER SIX 

CONCLUSIONS 

Just because our times are critical and our need so great, 
there is a panic tendency to ask of schools more than they 
can give. Formal education is but one of the many agencies 
shaping the lives of the young ... we believe that schools 
can and will play a great part in the new world that is 
taking shape, but nothing could be more ruinous that to ask 
the impossible of them. History is strewn with the wreckage 
of such millennial hopes. 

(Secondary Education: Report of the Advisory Council On 
Education in Scotland, SED 1947, para. 46) 

Comprehensive education is a logical, unstoppable subject. 
Equality at this level either involves complete, pre-packed 
fairness, rigorously monitored opportunity; or it is a 
glossy sham, the unachievable wrapped up in the rhetoric of 
spurious certitude. 

(Peter Preston in 'The Guardian' 2016173) 

The comprehensive school is in danger of becoming something 
everybody knows about but which very few understand. 

(From an ILEA Education Booklet, quoted in The Comprehensive 
Experiment D. Reynolds and M. Sullivan, FALMER 1987 p. vi. ) 

It must be recognised that the future of the comprehensive 
school as we have come to know it is now at stake. We can 
no longer be complacent. We can no longer assume that the 
comprehensive school is the dominant form of secondary 
schooling for the nation's young people. 

1comprehensive Schools', David Hargreaves in Education and 
Society Today, eds. A. Hartnett and M. Naish, FALMER 1986, 
p. 148. ) 
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In the previous four chapters the data gathered in the preparation of 

this thesis has been examined against the four explanatory contexts and 

related theoretical propositions presented in Chapter One. In this 

concluding chapter, an attempt will be made to draw the diverse stands 

of the argument together into a coherent statement representing the 

interpretation taken by the author, and to explore some of the many 

underlying issues which the findings raise. 

The chapter begins with a short summary of the main propositions to 

emerge from the earlier chapters (2-5). This will be followed by an 

outline of the principal conclusions of the research, after which an 

analysis will be undertaken of some important issues which unfold from 

the evidence. The chapter ends with an analysis of the three organising 

concepts selected as central to this study, and an exploration of the 

connections between them. After examining the changed ideological 

climate in which the education system functions in the late 1980s, an 

attempt will be made to suggest some po ssible ways in which the 

comprehensive school may develop in the foreseeable future. 

In Chapter Two, it was suggested that the comprehensive school was 

widely seen as having been imposed on the Scottish educational system 

from South of the Border. Official opinion in Scottish Education 

Department circles was found not to have been favourable to its 

introduction, seeing it as arising from-a particular political ideology 

and as a proposed solution to several contemporary practical 

difficulties in the British educational system. This situation led to 

optimistic theoretical assertions by Political figures about the 

potential of the comprehensive school as a vehicle for social and 

educational reform, but to a very real confusion about its precise 
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definition. Although Circular 600 came to have a mandatory force 

despite its official status, the Scottish Education Department adopted a 

predominantly laissez-faire attitude to the construction put on the 

terms 'comprehensive education' and 'comprehensive school', once it was 

satisfied that the principal objective had been achieved, namely that 

secondary provision had been rationalised and was, thenceforward to be 

delivered in single secondary units. Thus, its response to the new 

order envisaged by Circular 600 could be described as pragmatic, and 

apparently unconcerned with the philosophical implications involved in 

the changeover to a comprehensive system. The chapter also showed that 

there-was a widespread diffidence among the teaching profession about 

comprehensive education, so that it would be an exaggeration to assert 

that it was born, into an enthusiastic environment. 

Chapter Three was concerned to showl that the comprehensive school, in 

reality a new educational phenomenon in a Scottish context, encountered 

a powerful tradition of secondary education, the distinctive features of 

which caused the new idea to be perceived as a threat to, and potential 

destructor of, what were generally held to be 'good schools'. The fact 

that the well-established omnibus school offered a homespun solution to 

perceived-I difficulties of finding an acceptable working definition of 

the comprehensive school appeared rather ironic, since the 1947 Report 

on Secondary Education, in which it had been hailed as a model f or 

secondary education, was f or so long ignored by the Scottish Education 

Department. This apparent volte-face., can be explained by suggesting 

that the omnibus school, (with internal selection) suited vested 

interests well as a paradigm for the new notion of the comprehensive 

school, and fitted well with the emphasis on structural reorganisation 

which posed little threat to the prevailing value system. The chapter 
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further sought to show that a lingering attachment to a meritocratic 

concept of education enshrined in the hallowed 'lad ol pairts' syndrome, 

and bolstered by a continuing academic tradition with the Scottish 

Certificate of Education exam structure at its apex, was fundamentally 

at odds with the comprehensive principle and its concomitants (e. g. 

equal concern for all pupils irrespective of ability, concern for 

abilities other than academic, acceptance of the importance of. personal 

and social development), which were, inevitably, compromised, or even 

undermined in practice. It was found that many teachers experienced 

substantial insecurity in trying to come to terms with the realities of 

comprehensivisation, to the extent that in many cases comprehensive 

'reform' remained largely nominal. Teachers did not stray far from 

familiar practices. ' Exhortations to embrace a new concept of education 

did not find a receptive professional audience, and much of the old 

order was seen to have been left intact. Paradoxically, therefore, it 

could be said that the advent of the comprehensive school in the West of 

Scotland, not only intensified divisions between pupils, but also 

produced no more than cosmetic change to the former bipartite system. 

Chapter Four examined the roles of the principal contributors to the 

policy process. Taking the view that Circular 600, albeit a directive 

document was, nevertheless, an act of faith to establish a new model for 

the secondary school, it went on to show that the Scottish Education 

Department maintained a latent but firm control over the 

administrative/financial aspects of comprehensive policy, but left its 

educational dimensions at the level of exhortation. No official line on 

the internal workings of the comprehensive school having been 

discovered, it was further argued that a reactive Policy model based on 

expediency was adopted in the years which followed the issue of Circular 
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600. ' Members of the Inspectorate were' found to have dutifully -nudged 

developments' in a comprehensive direction, and the pointers to 

implementation contained in the publications of the Consultative 

Committee on the' Curriculum were judged to have had little real impact 

on what happened in schools. At the level of local government, the 

response to Circular'600, was chiefly of an administrative and practical 

kind, Directors of Education and local politicians being chiefly 

concerned to establish an outward' structure which' ostensibly satisfied 

the requirements of 'reorganised provision. The"advent of the 

reorganisation of local government-was shown to have created a new set 

of problems for the Directorate, with the result that, for the first few 

years at least, 'schools were'very much left' to their own devices, with 

little 'evidence of the increased accountability which local government 

reorganisation was alleged to have brought in its wake. 

Chapter Five concentrated on"how comprehensive policy was implemented. 

After an examination of practical difficulties in the four counties of 

West Central Scotland with which this thesis is principally concerned, 

and a number of problematic -factors encountered -by the policy, * it was 

argued, ' that these inescapable realities ýmade progress towards the 

realisation of a' comprehensive system slow, and certainly much slower 

than is commonly asserted. ' The strategies adopted to initiate reform 

within' schools'were found to have been gradualistic and, despite much 

well-intentioned effort on the part of advisers and those responsible 

for'mounting in-service training programmes for teachers, the unco- 

ordinated nature of the activity resulted in a patchy and limited impact 

on practitioners. Attention was also paid' to some problematic 

organisational developments related to comprehensivisation, and it was 

concluded that the enforced nature of * their introduction, and the 

393 



magnitude of the modification to existing school practices. they 

entailed, resulted in their being taken on board with varying degrees of 

success. In the face of these difficulties, schools in West Central 

Scotland received variable support in assisting them to devise 

strategies to cope with the -implications of comprehensive education, but 

this was inadequate to prevent the emergence of a widespread malaise in 

secondary education by the mid 1970s. The reform proposals which arose 

from the national working parties set up toýaddress the difficulties 

took shape at the end of the period covered by this research, but it was 

suggested that, notwithstanding these measures, the comprehensive school 

in the West of Scotland in 1980 was still beset by unresolved problems 

(e. g. curriculum, ý pedagogy, assessment),. and in need of a new rationale 

and identity. 

From the foregoing discussion, it is possible to synthesise the salient 

points into an argument which represents the core of this thesis: the 

pol i tical ly- inspired introduction of comprehensive education in 1965 

acted as a catalyst which put a formidable array of crucial issues on 

the educational agenda in such a way that they could not be ignored in 

an educational system which had hitherto operated according to well- 

established historico-cultural principles. Scottish official opinion 

was not predisposed to the changeover, a fact which resulted both in 

unprecise definitions of -the terms ý 'comprehensive education/ 

comprehensive school', and in the prevalence of a limited 

conceptualisation of, comprehensivisation as essentially a 

rationalisation of existing bipartite secondary provision. The 

educational world into which the new concept was launched was 

unpropititious to its development for cultural and ideological reasons. 

This led to- the emergence of a gap between comprehensive policy ideals 
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and the system imperatives they encountered. Despite all the rhetoric 

emphasising a relatively easy transition ý to a comprehensive system in 

Scotland (as compared with England), the evidence suggests that 

implementation was inadequately co-ordinated and managed. Much, in 

fact, was left to the discretion of individuals at all levels in the 

education service, so that many of the political and educational aims of 

the move towards comprehensive education in the West of Scotland failed 

to be realised in practice. It can, therefore, be argued that the 

reality of comprehensive education caused considerable disturbance and 

confusion in the secondary sector, and many of its inherent problems 

remained substantially unresolved in 1980. Although there were eventual 

signs of a changing emphasis and approach in schools, it cannot be 

claimed that the underlying implications of adopting a comprehensive 

system of education were honestly and realistically addressed in the 

period under review (1965-80). 

The obvious question which the observer of the developments in Scottish 

secondary education over these f if teen years must ask is: why did the 

changeover to a comprehensive system, claimed by its advocates to mark 

the arrival of an improved secondary provision, turn out as it did in 

the West of Scotland? -Which factors played a major role in shaping the 

course of events in the newly reorganised system and its evolution? it 

should be stated at the outset that - the object of such an analysis is 

not to pillory the individuals and bodies who where charged with the 

task of making comprehensive -policy a reality, - and reproach them with 

their shortcomings. As will become evident the task was daunting, the 

obstacles f ormidable. Rather, by examining this period of recent 

educational history, ' the intention is to clarif y what seem to be the 

important issues which help towards an explanation and understanding of 
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how our educational system functions and adapts to major change. In 

attempting to answer the second of the two questions posed above, the 

first point to make is that the choice of the subject of comprehensive 

education has resulted in the generation of data of considerable 

richness and complexity. Indeed, close examination of the material 

gathered in the course of this research reveals that it raises a number 

of important issues which concern the functioning of Scottish secondary 

education. Since, however, it would clearly be impossible to do justice 

to all 'of them in one thesis, it will be necessary to be selective, and 

focus on those which seem central to this study. Accordingly it is 

proposed to concentrate on only three: CULTURE, IDEOLOGY and MANAGEMENT. 

From the documentary and oral evidence on which this study is based, it 

can be argued that these three concepts emerged with a regularity that 

is striking. Often they were inter-related and exercised a combined 

influence on both individuals and events over the period under review. 

It seems'clear, however, that they had a crucial impact on the formative 

years of the comprehensive system, and it can be argued that many of the 

other important issues raised by the data can -be subsumed under these 

three central headings. Moreover, the view is taken here that the 

Scottish educational system in general, and schools in particular, are 

illustrations of some aspects of Scottish culture and its processes, and 

that any discussion which ignores this point is fundamentally flawed. 

An interpretative approach which stresses the cultural context of the 
4 

educational system is evident in the works - of contemporary 

commentators. 1 The findings of the study also support recent work which 

has stressed the centrality to the story of twentieth century Scottish 

education of a quite' distinct ideological framework which influenced 

policy and coloured the philosophy and practice of many in leading 

positions in the system. 2 Nor is it difficult to Justify the inclusion 
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of a management perspective. One of the principal findings of the 

research was that, after the decision to 'go comprehensive', much of the 

detailed implementation of the policy was left in the hands of 

individuals in the education service from members of the Inspectorate to 

classroom teachers. The decisions that were taken and the approaches 

adopted inevitably, therefore, raise issues of management. Although the 

discipline of educational management was a relatively under-developed 

and unsophisticated field in 1965, the years covered by this' study have 

witnessed a veritable 'growth , industry' in terms of University courses 

and an ever-expanding literature on the subject. -This academic effort 

has made an important contribution to the professional dialogue by 

drawing attention to the potential of management concepts and theories 

for an understanding and amelioration of educational practice. One of 

the principal conclusions of a recent welsh study of the operation of 

the comprehensive system was that part of its lack of success was 

attributable to poor management. 3 One academic has recently argued that 

professional, modern management of the education service is the only way 

forward to the creation of a nationaI consensus and theory which will 

resolve the present 'cracked consensus! between writers of the New Left 

and New Rightýon curriculum and schooling. 4 - 

CULTURE 11 ýII 

Although Scotland is widely regarded as having a distinctive culture, 

attempts to define its salient characteristics are fraught with 

difficulty, not the least of which is the danger in such an enumeration 

of its degeneration into a catalogue'of nationalistic traits. A further 

problem is that Scottish culture is marked by contradictions and 

I confusion, with many of its heterogeneous elements having historical, 

economic, religious and social determinants. Nevertheless, the view is 
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taken here that account must be taken of culture consciousness and 

social perceptions in the education service to offer any chance of a 

meaningful explanation of its workings. In this view, the perceived 

sense of reality in individuals is culturally determined, and education 

J. s inextricably bound up with values and, cultural transmission. Many 

writers have attempted to def ine the 
'term 

'culture', and as a result of 

their work it can be regarded as being capable of division into se veral 

overlapping categories. A useful definition for the purposes of this 

study, is drawn from pattern theory: 

Culture consists of patterns, explicit and 
- 
implicit, of and 

for behaviour acquired and transmitted by symbols, 
constituting the distinctive achievement of human groups, 
including their embodiment in artifacts; the essential core 
of culture consists of traditional (i. e. historically 
derived and selected) ideas and especially their attached 
values; culture systems may on the one hand be considered 
as products of action, on the other hand as conditioning 
elements of further action. 5 

Culture, in this sense, represents the shared principles of life of 

various groups in society, and arises to enable them to make sense of 

their everyday experience. 6 This culture, as a particular way of life, 

imbues different spheres of social existence-with patterns which tend to 

persist as custom, despite changes, so that the latter 
'are 

seen as 

selections or rejections consistent with cultural patterns. Raymond 

Williams has drawn attention to the, importance of the operation of what 

he calls the 'selective tradition' in an understanding of culture. He 

argues that it puts pressure on academic institutions to preserve 

hallowed culture patterns and to resist change: 

in theory, 
, 

and to a limited extent in practice, those 
institutions which are formally concerned with keeping 
tradition alive are committed to the tradition as a whole 
and not to some selection from it according to contemporary 
interests ... ' 

in the analysis of contemporary culture, the 
existing state of the selective tradition is of vital 
-importance, for it is often true that some change in this 
tradition - establishing new lines with the past, breaking 
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or redrawing existing lines - is a radical kind of 
contemporary change. 7 

Indeed, much of the writing of Williams is of direct relevance to the 

theme of culture and the comprehensive school. He argues in a memorable 

chapter8 for 'equality of' being' among individuals based on a common, 

but not 'equal culture, the coherence of which derives from open and 

readily accessible channels of communication. Such a common culture, he 

contends, is necessary for the continued survival of British society. 

This view represents a strong attack on the elitist school of cultural 

theorists, like Leavis and Eliot. Williams contends that no-one should 

have the prerogative of arrogating to himself the right to determine the 

advance of understanding. The cultural system must be flexible and is 

in any case unplannable. It has no place for the authoritarian 

imposition of a minority, elite culture or, by implication, the culture 

of the masses. Williams sees culture as resting on a metaphor - 'the 

tending of natural growth' - and argues that a genuinely common culture 

can be compatible with increased specialisation. Thus, all can 

contribute to it in individual ways creating diversity without schism. 

one means of achieving this 'solidarity' is by having a broad general 

compulsory education for all which transmits the best elements of the 

tradition of the common culture. It could be claimed that this desire 

to cater for the diversity of human beings within a common culture using 

the education service as an instrument to provide general education for 

all is consonant with the aim of the comprehensive school. Indeed, 

Williams attempted to translate this theoretical notion into educational 

reality by providing, ahead of its years, a template for a core, common 

curriculum for the comprehensivý school as part of a changing 

educational system and a rapidly changing society. 9 
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These observations are highly pertinent to the introduction of 

comprehensive education in the West of Scotland, and provide a valuable 

context in which to consider the findings of this study. It was noted 

that the 1947 Report of the Advisory Council, many of the 

recommendations of which are consistent with the comprehensive 

principle, was largely ignored by the Scottish Education Department - an 

early indication of official opinion on comprehensive education. That 

the omnibus school advocated in its pages was adopted as the model for 

the comprehensive school in the years after 1965 is indeed ironic, since 

its description in the Report did not match the philosophy espoused in 

Circular 600, where the early years of secondary education were 

envisaged as a period of orientation. The cultural appeal of the model 

appears -to have led to a widely-shared perception (corroborated in 

interview evidence) that Scotland already had 'comprehensive' schools, 

and to the, associated complacency about the extent to which the system 

would be required to change. This, in turn, led to the emphasis on 

structural adaptation and to claims that the comprehensive school 

described in Circular 600 was in line with the Scottish educational 

tradition. The findings- of this study, however, suggest that the 

comprehensive school caused cultural dissonance in the Scottish context, 

conflicting shaF ly with accepted educational values which were the P 

antithesis of a common education and a common culture. 10 These values 

shaped the predominant cultural ethos in schools to an extent that it 

would not be an exaggeration to say that th6re was a cultural 

predisposition against the common school catering for all pupils in the 

West of -Scotland. In this sense, the prevailing cultural ethic was a 

pPwe; ful obstacle to the scope of the comprehensive school for providing 

a valid and relevant secondary education for all pupils. The most that 

- can be said is that the, concept was accepted in principle, but its 
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underlying effects limited in practice. Looking at events in the West 

of Scotland, it has to be concluded that the arrival of the 

comprehensive school disturbed the educational peace and produced major 

cleavages in professional opinion. The fact that the concomitants of 

the comprehensive principle (e. g. mixed-ability teaching, the common 

course, altered forms of assessment) were perceived as destructive of 

existing 'good' schools is an indication of the extent of its diametric 

opposition to the prevailing value system. In this context, it is 

hardly surprising to discover from the data that the comprehensive 

school attracted only lukewarm support from many teachers. 

The research has also shown that the persistence of certain aspects of 

the Scottish cultural tradition in education militated against the 

likelihood that the comprehensive principle would'herald radical change. 

The survival of a particularly Scottish interpretation of equality of 

opportunity appears to have resulted in the comprehensive school being 

seen as an instrument for increasing educational provision on a 

meritocratic basis. 11 'ý The dominance of Scottish Certif icate of 

Education examinations, and the gearing of much of the secondary system 

to their requirements and entry to higher education, it is argued, 

resulted in many 'comprehensive' schools being mere replicas of the 

senior secondaries they replaced. It is fair to say that, despite the 

changeover to a comprehensive system, the Scottish trait of according 

primacy to the cognitive'continued unchallenged, and the related concern 

to-protect and promote the academically able did a disservice to a 

considerable number of pupils during their secondary education. The 

academic orientation of many reorganised schools determined the style of 

pedagogy and methodology adopted, and it is difficult not to conclude 

that the pre-eminent criterion was competition rather than co-operation 
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in the classroom with the inevitable result that pupils who did not 

match up to academic yardsticks were swept under the educational carpet 

in a variety of ways. In this connection Williams has alerted us to the 

danger of viewing education as the distribution of a mere product: 

It is not only that the way in which education is organised 
can be seen to express, consciously or unconsciously, the 
wider organisation of a culture and society, so that what 
has been thought of as simple distribution is in fact an 
active shaping to particular social ends. It is also that 
the content of education, which is subject to great 
historical variation, again 'expresses, again both 
consciously and unconsciously, certain basic elements in the 
culture, what is thought of as ! an education' being in fact 
a particular selection, a particular set of emphases and 
omissions. 12 

. 

The 'active shaping to particular social ends' is reminder that 

Scottish-society had a quite specific expectation of secondary schooling 

- namely that it was a mechanism f or the promotion of the ablest 

youngsters to a place in higher education and a respectable Job or 

profession in later life. In such a traditional scenario, the 

comprehensive principle, with its emphasis on the varied needs of all 

pupils was bound to struggle to carve out a niche f or itself . Its 

reverence for the uniqueness of individual personalities and- its desire 

to foster an equal concern for all pupils, irrespective of their 

abilitYP would find difficulty in taking root in an educational system 

which operated according to an accepted definition of educational 

success. Indeed, this study has shown that, even after the formal 

introduction of a comprehensive system of education, there still 

lingered an uncritical acceptance of the innate values of the previous. 

order. Such an invocation of the virtues of traditional elements of the 

education system, not surprisingly, delimited the scope for change, let 

alone enquiry or experiment. It may be that teachers working in the new 

comprehensive schools felt that the only way to gain public recognition 
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and acceptance of the reorganised schools was to strive at, all costs to 

preserve the -"best' features of their selective predecessors. In, any 

case, this study has suggested that going comprehensive in the West of 

scotland in reality meant an endeavour to bend a system designed for the 

able few to meet the diverse needs of the, entire, ability range -a 

curious -happening in a- country which prides itself in having an 

egalitarian and democratic educational system. 13 . -It is not an 

exaggeration,, therefore, to claim that the comprehensive school was 

predicated on a view of teaching -and learning, and indeed of the 

function of secondary schooling, -which few teachers in the West of 

Scotland were, in' cultural terms, prepared forý or desired with 

enthusiasm. Although the scale and organi sat ion, of., secondary education 

was , irrevocably - altered by -the -, issue of Circular-, 600, , the cultural 

foundations of, the educational system and-its-goals-and values remained 

to a large extent unchallenged. - From the evidence presented in this 

study,, the educational juggernaut lumbered on, ý- only partially dented by 

a spirit of reform. A complex of cultural forces, operating often at a 

subconscious level, shaped the ideas and actions of individuals, with 

the result that the - environment in which the comprehensive school 

operated showed 'an attachment to traditional'. ideas and values. In a 

curious paradox, Scottish culture bothyelcomed comprehensive reform but 

rejected ýit in practice. ' This suggests a dichotomy in the Scottish 

psyche, egalitarian on the one, hand'but deeply elitist on the other. 

IDEOLOGY 

Every idea arises in the midst -of an ongoing Culture and 
thus cannot entirely divest itself of important elements of 
that culture. 14 

This statement ý serves as a reminder of the close connection between 

culture and ideology. Skilbeck provides a useful conceptual isation of 
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the connection when he says that belonging to a culture -is a necessary 

f eature of human existence, and that individuals can belong to it more 

or less passively; but ideology involves something prescriptive, 

something which acts to direct belief and action. 15 Ideology is an 

important concept in education because the education system is an 

important component of the social structure, and one of the principal 

means by which ideas are reproduced and disseminated throughout society. 

if it is accepted that to attempt to shape or modify human experience 

and- influence the nature of society is 'to engage in an ideological 

project', 
16 then comprehensive education is- unmistakably ideological, 

since it represents a desire to implement a particular form of 

education. Even a cursory glance at the vast literature on the subject 

of ideology reveals that the term is beset with conceptual confusion. 

The bewildering array of definitions offered is not particularly helpful 

in the search for a working definition. -indeed, it might even be 

contended that there is no, generally accepted meaning of the term, 

despite the numerous studies in various fields of human activity. 17 

Williams has provided an explanatory guide to the confusion by tracing 

the development of the term from its Napoleonic origins as a social 

policy derived from a social theory in a conscious way, through its 

pejorative connotation as an impractical or fanatical theory to Marx and 

Engels' use of it- to denote, the failure, to realise that ideas are the 

expression of the dominant material relationships in society. In this 

sense, -ideology-is illusion. Williams rounds off his account with a 

mention that its use-today, still tends to the pejorative, but in the 

sense of a philosophy, particular to a group. 18 

Nevertheless, in'broad terms an ideology can be said to be a system of 

beliefs, at the basis of any society which - governs the way groups of 
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people act and think. Cosin has argued that ideologies depend on social 

relations f or their existence, and are necessary for the maintenance of 

social structures. He defines ideology as: 

A system of meanings with which individuals are involved, or 
a stock of meanings on which they draw to interpret their 
experience of the world ... (ideology) is a system of ideas 
workin in a social structure which helps to keep it 
going. 

79 

Among a plethora of definitions in the literature, that of Corbett is 

particularly helpful in its open-endedness and lack of restriction of 

the content of beliefs which constitute a particular ideology: 

By ideology is meant here any intellectual structure 
consisting of: a' set of beliefs about the conduct of life 
and the organisation of society; a set of beliefs about 
man's nature and the world in which he lives; a claim that 
the two sets are inter-dependent. 20 

in addition, it may be useful to enumerate certain traits common to most 

ideologies but which are particularly relevant to the ideological world 

into which comprehensive education was introduced in Scotland: 

dominant ideologies serve the interests of certain institutions and 

those who attain positions of leadership in them 

ideologies being concerned with authority are closely linked to the 

political process and ultimately to policy2l 

ideologies often appeal to the emotions, attitudes and prejudices of 

their adherents rather than to objective facts. Thus, factual and 

value elements may be indistinguishable 

ideologies often spring from vested interests, draw their legitimacy 

from the predominant value system and are concerned to ensure the 

preservqtion of a given order 

proponents of ideologies resist the explicit introduction of a 

revision of their belief systems, which appear to adherents as 
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incapable of betterment 

ideologies work on assumption, and it is thus difficult to challenge 

the group values which inform them 

educational thought and practice are influenced by ideology, even 

though those engaged in the educational process may not always be 

aware of its permeating effects. 

The advent of the comprehensive school in 1965 is aptly described by 

Skilbeck in a discussion of educational values: 

Educational values and beliefs about the best ways of 
'expressing these values change over time. These educational 
changes are part of a broader process of cultural change, 
but they reflect prevailing political ideologies. 22 

The data gathered in the course of this research makes it possible to 

argue that the comprehensive school, born of ýa particular political 

ideology, presented a new educational orthodoxy for teachers working in 

the secondary system in the 1960s, an orthodoxy, moreover, the central 

tenets of which (e. g. an equal concern for all pupils and their varying 

abilities) were at odds with-the prevailing conceptions of the function 

of schools and schooling. The mismatch should not come as a surprise, 

as the education system is an arguably powerful contributor to and 

shaper of the ideological foundations of any society. A major problem 

in Scotland was that those who made, key decisions in and dealt with the 

day-to-day management of -the educational system were the successful 

products of the previous system and, it could be argued, ideological 

prisoners of their own educational background. The ideology which has 

governed Scottish education for most of the twentieth century has proved 

difficult to dislodge, as McPherson and Raab Point out. 23 This helps to 

explain the apprehensiveness and reticence over comprehensivisation 

evidenced in members of bodies like the HAS and ADES, as well as in the 

406 



major teaching unions. Hence the pervasive influence on the thinking of 

many of a meritocratic vision of an academic hierarchy of subjects, 

professional qualifications and pupils which turned out to be little 

affected by the more compassionate features of a comprehensive 

philosophy of education. one need look no further for evidence than the 

inadequate professional response to raising of the school leaving age. 

That many 'reorganised' schools merely assumed the form of amalgamated 

senior and junior secondary schools is attributable in no small measure 

to the continued presence of an ideology of separatism which insisted on 

keeping differing pupil groups apart, and proved a powerful obstacle to 

the integrative elements which underpinned comprehensive philosophy. 

The impetus for change was also blunted by the bureaucratic ideology of 

the system and the professional ideology of teachers. The f ormer, 

characterised by remoteness from the events to which its actions relate, 

is concerned with procedures rather than substantive philosophical 

issues in education. These procedures become self-perpetuating and over 

the years build up' a kind of institutional inertia which resists 

fundamental change. The latter, -relating to perceived social status and 

professional autonomy of teachers, tends'to resist outside pressures and 

induce a conformity among them and a conservativeness of outlook. Thus, 

a combination of ideological f orces conspired to resist the potential 

disruption of the status quo by the more radical features of 

egalitarianism - mixed-ability classes, child-centred approaches, 

individualised learning, group work, less expository teaching styles, 

etc. - Indeed, it can be argued that the historically directive and 

authoritarian cast of the Scottish educational system was severely at 

odds with some of the innovative ideas introduced in the wake of 

comprehensivisation. This partially explains why the guidance system 

came to be (if it was not conceived as) an administrative adjunct in 
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schools rather than, a mechanism to offer personal, assistance to pupils; 

and why the more participative /consul tat ive management, strategies of the 

1970s proved so difficult to adopt and integrate. The data also showed 

that the number of people genuinely committed -to comprehensive reform 

and all its implications in the West-lof Scotland remained small 

throughout the period under. review. Indeed, it appears that to have 

been pro-comprehensive was almost to deviate from the ideological norm, 

such was the attachment to, and defence of parochial, narrowly-def ined 

professional practices. This is, of course, not to deny the inherent 

difficulties in trying to put a comprehensive philosophy of education 

into practice. , Rather, it is to demonstrate how ideological 

considerations accounted in part for the negative posture adopted by 

many teachers to its introduction. The uncritical celebration of 

accepted (and, ýto many people, acceptable) system practices appears to 

have resulted in many, of -the potentialities residing in the 

comprehensive principle not being, grasped. to the full in the period 

covered by this thesis. What gains had been made came under threat with 

the change of political ideology in 1979, "which can be interpreted as 

heralding the embryonic, dismantling of the comprehensive_ system by 

questioning its rationale. 

The prevailing ideological climate also exerted a profound influence on 

the reception accorded to the comprehensive principle. A noteworthy 

feature of the documentary evidence'consulted in the preparation of this 

thesis, was the absence of, any coherent -definition 'of, key terms like 

'comprehensive education' and 'the comprehensive school'. What these 

terms meant was never made the subject,. of professional debate. Indeed, 

individuals interviewed gave such a variety of personal interpretations 

of these terms that one is tempted to say that, in the, Scottish context, 
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the Roman adage QUOT HOMINES, TOT SENTENTIAE applied in matters of 

definition. Many interviewee responses were characterised by idealism 

and theoretical assertion rather than by precise concrerte terminology. 

In the sections relating to the organisation of schools, Circular 600 

itself used tentative permissive language, which suggested that a 

comprehensive system of education would be established with the mere 

creation of neighbourhood secondary schools with an unselected pupil 

intake. The comprehensive school was seen either as a harmful product 

of socialist dogma, or a move towards a, 'better' education system by 

making senior secondary education more widely available to all in 

accordance with the democratic tradition. 

This study has also shown that, in the West of Scotland, the creation of 

comprehensive schools served to remove junior secondary schools from the 

educational map, and thereby remove the social , stigma associated with 

having to attend establishments which were generally held in low esteem. 

In terms of what the new schools would offer educationally for the 

widened ability intake, however, much of what was claimed remained at 

the level of rhetoric and idealism. , This situation gave rise, of 

course, to a right-wing school of educational thought, exemplified in 

the writing of Dr- Rhodes Boyson, which held that comprehensive schools 

were merely a more efficient means of effecting selection by ability. 24 

Given that comprehensive reform lacked a philosophical/theoretical 

justification, it was almost inevitable that those charged with forging 

an identity for comprehensive schools felt that -they had nothing to go 

on, no model to which to aspire, and consequently experienced insecurity 

and apprehension. It could be argued that the uncertainty surrounding 

what was meant by comprehensive education, and the grip of prevailing 
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ideological assumptions almost guaranteed a continuation of previous 

attitudes and practices in education, at least for some years to come. 

It is, of course, readily conceded that the timescale required to 

introduce significant educational change should not be underestimated, 

but the point is that its length is closely bound up with ideological 

issues. Not surprisingly, therefore, most comprehensive schools in the 

West of Scotland were positioned somewhere on the 

meritocratic/egalitarian model spectrum (Chapter one), with very few 

features of the radical model in evidence. It may even be that 

supporters of comprehensive education paradoxically harmed their cause 

by, striving to integrate too 'strong' a version of the comprehensive 

principle (i. e. equal treatment for all pupils) into an educational 

system which found it basically alien. If it is accepted that equality 

has limits, then the issue of differentiation becomes central to the 

operation of the comprehensive principle. Equality need not mean the 

same treatment for all, but may encapsulate the concept of equality of 

consideration, which involves taking account of, and attempting to cater 

for, relevant differences among pupils. Thus, it becomes crucial to 

decide how and when the educational needs of pupils are to be met in 

differing ways. From the evidence gathered in this study, the advent of 

the comprehensive school -in the West of Scotland appears to have 

entrenched rather than blurred divisions between pupils, with the issue 

of differentiation causing heated professional disputes. Comprehensive 

education over the period just grew, evolving from, rather than 

replacing the previous sy9tem, many of the traits of which it retained. 

Thus the comprehensive school, a new arrival on the educational scene, 

and uncertain of its role, had to fight against the odds to establish 

its identity and 'raison d'etre'. Given the ideological and cultural 

forces at work in the system, it seems in retrospect unrealistic to have 
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expected'too much too soon in the way of change. A further point to be 

acknowledged is "that the operation of the comprehensive school is 

inherently complex. The fact, however, that difficulties exist in its 

implementation need not negate the validity of the principle, or imply 

that it is flawed. The view is taken here that the comprehensive system 

must mean that the education of all children is of equal value and 

deserving of equal' attention and respect from teachers. The 

comprehensive school must show an equal professional obligation to all 

pupils, and give them all full and equal access to all it resources, 

human and- physical. Its central task is to 'manage the "learning 

experiences it provides in such a way that success for all pupils 

(irrespective of their social background) is maximised, and whatever 

abilities/potential they possess is allowed to develop. Such a 

philosophy, based as it is on equality of consideration, emphatically 

does, not mean the same educational diet for all pupils. To retain the 

culinary metaphor, special recipes need special ingredients. In aiming 

for the academic' and social- development 'of all its pupils, the 

comprehensive school must treat them according' to their individual 

needs, and allow the differing abilities to'contribute to the collective 

whole. ' It must give different children selectively different 

experiences but within a common curriculum. Central to this stance is 

the notion that academic success (which in no way contradicts the 

principle) is only one type, 'and that while high academic standards are 

to be encouraged, their' attainment should not be allowed to become the 

school's sole aim. The corollary is, of course, that inferior 

educational or personal status should not be conferred on pupils unable 

to scale the academic heights'. Implicit in this conception of 

comprehensive education are different educational values and attitudes: 

indeed, it enshrines a new evaluation of the Purpose 'of schooling, of 
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the role of the school in society, of the processes of teaching, 

learning and assessment, and of the ethos which pervades the secondary 

school. The comprehensive principle, a pre-requisite in any attempt 

successfully to operate a policy of comprehensive education, should 

inform the aims, decision-making, policies and professional practices of 

the comprehensive school. A theoretical, philosophical perspective is 

essential. It has to be said that this study found little evidence of 

any such coherent or consistent philosophical basis to the operation of 

comprehensive education in, the West of Scotland (1965-80). Circular 600 

appears not to have succeeded in forging a new model of secondary 

education: 'Equality' was seen pre-eminently in terms of access to a six 

year secondary school, and the 'opportunity' was that of competing in an 

essentially academic hurdle race. 

MANAGEMENT 

A major finding to emerge from the data collected for this study is that 

the introduction and development of the comprehensive school in the West 

of Scotland was characterised by a lack of management strategy and 

strategic thinking. The change from a segregated to a comprehensive 

system had such profound implications that it should have been 

accompanied by a management strategy to turn the policy into reality. 

Such an approach evidently, did not materialise. Many of the individuals 

interviewed attested to the widely-held perception in the West of 

Scotland educational world that the comprehensive policy was foisted on 

the Scottish educational system and was in reality designed to solve 

some pressing educational problems in England. Such a view was unlikely 

to endear the initiative to practitioners. With the early Glasgow 

comprehensives pointing the way, c hanges post-1965 tended to be limited 

to structural level. Although there was extensive involvement at 
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Ministerial level in considering reorganisationý plans submitted, by -local 

authorities, it appears, from this study that- the Scottish Education 

Department -was -happy to accept an outward appearance of 

comprehensivisation. There - does not , seem to - have been any of f icial 

desire to examine how the new schools -were to operate. No indication 

was found in the study of a co-ordinatedior long-term plan for 

comprehensive secondary education, having been worked out. Rather, the 

evidence - suggests that . the ý policy was ill-thought out ý in educational 

terms. - After- the quasi-compulsory introduction' of ýthe policy by 

Circular25, (despite the, choice of a Circular being determined by the 

Labour Government's adoption of, a, non-directive approach), the Scottish 

Education Department appears to have adopted a laissez faire attitude to 

how schools interpreted the'policy, in practice, claiming in this way to 

encourage experiment and discussion. Such a permissive stance, it is 

argued, was bound to inhibit the realisation of any radical implications 

the policy may have had. ý, The-fact, -, moreover,, that comprehensive policy 

statements remained at-the level of exhortation indicates that much 

faith was pinned on the goodwill-of those required to implement them. 

McPherson and Raab, in. their discussion of curriculum development, argue 

that to a large extent. policy was determined by school practice. 26 This 

managerial. -! strategy',, apparently lacking in'direction, helps to account 

for the variety of responses it elicited in schools, and thegap between 

policy intention and the reality that ensued. ý The-ad-hoc, essentially 

reactive nature of developments throughout the period, tempt one to 

conclude - that the ', Scottish Education Department ; had- no policy in 

educational terms-for comprehensive-schools. - In such, circumstances, the 

predictable perception, among educationists gradually contributed to the 

feelings of professional discontent which emerged in the mid 1970s. Nor 

did the Scottish ý Education - Department * evidently expect -the level of 
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policy monitoring constantly advocated in current Inspectorate Reports 

on secondary schools. Indeed, precious little systematic scrutiny of 

comprehensive education in action seems to have been instigated. The, 

switch to comprehensive secondary education was a potentially bold and 

imaginative measure, but no new criteria for practice or success were 

devised. ý Its underlying implications appear not to'have been properly 

grasped at theý most senior management levels of the education service. 

Questions of the fundamental objectives of the reform seem not to have 

been addressed. A consequence ýwas that no cohesive educational 

philosophy to match the change in structure emerged and no new 

educational strategy was developed. 

management is. inextricably bound up with the concept of power, which is 

taken here to mean the exercise of'influence in an intentional manner on 

the behaviour and actions of others based ý on authority. On that 

definition, -the introduction of comprehensive education in the West of 

Scotland (1965-80) provides interesting instances of its exercise. 

circular 600 itself was, an! attempt to effect a fundamental change over 

the whole secondary education system by political fiat. The study has 

supported the view that, although having no force in law, the Circular 

was in effect mandatory, and the Scottish Education Department appeared 

to be reluctant to accept any modification to, or deviation from the 12- 

18 all-through comprehensive school as the preferred model in Scotland. 

Even if the co-operation of local authorities had been assumed, the 

example of Renfrewshire in this study vividly illustrates the official 

reaction to proposed alternative forms, and -this despite the fact that 

Circular 600 had, in theory at least, permitted them. In matters of 

administration and financial detail, the control of the Scottish 

Education Department was prominent. This view was supported in the 
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f indings by the accounts, provided of the consultative procedures 

undertaken by the Scottish Education Department with the main bodies in 

Scottish education: these turned out to be polite exercises in public 

relations, with a strong sense that the Department would heed only what 

suited its purpose. Thus, the role of the Scottish Education Department 

in the matter of comprehensive reorganisation has been found in this 

study to be ambivalent: on matters of finance, administrative detail 

and the outward form of comprehensive schools the Department took a firm 

stance; on matters of internal organisation, curriculum and pedagogy, 

however, its-stance was hesitant and even permissive. This ambivalence 

may have stemmed from the fact that a national decision had been taken 

to 'go comprehensive', and thus the form of provision was not in 

question. The fact, however, that many senior officials were imbued 

with what McPherson and Raab call 'the. bipartist ethic'p27 suggests that 

they would have had difficulty in coming to terms with the rather 

different educational philosophy ýat the basis of comprehensive reform. 

The ambivalence may also be attributable to a deeper cultural conflict 

in the Scottish psyche, namely that between liberalism and 

authoritarianism, permissiveness and conservatism, thus suggesting that 

the Scottish Education Department may have genuinely been uncertain of 

where or in what way to intervene in the developing comprehensive scene. 

Some- evidence was also found of the centralist, top-down model of 

control in the efforts of the Inspectorate and the Consultative 

Committee on the Curriculum to produce curriculum papers for an emergent 

comprehensive market. But proposals for the best form of curricular 

provision appeared to be official endorsements of good practice as 

identified by the'Inspectorate rather than innovatory schemes determined 

to put the comprehensive principle into practice. For most of the 

period under review, and certainly until the restructuring of the 
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Consultative Committee on the Curriculum in 1976, this study has not 

been able to f ind an indication of an of f icial desire to examine the 

fundamental issues of 'curriculum and pedagogy associated with 

comprehensive reform. Even when it became apparent that comprehensive 

secondary education was experiencing difficulties in the 1970s, the 

adoption of the traditional committee of enquiry with a hand-picked 

membership and tightly prescribed remit increased the predictability of 

a series of recommendations which would be unlikely to solve the 

problems perceived. By'these means, it is suggested, vested interests 

in the 'policy communityl28, in Scottish education impeded the likelihood 

of any real progress, while at the same time appearing to be tackling 

pressing issues with a seriousness of purpose. it is difficult not to 

reach the conclusion that few members of the policy community supported 

the notion of the comprehensive school, let alone countenanced the 

possibility that it was going to revolutionise secondary education. 

From a management perspective, it can be claimed that, with regard to 

comprehensive education, central power was exercised, but only in a 

limited and very conservative manner. 

The accounts of the transition to a reorganised system in the four 

counties which feature in this study have shown that Directors of 

Education were much more powerful figures in the mid 1960s than now, and 

were able to wield considerable influence on developments, even though 

in the final analysis they could not obstruct what was a major national 

Policy. Although the political complexion of -the Education Committee 

was undoubtedly important, as the example of the non-partisan 

Renfrewshire showed, the fact that there was a high proportion of Labour 

Councillors in the area under examination ensured that the principle, if 

not the practice, of comprehensive education would be accepted without 
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demur. Equally, however, the study has shown that some Labour 

Councillors were at least ambivalent, if not secretly hostile to the 

idea for historical, cultural and personal reasons, and found it very 

difficult to break their allegiance to the selective tradition. This 

dilemma was heightened for some during the furore over the six remaining 

selective schools in Glasgow - another illustration of the significance 

of the level of political, commitment and consciousness. In the heated 

debates which ensued, some councillors' private views were at odds with 

the public posture of the ruling Labour Group (viz: total opposition to 

any form of selection). The episode -illustrates not only the limits to 

the power of the Scottish Education Department, but also what can happen 

when a particular policy is strenuously pursued at local level against 

the wishes of a substantial section of the electorate. In that 

circumstance, the power of the Director was seen to have been severely 

circumscribed, with local freedom finally winning the day, but only 

after political intervention at the highest level. It was from the mid 

1970S that the political control of education increased with the advent 

of the reorganisation of local government. Important for this study, 

however, is the point that although councillors began to take a more 

active and public interest in the workings of the education service than 

hitherto, in terms of management their higher people did not impinge on 

the substance or practice of comprehensive secondary education and 

schools continued to be left largely to their own devices. As such, a 

major finding of this study has been that there was no serious analysis 

of the workings (and shortcomings) ý of the system as it came to terms 

with the implications of comprehensive education. The central purpose 

of the comprehensive school as a philosophical concept did not figure on 

the agenda for discussion - once launched, it was allowed to evolve 

according to the individual philosophy and approach of those who had to 
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implement the changeover. I-- 

one of the - central concepts in management is. leadership. - From the many 

analyses of the leadership function, itýcan be'seen that it is centrally 

concerned with defining aims, exercising influence through communication 

and persuading, through involvement. Those exercising a leadership 
I 

function ought, also, ideally, ýto be aware of, the relevance of theories 

of motivation and achievement, which have demonstrated -ý those features of 

the working situation, from which individuals derive most job and 

personal satisfaction. One of the main, conclusions of this study is 

that, after the issue of Circular 600 little constructive assistance was 

given to those expected to cope with its implications. There seems to 

have been a widespread expectation that' everyone would willingly co- 

operate and deal- with the realities of - a, changed situation. In a 

hierarchically organised system like: the, education service, there is a 

need for mutual - trust and co-operation between the -various parts that 

make it up, otherwise there i*s little prospectof devising agreed aims. 

In the event, evidence ýwas 'found of both-,, - professional and parental 

opposition'to the changeover to a comprehensive system. 

Members of,, the Directorate on -the whole adopted a predominantly 

pragmatic, administrative role in developments. Contrary to the 

admonitionsIn the ADES Manual, their role as educators appears to have 

been suppressed. 29 This is -not to say that they and their staffs did 

not provide any leadership for those in schools trying - to tackle the 

internal difficulties associated with comprehensive education, once the 

outward structure had been established;,, --i but its extent -was variable. 

The four counties examined in this thesis faced difficulties of a 

practical , kind in the -changeover. Administrative staff in 
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Dunbartonshire, Glasgow City and Renfrewshire provided some evidence of 

strategy and sense of direction, and took well-intentioned steps to 

assist schools. Even then, however, their efforts met with formidable 

obstacles within schools. Lanarkshire stands alone in providing an 

example of inadequate leadership and little guidance. , When these four 

areas became part of Strathclyde Region, the study found that the new 

authority offered no strategy or policy planning for secondary education 

in the years 1975-80. Internal communications within the Education 

Department, and those with schools, left much to be desired. One is 

tempted to say, on the basis -of the evidence, that the introduction of 

comprehensive education caused a professional ideas vacuum, which was 

left to be filled by initiatives at grassroots level. The example of 

the curricular provision for the'influx of-pupilsýresulting from raising 

of the school leaving age illustrates how much at a loss schools were 

and how great the gap was between the educational ideals hoped for and 

the extent of the -help provided for teachers to realise them. The 

combined ef f orts of the Inspectorate, ý the ý Consultative Committee on the 

Curriculum and the Advisory Service, however well-intentioned, dutiful 

and energetic, remained unco-ordinated, ' and had a patchy and dubious 

impact on schools. Perhaps the reluctance to confront curricular issues 

is to be explained by the fact that none of these bodies had in reality 

any answers of their own to provide on the subject of comprehensive 

education and its workings. Hence, the only examples of real leadership 

found in this study came from the minority of committed enthusiasts who 

genuinely espoused a comprehensive philosophy, and made strenuous 

efforts to put it into practice in schools. It was from-them that came 

art4cles in the various subject periodicals and the educational press, 

and they who donned, the mantle of proselytisers for comprehensive 

education at national and local courses in the 1960s and 1970s. 
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The extent and quality of such leadership as was shown was in the hands 

of individual institutions. This study found that, in the changeover to 

a comprehensive system, much was delegated to headteachers and their 

staffs. An exploratory approach was adopted to comprehensive education, 

the problems of which were confronted as they occurred. Accordingly, 

commitment to the comprehensive initiative and its actual practice 

varied enormously. In reality, headteachers and principal teachers 

(subject) controlled the pace and scope of change. The resultant 

variability in adherence to and application of the comprehensive 

principle seriously impeded its widespread realisation in schools in the 

West of Scotland in the period 1965-80. There may have been some 

subscription to the principle inasmuch as it was believed to be in line 

with-the Scottish democratic tradition of making a good education widely 

available. But the realisation of the demands it made on teachers to 

ef f ect its translation into, practice caused upset to many teachers 

because it challenged deeply-held values and beliefs. 
- 

To operate a 

comprehensive system of education paying heed to its necessary 

concomitants held massive implicationsý. for changes in traditional 

practices. - It appears from this study that many teachers did not 

succeed in grasping the essential principles of comprehensive education. 

if Hoyle is correct in asserting that the majority of teachers are 

probably 'restricted professionals', 30 then they tend to stand by what 

has been shown-to work. It seems that their capacity for embracing and 

sustaining the level of change required to give the reorganised system a 

serious chance of success was seriously under-estimated. this account 

of the introduction and development of comprehensive education in the 

West of Scotland suggests that when innovatory ideas are not adequately 

supported by their instigators for those expected to carry them out, 

they are likely to founder. It also illustrates the outcome of allowing 
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a major change to occur in an unco-ordinated way: although the Scottish 

Education Department was able to effect a relatively rapid 

organisational changeover to a comprehensive system, its preoccupation 

with structures and inattention to the fact thaE organisations are not 

reified, but inextricably bound up with the actions and intentions of 

those who work in them, meant that it was less successful in managing 

the corresponding change in education prýcti. ces. 

It has already been claimed in this study that the comprehensive school 

was unquestionably an innovation, despite attempts to assert that it was 

closely allied to the traditional Scottish secondary school dating back 

to John Knox's parish school. Equally, it has been demonstrated that 

there was a distinct dearth of -awareness of the basic theoretical 

propositions concerning the successful introduction of innovations into 

the educational system. Indeed, one is struck by the fact that no prior 

thought seems to have been given to the effects of the introduction of a 

comprehensive system of education: it seems to have been restricted to 

what was seen as practicable, and much governed by trial and error. 

many of the 'sine qua non' features of successful innovations as 

demonstrated in the vast literature on the subject3l appear to have 

received scant attention 

the complexity of the change was under-estimated by those responsible 

for advocating it 

the need for support for the change was, not appreciated so that at 

best tokenism, at worst passive resistance resulted 

- the directive and exhortatory nature of the change caused resentment 

and opposition in the system on which it was imposed 

- the management implications of the changeover were not grasped, thus 

militating against -the easy assimilation of the major modifications 

I 
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to the world of secondary education it entailed 

- the people expected to operate the new system had no sense of 

involvement in the changes proposed to their habitual 'modus 

operandi', with the result that the need for change was not perceived 

by many. 

What is astonishing is that, in the adaptation of the bipartite to the 

comprehensive system, blind faith seems to have acted as a guide to 

those managing the change. Amazing assumptions seem to have been made: 

all children would have the same start in secondary 1; a common 

curriculum of traditional subjects would be suitable for all pupils; 

appropriate methodology and assessment techniques would somehow emerge. 

Nobody in Scottish education seemed concerned to undertake a review of 

the purposes of the whole system in the light of the fact that access to 

full secondary education was the entitlement of all children. Teachers, 

with very little training and a distinctive educational frame of 

reference were invited to take on board complex concepts32 into which 

they had had little opportunity to gain an insight. To some extent, 

therefore, the crisis of the mid 1970s referred to in Chapter Five can 

be attributed to the misapplication of an educational innovation 

deriving from an imperfect understan ding of it. From the evidence of 

this study, the most than can be said is that the comprehensive school 

acted as a very gradual catalyst to change over time. What appears to 

have been neglected is that any educational innovation, to have any 

chance of success, needs good planning and management and must have a 

sound theoretical basis. Innovations need management skills if change 

is not to be piecemeal and unco-ordinated. It is contended here that 

the aims of comprehensive education can be advanced only by a planned, 

, /systematic approach to innovation and its implications, in such a way 
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that school structures and procedures are affected. ' The concept %of 

management needs to be -tackled head-on, if comprehensive education is to 

move nearer becoming reality. While it is conceded that education 

alone cannot change. society, a well-planned and executed approach to 

comprehensive education can achieve more worthwhile objectives -a 

flexibility in which the academic, personal and social needs of all 

pupils are honestly addressed. on the evidence of -this study, much 

remained to be done in 1980 to oust, the meritocratic ethic which 

tenaciously gripped Scottish secondary education. By the end of the 

period under review, secondary schools in the West of Scotland seemed to 

be poised on a divide between past traditions and an uncertain future, 

struggling to address new educational ideas and practices. While some 

improvements had undoubtedly taken place, thereremained enough vestiges 

of the outlook-, described by, a prominent comprehensive advocate over 

twenty years ago to give-continuing cause for concern: 

Our philosophy'is one of limitation and restriction ... the 
weakest must go to the wall, the race is to the swif t and 
the battle to the strong. 33 

-1 

in this concluding section of the chapter an attempt will be made to 

examine what the data presented in this thesis suggest about the three 

concepts of culture, ideology and management and their inter- 

relationship. '- After subsequently considering the changed ambiance in 

which the comprehensive school finds, itself in the late 1980s, the 

chapter will end with some suggested lines of development which 

comprehensive education may have-to contemplate in the remaining years 

of this century. 

Concepts are useful analytical tools when endeavouring to make sense of 

and impose an order -on the array of data yielded by a piece of 
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educational research. Closer examination of the three concepts 

highlighted in this chapter may make it possible to advance some 

propositions which may be helpful in delineating areas of future enquiry 

in this field of research. 

it seems clear that the culture of any society has been so long in the 

making that it penetrates deep into the national psyche and exerts a 

powerful, influence over the beliefs and activities of its members. The 

importance of the, education system in sustaining an awareness of culture 

and perpetuating its transmission is readily seen. Hence schools, as 

organisationsi contain elements which derive from the ends and purposes 

for which they are perceived to have been instituted, and their 

procedures are embodiments of established cultural values. The debate 

about comprehensive education, related as it is to an egalitarian ethos, 

is unequivocally concerned with culture. It can be argued that Circular 

600 presented a fundamental challenge to the cultural underpinning of 

the Scottish educational system, because the rationale on which it was 

based (equal concern for all pupils, a belief in the educability of all 

pupils) flew in the face of past tradition and offended some central 

aspects Of Scottish culture: the role of - the education system in 

identifying and promoting the academically able, prevailing definitions 

of educational success, the primacy of academicism. - The prevalence of 

these cultural -norms prevented - any serious debate about the 

comprehensive . schools, the essential- principles Of which (e. g. the 

common- curriculum, social and affective aspects of education) remained 

unexplored for a- long time. It is thus possible to, argue that Scottish 

culture provided an enduring link with the pasto and at the same time 

acted at an almost subconscious level to shape the course of 

developments subsequent to the official introduction of comprehensive 
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education in 1965. Indeed, it could be contended that Scottish 

educational culture has cast a predominantly conservative shadow over 

the development of the educational system, with the result that any 

alternative concept of the role and purpose of education in society has 

immediately come up against powerful barriers. These barriers consist 

of unarticulated assumptions about ways to behave and entrenched beliefs 

in accepted system practices, both of which are in turn culturally 

determined, and create a deep-seated inertia and reluctance to embrace 

change'at all levels in the service, from policy makers through policy 

implementers to teachers and the pupils themselyes. Hence, the cultural 

foundations of the education system proved resistant to imposed change, 

and the Scottish 'solution' to comprehensive education was essentially 

to adapt a. system designed for an elite minority to the needs of mass 

secondary education. 

Ideologies, as belief systems which act as guides to belief in and 

action on# the way society should be shaped, are cultural derivatives. 

Reference has been made earlier to the ideology of separatism which 

characterised Scottish education for the first sixty years of the 

present century, and which set up appropriate structures for the 

educational system to reflect the predominant attitudes and beliefs of 

the policy makers about the purpose of secondary schooling. But culture 

is not static, and periodically new ideologies arise in response to 

changing political, socialand economic forces. On this view, the issue 

of Circular 600, in 1965 represented an ideological incursion into the 

prevailing and static value system of many in the world of Scottish 

education, representing as it did a revolutionary, if not alien, 

educational orthodoxy. Since, however, the incursion failed to take 

account of. the cultural, climate in which it would be located, it came up 
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against vested interests at all levels in the educational establishment. 

So the comprehensive school had to struggle in an unf avourable 

ideological climate to establish itself in the face of considerable 

opposition in a country where the policy for secondary education 

including curriculum and assessment rested on fundamentally different 

premises. Thus, it may be argued that radical change imposed on the 

educational system from a particular political philosophy can only be 

successfully implemented if there are sufficient individuals among those 

in management positions with a conceptual grasp of the full implications 

of the change. Such considerations are illuminating when reflecting on 

the handful of radical proponents 'of the comprehensive school who tried 

to innovate on a broad front, but were rejected by the educational 

establishment and unable to rely more than limited support for their 

ideas and ideals. 34 Irrespective of any errors in approach they may 

have made, their fate serves as a reminder of how entrenched traditional 

attitudes and practices are and how they militate against change, 

especially given the cultural and ideological forces which sustain them. 

just as many of the recommendations of the 1947 Report consonant with 

the comprehensive principle were rejected because they found little 

favour with'educational policy makers of the day, so in 1965 there was a 

similar 'antipathy to comprehensive reform because those called upon to 

introduce it were ideologically opposed to it, even though a more 

appropriate structure (the all-through comprehensive school) had been 

created at the behest of the politicians. This study of developments in 

the fifteen years which followed the issue of Circular 600 raises the 

question of the consequences of misplaced Optimism about the outcomes of 

a particular political ideology which arises out of a contemporary 

consensus of values. It also suggests that the potential of counter- 

ideologies to effect genuine and lasting change in the educational 
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system is severely limited. Politicians might do well to reflect on the 

notion that, to judge by the account of comprehensive education given in 

this thesis, political intervention at the highest level to effect 

radical change may prove ineffective unless it addresses the ideological 

and cultural foundations of the educational system in such a way as to 

acknowledge their probable implications and inhibitory effects. 

3: t is contended here that the ef forts of ý those whose task it was to 

implement the political decision to go comprehensive met with the lack 

of success recorded in this thesis because it was inadequately managed. 

This criterion rests on three propositions: that the concept of 

management was narrowly conceived in terms of routine administration, 

paper-work and statistical returns to the detriment of its more 

fundamental characteristics (specifying" long-term/ short-term aims and 

objectives, strategic planning, priority setting, policy formulation, 

managing people and the curriculum, devising appropriate consultation 

mechanisms and channels of communication); that to introduce a major 

change of the magnitude of comprehensive education requires a management 

strategy based on theoretical principles, rather than on assumption of 

co-operation, if it is not to lose direction and thus fail to impinge 

significantly on educational practice; - that to conceptualise major 

change solely in terms of management, failing thereby to take account of 

and plan -for. the effects of the cultural/ ideo logical forces it will 

encounter in the education system is to risk, its rejection by 

practitioners. In, essence, those responsible for the management of the 

change , to comprehensive education ignored the phenomenological 

perspective, and f ailed to address the central question of how the new 

regime related to the values, attitudes and education frame of reference 

of those most affected by it. At worst the system culture was ignored, 
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at best attempts were made to manage round it. Few - ef f orts -'appear to 

have been made to devise a management strategy which-took cognisance of 

the receiving culture. By -implementing a strategic change which 

violated the existing culture of 'the education system,, decision-makers 

demonstrated an inadequate grasp, of the crucial power-block that wider 

f orces can create. Though politicians and policy makers envisaged 

change exclusively in management terms, their failure to grasp the 

ideological /cultural dimensions of -the educational environment into 

which it was toýbe launched led-to the policy impact being neutralised. 

To that extent, and in a more general--sense, recourse to a management 

approach by itself is an inadequate response: indeed it may lead to two 

undesirable outcomes: that-t'alk of management-and-its central concepts 

becomes anathema to manyýpractitioners; or-that it engenders a form of 

management mania which creates the illusion of its powers to be a 

panacea for perceived ills. - Mention was made earlier of the 

predominantly pragmatic response to the introduction of comprehensive 

education made by many in, the education service. - In the light of the 

foregoing- propositions it is possible to argue 'that even to adopt a 

pragmatic response is to assume a particular theoretical stance, given 

the pervasive impact of cultural and ideological- features of the 

educational system. ' On the - evidence presented . 
in, this study, it can be 

claimed that political attempts to innovate 'founder when 'they encounter 

entrenched trzýditional values. ý Further, -the predominant top-down 

management model, ý imposed -. on - people who have, no, sense of involvement in 

it, leads to a loss -of ideas in the, passage -between their pioneers and 

their-iecipients, more especially if proposed changes are predicated on 

an ideology not 'perceived to 'be required. A recent study of the 

comprehensive school has highlighted the fact that there is a 

dislocation, between the providers' Policy expectations in education and 
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those of the implementers. 35 Chapters Four and Five of this study found 

ample evidence of this contention. The message appears to be that, 

given the increasing stress placed on a managerial approach in the 

education service, cognisance will require to be taken of the notion 

that managers are, not merely passive recipients of the ideas of others 

but, as educated professionals, have an important contribution to make 

to the policy process, and to policy implementation, an important aspect 

of which would be to act as barometers of the cultural /. ideological 

climate at any time, but especially when major change is being 

contemplated. In other words, they would adopt a contributory rather 

than reactive stance to major educational issues. Highly relevant to 

this proposition is the recent report on Strathclyde Regional Council 

Education Department completed by an external consultancy. 
36 A central 

conclusion is that the, Department requires to shift the focus of its 

attention from administering change to the active management of it. The 

report distinguishes sharply between administrators and managers; the 

former respond in a_, passive way to an unchanging situaff6n, while the 

latter respond actively and constructively in order to shape a 

constantly changing situation. The report echoes some of the 

conclusions of this study about Strathclyde Region's Education 

Department in theýfirst five years of its existence: that it lacked a 

sense of purpose, and had no overarching philosophy of policy as a guide 

to practice. It also welcomes, the initiative of the recently appointed 

Director to, foster a new culture in the Department in which a more open 

atmosphere will permit, the Directorate to communicate with its clients 

and employees. The new Director described the creation of the new ethos 

as a move from a 'controlling' to an 'enabling' authority 
'. 

37 

The foregoing examination of the concepts of culture, ideology and 
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management leads to the conclusion that they are inter-related in terms 

of human behaviour. Culture and ideology intertwine and permeate 

individuals' consciousness to create a social identity, and generate 

ideas to support a -particular social or political theory. This 

interaction establishes a received wisdom about the purposes of 

education, an accepted educational ethos and the system practices which 

derive from it. It also sets up powerful barriers to change, which is 

difficult to effect since it negatively disrupts established patterns of 

behaviour. - This suggests that to have any chance of successful 

introduction, change needs to be integrated into the prevailing value 

system, a task which requires careful pre-planning and calls for the 

provision of much support, for practitioners. Management, in its proper 

sense, is a rational approach to achieving aims and objectives through 

people. ý It is, theref ore, , people -dependent, and its ef f ectiveness will 

be diminished if no account is taken of the. human resources of the 

system it is controlling. ý Especially at a time of major change, 

managers must be aware of the multiplicity of sub-systems of which the 

education system is composed, and be prepared to expose and confront its 

cultural /ideological factors which can cause conflict and opposition. 

Account must also be taken of learning theory, and its postulation that 

motivation is one of the major keys to the learning process and, 

therefore, to the outcomes of the education system as a whole. Managers 

must, therefore, set out to influence people initially to accept major 

change as a, first step towards its eventual internalisation into the 

belief system of those expected to adopt it. A major difficulty for 

managers at all levels in this respect is that it is notýa question of 

one organisation, but a whole education system with its culture and 

ideology which has become entrenched over many years. Thus, at all 

levels in the system, there is a complex mix of people with varying 
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expectations and frames of reference. In such circumstances, managers 

cannot assume any consistency in the perceptual reactions they will 

engender. moreover attitudes and perceptions are influenced by factors 

other than culture and ideology. if it -is accepted that behaviour is 

the link between culture, ideology and management, then it must be 

conceded that the inter-relationship is one of enormous complexity, 

involving the way people see themselves, the way they think and operate, 

and the way managers conceive of their responsibility to influence the 

human resources in the system to produce desired ends. That a link 

exists, however, suggests that there is a possibility of a greater 

compatibility between culture, ideology and management, however 

difficult it is to achieve. - Indeed, it is suggested that a more 

harmonious inter-relationship' is essential if major change in the 

education system is to have any lasting effect. The account of the 

-introduction and development of comprehensive education in the West of 

scotland given in this thesis illustrates what can happen when the three 

concepts are mismatched, with management operating in a vacuum and 

simplistic assumptions being made about 'its nature and potential to 

bring about change. 

If the introduction of comprehensive education, in 1965 represented a 

radical ideological intervention in the educational system, it could be 

argued that the Policies and tactics of the present Conservative 

Government offer an interesting parallel. Critics have claimed that a 

culture endemic to the South East of England is gradually being imposed 

on Scotland which clashes with some of' the more deeply-held native 

values. - In such arguments it is interesting to observe that the values 

to which appeals are made are those which derive from the democratic 

tradition (broad general education, its availability to all social 
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classes, the importance of uniformity of provision). At all events, in 

terms of the three pivotal concepts being examined in this chapter, it 

can be said of current Conservative educational initiatives that they 

appear to have disregarded the cultural and ideological ambiance, as a 

result of which they have been severely lampooned. Nevertheless, in 

terms of the way they have been managed, they display a sharpness and a 

sense of purpose which have left both bureaucrats and professionals at a 

loss for counter- arguments of substance. The challenge to the view of 

education as a means of effecting societal change which they represent 

may well be enjoying its current success because'the policy consensus of 

the post-war'years has been broken. 38 An alternative explanation may 

lie in a point made earlier, namely that they have been conditioned to a 

reactive role, 'and have thus been preoccupied, with devising appropriate 

administrative machinery to' implement decisions rather than with 

confronting substantive questions about the purpose of proposed changes. 

This observation assumes added significance 'when it is considered that 

the present political culture transforms the status of managers, who 

become central figures in delivering an improved performance. in that 

sense, the political culture is well disposed to the ideology of 

management. 

in, any meaningful discussion of comprehensive education in the late 

1980s, cognisance must be taken of the fact that the wider social and 

pI olitical climate has changed markedly. The economic recession of the 

1970s challenged the optimism which had claimed a link between 

educational expansion and economic prosperity. Doubts began to emerge 

about the ability ýof the comprehensive school to deliver what its 

supporters asserted that it could - an appropriate educational 

experience for all pupils. Consequently, arguments for the 

432 



comprehensive, school, do not find as ready a political acceptance as they 

formerly did. , The value terms which appealed in the mid 1960s - 

EQUALITY, JUSTICE, SOCIAL UNITY - no longer feature on the educational 

agenda. The vogue words now are SUCCESS, QUALITY, SELECTIVITY. Indeed, 

many of the intrinsic features of the ideology of the comprehensive 

school appear to fly in the face of prevailing social and political 

Zeitgeist. 39 A major contributory factor to the changed ideology is the 

educational policy of the present government, which has put education 

high on the political agenda, and adopted a highly interventionist and 

directive stance on policy matters. Dubbing developments 1980-88 'THE 

THATCHERITE REVOLUTION', one commentator40 takes the view that post-war 

Britain is witnessing a new revolution, which he calls 'post non- 

selective education'. -, This revolution is based on the view held by many 

that the comprehensive reforms of the 1960s have not succeeded in 

producing an educational system in which all pupils, especially those of 

average and below average ability, achieve the highest standards of 

which they are capable. The revolution is also characterised by a 

change Jn the balance of power, , with schools and local authorities 

having Jost much control,. to Political, bureaucratic and managerial 

centres of power. Doubts about the capacity of local authorities to 

manage the system effectively have grown, and with this have come 

increased pressures for accountability, with a substantial increase in 

the level of parental choice. The competitive environment created by 

current government policy_can be seen in terms of what some commentators 

have called the 'crises' and 'settlements' which have characterised the 

history of British educational policy since 1945.41 On this view, 

present policies are, explicitly designed as a settlement of -the crisis 

caused by, the expansionist educational ideology of the 1960s. one of 

the aims, of - 
the contemporary education 'reforms' is to redress the 
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balance by giving parents and local communities a much greater say in 

how the education service is managed. A central aim is to ef f ect an 

overall improvement in standards by extending choice and sharpening 

competition. It certainly seems that the values of free-market 

consumerism are in the ascendant as the concept of dependency culture 

comes under attack. Schools are increasingly being required to vie with 

each other in a competitive educational market place, and headteachers 

to manage their schools with an eye firmly on the demands, and 

aspi rations of their customers. Sayer42 traces-, the origins of these 

developments from the earliest'Black Papers through the Great Debate of 

the mid 1970s, and attributes the present situation to a change in the 

will to achieve societal progress through education in the 1960s to a 

dismissal of education as the scapegoat for a perceived national decline 

in the 1980s. From the point of view of the comprehensive school, 

government policy already on the Statute Book, as well as developing 

lines of thought, give substantial cause for, concern: f ree parental 

choice of school, which has killed the notion of territorial 

comprehensive schools, -and created so-called 'magnet, schools'; the 

Assisted Places Scheme, whereby able children of modest means are 

enabled to reap the benefits of a private education; the proposed City 

Technology Colleges, funded by industry. and commerce, and designed as 

centres of excellence; 43 the National Curriculum; testing in the 

primary, school; the possibility -of schools opting out of local 

authority control and becoming self-governing; the imminent School 

Boards. Many commentators see these changes as indicators of a desire 

to, put-the educational system under closer scrutiny, despite the 

rhetoric of increased democracy in accounts by government officials. 44 

Perhaps-the most worrying facet of the Conservative's education package 

in the context of this study is its potential for divisiveness and the 
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dismantling of the comprehensive principle. in this connection, Chitty 

has referred to the emergence of a spectre of 'an ideology of 

institutional differentiation' . 
45 It is certainly true that the 

combined effects of falling school rolls and the Parents' Charter could 

well result in a differentiation of schools by the community they serve. 

An additional factor of which account has to be taken is the climate in 

which schools currently operate. Notwithstanding present government 

policies, schools are in the grip of confusion and uncertainty following 

the recent prologned period of industrial action. Teacher morale is 

low, and there is a lack of ideological unity as to how best to proceed. 

Teachers are subject to compulsory transfers as school rolls fall; 

promotion prospects are bleak; the imposition of planned activity time, 

ironically intended to alleviate the problems caused by changes in 

curriculum and assessment has caused resentment among teachers, and 

feelings of not being valued by administrators, who seem increasingly 

uninvolved in what teachers are expected to achieve in schools. The 

resumption of curriculum development and related activities is already 

provoking accusations of innovation overload and fatigue. 

Having argued that the ideological climate in society exerts pressure on 

schools, and noting the current climate in which they operate, it must 

be conceded that the comprehensive principle appears to be under 

increasing threat. Indeed, it may even be that the combined effect of 

current developments will be such as to make the concept of the 

comprehensive school unsustainable. The questions to be addressed then 

are: IS IT REALISTIC TO MAINTAIN ANY OPTIMISM ABOUT THE COMPREHENSIVE 

SCHOOL'S CHANCES OF SURVIVAL? DOES THE COMPREHENSIVE PRINCIPLE RETAIN 

ANY VALIDITY TODAY? This study has shown that, in the West of Scotland, 
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progress towards the comprehensive ideal in the period under review has 

been a slow evolutionary process, not a once-and-for-all reform which 

can- ignore the cultural and ideological forces which impinge on the 

educational system. The most that can realisticaly be claimed is that 

experiences in the past two decades have set the agenda, and it has to 

be said both that the comprehensive school has not achieved its 

potential, and that there has been less than wholehearted commitment to 

the comprehensive principle. It is worth stating that the subject has 

produced many contradictory claims, 46 and there is as yet little 

enlightenment as to what the comprehensive reform has achieved. These 

contradictory findings among researchers raise interesting questions as 

to how amenable an issue like comprehensive education is to empirical 

analysis, if academically respectable analyses of its successes and 

failure continue to prove inconclusive. How, indeed, does one evaluate 

all the conflicting evidence? These questions have wider implications 

for the choice of appropriate methodologies for conducting research in 

the social sciences. Although it is probably the case that falling 

school rolls-would have caused some reappraisal of current secondary 

school organisation, Conservative education policies have sharpened the 

discussion by accelerating the decline of some comprehensive schools. 

The result is that, at present, there appears no consensus about the 

purpose, and direction of comprehensive education, and no unified vision 

of what the future holds. 47 In such circumstances, where undue optimism 

seems misplaced, it is proposed to - conclude ý' this chapter by suggesting 

several possible scenarios- for- the development of the comprehensive 

school in the foreseeable future. 

The f irst is predicated on the view that, as a result of deliberate 

vilification of, the work and perceived Outcomes of comprehensive schools 
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over the past twenty years, steps have already been taken progressively 

to dismantle the comprehensive system as we have come -to know it - No 

dramatic demise is foreseen, rather a slow war of attrition in which 

each new policy initiative or education act will undermine another 

established feature of the system. This view derives from situation in 

which the state education system has been portrayed as a failure, 

creating a climate of critical public opinion which is thus disposed to 

consider alternatives, and so construes current government policy as a 

rescue attempt. - many recent commentators on the development of 

comprehensive education make much of its alleged failure. Shaw, for 

example, asserts that the comprehensive principle has manifestly failed 

and is, therefore, intrinsically flawed. 48 Ball, too, argues that the 

future-of the comprehensive school is at the very least in doubt, 

confronted as it is by a powerful array of forces intent on subverting 

its rationale. 49 He futher contends that the facts and conditions of 

British-society have tended to militate against the full realisation of 

equality of opportunity. The findings of this study accord with the 

views of Chitty50 and Barker5l that the advent of comprehensive school 

has not enriched the curriculum or educational experience of all pupils, 

dominated as it has been in its formative years by the 

academic /meri tocrati c paradigm of education success. 52 Thus, a recent 

study has been able-to assert that the rhetoric of comprehensive reform 

has not been matched by significant changes in the internal workings of 

schools. 53 In support of this view, one case study of a comprehensive 

school in operation revealed deep internal divisions within it, with 

different groups of staff offering different versions or definitions of 

the same school. 54 Perhaps the most trenchant criticisms in recent 

writing have come from Ronald Fletcher, who 'considers comprehensive 

education to have been a major error of Judgement and urges that it be 
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abandoned forthwith. 55 He pens a sharp critique of the post-war 

sociology of education, with its concentration on social class and 

educational opportunity. , In his view, this has resulted in muddled 

thinking in, educational policy making,. -to the neglect of'more central 

issues,, for example, that, eduction is about excellence and that one of 

its chief functions is, -about the, civilisation of society. His 

conclusion is that segregated provision in different kinds of school 

would improve standards across the board, since there is a fundamental 

contradiction between-the comprehensive principle (with its origins in 

'doctrinaire political ideology) and the psychological, ýsocial and 

educational realities of the world. 

A central plank of current initiatives to 'rescue' the, comprehensive 

school is what, had come to be termed , 'the new vocationalism', and 

includes government funded initiatives like TVEI and the many schemes 

for Enterprise'Education, which schools are being increasingly invited to 

adopt'. These schemes place a resurgent emphasis on the, vocational 

aspect of 'education which has been, in decline in Scotland since the 

failure of the Brunton Report in 1963. ' They stress the techological, 

the utilitarian and the relevant, - and ostensibly aim to increase the 

flexibility of the education system and make it more adaptable to the 

needs of the economy. However, for those, who fear the dismantling of 

comprehensive education, they can be interpreted as an attempt to 

restructure secondary provision in such a way that education and 

training-are progresively, separated. - Moreover, by allocating funding to 

specific policies of this nature, it, could be argued that the government 

is removing from schools some, of their scope for curriculum planning, so 

that increasingly teachers are bing asked to'deliver educational 

packages-made up by people, outside the education service. Certainly, 
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these initiatives, coupled with mounting pressure' to expand work 

experience for pupils, suggests that the present government is making a 

conscious'effort to plan the transition from school to work in a quite 

definite way, based on an ideology of manpower planning which seems to 

favour differential routes and destinations for pupils in secondary 

education. Anyone who doubts that more far-reaching changes may yet 

occur need look no futher than a recent policy paper to emerge from the 

influential Adam Smith -Institute'. 56 Its principal proposals are that: 

all schools would become self-governing, funded directly by central 

government according to the number of pupils they can attract; the 

abolition of' two-tier regional /district authorities; total power would 

be vested in-headteachers as managers'of small businesses and to parents 

through school boards; there would be redundancies among 

administrators, advisers and support departments like educational 

psychology and community education, such services being in future 

'bought in'. Altliough it is doubtful if all of these proposals would be 

accepted as they stand by the Government, they are significant in that 

they indicate the lines of its thinking on educational policy, and may 

represent issues f or debate on the educational agenda in years to 

come. 57 -Of 'particular significance to this study is the fact that the 

piper's principal author, Douglas Mason', has been quoted as saying that 

the proposals have been devised 'to correct the tragic errors of the 

1960s, 58 and to put: I education back on the right road. 

An - alternative scenario which it is possible to envisage is that the 

comprehensive system will remain the basis of provision for a large 

number of pupils, but that it will' be noticeably affected by the twin 

threats of differentiation (already mentioned) and privatisation. This 

view foresees more parents taking advantage of City Technology Colleges, 
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'opted-out' schools and the private sector. In extreme cases it might 

even lead to the beginnings of a two-tier education service, with 

comprehensive schools catering for less privileged pupils. It also 

would be a body blow to the concept of a common curriculum. It is, 

however, also based on the notion that some features of the 

comprehensive principle are worth rescuing and fighting for, providing 

local authorities seize the opportunity afforded by school closures to 

amalgamate schools into viable units. In considering this scenario, it 

seems prudent to bear in mind that the comprehensive school is still at 

a transitional stage in its development. Felsenstein59 has argued that 

comprehensive schools have always been cast in the role of newcomers, 

required to prove themselves, and in addition have had to contend with a 

plethora of externally imposed changes., In the 
_ 
Scottish context, 

McPherson and Willms, 60 
-, point out persuasively in a recent paper 

outlining the achievements of comprehensive reorganisation, that these 

have to be seen against a sixty year, tradition of fiercely selective 

schooling which had established much valued senior secondary schools. 

McPherson has elsewhere stressed that out of this grew shared 

assumptions about the criteria used for recognising 'good' schools and 

'good' teachers, which came to be symbolic of all that was perceived to 

be best in Scottish education. 61 it should not be forgotten that as 

novel educational institutions, comprehensive. schools had to contend 

with formidable array of pressures. A recent survey of developing 

trends in Scottish education based on analysis of the 1981 School 

Leavers' Survey, reminds readers of enduring constrainst on the 

educational system and their effect on innovatory policy initiatives. 62 

Arguing that the concepts of history and structure are of crucial 

importance, the authors focus on the central role of the school as an 

instrument of social and occupational selection which has as an 
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inevitable consequence the emphasis on the acquisition of academic 

qualifications in an atmosphere of competition. The present study has 

shown that comprehensive schools in the West of Scotland were no 

exception in this regard. The authors also make a useful conceptual 

distinction between 'context' and 'content': allegedly beneficient 

reforms in the latter (whether of curriculum or methodology) come up 

against structural obstacles to chaAge in the former, namely the sorting 

function of the school, and the expressed choice of pupils as they pass 

through the system. 

Nevertheless, recent authors on the subject of comprehensive education 

have stressed the fact that if comprehensive schools are to continue, 

there is an urgent need 'for 'a' redefinition of aims and a concerted 

approach to tackle aspects that have been neglected in previous years. 63 

The prevailing message seems to be that Comprehensive schools could do 

much better. This verdict receives some, if cautious, support from the 

findings of this study. Questioned on the extent to which the advent of 

the compehensive school had effected changes in the internal workings of 

schools, there was an almost unanimous consensus that change had been 

slow (for the ideological/cultural/management reasons outlined earlier), 

but several interviewees remarked on' the fact that schools had 

unquestionably changed. mention was made of the following features: a 

greater awareness of equality between the sexes in curricular provision; 

new syllabuses and forms of assessment; a freer atmosphere in 

classrooms where talk and movement are no longer proscribed; a broader 

concept of educability among most teachrs, a heightened awareness of 

varying ability levels; increased attempts to make better provision for 

pupils with'leýrning difficulties; a gradual shift among teachers away 

from a content approach towards a skills-/process approach to the 
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curriculum. 64 Bearing in mind the amount of time required to ef f ect 

fundamenial change in education,; it must also be said that not all the 

answers have been found to the successful introduction of these 

features. The 'authors who advocate a redefinition of aims also suggest 

that comprehensive schools could learn from innovative and successful 

schools. Each author varies in the emphasis placed on the 

characteristics worthy of emulation, but there is a remarkable unanimity 

of view about future lines of development: a redefinition of 

curriculum, pedagogy, methodology and assessment procedures; a need for 

senior, staff to monitor policy- implementation (such a high profile 

managerial perspective must seek to uncover and address issues like 

values, which are culturally and ideologically deterined and which 

inhibit professional consensus, on matters of policy), a need to 

integrate the curricular and pastoral 'sides' of thes chool; a 

collaborative approach from, staff on -matters of policy and practice; 

systemised-staff training and development; the encouragement of 

teaching styles and strategies which address the social outcomes of the 

learning process, ý and, contribute to pupils personal and social 

development. Nevertheless, this study suggests that those who favour 

tackling 'in-school' issues as a means of improving the status quo 

should not ignore the-existence and effect of the' cultural /ideological 

dimension. In considering ý these developmental aspects of comprehensive 

schooling, -mention should be, made of the Centre for the Study of 

Comprehensive Schools at-the University of York. One of its principal 

aims is to gatherýand disseminate examples. of good practice with a view 

to improving the education offered by comprehensive schools. 65 

The third scenario for the future development of the comprehensive 

school in Scotland, derives from. the possibility that it might prove more 
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resistant to the assaults being made on it by the education policies of 

the present goverment. It could be argued that the Scottish educational 

system may reject what it sees as the imposition of an education 

philosophy it finds alien to its culture. On this view, the ideology 

of the far right, with its exaltation of consumerism and elitism, is 

held to be inimical to Scottish identity and consciousness. Such a 

rejection would spring from perceived feelings of Scottish culture being 

under attack, and be Justified by a retreat to elements of the Scottish 

myth to which allusion has already been made in this chapter. Two 

elements of relevance to comprehensive education are the Scottish 

preference for a strong maintained secondary sector, and the belief that 

schooling sould provide pupils with an introduction to a common 

curriculum and an induction into a common culture. As Gray et al point 

out#66 the Scottish educational system both has acquired a symbolic 

meaning and a continuity which arouse strong feelings of national 

identity. When, therefore, it is perceived to be threatened, those who 

subscrbe to the myth selectively invoke those of its elements which are 

required to support their argument. These ideas have a contemporary 

relevance in the current debate over the alleged 'Anglicisation' of the 

Scottish educational system. 67 Opponents of Government policy, 

demonstrating a strong sense of national and cultural consciousness, 

argue vocally that the all-through comprehensive school is culturally 

suited to Scotland, combining what is unique within its traditions with 

the needs of contemporary society, and as such should be allowed to 

continue its development and build on its successes. Proponents of this 

view argue that current government policy is putting the Scottish 

tradition of a. liberal comprehensive education at staket and that in the 

current climate of opinion,, in which ideological arguments take 

precedence. over research findings, a return to a segregated selective 
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system is a distinct possibility'. 68 

In this scenario, it is suggested that the all-through comprehensive 

school would survive in rural areas and some'more favoured urban areas; 

bui in inner city areas, the combined effects of fa lling school rolls 

and parental placing requests might well result in a system of four-year 

comprehensive schools with centralised provision for the 16-18 year 

group either in six year schools or colleges of further education. 

Those for whom this projected development is . plausible can draw comfort 

from the fact that, despite the questioning of expansionist egalitarian 

ideologies consequent upon the' economic' recession of the 1970s, and 

government policy notwithstanding, there have been no strident voices 

advocating that secondary provision should be curtailed or reversed. In 

addition, some commentators who have' studied the evolution of the 

comprehensive school have concluded that its future is not so bleak as 

its detractors have suggested. A recent Scottish study has demonstrated 

that the comprehensive'reorganisation which followed Circular 600 

reduced inequalities of attainment between social classes and increased 

the average levels of certificated attainment. 69 Its authors argue that 

the creation of 
1. 

comprehensive schools has led to a substantial 

equalisation of formal educational provision and increased access to 

formal academic qualifications. ' Indeed, they go 'further, - and assert 

that comprehensivisation was a necessary pre-requisite for the 

achievement of the educational gains inherent in many of the changes 

which followed it.. Th6y characterise the early 1980s as 'the high point 

of egalitarian reform' in Scotland. Weir, too, claims that a 

distinctive system of secondary education has developed in Scotland in 

the last two decades, with the 
'Six-year comprehensive school at its 

heart. 70 He adds that its national curriculum of some breadth 
'should 
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continue to be pursued with determination in view of increasing evidence 

that the 12-18 common school can meet the needs of the full range of 

pupils and of society. In his view, the Scottish comprehensive school 

is 'on an evolutionary path'. Finally, one commentator, has criticised 

the strong, anti-vocational currents in secondary schools and blamed 

them for Britain's poor showing when the products of its educational 

system are compared with those of Japan and West Germany. 71 

Interestingly, he did not see the solution in the destruction of the 

comprehensive school, nor a return to a selection based on academic 

ability. Rather, he put the case for a mingling of general education 

and high quality vocational preparation within the comprehensive system. 

The view that the upheavals in secondary education over the last twenty 

years have not been entirely pointless is supported by a recent study of 

Scottish educational policy making since 1945, which sums up the present 

situation in these terms: 

Nevertheless, the ef f ects of two decades of comprehensive 
reorganisation cannot be discounted. The salaries, 
conditions and roles of teachers are more standardised, and 
are likely to breed resistance to differential treatment for 
schools, for levels of pupil ability and for areas of 
curriculum. This has been the thrust of teacher politics at 
national level since 1918 at least. Local communities, too, 
have a greater expectation of partiy of provision, which is 
one reason why neither the SED nor the local authorities 
have been quick to grasp the nettle of secondary closure. 
Also, the Standard Grade, a national certificate for all 
pupils, is itself one outcome of the comprehensive drive 
towards parity of provision and esteem, and it further 
institutionalises a norm of universalism in provision. 72 

At present, it is impossible to predict which, if any, of these proposed 

scenarious will emerge. What is certain is that the educational system 

in Scotland will undergo far-reaching changes in the next few years, 

especially if the present administration is returned for a fourth term 

of office. Hopefully, developments in the first twenty years of 

comprehensive education have taught important lessons about the amount 
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of time required to effect fundamental change in education, and drawn 

attention to the key issues which require to be addressed in the 

endeavour to improve the quality of teaching and learning. 
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APPENDIX-1 

THE GLASGOW SELECTIVE SCHOOLS: CHRONOLOGY OF A CONTROVERSY 

1967: Despite the issue of Circular -600, the Glasgow Education 

Committee Convener stated publicly that selective schools would 

be retained, but a sub-committee had-been inexistence since 1966 

to examine their future role in a comprehensive system. 

Three Glasgow Councillors were threatened with withdrawal of the 

whip because of their association - with the , GLASGOW EDUCATION 

REFORM SOCIETY which advocated the immediate abolition of 

selective schools. 

1968: The Public- Schools' Commission recommended the integration of 

grant aided schools, and the Secretary of State put a ceiling on 

the amount Of Exchequer Grant payable to these schools. The 

Education (Scotland) Bill -was, published, which indicated the 

Government's intention to abolish fee-paying/selective schools, 

which it t-saw as inconsistent with the development of 

comprehensive education. Nevertheless, the-Education Committee 

decided by a large majority (Tory victory over a divided Labour 

opposition 25 votes to, 4) ý to retain the six local authority 

selective schools (Glasgow High School (boys), Glasgow High 

School (girls), Allan Glen's, Hillhead High, Notre Dame High, St 

Mungo'S Academy). 

1969: Exploiting a dwindling Labour majority-and the unwillingness of 

Roman--Catholic members of the Committee to commit themselves on 
the Assue, the Conservative group found a legal loophole, and 
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introduced fees of E15 p. a. in these six schools for 'social, 

cultural and recreational facilities'. 

1970: The Education Committee continued to defy the Secretary of State 

on the future of the six schools, in the knowledge that its 

revised scheme (accepting their compatibility with comprehensive 

schools) would be rejected when submitted in March. The Labour 

opposition 'still remained divided. In May the Secretary of State 

announced in 'the House of Commons his intention to introduce 

legislation to abolish fee-paying/selective schools, a view 

endorsed by Councillor John mains, who promised to abolish the 

six schools if elected at 'the "forthcoming local elections in 

1971. 

Following the Conservative victory at the General Election in 

June, the Secretary of State issued Circular 760, introducing 

permissive legislation giving local authorities freedom to 

determine the pattern of secondary provision in their areas. For 

the remainder of the year, Labour Councillors were less than 

happy' with their 'abolitionist"" colleagues, who became 

increasingly virulent and emotive in the media, to the extent 

that, in Glasgow, at least, the selective issue totally 

overshadowed the comprehensive one', with a disproportionate 

amount of " attention being paid to the future fate of six schools. 

1971: Conservative Councillors (who held the majority on the Education 

Committee) proposed to restore' f ee-paying and fix the level at 

E30 p. a. instead of E15, while Labour Councillors made dire 

threats about debarring teachers in fee-paying/selective schools 
from being eligible for promotion in comprehensive schools in the 
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city. At the May local elections, Labour -had a landslide 

victory. One month later, the Director of Education was asked to 

draw up a report on the future of the six schools in a 

comprehensive system. , In September, the Education Committee 

rejected the report, because it was alleged still to contain 

elements of selectivity. The beginning of the end f or the six 

schools came in December, with 'the announcement of the Labour 

Group decision that there would be no further selective intake to 

the six schools, which were to be phased out in their present 

form. 

1972: Using their freedom under Circular 760, the Labour Group decided 

that selectivity would end in the six schools from session 1974- 

75, a decision which won Education Committee backing in March, 

and unleashed a vitriolic, storm of Tory an&parental abuse in the 

media, with accusations of 'doctrinaire socialism' and 

'educational vandalism'. -The Secretary of State's office was 

inundated with 3000 letters which adopted a distinctly anti- 

Labour Group stance, and various prominent groups in society did 

likewise (e. g. Glasgow Presbytery). Parents at the six schools 

formed a 'FREEDOM OF CHOICE COMMITTEE'. The parent of a pupil at 

Allan Glen's School- took out a civil action against the 

Corporation decision - to, turn his -son's school into an area 

comprehensive, and, an interim interdict was granted in his 

favour. Three of the headteachers of the schools at the centre 

of the controversy were censured for challenging the Director of 

Education's authority by writing directly to the Secretary of 

State, ýalleging that the Education Committee was in default of 
the 1962 Education (Scotland) Act. 'The Secretary of State 
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delayed the plan to end selectivity, claiming that all plans 

submitted must meet the requirements of the Education Act. 

In May, the Education Department laid the responsibility for 

ending selectivity on the Secretary of State himself, who 

responded by serving a default order on the Corporation, and 

instructed it to arrange for selective intakes to the six schools 

for session 1972-3 by May 30, with a reminder that the result of 

a refusal to comply would result in a referral of the matter to 

the Court of Session. (The Government apparently preferred this 

course of action to direct intervention by the Scottish Education 

Department). The Court of Session rejected the Secretary of 

State's plea for an order, but made an interim one with which the 

Corporation complied eventually. 

Later in June, the Court of Session issued an order requiring the 

Education Department to effect a selective transfer to the six 

schools, finding that its decision to discontinue selectivity had 

no force in law, and interfered both with parents' rights and 

headteachers' responsibilities. The Corporation appealed 

unsuccessfully to the House of Lords against the Court of Session 

ruling. 

1973: In March, after several months of apparent defeat for the local 

authority, an amazing volte-face occurred: the Secretary of 

State agreed to the Corporation's proposals to end selectivity, 

in the line with Circular 760 which allowed it freedom to decide 

its own provision. The Secretary of State vehemently repudiated 

predictable accusations of having made a U-turn, saying that he 

had never at any time been against the scheme, and had taken 

Court Action to prevent his final decision being prejudiced, and 
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allow him time to evaluate the adequacy and ef f iciency of the 

educational aspects of the proposal. The Secretary of State's 

decision was announced in answer to a House of Commons question. 

After six years of political and educational wrangle, five of the 

schools were to become area comprehensives, and the historic High 

School of Glasgow was to be phased out on the grounds that it had 

no viable catchment area. 
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APPENDIX 

DOCUMENTS RELATING TO THE CONDUCT OF THE INTERVIEWS 
UNDERTAKEN IN CONNECTION WITH THIS RESEARCH 

1. Letter of invitation 

2. Copies of interview schedules 



I do hope you will be kind enough'to help me in my endeavours when you 
can f ind time. I look f orward to hearing f rom you, and thank you in 
advance f or any help you f eel able to give. 

Yours sincerely 

john Watt 
ASSistant Head Teacher - Middle School 

460 



2A. Questions put -to the Directors of Education for Dunbartonshire, 
Glasgow, Lanarkshire and Renfrewshire. 

Information about Glasgow's comprehensive plan Prior to Circular 
600. 

- a) What was the source of policy initiatives? How f ar back can 
policy sources be traced? 

- b) Which groups and/or individuals were involved? 

- C) Whose support did they enlist? 

- d) Were the moves to introduce comprehensive schools primarily 
political or educational? 

- e) How influential was the 1947 Advisory Council Report? 

2. Publication of Circular 600 on 27th October 1965_, 

- a) Why had comprehensive policy become nationally attractive at 
that particular moment? 

- b) What was the reaction of Glasgow education off icials to the 
content of circular 600? 

- c) What difference(s) did the Circular make to the education 
scene in Glasgow? 

- d) How was the policy implemented? 

- e) What individual role did the Director of Education play? 
(Management ethos?? ) 

- f) How did Director of Education relate to the following: 

(1) Head Teachers (4) The Education Committee 
(2) HMI (5) C. C. C. 
(3) Local Politicians (6) Advisers 

- g) What relationship existed between local and central 
government before and after publication Circular 600. (i. e. 
was it different)? 

- h) What were the obstacles to policy implementation? How 
powerful were they? How were they overcome? 

- i) Was-the process of implementation altered as it progressed? 

3. Groups and individuals. 

- a) What group/individuals played key roles in the implementation 
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II of policy-in Glasgow? 

b)ý What were the main sources'of decision-making? 

c) What was the Influence of the Education Committee and its 
successive Chairman? 

- d) What latitude was accorded to Head -Teachers in implementing 
directives? 

e) How did teachers react? What steps were taken to 
involve/consult them? 

f) How was the introduction of comprehensive education greeted 
by the general public/parents in Glasgow? 

4 Comprehensive Education and the Schools, 

- a) What were the immediate implications , for schools of the 

-implementation of circular 600? 

- b) Did the concept of the 'area school' cause any particular 
problems in Glasgow? 

- c) To what extent was change/reform introduced within schools as 
a result of circular 600. 

- d) What role did teachers' centres/ in- service Lraining make? 
How successful were they in affecting the educational process 
in schools? 

- e) What were the repercussions of the existence of a small group 
of fee-paying schools in Glasgow? 

5. The Comprehensive Principle in Scotland, 

- a) How did the idea of the comprehensive school as envisaged in 
circular 600 articulate with the Scottish educational system 
and Scottish attitudes to education? 

- b) How was the concept of 'equality of opportunity' perceived in 
, Scotland? 

- c) How did the implications of comprehensive education f it in 
with the prevailing views of teachers? 

- d) Has the potential of the comprehensive school been properly 
tapped? 

- e) What interpretation was put on the term 'a comprehensive 
school' by those involved in Scottish education? 
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Sup lementary Ouestions- 

what would Glasgow have done if Labour had lost the 1964 Election 
and Circular 600 had never been issued? Would Glasgow have pressed 
ahead with its policy of comprehensive schools and possibly become 
involved in conflict with a Tory Secretary of State? 

2. To what extent was the junior/senior secondary split due to lack of 
space, and to what extent was'it SED policy to separate the 'sheep 
from the goats'? 

3. Did the view exist in the Labour Party in Scotland that the 
selective school was a ladder of opportunity for the able working 
class child who might be at a disadvantage in a comprehensive 
school? 

4. Could the issue of Circular 600 in 1965 be seen as making Scotland 
the passive recipient of an English policy (i. e. Anthony Crosland's) 
which just happened to fit in with prevailing Scottish culture? 

5. What is the function of the Association of Directors of Education in 
Scotland? 

I 
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2B. Standard Interview Questions. 

1. What were the sources of initiatives for introducing comprehensive 
education in Scotland? 

2. Were the moves to introduce comprehensive education primarily 
educational or political, in your opinion? 

3. How influential in spreading'ideas about comprehensive education was 
the 1947 Advisory Council Report on Secondary Education? 

4. Why do you think the idea of comprehensive education became 
attractive in the 1960s? 

5. What were the chief implications of Circulars 600 and 614 for 
schools in the West of Scotland? 

6. What part was played in developing comprehensive education in 
schools by: 

a) HMI C) Education Officials 
b) Local Politicians d) Advisers e) The CCC 

7. What obstacles, if any, existed to the introduction and 
implementation of a comprehensive policy of education, in your view? 

8. How much latitude were head teachers accorded in implementing 
comprehensive policies in their schools. 

9. How did parents/the general public react to the introduction of 
comprehensive education, in your experience? 

10. Did a) area schools in housing estates 
b) fee-paying/private schools 

constitute an obstacle to the introduction of comprehensive 
education? 

11. To what extent was change/reform introduced WITHIN schools as a 
result of C600 (i. e. in their internal organisation and practices)? 

12. What role did Teachers' Centres and In-Service Training play in 
helping teachers to deal with the implications of comprehensive 
education? 

13. How did - a) head teachers, b) teachers - react to the idea of 
comprehensive education? 

14. To what extent did the advent of comprehensive schools change the 
previous pattern of Junior Secondary/Senior Secondary schools? 

15. what were the main solutions adopted to grouping children according 
to ability in - a) S1/S2 b) S3/S4? 

16. Did the advent of comprehensive schools have an effect on - a) the 
secondary curriculum b) teaching methods? 

17. To what extent did the shift to a comprehensive system cause teachers to scrutinise their ideas and approaches to their work? 
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18. How did the idea of,, the -comprehensive school as envisaged in C600 
articulate with the Scottish attitude to education, in your opinion? 

19. How was the concept of equality of opportunity perceived in 
Scotland? 

20. What, in your view, is the definition of a 'comprehensive school'? 

21. a) Has the potential of the Comprehensive School been fully 
realised? 
b) If you think not, what have been the principal inhibiting 
factors? 
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2C. Questions put to Advisers. 

A. COMPREHENSIVE EDUCATION 

a) What were the sources of comprehensive policy initiatives? 
b) Which group(s) were the principal advocates of the policy? 
c) Were moves to introduce the policy primarily educational or 

political? 

2. Why did the comprehensive approach to education become 
attractive in the 1960s? 

3. What were the immediate implications of comprehensive 
reorganisation (C660, C614) for Scottish schools? 

4. Did the existence of a) f ee-paying schools, b) area schools 
situated in housing estates pose any problem for the 
implementation of a policy of comprehensive secondary education? 

5. What obstacles existed to' the introduction of comprehensive 
education in Scottish secondary schools? 

6. a) To what extent did the previous pattern of junior 
secondary/senior secondary provision change with the advent 
of the comprehensive school? 

b) Were the internal organisational practices adopted in 
schools in keeping with a comprehensive policy? 

7. a) How did the idea of comprehensive school articulate with the 
Scottish educational system and Scottish attitudes to 
education? 

b) How was the concept of equality of opportunity perceived in 
Scotland? 

8. a) What would be your personal definition of the term 'a 
comprehensive school'? 

b) Do YOU think that the potential of the comprehensive school 
has been fully tapped? 

B. THE ADVISORY SERVICE 

To what extent was the creation and expansion of the advisory 
service a direct result of the introduction of a comprehensive 
system of education? 

2. In your view, what are the main functions of the advisory 
service with regard to secondary education? 

3. What was your professional relationship as an adviser with - 
a) Directorate Staff (especially the extent of your involvement 

in major decision-making). 
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b) The Inspectorate. 

c) National Bodies in Scottish Education (CCC, SEB, etc. ) 

d) Head Teachers (especially their reaction to advisory service 
suggestions. ) 

e) Principal Teachers /Departments (the extent to which your 
advice was sought and/or implemented. ) 

4. What were the most common , patterns to emerge in grouping 
. -- children in your subject in - a) S1/S2 b) S3/S4? 

5. , a) From your experience, - of schools do you think that 
comprehensive education has had an ef f ect on - a) the 
curriculum, b) teaching methods in secondary schools? 

b) To what extent have teachers scrutinised their ideas about 
and approaches to their work as, a result of the introduction 
of the comprehensive school? 

C) To , what extent did teachers,., keep up to date with new 
developments in their subject? 

6. a)- Could you assess the role and impact of Teachers' Centres 
and In-Service training courses on teachers' thinking and 
practices? 

b) what part did advisers play in organising such courses? 

7. What problems did you encounter in exercising the advisory 
, function in the context of secondary education? 

8. Do you think that schools have benefited from having the 
, services of a professional advisory service at their disposal? 
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2D. Questions put, to, Elected Members/Members of Political Parties at 
local level. 

1 How far back can initiatives to introduce a comprehensive system of 
education be traced? 

2. Were the moves to introduce it primarily educational or political? 
1 

3. Why did the comprehensive issue become attractive in the mid 1960s? 

4. What part did Elected Members and the Education Committee play in 
establishing a comprehensive system? 

5. What was the reaction to the new system of a) Directorate staff 
b) the public parents 
c) headteachers and 

teaching staff 

6. What were the immediate implications for schools of circular 600? 

7. To what extent do you think that: - 
a) the previous Junior Secondary/Senior Secondary pattern was 

changed? 
b) change was introduced within schools as a result of the 

introduction of a comprehensive system? 

8. Did the existence of local authority former fee-paying schools 
constitute an obstacle to comprehensive policy? Can both types of 
school co-exist? 

9. Would you agree with the view that established schools with sound 
reputations were used as testbeds for Labour Party policy? 

10. How influential are elected members with regard to education policy 
matters? 

11. What is the role of the Directorate staff in matters of educational 
policy? 

12. How did the idea of the Comprehensive School as envisaged in 
Circular 600 in 1965 fit in with the Scottish educational tradition? 

13. How was the concept of equality of educational opportunity perceived 
in Scotland? 

14. Would you agree with the view that members of the Labour Party still 
favoured selective schools as a ladder of opportunity for able 
children of humble origin, despite their professed allegiance to the 
comprehensive ideal? 

15. Did the concept of the 'area school' cause any problems to the 
introduction of a comprehensive system of education? 

16. What would you see as the major obstacles to the introduction of a 
comprehensive system of education? 

17. To what extent do you think that the introduction of a comprehensive 
system of education has caused the Scottish teaching profession to 

468 



reassess its aims and approaches? 

18. What is the role of politics in initiating educational change? 

19. In your opinion, how far should an authority/regional council go in 
enforcing its public policy statements on education? 

20. a) What would be your personal definition of the term 
'comprehensive school'? 

b) Do you think that the potential of the comprehensive school has 
been properly tapped? 
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2E. Questions put to the Directors of the Scottish Curriculum 
Development Centres 

What is your . opinion of the CCC as a vehicle for promoting 
curricular reform? 

2. Does the decentralised nature of the Scottish Educational system 
inhibit curriculum development in your view? 

3. What was/is the relationship between the Centre and the Central 
Committee it'-services? 

4. To what extent would it be correct to assume that the Centres were 
set up in response to changes in education occasioned by the spread 
of comprehensive education? 

S. Could. you outline the, main functions of the Centres? 

6. To what extent did the Centres define policy in relation to 
fundamental issued in teaching? 

7. Who was responsible for identifying areas of investigation for the 
Centres? 

8. How were appointments to working parties made? 

9. How successful do you think the Centre was in spreading ideas on 
curricular reform? 

10. Were attempts made to assess the extent of the local/national up- 
take of ideas? 

11. How much was the Centre used as a resource by teachers? 

12. Were steps taken by the Centre to help implement 
developments/experiments in subject teaching? 

13. a) How was the Centre affected by the creation of SCDS as part 
of the new CCC structure in 1976? 

b) What was its relationship to coSE? 
C) What was the role of the DSC and the Steering Committee in the 

new structure? 

14. What were the implications of the Rayner Study in 1979-80 for the 
centre? 

COMPREHENSIVE EDUCATION 

What obstacles existed to the introduction of comprehensive 
education in Scottish schools? 

16. To what extent was change/reform introduced within the schools as a result of the adoption of a comprehensive POUCY (i. e. in their internal organisation and practices)? 

17. Did the advent of comprehensive education have a marked effect on 
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a) the curriculum b) teaching methods in Scottish secondary schools? 

18. How would you assess the role of Teachers' Centres and In-service 
training in getting teachers to scrutinize their ideas about 
approaches to their work? 

19. What part was played in the changeover by - a) HMII 
b) Directorate Staff 
c) Advisers 

20. How did the idea of the comprehensive school as envisaged in 
C600/C614 articulate with Scottish attitudes to education? 

21 . How was the concept of 'equality of opportunity' perceived in 
Scottish education? 

22. a) What, in your view, are the essential characteristics of a 
comprehensive school? 

b), How was the term 'comprehensive school' perceived by those most 
closely involved in implementing comprehensive policies? 

9 
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2F. Questions put to English - politicians involved in Labour Party 
educational policy - 

1. what aspects of British society of the 1960s were conducive to the 

consideration of a comprehensive system as an alternative to the 
tripartite one? 

2. To what extent, in your opinion, were the moves to introduce 

comprehensive education - (a) political (b) educational? 

3. How popular within the Labour Party itself was the idea of 
comprehensive schools? was it universally accepted as 'a good 
thing'? 

4. What were the sources of initiatives to have comprehensive education 
made Labour Party policy? 

5. Which group and/or individuals were influential in campaigning for 
the introduction of a comprehensive system of education? 

6. What were the aims of the Labour Party in adopting comprehensive 
education as policy? (i. e. what did it intend to achieve by making 
the state system a comprehensive one? ) 

7. Once comprehensive education had become official policy, why was the 
decision taken to introduce it initially by circular rather than by 
Act of Parliament? 

8. What do, you recall as being the main areas of discussion on the 
subject of comprehensive education among senior Labour Ministers? 

9. What were the main reactions in political circles to the 
announcement in January 1965 that comprehensive education was going 
to be introduced? 

10. What obstacles to the introduction of comprehensive education were 
you aware of as a i3olitician? 

11. Is it accurate to say that the Scottish education system was obliged 
to follow the English lead on the comprehensive question because it 
was a major issue of national policy? 

12. Were you aware of any Opposition to or apprehension about the idea 
of the comprehensive school from Scottish labour politicians? 

13. In your view, how radical a concept was the comprehensive school for 
the British educational system? 

14. In your view what are the essential distinguishing features of a 
school that calls itself 'comprehensive'? 

15. Twenty years on, do you think that the potential of the 
comprehensive school has been fully realised? If not, what have been 
the principal, inhibiting factors? 
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2G. Questions put to an educationist directly responsible for 
organising in-service provision for secondary teachers. 

SECTION A 

1. What were the reasons for the 'explosion' of in-service courses in 
the later 60s and-70s? 

2. a) Where did initiatives for in-service originate? 
b) Who played key roles in these initiatives? 

3. What part did N. C. I. S. T. play? Who sat on it? How did it function 
as a body? 

4. Was in-service provision keptlunder review over the years? 

5. Were there any changes of emphasis in in-service provision over the 
period in question? 

SECTION B 

1. a) When was the In-service Department established in --------- ? 
b) Whose decision was it to set up the Department? 

2. Did the Department have general aims and objectives? 

3. How were courses planned (i. e. choice of topics rather than routine 
admin)? 

4. How were contributors to courses selected? 

5. How did a) the Directorate b) Advisers c) Her majesty's 
Inspectorate relate to the in-service Department and its staff? 

6. Do you have any comments on the main types of course offered: 

-1 day or 1/2 day 
-1 week local 
-1 week national 
- evening courses over several weeks 
- courses leading to qualifications? 

7. Were any of the courses in Q. 6 more 'popular' with teachers than 
others? 

8. Did the In-service Department undertake any follow-up or evaluation 
of the courses it organised? 

9. What was the extent of school-based in-service undertaken by tho 
Department? 

10. Was the Department included in Scottish Education Department's 
planning of the munn/Dunning development programme (i. e. pre-1984 dispute) ? 
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SECTION C 

1 Is" it possible to assess the impact of in-service training on 
schools over the period? 

2. To what extent did in-service training help teachers to scrutinise 
and/or reformulate their approaches to their work? 

3. Did teachers (individually or in. groups) request the college to 
organise in-service courses on topics selected by them? 

4. What comments do you 'have on the following fresquently-heard 
criticism of in-service courses by staffroom regulars: 

i) courses were over-theoretical and 'no use for 3F on Friday' 
ii) Courses tended to benefit those enthusiasts who attended 

iii) involvement in in-service was used intentionally by some 
teachers to secure promotion. 

5. What is the relationship between in-service and curriculum 
development, in your view? 

FINALLY 

What have been the main benefits secured by organised in-service 
provision over the period? 

2. Do you have any criticisms of the general approach adopted to in- 
service in Scotland? 

3. Have any factors inhibited its achieving its full potential? 
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2H. Questions put to an educational administrator in Strathclyde 
Region Education Department 

1 What is the relationship between DIVISIONS and THE REGION in the 
administration of the education service? 

2. With regard to the professional in the service, where is 
power/decision-making located - a) in the division b) at region? 

3. a) What is the role of Elected Members in education policy making? 
b) How important is the political, dimension? 
c) What is the relationship between elected members and 

professionals? 

4. What are the priorities of the professionals - a) in the division 
b) at region? 

5. How would you describe the day to day life of the educational 
administrator? 

6. To what extent are matters educational (i. e. curriculum, syllabus, 
assessment, etc. ) the concern of administrators? 

7. What is the function of the advisory service in the education 
system? 

8. How do educational administrators view schools and the problems 
involved in running them? 

9. How would you describe - a) decision/policy making 
b) co-ordination/planning 
c) management 

in the education service? 

10. To what extent are education administrators influenced by their 
personal educational philosophy? 
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